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Editorial

I should like to thank all the members of the Editorial board of the interdisciplinary
journal “Discourse and Communication for Sustainable Education” for their hard work.
My thanks are also due to contributors to this issue for their forbearance and patience
in the necesseraly long process of preparing articles for publication.

This volume consists of five papers that deal with issues ranging from a political
dimension in education for sustainable development (ESD) to values education, which
is one of the pillars of education for sustainable development. The papers provide ideas
and results from different national and cultural perspectives.

The paper by Ohlmeier focuses on a specific political approach to ESD. The model
presented is derived from the four sustainable growth targets of German Development
Policy. Instead of relying on a neo-classical or neo-liberal economic paradigm, however,
the goals of social justice, environmental sustainability, economic productivity and good
governance are interpreted using a sustainability model. This model is anchored in a
steady-state economy that has overcome the myth of unlimited material growth and
seeks to stay within the limits of the planet’s resources. The preconditions of good
governance are outlined, and it is described how the state and civil society can contribute
to this normative goal. In addition to social, ecological, economic and political compo-
nents, the presented model for civic education for sustainability considers conflicts
between different development components and the need for horizontal and vertical
coherence. In conclusion, the paper shows that civic education for sustainability must
aim to produce informed and empowered global citizens. Citizens should have the ability
to employ their knowledge and skills responsibly through local and global civic involve-
ment while also remaining aware of their own interests. Furthermore, it falls to educa-
tional policy makers to create national as well as international organisational structures
that facilitate civic ESD.

The paper by Zecha examines an understanding of the current situation of nature
experiences among adolescents is of critical importance for the protection of nature.
The participants of this study are 14–15 year-old pupils from Bavaria (Southern Germany)
and Asturias (Northern Spain). In particular, the author was interested in a) the level of
outdoor experiences of each group; b) the influence of independent factors, such as
gender and environmental behaviour at home, upon nature experiences; c) the relation-
ship between outdoor experiences and environmental knowledge, readiness to act and
actual environmental behaviour; d) cultural differences between Asturian and Bavarian
pupils. As the study showed, nature experiences can be separated into different ‘dimen-
sions’. There are differences in the extent and type of influence nature experiences have
on the samples of Bavaria and Asturias. The Asturian pupils have higher values in the
dimension relating to their present situation and in their expectations of future nature
experiences in comparison with the pupils in the sample of Bavaria. Also, it might be
proven, with the help of regressions, that nature experiences may positively affect
environmental knowledge, attitudes and actions. These results could potentially help
educators and researchers to identify the aspects of existing in-school programmes and
extra-curricular activities that need to be improved.



The paper by Zîmele-Ðteina draws upon Latvian piano teachers’ views on an ideal
teaching aid for pupils – young pianists. Currently, in Latvia, an adequate teaching aid
that would meet the requirements of novice pianists is not available. The opinion survey
of 165 piano teachers from all regions of Latvia was carried out according to a three-
point scale, in which 30 parameters that would characterise the teaching aid were
indicated. The quantitative and qualitative methods of data processing were applied in
this research. The results of the survey show that an ideal teaching aid for young novice
pianists should correspond to the pupils’ age group and be multinational. The results of
the empiric research were used to articulate the basic principles of the development of
teaching aids.

The paper by Kraukle reveals the process of implementing inclusive education in
Latvia and the teachers’ and parents’ understanding of the role of communication in
including children with special needs, communication strategies, basic qualities and
their use in teachers’ work with children with special needs. Teachers and parents were
asked to answer a questionnaire to determine if: (1) parents and teachers understand
the value of communication in developing social, emotional and cognitive development
and the implementation of inclusive education for children with special needs and (2)
teachers of general pre-schools are ready to communicate with special needs children
with and their parents while implementation inclusive education. This research confirms
that teachers lack communicative competencies working with children with special needs
and their parents.

The paper by Úwitaùa highlights values education in Polish schools. The aim of this
paper, strictly related with the goals of the United Nations Decade of Education for
Sustainable Development, is to answer the following questions: (1) Is the Polish school
ready to provide values education?; (2) How are schools trying to involve values education
into the school practice?; (3) To what extent do the adopted solutions regarding prog-
rammes, curricula and textbooks match the requirements of values education, which is
one of the pillars of education for sustainable development? The author presents an
analysis of the content of selected curricula for the early stage of education and the
textbooks used at this stage, paying special attention to values education based on
pupils’ and teachers’ activities and experiences. The results of the analysis provide an
unequivocal answer to the extent to which we are prepared to provide or to implement
values education at this stage of instruction.

The paper by Rode determines the conditions of relationships with the environment
and an individual’s awareness in the process of personality formation. The research is
constituted by an analysis of literary sources in education, psychology, philosophy and
folklore studies as well as by a study of the formation process of a sense of belonging in
Latvian folk songs or dainas. This research shows that a sense of belonging is asso-
ciated with harmony between an individual and the surrounding environment. It is
developed in the space of conditions for an individual’s self-realisation that balances
individual and social interests. For the development of inborn gifts, a natural environment
of upbringing is needed. For the development of a sustainable education model in Latvia,
the author asserts, the ideas found in Latvian dainas that have ascertained their
sustainability may be of importance.

The paper by Strode focuses on participatory action research during pedagogical
practice. Participatory action research facilitates sustainable education because its ob-



jective is to understand professional practice, enrich the capacity of involved participants
and an opportunity to make inquiries for the improvement of quality. In the research of
professional practice, subjects explore themselves; research is critically informative, active
and action-oriented. Basing on the analysis of the prospective teachers’ professional
independence formation during pedagogical practice, the conditions for the individual’s
sustainable professional development are updated, the principles of organising pedago-
gical practice are determined. The experts’ opinion method was applied in the evaluation
of the developed practice model. As a result, the opportunities of the developed model
to ensure sustainable education as well as its strengths and weaknesses were determined.

Editor-in-chief
Astrîda Skrinda
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Abstract

Education for sustainable development (ESD) often fails to consider the political dimen-
sion. To address this gap, this paper focuses on a specific political approach to ESD.
The model presented is derived from the four sustainable growth targets of German
Development Policy. Instead of relying on a neo-classical or neo-liberal economic paradigm,
however, the goals of social justice, environmental sustainability, economic productivity
and good governance are interpreted using a sustainability model. This model is anchored
in a steady-state economy that has overcome the myth of unlimited material growth
and seeks to stay within the limits of the planet’s resources. The preconditions of good
governance are outlined, and it is described how the state and civil society can contribute
to this normative goal. In addition to social, ecological, economic and political com-
ponents, the presented model for civic education for sustainability considers conflicts
between different development components and the need for horizontal and vertical
coherence. In conclusion, the paper shows that civic education for sustainability must
aim to produce informed and empowered global citizens. Citizens should have the ability
to employ their knowledge and skills responsibly through local and global civic involve-
ment while also remaining aware of their own interests. Furthermore, it falls to educa-
tional policy makers to create national as well as international organisational structures
that facilitate civic ESD.

Keywords: sustainability, sustainable development, civic education for sustainable deve-
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Sustainable Development (SD), Educational Policy and the Neglect of Politics

At the path-breaking United Nations Conference on Environment and Development
in Rio de Janeiro in 1992, the United Nations (UN, 1992a) published Agenda 21, an
action plan for SD. The conference turned what had been a debate about environmental
and developmental policy into a global political discussion about the world’s future
(United Nations Conference on Environment and Development [UNCED], 1992). The
new approach grew out of the Brundtland Report (UN, 1987), whose basic model of
sustainable development comprises three interdependent dimensions: the ecology, the
economy and society. On this basis, the 27 principles of the Rio Declaration on Environ-
ment and Development expanded our previous understanding of development – namely,
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modernisation via economic growth and industrialisation – to include a holistic matrix
of environmental, economic and societal components (UN, 1992b). This broad – but
vague – notion of development continues to inform economic and political discussions
on sustainability. Yet few have noted how difficult it is to coordinate the dimensions of
sustainability in tangible political contexts.

Agenda 21 took crucial steps in socially anchoring the Brundtland model of SD.
Education and awareness were the key aspects of the action plan, and they have since
become some of the most important factors for developing a sustainable society. The
questions we need to ask, therefore, are two-fold: What should be understood by
education for sustainable development (ESD)? and What is the importance of politics
in SD?

During the 1990s, it became apparent that the three dimensions of SD could not be
successfully addressed without a functioning democracy and a strong participatory civil
society (Brunold, 2009). The three-fold goal of SD is crucially dependent on factors
native to a society’s politics and culture.

The UN Decade of Education for Sustainable Development (DESD), 2005–2014,
committed the international community to establishing principles of SD in national
education. Led by the United Nations Organisation for Education, Science and Culture
(UNESCO), the DESD gave rise to many committees, strategies and evaluation programmes
promoting this global initiative. With time, large discrepancies between regions became
apparent concerning the speed at which ESD was being implemented (Ohlmeier &
Brunold, in press). An international survey conducted in 2009 (ibid.) found that scientific
and educational experts responsible for realising the DESD in their respective countries
interpreted ESD quite differently. The answers of scientific and educational experts
from different world regions of the DESD to the question: What does a sustainable or
durable development mean to you? are provided in Table 1.

Table 1
Meaning of Sustainable or Durable Development (Ohlmeier & Brunold, in press)

1 2 3 4 5 6 7
Gender equality 4.2 5.9 3.5 3.9 2.0 3.5
Integration of ethnic minorities 4.6 1.7 1.8 3.1 4.7 3.5
The attempt to live more with nature 8.0 7.1 9.4 5.1 4.5 5.9
A programme for moderation and renunciation 0.8 1.3 0.0 1.4 2.5 1.6
Education for acting responsibly in matters of
environment

15.3 16.8 16.5 14.0 11.4 13.8

A programme for peace and safeguarding of
creation

8.0 8.4 7.6 4.6 6.4 6.3

Sequel to Table 1 see on p. 7.
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Sequel to Table 1.

1 2 3 4 5 6 7
The efficient use of resources by means of
technological innovations

11.1 13.0 11.8 8.1 9.1 9.6

Generation equality/responsibility for future
generations

13.0 11.3 13.5 14.8 15.9 14.5

Participation in decision-making by the
population and democratisation of the society

6.5 7.6 8.8 10.5 5.5 7.9

The creation of social and economic justice
from the global point of view

9.2 10.1 9.4 11.5 11.8 11.0

The networking of economic, social, ecological
and global aspects

8.4 8.8 9.4 12.5 14.6 12.0

A fundamental change of the consumer’s beha-
viour (“living good instead of possessing a lot”)

11.1 8.0 8.2 10.2 11.5 10.3

On the basis of 12 predetermined categories, the survey’s authors found that the
Arab States and the countries of Asia and Africa mainly focus on “education for acting
responsibly in matters of environment” (16.8%, 16.5% and 15.3% respectively). By
contrast, the countries of Latin America, the Caribbean as well as Europe and North
America favour “generation equality/responsibility for future generations” (15.9% and
14.8% respectively). A striking finding of the study is the fairly low importance ascribed
to the “participation in decision-making by the population and democratisation of the
society”, with percentage values varying between 5.5% and 10.5%, for an average of
7.9%. Worldwide, this politically crucial aspect of SD is ascribed the highest level of
importance by the Europeans (10.5%).

The international survey also found that experts carry out their projects in a variety
of fields (Table 2). The most popular, by a considerable margin, is environmental
education (with a total average of 24%), led by Latin America and the Caribbean, the
Arab states and Africa (28.5%, 26.7% and 24.3% respectively). The fields of democracy
education and civic education play a much less important role (with total averages of
10% and 8.9% respectively), with significant differences among the world’s regions
(between 6.8% and 12.1% and between 4.9% and 12.4% respectively). The answers
of scientific and educational experts from different world regions of the DESD to the
question: Which fields of action of Education for Sustainable Development are dealt
with in projects of your organisation? are provided in Table 2.
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Table 2
Fields of Action of Education for Sustainable Development (Ohlmeier & Brunold, in
press)

Environment education 24.3 26.7 20.3 20.5 28.5 24.0
Global learning 7.3 10.8 9.8 10.3 10.9 10.1
Civic education 4.9 10.2 9.8 12.4 5.6 8.9
Peace education 7.8 7.4 8.3 6.3 4.0 6.1
Democracy education 12.1 11.9 6.8 8.3 11.6 10.0
Economic education 10.2 9.7 6.8 9.5 6.7 8.6
Gender mainstreaming 11.2 4.5 8.3 6.9 6.5 7.2
Education for human rights 10.7 8.0 7.5 8.1 8.5 8.5
Development policy education 5.3 5.1 16.5 9.5 9.8 9.1
Intercultural and anti-racist learning 6.3 5.7 6.0 8.1 8.0 7.4

The analysis of the survey’s results shows that effective implementation requires
political  and democratic resources to be deployed in national education systems. A
“top-down” approach needs to be embedded in good governance patterns, while the
“bottom-up” approach necessitates a multitude of opportunities for participation by
civil society. This is because individual education based on the sustainability model
must go beyond environmental, economic and social issues (Ohlmeier & Brunold, in
press). Without considering politics and civil society, ESD will ultimately fall short.
Imposed from above, it will fail to anchor itself in individual awareness and will ignore
the creative potential of individual and civil society to help shape policy, which is
indispensable for building a sustainable world. A successful educational policy for SD
must aim to create educated and engaged citizens who are able to think about SD
locally and globally. I will return to this subject again in section 3.

Civic ESD

The Four Targets of SD

To take the political aspects of ESD into account, an analytic model is necessary
that supplements the triple objectives of the UN with three preconditions for good
governance: democratic government, far-reaching participatory rights and compromise.
Such a model, which is already being used by the German Federal Ministry of Economic
Cooperation and Development for identifying SD targets, illustrates the link between
school subjects and professional structures (Figure 1).1
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Social, Ecological, Economical and Political Developments Are Symbiotic
The four German Developmental Policy Target Elements

Figure 1. The four targets of SD (BMZ & KMK, 2008, p. 25)

The target of social justice encompasses social balance, social services and poverty-
reducing conditions; ecological sustainability contains environmental protection and
natural resource management, biodiversity preservation and support for renewable
energy; economic productivity includes trade and financial systems, growth with poverty
reduction and economic cooperation. Finally, good governance consists of gender
equality, human rights, democracy and peace. In view of sustainability concerns, however,
some of the areas covered by the four targets are problematic – namely, poverty-reducing
conditions, environmental protection, natural resource management and growth with
poverty reduction.

The social target: Social justice. The emphasis on poverty in the SD targets – the
item “poverty-reducing conditions” under social justice and the item “growth with
poverty reduction” under economic productivity – reveals Germany’s reliance on the
Millennium Development Goals (MDGs). These goals, adopted at the 2000 Millennium
Summit in New York, aim, among other things, to reduce poverty by 50% worldwide
by 2015 (United Nations Development Programme [UNDP], 2012). Despite the fact
that there has been significant progress in reducing extreme poverty worldwide, it must
be noted that the current neo-classical economic paradigm seeks to eliminate poverty
by universalizing the Western lifestyle, along with its high rates of production and
consumption and unsustainable ecological footprint. But, in many places, this approach
has turned out to be inappropriate, not to mention environmentally disastrous. Cultures
become “poor” only after they begin to strive after Western luxuries and comforts they
never had before. Therefore many indigenous cultures have no word for poverty as it is
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understood in the modern developed world. And it is also why the notions of poverty,
development and growth need an alternative economic model. That model must take
into account the “limits of growth” developed by researchers since 1972 (Meadows,
Meadows, & Randers, 1992; Meadows, Meadows, Randers, & Behrens, 1972; The
Council on Environmental Quality, & the Department of State, 1980; Meadows, Randers, &
Meadows, 2006; Randers, 2012).

The ecological target: Ecological sustainability. That humanity as a whole is living
beyond the means of the planet, is patently clear (World Wide Fund for Nature Inter-
national, Zoological Society of London, Global Footprint Network, & European Space
Agency, 2012). According to the ecological footprint approach advanced by Wackernagel
and Rees (1996), each year the world falls further into ecological debt. In 2008, the
planet’s ecological footprint exceeded its biocapacity – its capacity to provide resources
and absorb wastes – by 50%. Put it another way, it took the Earth approximately 18
months to regenerate the resources (fishing grounds, forest land, grazing land, cropland
etc.) that were used by humans in 2008. In the early 1970s, humanity crossed the critical
threshold. Since then, the human demand on nature has been higher than the planet’s
ability to meet it. Even if population and consumption increase at a moderate rate, the
Global Footprint Network (2012) data show that the capacity of two Earths would be
needed to meet the demand by 2050. Based on average ecological footprint per person,
highly developed countries make the greatest demands on the planet’s resources. These
countries consume three to five times their share of the world’s biocapacity (World
Wide Fund for Nature International et al., 2012), which works out to be 1.8 global
hectares per person (Global Footprint Network, 2010). SD occurs only if it reduces the
ecological footprint within a country or region and human demand does not exceed the
available biological resources.

In Germany, discussion of sustainability revolves around strong and weak forms
of sustainability. Both assume that human resources encompass both natural capital
and manmade capital. Natural capital consists of things like air, soil, water, biodiversity
and raw materials while manmade capital consists of things like machines, building,
knowledge and social structures (Grunwald & Kopfmüller, 2012). Strong sustainability
preserves or furthers each type of capital. Weak sustainability preserves or furthers only
their sum, viewing natural and manmade capital as practically interchangeable. According
to the tenets of weak sustainability, a world could be called sustainable that was devoid
of forests as long as ecological, economic and social functions could be replaced by
manmade items like plastic, nature films, air conditions, synthetic scents, carbon sinks
in mines or in oceans (Egan-Krieger von, Ott, & Voget, 2007).

By contrast, proponents of strong sustainability believe that natural capital and
manmade capital are complementary and seek to determine the limits of the demands
that the economy can make on the biosphere. In the face of nature’s progressive destruc-
tion and the increasing shortage of specific resources, they call for the permanent preser-
vation of natural capital, which they regard as a limiting production factor in need of
investment.2 This includes maintaining critical reserves through the use of renewable
resources and recognising the self-worth of sentient animals by protecting their natural
habits. One of the merits of strong sustainability is that it grants future generations a
choice: How can we know whether the people of tomorrow will approve of the substitu-
tions we have made today? In this sense, strong sustainability is less “dictatorial” than
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weak sustainability (Weikard, 1999; see also Egan-Krieger von et al., 2007). It does
more to address the basic needs of human beings while appealing to the sufficiency
principle: just enough, but not more.

The economic target: Economic productivity. Against the backdrop of strong
sustainability, I want to question the third economic target of German development
policy: “economic productivity” and “growth with poverty reduction”. The biophysical
limits to growth require an alternative model to the neo-classical paradigm. Ecological
economists have worked to develop such a model, built on a robust body of transdiscip-
linary theory and evidence that takes into account the biophysical limits of growth
(Daly & Farley, 2011; see also Common & Stagl, 2005).

In Germany, several basic management rules have been proposed for preserving
the natural balance (Mohr, 1996). In the main, these rules agree with the principles of
a steady-state economy (Daly & Costanza, 2009).

— The rate of consumption of renewable resources may not exceed their rate of
regeneration (preservation of ecological capacity) on a long-term basis.

— Given the limited capacity for absorbing pollutants, emissions must not exceed
the environment’s ability to break them down.

— Non-renewable resources should be used only to the extent that an equivalent
renewable substitute can be found that can replace it in the future (rule of
substitution).

— Human interventions in the environment must be in balance with nature’s
ability to adapt to them.

In a steady-state economy, the physical components of an economy are constrained
endogenously by the limits of ecology. These physical components can be natural resources,
human population and stocks of manmade capital. Daly (1991) has defined a steady-
state economy as “an economy with constant stocks of people and artifacts, maintained
at some desired, sufficient levels by low rates of maintenance ‘throughput’, that is, by
the lowest feasible flows of matter and energy from the first stage of production to the
last stage of consumption” (p. 17). The proponents of a steady-state economy acknow-
ledge that the Western standard – ever more growth, ever more consumption – is not
sustainable. And history has shown that technological progress and gains in efficiency
cannot overcome the limits to growth in the long run (Huesemann & Huesemann,
2011). By contrast, the steady-state model assumes that the economy is structured like
an ecosystem and seeks to create a constant metabolic flow of resources from depletion
to pollution within the assimilative and regenerative capacities of the ecosystem (Daly
& Costanza, 2009).

Although the steady-state model is market-based, the basic questions about the
management rules for preserving the nature and distributing goods must first be politically
decided. Only in this way, resources will be seen as scarce economic goods (Daly &
Farley, 2011). There are various specific policies for transitioning to a steady-state
economy. They include cap-auction-trade systems for basic resources, an ecological tax
reform, the limitation of income inequality, freeing up work schedules and the re-
regulation of international commerce (Daly & Costanza, 2009).

To achieve an ecological economic model, prosperity and progress can no longer
be measuredly solely by gross domestic product (GDP) and gross national income (GNI).
The global challenges of the 21st cannot be met without redefining progress. It is an
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established insight of current economic and political discourse that material economic
potential suffices to describe neither prosperity nor a society’s level of sustainability.
Indicators are now used that go beyond economic growth, taking into account ecological
and societal criteria. This is especially true when it comes to measuring sustainability.
For instance, the Genuine Progress Indicator (GPI) of the Index of Sustainable Economic
Welfare links gross domestic production with ecological, economic and societal attributes,
such as resource consumption, environmental impact, long-term environmental damage,
income distribution, household chores, volunteer work, education, criminality, discre-
tionary spending, the defence budget, the durability of production, public infrastructure
and dependence on foreign investors (Redefining Progress – the Nature of Economics,
2014). In the United States, this indicator remained stagnant from 1950 to 2004, even
though GDP more than doubled during this time (Talberth, Cobb, & Slattery 2007).
Like the GPI, the Happy Planet Index (HPI) considers criteria for sustainability, covering
151 countries. What sets it apart is that it combines life satisfaction and life expectancy
values with an ecological footprint score (HPI, 2014a). Depending on the ecological
footprint, which in advanced industrial nations can be very high, the other co-determi-
nants of the index may be unable to compensate, leading to a poor overall score (HPI,
2014b).

The Beyond GDP initiative of the European Commission (EC) and representatives
of the European Parliament, the Club of Rome, the Organisation for Economic Co-
operation and Development (OEDC) and the World Wide Fund for Nature can be seen
as a first step in redefining progress at an international level. This initiative has developed
clear indicators for expanding GDP to cover environmental and social aspects of progress
(EC, 2013a). With this new enlarged GDP, other forms of costs – environmental degra-
dation, resource depletion, higher income inequality – figure into the national accounts
(EC, 2013b). Social indicators provide insights into a broad range of social issues, concerns
and trends, such as life expectancy, poverty rates, unemployment rates, disposable income
and education levels. Environmental indicators shed light on such issues as human
health, water pollution and solid waste generation. Well-being indicators measure
people’s general satisfaction with life and paint a more nuanced picture of quality of life
with regard to jobs, family life, health conditions and living standards (EC, 2013c).

As we can see, the Beyond GDP initiative comprises not only quantitative aspects
of economic growth, but also qualitative aspects of prosperity and productivity. But
these sustainability-based indicators have the significant downside that they are still in
an exploratory stage and have yet to be applied systematically on the international
political level. Politics still faces the enormous challenge of establishing the framework
for a steady-state economy, promoting qualitative growth within ecological limits.3

The political target: Good governance. The concept of good governance is a normative
system of reference to evaluate the quality of political leadership and supervision. Like
governance in general, good governance is based in neoinstitutionalism, which emphasises
the long-term interest of agents in reliable and predictable exchange relationships (Czada,
2010). The World Bank (1989), for instance, identifies the following points under good
governance: voice and accountability, political stability and no violence, government
effectiveness, regulatory quality, rule of law and control of corruption. The OECD
(1995) goes further than the World Bank, stressing a wide range of criteria for good
governance and democracy (Czada, 2010), in particular: openness, transparency and
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accountability in democratic institutions; fairness and equity in dealings with citizens,
including mechanisms for consultation and participation; efficient, effective services;
clear, transparent and applicable laws and regulations; consistency and coherence in
policy formation and high standards of ethical behaviour.

To the extent that states or statehood in general, can do very little to impose a
hierarchical coordinating mechanism on a network-like system of structures, civil society
and the economy are crucial elements of good governance for handling organisational
tasks at the political level. As the multitude of global conferences on sustainability in
the wake of Rio show, national state representatives no longer stand alone; increasingly,
they are joined by an international network of nongovernmental organisations (NGOs)
that represent the interests of a global civil society. They seek not only empowerment
from below, but also the expansion of “the horizon of political responsibility, insofar as
the forms of transnational cooperation bring to political discussion less the special
interests of groups, regions, or nations than the question of what’s best for the world as
a whole” (Seitz, 2011, p. 244). The authority of global civil society rests neither on
democratically legitimised power of enforcement nor on quantitative economic resources.
Rather, it is based on the convictions of volunteer engagement for the common good. In
this sense, global civil society is a key supporter and protagonist of global culture: it
represents the universal idea of global community and international human rights,
oversees global affairs and helps transform the public sphere into a world public (Seitz,
2011).

In contrast to the contra-hegemonic dynamics of NGOs, the concrete steps taken
by national governments lie far behind the processes of globalisation. Messner (2000)
describes global governance as “a system of institutions and rules and new mechanisms
of international cooperation that permit global challenges and cross-border phenomena
to be addressed on a continuous basis” (p. 284). The system of cooperative global super-
vision is a variant of global governance that is still in the process of being developed
(Messner, 2011). Even as nations have lost their autonomy in many political areas
through new structures of interdependence, they remain the main agents of international
policy. They continue to make authoritative decisions and thus form the cornerstones
of global governance architecture (ibid.). In contrast to the international regime theories
proposed in the 1980s, governance without government (Rosenau & Czempiel, 1992)
takes places today in a multicentric world – that is, in a world characterised by multilateral
cooperation between governmental agencies and NGOs at the local and global levels
(Commission on Global Governance, 1995; Messner, 2011). In the face of climate
change– the most urgent global governance challenge today – the strategic implementa-
tion of sustainability in the global political context has assumed immense importance.
The goal of limiting global warming to two degrees Celsius – a target that will still pose
serious problems for humankind (Randers, 2012) – will require an “international coope-
ration revolution” and a “major global transformation” tantamount to a “leap in civiliza-
tion” (Messner, 2011, p. 48).
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Components and Structural Levels of Development

For further structuring of these complex issues for school and educational processes,
elements and operational levels of the four dimensions of development can be also
shown in a coordinate system in which the quarter circles indicate the different opera-
tional levels straight through the dimensions (see Figure 2). According to the analytic
purpose and the current development, it can also be suitable to select the levels and
elements differently.

Figure 2. Components and structural levels of development (BMZ & KMK, 2008, p. 26)

At this point, it must be noted in particular, that human actions in each of these
four dimensions are mostly determined by distinguishable control modes at the respective
level. For example, at the micro-level of the social environment the expectations of
actions within a family are communicated predominantly by personal contacts which
are mainly based on informal and socio-cultural role expectations. In this context, the
individual action level towards SD refers to the balance between competing economic,
societal, political and ecological forces. On the contrary, formal rules or juridical stan-
dards become more and more important from the meso-level, like the community, the
province or region, upwards to the macro-level of nation, state and transnational unities.
The highest operational level in this multi-level model is, ultimately, the world. At this
level, the operational options can be realised, for instance, in using the opportunities
presented by globalisation within the scope of the sustainable requirements. This is
possible, for example, by state and civil participation in the United Nations, the World
Trade Organisation, other multilateral organisations as well as bilateral co-operations
for environmental and development policy, for peace protection etc. Therefore, regarding
SD at every action level, it is better to orientate at the respective control modes. An
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example of this is the postulate that an analysis of conditions of personal peaceable
behaviour in the immediate social environment contributes little to an understanding of
war or peace in a transnational context, because the action levels are too different.

Conflict of Goals between Development Components

In order to understand the observable failure of processes of development initially
declared as “sustainable”, it is crucial to consider the tensions and the opposing aims
which inevitably occur between the single dimensions of development. This is because
the ecological, economic, political and social target dimensions of SD cannot always be
related to each other in a synergetic or coherent way. The following illustration shows
clearly that, in each case, significant incompatibilities of aims appear between two
dimensions of development which can seldom be solved harmoniously and generally
only in favour of one dimension of development to the disadvantage of the other (see
Figure 3). At this abstract level, this results in already existing inconsonant objectives:
economic growth versus conservation of natural resources (cf. section 2.1.3); regulatory
policy versus market forces; balance of interests in politics versus nature conservancy
from the perspective of the environment; maximisation of growth and profit  in the
economy versus social justice; public welfare as a political aim versus particular interest
groups and satisfaction of needs at a societal level versus conservation of natural resources
from the perspective of the environment (cf. section 2.1.2).

Figure 3. Conflict of goals between development components (BMZ & KMK, 2008, p. 30)

Horizontal and Vertical Coherence

Besides overcoming the tensions and conflicting aims between the dimensions of
development of sustainability in the sense of a horizontal coherence, the question is also
how the activities of both individuals and institutions from local, national and global
levels can be associated practically. Therefore, the concept of vertical coherence refers
to the demand that interaction between political decision-making processes and their
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effects at a local and global level must find a proper balance and mesh together to
become effective in SD (see Figure 4). The term “glocal governance” (Berndt & Sack,
2001), coined as a reaction to the boundaryless nature of national politics, emphasises
interdependency between political decision-making at the global and local levels. The
slogan “Think globally – act locally” is also meant to express, for example, that locality
and globality in thinking and acting cannot be uncoupled from each other. Against the
background of this dimension-related and level-related model of development, the special
challenge for sustainable policy and for sustainable behaviour of individuals is obviously
to reconcile coherently the horizontal dimensions as well as the vertical levels within
the model of SD and to allow synergetic effects.

Figure 4. Horizontal and vertical coherence (BMZ & KMK, 2008, p. 34)

Conclusions and Future Prospects

The first section in this article showed that the neglect of politics in educational
policy as well as in other contexts relevant to sustainability has engendered the need for
a new approach to ESD. Accordingly, in section 2 a new model of civic ESD was presented
that considers the political dimension as a complement to the original triadic focus on
social, ecological and economic factors. If we presume a normative focus on strong
sustainability and accept the assumptions of a steady-state economy, the model yields
ambitious targets in the areas of social justice, environmental sustainability, economic
productivity and good governance (see sections 2.1.1 to 2.1.4). Sections 2.2 and 2.3
drew attention to the structural levels of development as well as goal conflicts that emerge
from the model’s target components. As discussed in section 2.4, in order to ensure
horizontal as well as vertical coherence in SD policy, political as well as social actors
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are confronted by a range of highly demanding challenges. The model presented herein
has numerous implications for (1) the education of individuals as well as (2) the organi-
sational structures that are required in both an international context and in national
education systems. These implications are discussed briefly in the following sections.

Acquiring Competencies in ESD

A key insight of the model presented in the foregoing is that individuals must be
able to orientate their actions to the principles of sustainability in micro-, meso- and
macro-sociological contexts. Citizens who are empowered with the ability to intervene
(Detjen, 2007) must be politically aware and able to estimate the impacts that their
behaviour will have at different social levels. This view of the role of citizen implies that
he/she must have a relatively sophisticated understanding of democracy. The usual
distinction in civic education between democracy as a way of life, as a social system and
as a form of government (Himmelmann, 2007) means that citizens are faced with signi-
ficant demands in three different domains. The concepts of civil liberty , constitutional
equality, social solidarity, social cooperation and civil responsibility  inform the notion
of democracy as a way of life advanced by Dewey (1916), who underscored the educa-
tional requirements for a functioning democracy. By contrast, democracy as a social
system can be described using the concepts of pluralism, peaceful regulation of conflicts,
solidarity , public and civil society. In view of the international dimension of SD, it
becomes clear that individuals must act and cooperate beyond the confines of the nation
state. Accordingly, global sustainability necessitates informed and empowered global
citizens who are aware of conflicts between political, economic, ecological and societal
goals, while also being cognisant of their own interests in global society.

In this way, ESD must seek to foster individuals who are capable of independent
thought and action. To this end, educational policy must consider citizens in their entirety,
as both rational and emotional actors. Specifically, ESD must facilitate the acquisition
of a range of competencies, including factual knowledge, values, skills and the capacity
for independent thought (De Haan, 2004). To translate this general concept of education
into an approach that serves specific political needs, Brunold (2011) and Ohlmeier and
Brunold (2014) proposed a political-democratic competency model for civic ESD that
is based on De Haan’s eight competencies in ESD.

“These are
— the competency to recognise and evaluate forms and conflicts of aims of

political, economic, ecological and social ‘value orientation’ and their interests,
as well as being able to act upon it,

— the competency to develop skills of participation and intervention for own
interests and interests related to the common welfare, as well as being able to
act upon it,

— the competency to engage in the civil society and civic involvement in
democracy,

— the competency to percept global challenges from multiple perspectives,
— the competency to perceive human and civil rights and being able to represent

them actively,
— the ability to understand and form the link between local experiences and

their global context in the global society,
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— the competency to anticipate future risks and reflect the individual and global
alternatives of acting and taking the responsibility of it, and

— the competency to reflect the individual and cultural models which are provided
by the media as well as to reflect consumption patterns and life styles as a
political mature citizen” (Brunold 2011, p. 211–212).

The ultimate goal of this model is to enable informed and empowered global citizens
to use their competencies in a responsible way to strengthen their civil commitment on
both a local and global level (Ohlmeier, 2013).

Implementation of ESD

In addition to the hurdles that are associated with fostering the aforementioned
competencies in citizens, tremendous challenges are posed by the need to create organisa-
tional structures for civic ESD in national as well as international contexts. Extensive
efforts in this area have already been undertaken by the DESD. However, in this connec-
tion there are large discrepancies between the UNESCO world regions (cf. section1.).
Furthermore, the DESD expires at the end of 2014, and it is unclear whether the goals
of the DESD will continue to be pursued in another institutional form.

Within the scope of the German contribution to the implementation of the DESD,
it was asserted that the projects undertaken thus far are not sufficient for attaining the
demanding goals set forth for ESD (German UNESCO-Commission, 2014). This draws
attention to the crucial need for permanent organisational structures to be created that
translate the UN’s projects into a basis for the long-term pursuit of educational goals –
only then can success be achieved in the further development and interlinkage of activities;
in the networking of actors; in the improvement of public perception of SD; in the
improvement of international cooperation. Naturally, such organisational structures
would have to pay homage to the fact that civic ESD is not just a top-down process that
must be implemented in the educational system, but also a bottom-up process that must
germinate in civil society (cf. section 1).

__________________________________
1 The following graphics were kindly provided for publication by Hannes Siege (GIZ – Deutsche
Gesellschaft für internationale Zusammenarbeit).
2 Anticipating that the idea of “investment” in natural capital may seem odd to some, Ott and
Döring (2011) explained it as follows, “In our idea [of stronger sustainability], preserving and
restoring soil fertility, protecting against erosion, creating naturally managed forests, replenishing
fish stocks, keeping rivers and groundwater clean, conserving natural purification systems, and
renaturation are all investments in natural capital. Expanding renewable energy can also be
interpreted as an indirect investment in natural capital: it helps eliminate greenhouse gas emissions
and strengthens ecological resilience against climate change and invasive species […]. In some
cases, though not in all, investments in natural capital need not be active; they can be allowed to
happen naturally” (p. 196).
3 Besides the steady-state approach, there are other alternative models to the neo-classical paradigm
of infinite economic growth. In Germany, they include post-growth economics (Seidl & Zahrnt,
2010; see also Paech, 2012, 2014). The dominant alternative in France is the idea of décroissance
or degrowth (Muraca, 2009; see also Latouche, 2004, 2007). A more detailed account of these
models is beyond the scope of this paper, however.
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Abstract

An understanding of the current situation of nature experiences among adolescents is
of critical importance for the protection of nature. The participants of this study are
14–15 year-old pupils from Bavaria (Southern Germany) and Asturias (Northern Spain).
In particular, the author was interested in a) the level of outdoor experiences of each
group; b) the influence of independent factors, such as gender and environmental behaviour
at home, upon nature experiences; c) the relationship between outdoor experiences and
environmental knowledge, readiness to act and actual environmental behaviour; d)cultural
differences between Asturian and Bavarian pupils. Using a standardised questionnaire,
the data were collected in spring 2007. As the study showed, nature experiences can be
separated into different dimensions. There are differences in the extent and type of
influence nature experiences have on the samples of Bavaria and Asturias. The Asturian
pupils have higher values in the dimension relating to their present situation and in their
expectations of future nature experiences in comparison with the pupils in the sample
of Bavaria. Also, it might be proven (with the help of regressions) that nature experiences
may positively affect environmental knowledge, attitudes and actions. These results
could potentially help educators and researchers to identify the aspects of existing in-
school programmes and extra-curricular activities that need to be improved.

Keywords: nature experiences, environmental education, environmental behaviour,
adolescents

Introduction

Children have less space to play outside; parents have a “culture of fear” that some-
thing could happen to their children. Also, children’s leisure time is much more scheduled
by adults. As a consequence, children’s lives have often shifted indoors, and spontaneous
contact with nature is increasingly sidelined.

The first step is to collect data about the current situation with regard to nature
experiences. Which nature experiences do adolescents have? Which do they want to
have? As a justification for the study, a good starting point would be Brämer (2006).
He showed, for instance, that 16% of the 12-year-old children said that ducks have
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yellow feathers. The authors such as Kellert (2005), Louv (2005), Taylor, Kuo and
Sullivan (2001) and Zaradic and Pergams (2007) have also expressed concern about
children’s lack of contact with nature. To improve the situation, you need an actual
data base. These investigations have been primarily approached from a national perspec-
tive. Yet it is important to acquaint oneself with the views of pupils of different countries.
Investigations have shown that there is cultural influence on environmental consciousness
(Gouveia, 2002; De Groot & Steg, 2007; Schultz & Valdiney 2005). The study of De
Groot and Steg (2007) examines whether this distinction is valid across different countries
by using a new value instrument. Relationships between these value orientations and
behaviour-specific beliefs are investigated to further examine the validity of the value
instrument.

Theoretical Basis: Nature Experiences and the Persuasive Factors

Overview of Current Research

The theme of nature experiences is dealt with in the German and English literature.
Up to now, there exists no comparative study of two different regions. This research
seeks to show the relationship between nature experiences and psychological effects
(Crompton & Sellar, 1981). Fischlehner (1993) and Gebhard (2009) have shown that
nature experiences improve creativity and autonomic acting. Nature experiences have
also an impact on environmental action (Bögeholz, 1999; Bögeholz, Mayer, & Rost,
1998; Lude, 2001, 2005). Bögeholz (1999) studied 1243 pupils aged 10–18. She proved
the relationship between the different ‘dimensions’ of nature experiences and the environ-
mental knowledge and action. The dimensions of ‘exploration’ and ‘aesthetics’ were
found to be especially important for environmental action. Lude (2001) investigated
the influence of nature experiences on the environmental consciousness of different
secondary school pupils at the age of 16. Bixler, Floyd and Hammitt (2002) investigated
around 1826 adolescents aged 12–17 and found that contact with nature in childhood
not only leads to a better relationship with nature but also to openness to nature themes
and the taking up of jobs in the fields related to nature.

Concept of Nature Experiences

In this study, the definition of Brilling and Kleber (1999) will be used as the basis
for the description of nature experiences. “Nature experiences mean an integrated acqui-
sition process of a relative life-world, which is relatively near to nature. They are based
on direct subjective sensation, perception and experience of nature experiences, apparition
and processes in connection with respectively deeply held theoretical and conceptual
processing” (Brilling & Kleber, 1999, p. 158). In comparison with the definitions of
Bögeholz (1999) and Lude (2001), who refer to the definition of Mayer and Bayrhuber
(1994), this is a broad definition. It includes, for instance, lifeless nature. The basis is
the rule of proportion: experience – understanding – action or nature experiences –
environmental knowledge – personal environmental action (Lude 2001). Bögeholz (1999),
Mayer (2000) and Lude (2001) classify nature experiences in different dimensions.
According to Mayer (2000), the word “dimension” means that the scope is not always
clearly defined; there is always a certain ‘angle’ which nature is seen from. Intersections
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can exist (Mayer, 2000). Bögeholz (1999) works with five dimensions of nature experiences
(aesthetic, exploring, instrumental, ecological and social). Lude (2001) adds three more
(recreative, nutrition and medial). In the German-speaking world, Bögeholz (1999),
Finger (1994), Gebauer (1994), Langeheine and Lehmann (1986), Lude (2001) and
Pohl and Schrenk (2006) worked on the topic of nature experiences and environmental
consciousness. There are only a few comparative studies between different nations,
such as Fien (2007) and Palmer (1998).

Expectations of Nature Experiences

It is not only important to measure the actual situation. Expectations of nature
experiences among pupils must also be considered. The things that children do for fun
have more efficacy than the things that they do when forced (Lude, 2001). Lude (2001)
also considered expectations of nature experiences among adolescents. Particularly with
regards to the social dimension, it could be said that the more pupils have this experience,
the more they want to have even more of this experience (Lude, 2001).

Case Selection: Some More Aspects of Asturias and Bavaria

Germany and Spain have a federal education system. Bavaria and Asturias enjoy
sovereignty in their education systems. Both regions maintain control of interpretation
and implementation of the school curriculum at a local and regional level, but the
central state still maintains or exerts some influence.

Both regions have in common that environmental education has long since been a
transversal theme in their curricula, so that, from the point of view of the curriculum,
teachers should have opportunities to integrate nature experiences.

In Germany, the sovereignty of education belongs to the regions. The conference
of the ministries of education of the different regions gives recommendations. The federal
government, in cooperation with the regions, published the “Orientation Framework
for Environmental Education” (Bund-Länder-Kommission für Bildungsplanung und
Forschungsförderung Bund-Länder Konferenz) [Bund Länder Commission for Educa-
tional Planning and Research Promotion], 1980). A few years later, a recommendation
to integrate environmental education into the curriculum was made (Bund-Länder-
Kommission für Bildungsplanung und Forschungsförderung Bund-Länder Konferenz)
[Bund Länder Commission for Educational Planning and Research Promotion], 1987).
In 1999 the the “Programme 21 – Education for Sustainable Education” was published
(Bund-Länder-Kommission für Bildungsplanung und Forschungsförderung Bund-Länder
Konferenz) [Bund Länder Commission for Educational Planning and Research
Promotion], 1999). Another programme followed 2004, called “Transfer 21” (Bund-
Länder-Kommission für Bildungsplanung und Forschungsförderung Bund-Länder Konfe-
renz) [Bund Länder Commission for Educational Planning and Research Promotion],
2004). These guidelines help the regions to integrate the theme into the school curriculum.
The problematic aspect is that no recommendation is obligatory. In Bavaria, the guidelines
for environmental education in Bavarian schools for teachers were published in 1990
(Bayerisches Staatsministerium für Unterrichts und Kultus [Bavarian State Ministry of
Education and Cultural Affairs, Research and the Arts], 1990). A second edition was
published in 2003, including an extra section on education for sustainable development



Stefanie Zecha26

(Bayerisches Staatsministerium für Unterrichts und Kultus [Bavarian State Ministry of
Education and Cultural Affairs, Research and the Arts], 2003).

In Spain, the General Education Law (Ministerio de Educacion y Cultura [Ministry
of Education and Culture], 1990), which integrated the recommendations of the United
Nations Educational, Scientific and Cultural Organisation (Unesco, 1978), was approved
in 1990, so now environmental education has been implemented as a transversal theme
in school curricula (Rodriguez, 2003). In 2006, a new law came into force which propa-
gated sustainable development education within the curriculum. It enforced discovering
and appreciating the natural, social and cultural environment and possibilities for action
and care concerning it (Ministerio de Educacion y Cultura [Ministry of Education and
Culture], 2006). The new law focuses on eight core competences to be incorporated
into the curriculum. Those which are most closely related to environmental education
are competences in knowledge and interaction with the physical world and social and
civic competence (Ministerio de Educacion y Cultura [Ministry of Education and Culture],
2006). There are different resolutions since that time. The newest resolution in Asturias
supports the integration of environmental education in teacher formation (Consejeria
de educacion [Ministry of Eduction of Asturias], 2012). These documents show that
there is a constant interest to integrate environmental education into school.

Questions of This Research

The aim of this study is to get detailed information about the possible influence of
nature experiences on environmental knowledge and action.

 The research seeks to answer the following questions:
— What is the present situation with regards to nature experiences among adoles-

cents in Bavaria and Asturias?
— Which similarities and differences are found in the dimension of nature expe-

riences among Bavarian and Asturian pupils with regards to gender and
location?

— What expectations of nature experiences do pupils from Bavaria and Asturias
have?

— What is the relationship between the nature experiences and the independent
factors in the both samples?

— Do connections exist between the different dimensions of nature experiences
and environmental knowledge, attitude and action?

— What is the relationship between environmental knowledge, readiness to act
and personal environmental action and nature experiences, gender and
location?

Methods

Questionnaire

This research is based on the questionnaire by Bögeholz (1999), Braun (1983, 1995)
and Lude (2001, 2005) (Table 1). Out of Lude’s list, six dimensions were taken: Aesthetic;
Exploring; Instrumental; Procreative; Nutrition and Media (Table 2). For the aspects
Environmental Knowledge; Environmental Attitudes and Environmental Actions, the
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scales of the questionnaire of Braun (1983, 1995) were used. After an analysis of the
literature in the field (Bögeholz, 1999; Bögeholz et al., 1998; Lude, 2001; Mayer, 2000),
the following variables were chosen: Club Membership; Acquiring Knowledge; Environ-
mental Behaviour at Home; Location; Gender; Political Interest and Nature Experiences.

Table 1
Construction of the Questionnaire and Items for Each Scale

Scales Items
Environmental Knowledge (Braun, 1983, 1995) 18
Environmental Attitudes (Braun, 1983, 1995) 15
Environmental Action (Braun, 1983, 1995) 10
Political Interest (Braun, 1983, 1995) 12
Environmental Behaviour at Home (Braun, 1983, 1995) 6
Acquiring Knowledge (Bögeholz, 1999) 6
Nature Experiences (Bögeholz, 1999; Lude, 2001) Aesthetic 2

Mediale 5
Exploring 2
Instrumental 2
Recreative 2
Nutrition 3

The different dimensions of nature experiences have between two and five items.
For easier understanding, each item of nature experiences has one number (Table 2).

Table 2
Items of Nature Experiences
  Dimension Nature experiences Item
Aesthetic Listen to waves lapping on the shore Item 1

Smell the earth after the rain Item 2
Exploring Investigate changes of nature in the modification of seasons Item 3

Define birds, trees, stones Item 4
Media Have a look at different stones and minerals at an exhibition Item 5

Watch a good film about nature Item 6
Read articles about ecological investigation Item 7
Read articles about fishing in rivers and seas Item 8
Watch films about the situation of farmers Item 9

Instrumental Collect wild fruits (for example, blueberries, mushrooms) Item 10
Help by cultivating and reaping (vegetables, flowers, fruits) Item 11

Recreative Go jogging in the forest and the park Item 12
Do sporting activities in or near natural areas (for instance, Item 13
climbing, canyoning, mountain biking)

Nutrition Eat food from ecological cultivation Item 14
Give preference to a vegetarian diet Item 15
Buy local food products Item 16
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Performance Index

To prove the homogeneity of the scales, Cronbach’s alpha was computed for each
scale. As for the sample of Asturias, Cronbach’s alpha has straight values. The lowest
value was 0.690; the highest – 0.770. For the German sample, Cronbach’s alpha lay
between 0.718 (the lowest value) and 0.761 (the highest value).

Sample

The sample for Bavaria covers 900 pupils (450 boys and 450 girls) in the ninth
form. At the same time, 182 Asturian pupils were interviewed (120 girls and 62 boys).
The ninth form was chosen because school attendance at this age is still compulsory for
all Bavarian pupils. After the ninth form, it is only possible to interview those who have
not left school.

Except for the data in the scale Knowledge, all findings were converted between 0
and 1, where 0 is the lowest value and 1 is the highest value. This was necessary for
statistical reasons; otherwise it would not have been possible to calculate regressions
(Backhaus, Erichson, Plinke, & Weiber, 2005). Besides the aspect of environmental
knowledge, a Likert scale was used: 0–0.2 – “never”; 0.2–0.4 – “sometimes”; 0.4–0.6
and 0.6–0.8 – “often”; 0.8–1.0 – “always”. For nature experiences, a four-point scale
was used: 0.–0.25 – “never”; 0.25–0.5 – “rarely”; 0.5–0.75 – “often”; 0.75–1.0 – “as
often as you can”. Since there were more girls than boys in the sample of Asturias, a
weighting factor needs to be used to correct this disproportionate sample size. For the
group of girls, the author used a weighting factor of approximately 0.75 and 1.46 for
the boys.

Selected Results and Their Interpretation

Differences between Asturian and Bavarian Pupils

There were highly significant or significant differences in four out of the six dimen-
sions: Exploring; Media; Recreation and Nutrition.  The Asturian pupils have higher
values in these dimensions (Table 3).

Table 3
Differences in the Dimensions of Nature Experiences

Sample 1 Sample 2
Dimension Bavaria Asturias Significance

N M S N M S
Exploring 899 0.2644 0.24345 174 0.3964 0.28784 **
Media 890 0.2145 0.18516 172 0.3109 0.20068 **
Recreation 882 0.4570 0.28332 175 0.5287 0.29922 **
Nutrition 891 0.4145 0.24731 166 0.4585 0.22455 *

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
S=standard deviation; N=number of questionnaires; M=median
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The order of the importance of the dimensions is not the same in Asturias and
Bavaria:

— Recreation; Nutrition; Aesthetic; Instrumental; Exploring; Media , as for the
sample of Bavaria;

— Recreation; Nutrition; Exploring; Instrumental; Aesthetic; Media , as for the
sample of Asturias.

As for the sample of Bavaria, all values only rarely reach this intensity. As for the
sample of Asturias, the values of the recreative dimension often reach this value. The
dimension Media even has the value “never”. The rest of the dimensions – Nutrition;
Aesthetic; Instrumental; Exploring – appear as “rarely”.

The comparison of the values might give the impression that the Asturian pupils
have more nature experiences than Bavarian pupils. To get more detailed information,
the differences at the item level were researched.

Figure 1. Means of the nature experiences items in Asturias and Bavaria

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
MA=median Asturias; MB=median Bavaria

At the item level, there are highly significant differences in eight items (Items 2, 3 4,
5, 6, 7, 12, 14) and one significant difference in one item (Item 11). Figure 1 shows that,
in the case of two items (Items 2 and 11), the value of the sample of Asturias is lower; in
the rest of the items, the values of the Asturias pupils are higher.

There are differences between the both samples. In general, Asturian pupils have
more nature experiences than Bavarian pupils. In total, Asturian and Bavarian pupils
do not have many nature experiences; the values are in most cases in the area of “rarely”.

Differences in gender. There are highly significant differences in the three dimen-
sions: Aesthetic; Media; Nutrition.  In the dimensions Aesthetic and Nutrition , girls
have higher values; in the dimension Media, boys have higher values. Table 4 shows
that the order of the dimensions according to their value (from high to low) is not the
same for boys and girls:

— Recreation; Nutrition; Aesthetic; Instrumental; Exploring; Media , as for the
girls;

— Recreation; Nutrition; Instrumental; Aesthetic; Media; Exploring , as for the
boys.
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Table 4
Influence of Gender on the Dimensions of Nature Experiences (Asturias)

  Dimension
Boys Girls

N Means S N Means S
Significance

Aesthetic 448 0.3106 0.24075 441 0.4044 0.26086 **
Media 447 0.2394 0.19480 443 0.1895 0.17150 **
Nutrition 448 0.3792 0.23728 443 0.4502 0.25235 **

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
S=standard deviation; N=number of questionnaires; M=median

As for the sample of Asturias, there are no gender differences with regards to the
dimensions. The order of the dimensions according to their value (from high to low) is
the same for boys and girls: Recreation; Nutrition; Exploring; Instrumental; Aesthetic;
Media.

According to these results, in Bavaria, the number of dimensions of highly significant
differences is higher than in Asturias. Also, the order of the dimensions shows that there
are gender differences in Bavaria but not in Asturias.

Influence of location.  Table 5 shows that there are highly significant differences in
four out of the six dimensions: Exploring; Instrumental; Media; Nutrition  and a signi-
ficant difference in one dimension: Recreation. The values of the pupils from villages
are always higher.

Table 5
Influence of Location on the Dimensions of Nature Experiences (Bavaria)

  Dimension
City Village

N Means S N Means S
Significance

Exploring 426 0.2297 0.21935 452 0.2965 0.26145 **
Medial 422 0.1937 0.17358 447 0.2313 0.19112 **
Instrumental 427 0.3146 0.25569 451 0.3891 0.25897 **
Recreation 424 0.4332 0.28093 447 0.4791 0.28312 *
Nutrition 422 0.3652 0.24652 448 0.4618 0.24571 **

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
S=standard deviation; N=number of questionnaires; M=median

Table 6 shows that there is a significant difference in one dimension: Media. This
value is higher in city pupils, as for the sample of Asturias.

Table 6
Influence of Location on the Dimensions of Nature Experiences (Asturias)

  Dimension
City Village

N Means S N Means S
Significance

Media 135 0.3199 0.2354 28 0.2168 0.2156 *

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
S=standard deviation; N= umber of questionnaires; M=median
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According to these results (Tables 5 and 6), the influence of size of location is more
important in Bavaria than in Asturias. A comparison of the significant and highly signi-
ficant dimensions shows that in Bavaria, pupils from rural areas get better results. In
Asturias, pupils from cities get better results.

According to these results (Tables 5 and 6), the influence of location is more impor-
tant in Bavaria than in Asturias. A comparison of the significant and highly significant
dimensions shows that, in Bavaria, pupils from rural areas get better results. In Asturias,
pupils from cities get better results.

Hopes and expectations of nature experiences. Figure 2 shows that there are highly
significant differences in nearly all items. If arranged by the intensity of the items, the
order is different. The both samples have in common the fact that the pupils want to do
more sports activities in or near natural areas (Item 13).

Figure 2. Hopes and Expectations of Nature Experiences

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%);
MA=median Asturias; MB=median Bavaria

Relationship between the Dependent and Independent Factors: Linear and Step-by-
Step Regressions

Linear regressions. In this paper, the variable Nature Experiences are used as the
dependent factor. Being a Human Being; Living in a Village; Acquiring Knowledge;
Environmental Behaviour at Home; Political Interest and Club Membership are used
as independent variables.

As for the sample of Bavaria, the R2 corrected achieves for nature experiences a
value of 36.4% (Table 7). Living in a village, acquiring knowledge, environmental
behaviour at home, political interest and club membership have a positive influence on
nature experiences.
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Table 7
Linear Regressions – Nature Experiences (Bavaria)

Nature experiences
R2 corrected 0.364**
F 81.977**
Constant -0.062**
Village 0.037**
Acquiring Knowledge 0.128**
Environmental Behaviour at Home 0.448**
Political Interest 0.100**
Club Membership 0.039* *

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

As for the sample of Asturias, the R2 achieves an explanation value of 25.6%. The
factors Acquiring Knowledge; Environmental Behaviour at Home and Political Interest
are highly or significantly important and can positively influence nature experiences
(Table 8). The value of R2 is obviously higher in the sample of Bavaria in comparison
with the sample of Asturias, meaning that the chosen factors seemed to have more
importance in the sample of Bavaria. The independent factors do not have the same
relevance in the both samples. Important factors for the both samples are Acquiring
Knowledge; Environmental Behaviour at Home and Political Interest. These factors
influence nature experiences in a positive way.

Table 8
Linear Regression – Nature Experiences (Asturias)

Nature experiences
R2corrected 0.256**
F 10.275**
Constant 0.124**
Acquiring Knowledge 0.156* *
Environmental Behaviour at Home 0.314**
Political Interest 0.119* *

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

As for the sample of Bavaria, the highest explanatory value of R2 is in the scale of
environmental action (27.3%), followed by the value of readiness to act (24.3%) and
knowledge (8.6%). This means that the selected independent factors are useful explaining
personal environmental action. For the scale Environmental Knowledge, the dimensions
Media and Nutrition are important. For the scale Readiness to Act, the dimensions
Aesthetic; Media and Nutrition  are the most relevant. All four dimensions – Aesthetic;
Media; Exploring  and Nutrition  – are important for the scale Personal Environmental
Action (Table 9).

All highly significant dimensions have a positive effect on the scales. The most
important dimensions are Media and Nutrition.
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Table 9
Linear Regressions – Environmental Knowledge; Attitude and Action (Bavaria)

Knowledge Readiness to Act
Personal Environmental

Action

R2 corrected 0.086** 0.243** 0.273**

F 15.310** 52.207** 61.710**

Constant 0.308** 0.296** 0.284**

Aesthetic 0.045** 0.056* * 0.058* *

Media 0.150** 0.281** 0.152**

Exploring 0.021** 0.052** 0.103**

Nutrition 0.083** 0.184** 0.207**

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

As for the sample of Asturias, the highest explanatory value is in the scale Environ-
mental Action (16.4%), followed by the value in the scales Readiness to Act (19.2%)
and Knowledge (-1.9%). Only the d imension Media appears significant. This could
depend on the size of the sample (Table 10).

Table 10
Linear Regressions – Environmental Dimensions (Asturias)

Knowledge Readiness to Act
Personal Environmental

Action
R2 corrected -0.019 0.192** 0.164
F 0.496 7.291** 6.253
Constant 0.189 0.366** 0.375
Media -0.007 0.296** 0.064

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

It is obvious that the dimensions of nature experiences have a different influence
on knowledge, readiness to act and personal action. In the sample of Bavaria, the dimen-
sions have a much higher explanatory factor in all scales. In the sample of Asturias, only
the dimension Media has a significant value. In the sample of Bavaria, two dimensions
are really important: Media and Nutrition.  The chosen dimensions of nature experiences
seem to be especially relevant for the sample of Bavaria.

As for the sample of Bavaria, the R2 has the explanation value of the model
(Table 11). For the variable Knowledge, the value is only 10.1%. The explanation value
is much higher for the dependent variables Readiness to Act (35.1%) and Personal
Environmental Action  (40.0%). The chosen independents are especially useful explaining
personal environmental action. Knowledge is closely correlated with living in a village,
environmental behaviour at home, political interest and nature experiences. For the
scale Readiness to Act, two more factors are also important: Acquiring Knowledge and
Being a Human Being. Being a human being and living in a village have a negative
influence on readiness to act. Environmental behaviour at home and nature experiences
are important for the scale Personal Environmental Action. The most important dimen-
sions seem to be Environmental Behaviour at Home and Nature Experiences. Gender
appears to have a negative influence.
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Table 11
Linear Regressions – Environmental Knowledge; Attitude and Action (Bavaria)

Knowledge Readiness to Act
Personal Environmental

Action
R2 corrected 0.102** 0.351** 0.400**
F 14.794** 65.986** 81.999**
Constant 0.203** 0.118** 0.107**
Human Being 0.000** -0.037** -0.24* 0*
Village 0.032** -0.024* * -0.120**
Acquiring Knowledge 0.045** 0.095** 0.049**
Environmental
Behaviour at Home 0.161** 0.292** 0.484**
Political Interest 0.053* * 0.193** 0.037**
Nature Experiences 0.142** 0.352** 0.257**

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

As for the sample of Asturias, the value of R2 is 4.5% for the variable Knowledge,
31.7% – for the scale Readiness to Act and 42.7% – for the scale Personal Environmental
Action (Table 12). For the scale Knowledge, acquiring knowledge and political interest
have a significant influence. For the scale Readiness to Act, environmental behaviour at
home and nature experiences are important, and, for the scale Personal Action, environ-
mental behaviour at home is important. The most important factor is Environmental
Behaviour at Home, followed by the factors Political Interest; Acquiring Knowledge
and Nature Experiences.

Table 12
Linear Regressions – Environmental Knowledge; Attitude and Action (Asturias)

Environmental
Readiness to Act

Personal Environmental
Knowledge Action

R2 corrected 0.045** 0.317** 0.427**
F 2.084** 11.672** 18.215**
Constant 0.124** 0.298** 0.282**
Acquiring Knowledge 0.106* * 0.122** 0.017**
Environmental
Behaviour at Home -0.039** 0.282** 0.434**
Political Interest 0.114* * 0.040** -0.035**
Nature Experiences -0.078** 0.289** 0.106**

**=highly significant (level of significance – 1%); *=significant (level of significance – 5%)

It seems that the independent variables are especially true for explaining the scales
Readiness to Act and Personal Environmental Action for Asturian and Bavarian pupils.
Pro-environmental behaviour at home stands out in both samples. Nature experiences
only have one significant value in the scale Readiness to Act in the sample of Asturias,
but not in the scale Personal Environmental Action. In the sample of Bavaria, it is
significant in all dependent scales. So nature experiences have more importance in the
sample of Bavaria.
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Step-by-step regressions. The step-by-step regressions demonstrate what happens
when more variables are integrated (Œ: the value falls; ‹: the value goes up; negative
value).

Club membership seems to have no important influence, because it does not sub-
merge in the step-by-step regressions. The variables Size of Location; Gender and Political
Interest submerge. Environmental behaviour at home and nature experiences nearly
always submerge. Environmental behaviour at home is considered twice in the first
place and then covered from other variables. Nature experiences appear once in the
first place and twice in the second place. The conclusion is that Environmental Behaviour
at Home and Nature Experiences are the most important factors (Table 13, see on next
page).

In the sample of Asturias, the variable Club Membership is also not considered.
The variable Environmental Behaviour at Home will be considered the most frequent,
followed by the variables Nature Experiences; Political Interest and then Acquiring
Knowledge. The variable Environmental Behaviour at Home appears twice in the first
place, but the variable Political Interest appears once in the first place. As a consequence,
it could be said that environmental behaviour at home is very important (Table 14).

Table 14
Step-by-Step Regressions (Asturias)

Variable Model 1 Model 2 Model 3
Environmental Political Interest Political Interest Œ
Knowledge Acquiring Knowledge
Readiness to Act Environmental Environmental Environmental

Behaviour at Home Behaviour at Home Œ Behaviour at Home Œ
Nature Experiences Nature Experiences Œ

Human Being
Personal Environ- Environmental
mental Action Behaviour at Home

The participants in the study all talk about the influential factor of parents in
spending their time outdoors. The influences that these results indicate to be the most
important are largely similar to those acknowledged by other studies – namely, the
parents. In this aspect, there are no cultural differences between Asturias and Bavaria.

Overall, the independent variables appear more often in the regressions of the
sample of Bavaria than in the sample of Asturias. This means that, in Asturias, other
variables might be important for explaining environmental knowledge, readiness to act
and personal environmental action. A qualitative interview study could explain this.
Nature experiences do not play such an important role in the sample of Asturias sample
as they do in the sample of Bavaria.
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Table 13
Step-by-Step Regressions (Bavaria)

Variable Model 1 Model 2 Model 3 Model 4 Model 5 Model 6
Knowledge Environmental Environmental Environmental Environmental

Behaviour at Behaviour at Behaviour at Behaviour at
Home Home Œ Home Œ Home Œ

Nature Nature Nature
Experiences Experiences Œ Experiences Œ

Village Village Political
Interest

Readiness Nature Nature Nature Nature Nature Nature
to Act Experiences Experiences Œ Experiences Œ Experiences Œ Experiences Œ Experiences ‹

Environmental Environmental Environmental Environmental Environmental
Behaviour at Behaviour at Behaviour at Behaviour at Behaviour at
Home Home Œ Home Œ Home Œ Home ‹

Political Interest Political Interest ‹ Political Interest ‹ Political Interest Œ
Human Being Human Being ‹ Human Being ‹

Acquiring Acquiring Know-
Knowledge ledge Village-

Personal Environmental Environmental Environmental
Environmental Behaviour at Behaviour at Behaviour at
Action Home Home Œ Home Œ

Nature Nature
Experiences Experiences Œ

Human Being
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Discussion

As the study showed, nature experiences can be separated into dimensions, and
they influence environmental knowledge, readiness to act and action in a positive way.
However, they have differing levels of importance in the both samples.

First, the result of the current situation of nature experiences will be discussed. The
values of nature experiences are lower in the sample of Bavaria rather than in the sample
of Asturias. In the both samples, most of the results range between “never” and “rarely”.
Asturian pupils have more nature experiences than Bavarian pupils. These results are in
line with the results of the studies of Brämer (2006), Kellert (2005), Louv (2005) and
Zaradic and Pergams (2007). They also describe in their publications the low number
of nature experiences among adolescents. The differences between the both samples
cannot really be explained by cultural differences. A qualitative interview study could
help to get further information.

The gender differences in the present situation are higher in the sample of Bavaria.
This appears to support Hofstede’s (2006) study. In his study, he showed that there is a
higher gender difference in Germany than in Spain.

The factor Location also influences the present situation of nature experiences and
is different in both samples. In Bavaria, the pupils from rural areas have more experiences
than the pupils from urban areas. Lude (2001) showed that location is important. Pupils
from villages have higher values than pupils from cities. As for the sample of Asturias,
the opposite is true: pupils from rural areas have lower values of nature experiences.
There is no precursor in the literature for this.

Asturian pupils have higher values in the area of hope and expectation than Bavarian
pupils. Lude (2001) has also shown that pupils who have had more nature experiences
want to have more in the future.

The author used the statistical method of regression to discover which factors most
influence the value of nature experiences. There are differences in the results of the two
samples. The explanation value for the sample of Bavaria is higher than for the sample
of Asturias. There are also some similarities as far as the relevant factors are concerned:
Acquiring knowledge; Environmental behaviour at home and Political interest.

Of interest to future environmental education programmes is the question of dimen-
sions which could significantly improve environmental knowledge: Environmental readi-
ness to act or Personal environmental action. It is clearly evident that these dimensions
have much higher values for the sample of Bavaria rather than for the sample of Asturias.
As for the sample of Bavaria, they are especially important for the scale Personal environ-
mental action. The most important dimensions are Media and Nutrition . Lude (2001)
had the same results. As for the sample of Asturias, the most important dimension– Media.

Finally, the author analyses the importance of nature experience in combination
with other independent factors. Environmental behaviour stands out in both samples.
In the sample of Bavaria, nature experiencea are significant in all samples. Bixler et al.
(2002) and Degenhardt (2007) also highlight the importance of parents in relation to
nature experiences. It has been shown that acquiring knowledge is one of the main
sources of influence on readiness to act and personal environmental action (Apel &
Franze-Balsen, 1997).

The comparison of the two samples shows that the variable Club membership does
not appear to be an important factor. This goes against the theories of Lude (2001),
who is of the opinion that club membership is an important variable in this area. Environ-
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mental behaviour at home and natural experiences play an important role in Bavaria
and Asturias. This goes along with the findings of Arnold, Cohen and Warner (2009).

The findings of the evaluative study uncover a number of areas for further study.
As cross-cultural analyses are still lacking in the literature, it is sometimes difficult to
explain sample differences. To explain these differences, qualitative studies would be
pertinent. Why do pupils in Asturian towns have less nature experiences than pupils
from rural areas? What are the important influential factors in Asturias, besides the
ones in the study? There are also no long-term longitudinal research studies which can
show how the intensity of nature experiences has changed over the years and how
influential factors have changed. These studies do not exist in Germany or in Spain.
There are evaluations for special outdoor programs (Lude, 2001), but these are always
very specific events. There is also a need for studies which analyse the opportunities for
nature experience in a normal classroom setting.

Conclusions: Increasing Nature Experiences

The results of this study show that there exists an advancing alienation of adolescents
from nature. Another result is that nature experiences are a very important field for
attracting pupils to environmental action. As a consequence, pupils need more nature
experiences. How can the reader, especially the teacher, profit from these results?

Büker (1995) showed that teachers are important for pupils in building up a relation-
ship with nature and having nature experiences. Pupils at the age of 17 had to answer
the question of which factor had formed their relation to nature the most. For 42% out
of the pupils, it was the school. Often teachers do not realise this. The first step would
be to inform teachers about the need for nature experiences by pupils and then to show
them opportunities to react.

As nature experiences should always be a holistic experience, teachers from different
subjects have to work together through cross-subject teaching. In the curriculum in
Bavaria and Asturias, you can already find recommendations for this kind of work. The
most important dimension for the pupils was recreation. One suggestion could be to
give more sports lessons out of the sports hall. More interdisciplinary work between
sports teachers and teachers of other subjects should be undertaken. As a consequence,
pupils would have nature experiences in a reflective way. An interesting possibility is
also the integration of environmental education in teacher training at university, so that
new teachers are informed about the importance of nature experiences, because a lot of
teachers are not aware of their importance.

As teachers already have a lot of work to do in their normal daily routine, the
relations between schools and environmental action groups must be improved. A lot of
environmental education organisations want to have long-term cooperation, not just
working with children only in the short-term, but also in light of long-term sustainability.
As a consequence, reflective nature experiences could be improved. One example are the
so-called forest classrooms, which are usually located near a forest or a biotope. They
look like normal classrooms, with tables and chairs. Teachers can then use the direct
environment for instigating nature investigations (Liedtke & Onken-Olszewski, 2007).

A new method which environmental action groups offer is geocaching in nature.
Nature experiences are also very important for attracting pupils’ attention to environ-
mental action. Parallel to this development, juveniles are familiar with using modern
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information media, be it mobile phones or the Internet (Tully, 2004). The outcome of
this is the idea to make use of this obsession in the service of environmental education.
Satellite navigation systems are used as a medium to reintroduce teenagers to nature
(Hartl, 2006 ). Special geocaching routes have been created in Germany which employ
the method of geocaching to make teenagers familiar with environmental themes and
give them opportunities to experience nature.
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Abstract

Currently, in Latvia, an adequate teaching aid that would meet the major requirements
of young novice pianists is not available. Consequently, a question arises: What could
be an ideal teaching aid for them? The opinion survey of 165 piano teachers from all
regions of Latvia was carried out according to a three-point scale, in which 30 parameters
that would characterise the teaching aid were indicated. The quantitative and qualitative
methods of data processing were applied in this research. The results of the survey show
that an ideal teaching aid for young novice pianists should correspond to the pupils’ age
group and be multinational. The results of the empiric research were used to articulate
the basic principles of the development of teaching aids.

Keywords: piano playing, teaching aid, content, teachers, basic principles

Introduction

A change in paradigms of today’s education (including that of musical education)
involves the necessity to introduce new and contemporary theoretical approaches to
teaching. Society focuses on learning and cooperation as a continuous process: enhancing
children’s development, the emphasis is shifted from the acquisition of content (which
is result-oriented) to a cognitive activity and its qualitative process and to an individual
growth of each child, which is the main value within the new paradigm.

This paper focuses on a relatively little studied problem related to the current
situation in the sphere of piano playing – piano teachers’ views on an ideal teaching aid
for pupils – young pianists. Sîle (2003) has conducted a study about original schools of
Latvian authors created till 1944. It should be noted that 67 years have gone by, and it
has become necessary to discover piano teachers’ views on teaching aids in Latvia.
Presently, both piano teachers and musicologists are posing numerous questions and
drawing conclusions. As pointed out by Zariòð (2009), “We still lack direct material for
children’s learning – a methodically designed piano playing school” (p. 3). Yet, the
questions remain: “How can we render the initial stage of piano playing easier and
more joyful for the child? How can we make the fundamentals of this complex art
accessible and learnable for all and everyone?” (Zariòð, 2009, p. 34). The existing
teaching aids for beginners do not permit the children to be the discoverers of their own
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knowledge. Such conditions should be created which would enable the learner to be the
pioneer in discovering the unknown, although the latter is generally accepted truth
(Bochkaryev, 2008).

In Latvia, piano playing at the primary school level can be learned in music and
private schools (or with private tutors), extracurricular hobby groups and in general
secondary schools who implement a study programme with a professional musical
orientation (hereafter – schools that offer in-depth music acquisition). In Latvia, the
study subject “Piano Playing” has different names, depending on the study programme
implemented:

— “Piano Playing” (in music schools within a professionally oriented educational
programme “Keyboard Instrument Playing”);

— “General Piano” (in music schools within professionally oriented educational
programmes “Keyboard Instrument Playing”; “String Instruments Playing”;
“Wind Instruments Playing” etc.);

— “Piano” (in choir classes of music schools and in general education schools
with in-depth music acquisition;

— “Instrument Playing: Piano Playing” (in general education schools with in-
depth music acquisition)

Piano playing in Latvia can also be mastered by means of private and state-financed
studies where piano playing is taught by certified piano teachers.

According to the data from Cultural and Creative Industries Education Centre, in
the school year 2010/2011, there were 650 piano teachers in Latvia. These are the
teachers who work in professionally oriented music schools supervised by the Ministry
of Culture. A summary by Maïkova (2011) reveals that, in the school year 2007/2008,
piano playing was taught by 91 piano teachers. Yet these figures pertain to the time
before school reorganisation and mass retirement of senior teachers.

It is hard to estimate the exact number of piano teachers working with beginners
due to numerous reasons. Firstly, not all teachers are the members of Latvian Piano
Teachers Association. Secondly, teachers work in educational institutions supervised
by different ministries. Thirdly, some teachers combine work in several music schools
and in educational institutions supervised by different ministries. Fourthly, some teachers
are self-employed (which is recorded nowhere). Fifthly, not all teachers work with
beginners in piano playing. Sixthly, some teachers are on maternity leave (temporarily
unemployed).

This research seeks to find out the answers to the following questions: What factors
are considered significant composite features of a teaching aid? and What principles
should be observed when creating a teaching aid?

Methods

This research uses a quantitative research method – evaluation of 30 parameters
on a three-point scale – as well as a qualitative research method – an analysis of open
questions. “Quality refers to the what, how, when and where of a thing – its essence
and ambience” (Berg, 2001, p. 3).

The research was conducted in several stages, starting with identifying the problem.
At first, a questionnaire was designed, and a survey was conducted frontally during
continuous education courses for piano teachers. The survey was also sent to teachers
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through the post or electronical post. There were numerous telephone conversations
with the principals of music schools, directors of studies, heads of piano departments.

The questionnaire form was created after a careful examination of Latvian teaching
aids which have been created. This instrument of data collection was selected as the
most appropriate means of eliciting the opinions of a greater number of research
participants. The employment places of piano teachers (various kinds of schools) were
ascertained; the school principals were sent introductory e-mail letters, appealing piano
teachers working with beginners and employed in these schools to participate in the
survey.

The questionnaire consists of 11 questions. Introductory questions were created to
elicit information about the respondents’ gender, age, geographical region, work expe-
rience, education and workplace. The seventh question listed piano playing schools by
19 different authors. The teachers had to indicate which of the above they use and list,
in their opinion, the most valuable aspects and the disadvantages of these textbooks, as
well as complete the list with the titles of the books they use if such had not been included
therein. The eighth question enumerated 30 components of a teaching aid and the
respondents evaluated these on a three-point scale (very important; not very important
or unimportant).The ninth question was an open question where the teachers were
asked to list the features of an ideal teaching aid. The last two questions were devised to
elicit the teachers’ wishes regarding the paper of the textbooks and ascertain the teachers’
opportunities to buy a teaching aid that would correspond to their wishes.

The paper analyses the respondents’ answers to the eighth and ninth question. The
eighth question enumerated 30 parameters of a piano teaching aid for beginners. The
respondents evaluated these parameters on a three-point scale (very important; not
very important or unimportant). Four factors were suggested for evaluation: the format
of the textbook, supplementary aids to the textbook, content and layout. The ninth
question was an open question; 120 out of 190 teachers’ gave their opinions on the
ideal teaching aid. An open question was selected in order to obtain more nuanced
opinions from the respondents.

Participants

In this research, the answers from 190 piano teachers were received. 165 of the
completed questionnaires were deemed suitable for the SPSS analysis, but the question
about the ideal teaching aid was answered by 120 teachers.

The research participants were selected according to the principle of voluntary
involvement. They respondents’ competence to answer questionnaire questions was
evaluated by the research participants themselves. In the questionnaire, the research
participants were informed about the anonymity of the survey.

The sample (n=165) covers all regions of Latvia, including Latgale (n=42), Kurzeme
(n=9), Vidzeme (n=42), Zemgale (n=21) and Riga (n=47).

The respondents’ age ranges from 19 to 70, with and without work experience.
The sample covers all employment spheres of the respondents – music school teachers
and teachers working in general education schools with in-depth music acquisition,
private tutors and persons employed in other music related spheres (for instance, directors
of vocal ensembles).
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As far as piano teachers’ places of employment is concerned, out of the total number
of respondents, 69.4% stated that they work in a music school, 19.2% – in general
education schools with in-depth music acquisition, while 11.4% of the participants
reported that they are private tutors.

Findings

Out of the 30 parameters proposed by the author of this paper, the teachers acknow-
ledged some as more significant. The teachers believe that a book with big font size for
letters and notes is of great importance (83.6%). In the open question, this parameter
was mentioned in 16 cases: “big notes”; “legible notes”; “bright and graphically well
laid out”.

Teachers would also prefer different kinds of tasks (80.0%). When given a chance
to freely describe their wishes, the teachers referred to this parameter in 29 cases. It was
referred to in different ways. The tasks were described as “creative tasks”; “creative
exercises”; “interesting tasks”; “easily perceivable tasks”; “varied tasks”; “tasks for
relaxing the hands”; “additional tasks for homework”; “rhythmical drills”; “workbook”;
“workbook with rhythmical drills”; “opportunity for the learners to participate in the
process (draw notes, write words)”; “work exercises”, “practical exercises”.

The teaching aid is to be based on the classical repertoire (77.0%). The notion
“repertoire”, not limited to the classical one, was referred to in 58 instances, which
permits to place it among the most significant features of an ideal teaching aid. The
teachers mentioned “musical examples”; “musically interesting”; “beautiful
accompaniments”; “wide range of styles”; “contemporary rhythmical compositions”.

Two other important components also need to be mentioned: the visual component
and the principle of sequential order. In the questionnaire designed by the author of this
paper, the visual component was reflected in the three parameters, and one of the latter
emerged as the sixth most significant. It is also important to note that, when answering
the open question, the teachers mentioned this parameter very frequently.

The visual component was referred to in 46 instances out of 120. Mutually inter-
related notions were mentioned, such as drawings, illustrations, colourfulness, to be
coloured, visual attractiveness. This corresponds to the analysis of five Latvian piano
playing schools for beginners, in which it was established that visual component is of
particular importance in piano teaching aids for 5-7-year-old children.

It is interesting to mention the response of one teacher who denied a need for
pictures in a piano teaching aid for beginners, by stating, “… without big, colourful
pictures …” and justifying her idea, “… not to distract attention from the essential” .

The principle of sequential order was referred to in 22 cases. The principle emerged
in such utterances as “gradual increase in difficulty”; “material structured consecutively”;
“develops the elements gradually”; “step-by-step increase in difficulty”; “to enable the
learners to master it all gradually”; “gradual acquisition of elements”; “placed in the
order of growing difficulty”; “the difficulty increases gradually”; “consecutively
according to the level of difficulty”; “the material ordered consecutively according to
the increasing difficulty”; “gradual representation of repertoire”; “the principle of
sequential order”; “the methodology designed in stages”; “divided by classes”.

The teachers’ answers suggest the four main components that should be observed
when creating an ideal teaching aid. These include polygraphy, content, visual properties
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and methods. The author summarises these emergent features as principles for creating
textbooks that are considered by teachers.

Before undertaking a deeper analysis of each of the above-mentioned components,
it should be noted that not all teachers managed to describe their ideal textbook, as
confirmed by the following utterances: “Nothing is ideal.”; “I believe that it is impossible
to create such a teaching aid.”; “In my opinion, such a teaching aid cannot exist.”.

Incidentally, one of the factors that motivated the respondents to fill in the question-
naire was the fact that, by participating in the survey, the teachers can “give their vote”
in favour of creating a new teaching aid for beginners in piano playing. That is why the
answers contained such utterances as “We rely on your suggestions.”. Copied notes or
a book compiled by a concrete author can be regarded as instances rather than tendencies.

General description of the teaching aid

When characterising an ideal teaching aid, some teachers focused on its general
features without emphasising any specific area, method or content. This is exemplified
by the following extracts from the teachers’ answers: “One [teaching aid] includes all
the necessary information.”; “comprehensive, emotionally evocative”; “not dragged
out”; “for varied activities”; “easily comprehensible”; “motivating”; “interesting”;
“attracting attention”; “expressive”; “comfortable”; “handy”; “understandable”;
“written in a language that the children find exciting”; “age appropriate”; “easy to
learn by”; “interesting for the child”; “personalised”.

Poligraphy

The teachers also refer to the size of the teaching aid: “A4 format, horizontal”;
“not smaller than A4”; “can be bigger than A4”.  The teachers also believe that the type
of binding is important: “spiral bound (so as not to flip shut)”; “well bound”; “hard-
cover”; “fine quality cover”; “split into workbooks so that the children need not carry
one thick, heavy volume”; “the leaves need to be sewn, not glued together”. Attention
is paid to the layout of the study material on the sheet so that it is “easily legible”.
Interesting suggestions are: “an opportunity to create on one’s own”; “individual
combinations”; “self-directed teaching aid”.

Visual Properties

Undoubtedly, it is important for five- to seven-year-old children that the teaching
aid is visually attractive. The teachers believe that the teaching aid should be “well laid
out”, “rich in illustrations”, “with drawings to be coloured”, “with coloured drawings”
as well as “schematic”.  An interesting idea is expressed regarding the drawings. Notably,
the books should contain “drawings that help create a story”.

Content of the Teaching Aid

The teachers mention diversity of styles, the relation between the pictures (drawings)
and the music piece, variety of bowing, fingering, advice to the teacher, language, multi-
nationality in selecting the compositions. In general, this section is the most compre-
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hensive. It can be subdivided in the following way: repertoire; ways of music making;
the language; advice (explanations) for teachers, parents and learners; theory – fingering,
bowing, the violin and bass clefs.

Methods

Although the enumeration of methods was not the teachers’ aim, we cannot disregard
this component. The teachers believe that there are some methods of utter importance,
such as listening to music: “study CD” ; music making in an ensemble: “many simple
ensembles”; “playing together from the very first lesson”; colouring, drawing:  “drawings
that can be coloured”; creating accompaniment: “opportunity to create own accom-
paniment (improvisation)” ; rhythm making (clapping, stepping): “development of
rhythm”.

Principles

The author of this paper derived some holistic principles of creating textbooks
from the teachers’ answers. Modern teaching aids for those pupils who learn how to
play the piano should meet numerous principles:

a principle of sequential order – “the compositions are placed in the order of
gradually increasing difficulty”; “small steps in the growth of complexity”; “the note
material is organised sequentially according to difficulty”;

a principle of visuality – “notes in a big font – one composition per page”; “The
notes and the letters are sufficiently big to make it easy for the small learner.”;

a principle of musical variety – “musical compositions of various character – songs
with lyrics, classical compositions, popular contemporary melodies”;

a principle of compactness – “materials that are both necessary and exciting for
children” ; [teaching aid] “ in which everything would be included – musical compositions,
pictures, drills, work tasks” ;

a principle of consistency – “consistently from the easiest to the more difficult”;
a principle of aesthetics – “the covers should be in fine quality”; “with high quality

music”; “pleasant musical pieces”; “beautiful accompaniments that refine the child’s
musical taste”;

a principle of nationality/multi-nationality – “ songs of various nations”; “in Latvian
and in Russian”;

a principle of perceptibility – “ The teaching aid is written in a language that is
captivating for the child.”; “easily comprehensible” ;

a principle of age appropriateness – “easily understandable for the child”; “tasks
appropriate to pupils’ age”;

a principle of creation – “an opportunity for the teacher to order the material
according to each individual child”; “I prefer different individual combinations.”; “a
methodically well compiled folder with exercises and compositions from various sources,
compiled by the teacher according to his/her own choice”; “flip-open holder that permits
the user to compile his or her own collection”.
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Conclusion

This study reveals that teachers consider visual properties, content, method and
polygraphy to be important composite features of a teaching aid. The only principle
that was named by the teachers is the principle of sequential order. Some holistic principles
of creating textbooks were derived from the teachers’ answers by the author of this
paper: sequential order, visuality, musical variety, compactness, consistency, aesthetics,
nationality/multi-nationality, perceptibility, age appropriateness, creation. The study
should be continued by focusing on parents’ views on textbooks and, possibly, even
taking the perspective of children.
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Abstract

The understanding of the basic principles of inclusive education motivates the inclusion
of children with special needs in general education schools. The paper presents the
process of implementing inclusive education in Latvia and the teachers’ and parents’
understanding of the role of communication in including children with special needs,
communication strategies, basic qualities and their use in teachers’ work with children
with special needs. Teachers and parents were asked to answer a questionnaire to deter-
mine if: (1) parents and teachers understand the value of communication in developing
social, emotional and cognitive development and the implementation of inclusive
education for children with special needs and (2) teachers of general pre-schools are
ready to communicate with special needs children with and their parents while
implementation inclusive education. This research confirms that teachers lack communi-
cative competencies working with children with special needs (especially with children
with limited communication skills) and their parents.

Keywords: inclusive education, communicative approach, children with special needs,
communication strategies survey

The Implementation of Inclusive Education in Latvia

Respect for democratic values leads to the increased implementation of inclusive
education in Latvia. Nîmante (2008) acknowledges that inclusive education provides
equal possibilities for all children and youngsters without reference to their needs and
abilities, property and social status, race, nationality, sex, religion, political belief, health
condition, place of living or job. It is guaranteed in an approachable, respectful and
supportive setting fully participating in the educational process and making progress.

Children with special needs, in spite of their emotional, social, cognitive or physical
problems, study together with children without such problems and get an opportunity
to obtain skills for a successful and independent life in society. The division of educational
institutions into comprehensive and special schools shows an unequal approach to
children with special needs (Yanson, 2008). Children with special needs succeed better
both academically and socially if they work in an integrated setting (Lebeer, 2006).
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Nîmante (2008) showed that separate principles of inclusive education are imple-
mented in the schools of Latvia as special education, integration (special, correction
classes), an inclusive education approach (every child in every educational institution).

In the school year 2011/2012, children with special needs could obtain education
at the pre-school and primary school levels in different programmes in 62 special schools
and 41 pre-schools, which were established by local authorities and in all-round educa-
tional establishments. In all-round educational establishments, correction and special
education programme classes are established, or children with special needs are included
in the usual class/group.

At the moment, the educational system in Latvia is moving in the direction of
inclusion. Not all educational institutions are ready to include children with special
needs. Qualitative inclusive education cannot be implemented in a general educational
institution where the working principles are based on the model of the defectology
(medical) model (Oliver, 1990), where the motto is: The child good enough for the
school. The motto of a school that implements inclusive education should be: Is the
school good enough for the child?

The trust of families with children with special needs towards the teachers of general
schools and pre-schools makes us reflect on whether the school and the teacher are
good enough for the child, analyse approaches, strategies and competencies they require
to work with children with special needs and their families, attitudes towards children
with special needs and consider the parents of special needs children as equal partners
in educational issues as well as in all social processes.

Experiential data show that the quality of communication with the child with special
needs and his/her family widely influences the process of inclusion. The disorder of
intellectual development, the inhibition of psychological development, the hearing and
language defects cause communication difficulties for children with special needs, i.e.,
the ability to provide information, to comprehend or understand it as it is either obstructed
or lessened. The child can be in a general class/group, but still can be in an isolated
position if the school is not ready to adjust to the needs of the child, but the child cannot
adjust to conditions. Because of these difficulties, the social, emotional and cognitive
development of the child is disturbed. Thereof it is important to develop communicative
skills at a pre-school age to achieve successful development and integration into society.

Teachers and parents were asked to answer a questionnaire to determine if: (1)
parents and teachers understand the value of communication in developing social,
emotional and cognitive development and the implementation of inclusive education
for children and children with special needs and (2) teachers of general pre-schools are
ready to communicate with special needs children with and their parents while implemen-
tation inclusive education.

Choosing an Educational Establishment for Children with Special Needs

Parents are becoming more and more aware of their influence as education policy
makers. Families with children who have mobility, mental, hearing and sight problems
become more critical about choosing the special educational institutions for their children
and more often are making a decision to send their children to comprehensive schools.

In the school year 2009/2010, the comprehensive pre-school educational programme
in Latvia was attended by 83,237 children aged from 1,5 to 7(8) and 3299 children
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with special needs children attending special groups in general education pre-schools,
but 1181 children with special needs attended pre-schools (Liepniece, 2010).

This paper reports the responses of 51 families with special needs children about
their reasons for choosing a particular educational institution for their children.

29% of the parents report that the primary reason for choosing their school is its
convenient geographic location as, in many cases, the school is the only one in the town
or village, or the only one that is close to home. This choice was not made due to
economic factors as it is less expensive to choose a special pre-school which is financed
by the government. Parents value a chance of their child to grow in the family, to be
together with the other members of the family, to learn self-service skills and to interact
with other members of society. Unfortunately, some parents have negative experiences
with special schools.

For 27% of the parents, the presence of specialists and rehabilitation in schools is
important. Many children need the support of different specialists (speech therapists,
physiotherapists and psychologists) on a regular base. Not everybody can afford consul-
tations with these specialists, masseurs and the equipment for exercising. In the current
financial situation, the presence of specialists in schools should be especially supported,
but tendencies are the opposite – in order to save money, schools are forced to reduce
the number of teachers’ assistants, speech therapists, physiotherapists.

15% of the respondents mentioned personal contacts with the teacher; 12% of the
parents mention the possibility of integration and individualisation of the teaching and
learning process. Parents chose smaller class/groups to ensure the safety of the child;
teachers can devote more attention, and it is less probable that the child will be bullied.

To the question regarding what parents expect from the schools their children with
special needs are attending, 23% of the respondents indicated the need of professional
help, 21% – wished for their child’s development to continue, 16% – hoped their child
would be able to continue studying in general school, 6% – mentioned the emotional
comfort of their child as being very important, 34% – clearly pointed to developing
communication skills. They want their children to communicate, to be together, to
integrate, but all of the rest of the answers include the need for communication, the
need for specialists and the child’s development.

Having analysed the parents’ answers, it is possible to make some conclusions.
Parents realise how important communication is for their children – with peers, teachers,
specialists and family members. The parents purposefully choose a pre-school near home
so that their children can receive family support and care every day. Parents appreciate
small classes/groups, contact with a teacher.

Teachers’ Readiness to Work with Children with Special Needs

The responses of 194 pre-service pre-school teachers related to their readiness to
work with children with special needs and their families indicates that only 39% of the
respondents thought themselves ready and skillful enough to communicate with children
with special needs and their parents. The same number of teachers has communication
problems with children as those having problems with communication with parents.
Unfortunately, in this case, the questionnaires do not allow us to conclude if those
teachers who have problems with communicating with children also have communication
problems with parents and vice versa.
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In the questionnaire, teachers mentioned several obstacles for successful communica-
tion with children with special needs and their families. They mentioned the lack of
time, the great number of children in a group, the lack of financing (the lack of resources
to hire teachers’ assistants). All of these three obstacles are interrelated, and the solution
to these difficulties should be to hire teachers’ assistants when there is sufficient financing.

It is possible to group obstacles parents who have children with special needs face.
Importantly, 32% of the teachers blamed parents for the communication problems.
Some children with disabilities come from socially disadvantageous families while some
parents cannot cooperate at that level the teacher wants because the parents themselves
have special needs. Another cause of communication problems between parents and
teachers is work. Significantly, however, 23% of the respondents thought that they lack
knowledge and experience about how to manage a successful communication process.
The initiative to communicate and cooperate should come from the teacher, but a
significant number of teachers confessed that they feel unconvincing when talking to
parents who have children with special needs. 1% of the teachers blamed themselves
for their character features.

Some of the teachers reported that they do not make any special planning for the
communication process with children with special needs, even though the majority of
children with development problems have also speech and communication problems.

 Another important consideration is how to use communication strategies in the
most effective way. 36% of the respondents claimed that they have free talks, 32% –
collect the information from the parents beforehand about how to communicate with
the child with special needs, and 9% – share their experience with their peers and class-
mates of the child with special needs. Also, 14% of the teachers use mainly instructions
to communicate, but 9% of the respondents think that they do not use any special
communication strategies.

It should be noted that there are many communication strategies to work with
children with special needs. For instance, the natural learning strategies include the
child carrying out short activities with an adult providing the child a chance to learn
new skills that are based on already ones (Wollery & Wilbers, 1994). The process is
effective with children who have different special needs and with those having speech
problems, especially when including children with limited communication skills and
children with sufficient communication skills who are tending to get worse. These
strategies initially were developed to promote passing skills with the help of games,
play and other simple activities, but they are often used to teach new communicative
skills. Teachers can also use cooperative strategies, thus becoming the child’s partner or
motivate the classmates to do it. These strategies are included to increase social coopera-
tion skills. There are many prompting strategies, depending on the level of instruction.
Usually, the motivation is provided by adults, but it may come also from children (Wollery
& Wilber, 1994).  Prompting can be done verbally by using the body language. For
instance, it can be a physical prompt or a picture (pictures or pictograms).Verbally,
adults give advice; they use the body language to show children what they should do
through body movements. Children also follow adult examples (speech, movement etc.)
and adults give instructions to children touching and providing information through
pictures.

It is possible to conclude that although pre-school teachers have acquired an excellent
education in the areas of pedagogy, psychology and pre-school methodology, commu-
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nication has not been taught systematically (Beckman, 1996). Communication with
children with special needs often requires special knowledge and skills. Teachers see the
opportunities provided by communication to realise inclusive education and the need
for successful communication. More than a half of teachers have problems working
with children with disabilities or their parents. Teachers do not mention communicative
competencies, different value systems of the teacher, family and school. Consequently,
the culture of communication and attitude which influences the quality of communication
is not an important factor to the research participants. One out of four respondents,
however, blames parents for failed communication.

Communication Problems in Practice

Real-life cases of inclusion of children with special needs are illustrated by descrip-
tions of two pre-school age children who attend general pre-school education schools
and whose level of inclusion has been effected by teacher-parent communication, coope-
ration, knowledge about how to communicate with children and providing assistance
to children that require assistance.

Anna (not the real name of the child) is a diligent, attentive and patient girl. She is
the third child in the family. Her favorite activity is doing puzzles and mosaics. She is
going to have her fifth birthday soon. Anna will be congratulated by 22 general education
pre-school classmates who have been visiting her since the age of five. Anna became ill
with meningitis and could not speak and hear after that. The fact that the girl could not
hear properly was noticed by the pre-school teacher when she was two years old. At
that time, Anna started to attend a pre-school. At the beginning, the girl used the hearing
aid. A year ago, she received a hearing implant. Anna does not use sign language. Also,
her parents and teachers do not know sign language. Her parents think that Anna
guesses the words by lip reading. The teacher does not use any special or different way
of communication when speaking with Anna. She reacts to Anna’s emotions with generally
accepted gestures and mime. Anna’s classmates are not specially taught to communicate
with her. Anna is in communicative isolation. In the group, she mainly plays on her
own. Once a week, the speech therapist works with Anna.

Arnis (not the real name of the child) is seven years old. He has been attending a
preparatory group in a town pre-school for two years. Before that, the boy came to the
pre-school only occasionally. He attended music lessons and visited the pre-school on
special occasions. Arnis has cerebral palsy as the consequence of an injury at birth.
Arnis limps, his head shakes so he often tries to support his head with his hand when
talking, which also helps make his speech clearer. Arnis has friends in his group, the
children in the group get on well, they gladly play with Arnis. He often initiates games
himself. The teacher says that the most difficult thing for her is not to help Arnis get
dressed, wipe his saliva, put the toys in order, colour, arrange the letters, climb the
stairs etc. The most difficult thing is to wait for Arnis to do it all himself. The main
concern of the parents is to see Arnis as an independent personality. This goal can be
reached only by exercising hard. Children in the group are patient. They do not have
problems waiting for Arnis to get dressed and finish his lunch. Arnis’ mother works
hard with him. She is very patient and satisfied with Arnis’s inclusion in the pre-school,
and she is happy with the teaching and learning process and its results. It is obvious that



55Communicative Approach to Inclusive Education in Pre-School

Arnis’ progress is increasing. But Arnis’ mother is worried about the next school year
because Arnis has to change schools. So Arnis will have new classmates.

Parents want to be sure that the staff of the school will react with understanding
and support the social and academic needs of the child and the family (Coleman, 1998).
This concern occasionally demands more from the teacher when he/she is communicating
with a child with special needs or his/her family than the teacher previously expected.
Often, the teacher is not ready to meet these expectations because of the insufficient
knowledge obtained at a pedagogical university. Teachers usually lack knowledge about
how to reach trust and understanding on the base of communication, how to exchange
information freely, with trust and respect. It makes the teacher develop his/her commu-
nication competencies, teach and develop the communicative skills of children, be open
to new knowledge, approaches and strategies when working with children with special
needs, appreciate the special knowledge and experience of parents and understand the
necessary input to promote the development of inclusion of children with special needs.

Conclusions

Communication problems create the need to establish a communicative approach
model to work with children with special needs. Because children with special needs
attend schools, the teacher must take responsibility and accept applying principles of
inclusive education. The teacher’s potential is essential as the teacher needs to be ready
to work with children with special needs. This research confirms that teachers lack
communicative competencies working with children with special needs (especially with
children with limited communication skills) and their parents. Parents increasingly value
their child’s needs to communicate with peers, to be accepted, to be with friends where
they can receive communicative experiences and exercise their communicative skills.
Beneficiaries are not only the children with special needs as other children become more
empathic as they communicate with children with special needs during early childhood.
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Abstract

The United Nations Decade of Education for Sustainable Development (DESD), which
is coming to an end, will offer all kinds of summaries and reflections on this issue. The
aim of this paper, strictly related with the goals of the DESD, is to answer the following
questions: (1) Is the Polish school ready to provide values education?; (2) How are
schools trying to involve values education into the school practice?; (3) To what extent
do the adopted solutions regarding programmes, curricula and textbooks match the
requirements of values education, which is one of the pillars of education for sustainable
development? The author presents an analysis of the content of selected curricula for
the early stage of education and the textbooks used at this stage, paying special attention
to values education based on pupils’ and teachers’ activities and experiences. The results
of the analysis provide an unequivocal answer to the extent to which we are prepared
to provide or to implement values education at this stage of instruction.

Keywords: values education, education for sustainable development, moral education,
values

Introduction

From the point of view of an educational paradigm, Poland at the turn of the 21st

century, is a very interesting and complex country. It is a mix of tradition and modernity,
characterised by a complete lack of harmony and unawareness of the significance of
actions required in the process of shaping the modern educational system. It is often an
intuitive process with no scientific or theoretical background, carried out by people
responsible for education at different levels whose practical and factual knowledge is
questionable. There is no described direction of the development of education and
educational system, which should lead to sustainability as an important approach and
a challenge for education.

It is not the author’s aim to deprecate the system of education in Poland as a
whole, but to find a clear answer to the question of whether the Polish school really
provides values education, which is basic and core in the process of sustainable develop-
ment. Perhaps it is just a fiction which proves a lack of awareness in this respect.
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Since the beginning of the 1990s, a time of deep social and economic changes in
Poland, none of the ruling groups have prioritised education, which should be a priority
considering the role of education in the contemporary world. Many authors (Long,
2002; McKeown, 2002; Clarke & Feeny, 2007; Robinson, 2012) emphasise the extreme
significance of education in the process of preventing poverty and supporting important
changes in the process of political and social transformation. Education has an extremely
important role, particularly when the social system requires many actions and changes
in order to allow humankind to move in the right direction and provide all the people
on our planet with proper living conditions and satisfy all basic needs. Such an aim can
only be attained through sustainable socio-cultural development which, to a great extent,
is based on values education at all levels of formal and non-formal education. This
coincides with the modern paradigm of development in the era of globalisation
(Jablonsky, 1995; Touraine, 2007) and the contemporary paradigm of science (Rozov,
2009). Science should show us how people deal with the environment and what to do
to preserve its richness.

Values education should be one of the most essential elements of teaching, especially
in primary schools. It poses one of the most significant challenges for contemporary
education, and it is a standard set by the conditions in which the educational systems
operate, particularly in Poland. Pupils’ values should be reflected in the educational
process, especially those values which allowed change in the world through sustainable
development (Lovat & Toomey, 2009; Rogoff, 2003).

At present, values education (sometimes called education for values) is not an official
trend or a requirement imposed on the Polish school; it is the result of more or less
intended actions of individual teachers and is a sign of their social and citizen awareness.
According to different authors, values education could be understood as an explicit
attempt to teach about values and/or valuing (Superka, Ahrens, & Hedstrom, 1976).
As Ahmad (1998) acknowledges, values are derived from religions, traditions and
customs of the people, while taking into consideration the universal aspects, and they
relate to human relationships in everyday life, particularly relevant to relationships
with the family, peer group, society as well as organisation. Taylor (2000) admits that
the teacher is the critical mediator of values, but little is known of teachers’ ideologies,
either in terms of their own values, their attitude to promoting values in teaching or
their values priorities. Do they just go along with the school’s culture on values, whether
or not they affirm these values themselves?

Theoretical Background

The contemporary world is heading in a startling direction which will lead it to
self-destruction and self-annihilation. According to Laszlo (2008), the world is on the
brink of destruction, and the way people think of the future must change or the world
will face complete extinction. One of the suggested solutions is sustainable development
understood as having a real responsibility for the fate of the contemporary world, and
not only as a myth or a slogan. Sustainable development requires adequately organised
and oriented education. Education for sustainable development should be the centre of
attention for all those responsible for education. Education oriented to achieve an
authentically sustainable state of the contemporary world should be, to a great extent,
based on values education. Poland should also design and develop special curricula for
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all levels of education with values as the basis of the teaching and learning process.
Curricula shaped directly around values would help teachers to become aware of the
significance and meaning of the process. Kokani (2010) points out the absolute fact
that, by nature, human beings are spiritual creatures, so they need their ‘God’ to inspire
and to support them, and to protect their ‘life’. Therefore, the notion of value, often
defined using different philosophical approaches to life, becomes one of the fundamental
notions in the life of each human being and each society. It is fundamental in the process
of defining what is ‘right’ and what is ‘wrong’, i.e. the process during which human
beings attach certain values to the desirable objects. Man’s activity is mostly focused on
values. His/her different meaning of the concept of values is the result of the different
culture in which he/she lives. Culture and the environment, particularly the school
environment, are in a permanent state of co-evolution. The process of co-evolution
leads to the development of local, regional, national and supranational levels. This
approach coincides with the understanding of values by Guth and Tagiuri (1965), as
clear or hidden ideas about what is desirable to an individual or a group and how the
selection from what is available is made. In his sociological studies, Williams (1979)
emphasises that the notion of values refers, first of all, to what is pleasant and desirable,
to what the object of human needs is but also the responsibilities and moral duties.
From this point of view, education based on values is extremely important. The question
that comes next is obvious: What set of values should form the basis of all school
actions? The answer to this question is neither easy nor obvious.

In the author’s opinion, it should be a set of universal values accepted by all those
involved, i.e. parents, pupils and teachers, which is then incorporated into the pedagogical
process in a given school. Schools are in a difficult situation due to diametrically opposed
views and opinions. In many cases, extremely different attitudes to life and morality
exist, but a certain kind of consensus must be reached in any school. It is particularly
important during the early stage of education. This stage is of decisive importance when
it comes to shaping attitudes in children, especially taking into account the decreasing
role and influence of the family and the widespread family crisis that can be observed in
general these days. But a school is under a very big influence of two streams of values
one coming from the pupil’s family and the second one coming from the universal
theory represented by official bodies involved in the educational process. The working
(prototype) definition of values for the purpose of this paper is that values are a concep-
tualisation of the desirable.

Research Methodology

The research method, deeply rooted in phenomenology, applied in this case consisted
in the deep qualitative analysis of different available documents. The analysis was to
answer questions about the content of books and official documents related to values
education at the primary level of education. It is a kind of ‘phronetic’  approach to
research (Tracy, 2013), based on the collection and systematic analysis of data.

Any document may be analysed by a researcher in order to acquire the sought after
knowledge (Marshall & Rossman, 2006; Tracy, 2013). This is particularly the case of
written and audiovisual documents which contain the data needed to carry out the
research. In this case, the analysis of written documents was applied. According to
Merriam (1998), a researcher deals with public and private documents in the research
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process. In this case, the analysed documents were of a public nature: acts of law,
regulations of the Ministry of National Education, available textbooks for pupils and
teachers used in the early stages of primary school education, examined from the point
of view of values education.

Research Results

Values Education as Reflected in the Core Curricula and Other Legislative Acts

The analysis of the core curricula for pre-school education and the first stage of
school education (a term used for education starting in a kindergarten up to the third
form of primary school) shows a remarkable lack of direct values education.

The ten basic aims of pre-school education in Poland includes building “a system
of values and educate children so that they know what is right and what is wrong and
to introduce children into the world of aesthetic values and develop skills of expression
through music, small theatrical forms and art” (Regulation of the Minister of National
Education, Annex No. 1, p. 1 (as of December 23, 2008), Journal of Laws, No. 4, item
17 (as of January 15, 2009). But there is no information about how the system of values
should be built. On which meaning the concept of recognizing ‘right’ and ‘wrong’ is
based.

These are vital aims and notable subject areas, but a core curriculum is designed,
first of all, for teachers and parents. Attention of these two groups in particular should
be drawn to values education.

The core curriculum refers to traditional education for the environment and, in
particular, respect for plants and animals: “A child leaving a kindergarten and starting
education in a primary school:

1) can name plants and animals that live in different natural environments, e.g.
in the field, meadow, forest;

2) knows what conditions are vital for the animals to develop (living space,
safety, food) and for the plants to grow (light, temperature, humidity);

3) can describe the changes that take place in the life of plants and animals in
different seasons of the year; knows how people can protect them and help
them, e.g. survive winter.” (Regulation of the Minister of National Education
Annex No. 1, p. 4 (as of December 23 2008), Journal of Laws, No.4, item 17
(as of 15 January 2009).

It is a typical atomistic approach to environmental education in school curricula
with a focus on passive education, not on actions and pupils’ activities. But maybe, at
this stage of development, we should understand that children simply respect the
environment that surrounds them and that they should wish to live in it so as to appreciate
its positive aspects through their own actions and experiences. For a child at this stage
of education, theory about the environment seems to be unimportant. What seems to
be interesting is the opportunity to be in a direct contact with nature, to feel and to
experience the natural environment personally and to consequently become aware of
its significance to human beings.

At the level of early childhood education, the core curriculum is divided into two
parts, which defines the levels of pupils’ performance after the first and the third forms.
The pupils’ performance level after the first form has been isolated so that the continuity
with pre-school education is secured by what is a typical traditional approach.



61Values Education – a Reality or Myth in Polish Schools

It indirectly considers values which include the appropriate attitudes within specified
general aims, which indicates that the aim of education at his stage is to “shape pupils’
attitudes that will ensure efficient and responsible functioning in the contemporary
world” (Regulation of the Minister of National Education as of 23 December 23, 2008,
on the core curricula for pre-school education and general education in individual types
of schools. Annex No. 2 p.1 published in the Journal of Laws No. 4, item 17, on January
15, 2009).

In the part called “Ethics”, at the end of the first form, the core curriculum presents
the school tasks regarding ethics in the following way:

“Introduce children to important ethical values using fables, fairy tales and stories
and also observations of everyday life. At the end of the first form, the pupil:

1) observes the rules existing in the children’s community (cooperates in games
and task situations) and in the world of adults (addresses adults politely,
gives seat to the elderly on a bus, picks up dropped objects, etc.);

2) knows that it is unacceptable to satisfy one’s wishes and desires at somebody
else’s expense; does not damage the environment;

3) is aware of the fact that truthfulness is important, tries to oppose lies and
backbiting;

4) knows that it is forbidden to take somebody else’s property without permission,
remembers to return borrowed things and does not destroy them;

5) helps those in need, also in everyday situations;
6) knows that people live in different conditions and for this reason, one should

not boast of being rich or tease children who come from unprivileged
backgrounds.” (Regulation of the Minister of National Education (as of
December 23, 2008) on the core curricula for pre-school education and general
education in individual types of schools. Annex No. 2 p.10 published in the
Journal of Laws No. 4, item 17, January 15, 2009).

The expectations for a child finishing third form are in principal specified in a
similar way. Responsibility for the environment, its protection and respect for it is
treated perfunctorily. The trite statement ‘does not damage the environment’ says nothing.
It specifies no essential tasks for education in this respect. Instead of starting with personal
experience and everyday life observations of the surrounding world, values are planned
to be introduced to children through fables, fairy tales and stories.

Regrettably, attention is given mainly to the theoretical knowledge about the
environment and the natural phenomena that occur in it.

Values Education as Reflected in Textbooks

As a result of the subject matter analysis of one of the textbooks which consisted in
a detailed analysis of the task contents, instructions, illustrations, teaching aims and
tasks for individual stages of a primary school, it can be stated that teaching of value-
related topics is carried out in two ways:

(1) through open and clear indication of certain values in individual texts and
tasks;

(2) by making hidden and indirect attempts to teach values or presenting and
promoting appropriate attitudes and social behaviour.
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Unfortunately, in many cases the discussed textbook teaches or transposes obvious
anti-values. These are, in particular, attitudes that do not meet the challenges of the
contemporary world and are contrary to the generally accepted social, family and
individual values in a given society.

Below are the most prominent values listed according to the categories adopted by
the author:

(1) attitudes: tolerance towards others, taking care of one’s health, respect and
care for the environment;

(2) standards – in particular, social standards: patriotism, safety, freedom;
(3) personal qualities: honesty, truthfulness, loyalty, responsibility, understanding

the other person;
(4) material and non-material goods: family, friends, natural environment,

knowledge, health and strongly emphasised family and national tradition;
(5) aspirations: work, here – the fact of doing some work, social sensitivity.

Unfortunately, the analysed textbook also contains numerous elements that will
have a negative influence on pupils’ attitudes and social behaviour in later years. It may
seem they are insignificant or that the author attempts to exaggerate the problem, but
this is not the case. Some of them are quite serious, often hidden behind common
stereotypes and prove that value-related topics are too often ignored.

Poem “Christmas Tree”. The content of this poem is totally at variance with the
principles of education for sustainable development – it adheres to the hedonistic principle
of thoughtlessly satisfying the needs and pleasures of human beings regardless of the
consequences for the environment and its welfare. In this poem, a living tree complains
that although it is Christmas time, it is still standing in the forest instead of a living
room, fully decorated on this occasion. It is in contradiction with the principle of
environment protection and recognition of the right of all the environmental elements
to coexistence.

Stage Adaptation “There’s no Place like Home”. This stage adaptation portrays a
dog and a pig in an extremely negative way, clearly emphasising those features which
are related to the animals based on prejudice and stereotypes. This type of presentation
is more likely to evoke feelings of contempt rather than respect for animals. And how
does that compare with the schools’ obligation to help educate young persons without
prejudice, not only against people of different races and cultures, but also all living
creatures that coexist with us on Earth?

Poem “What is Daddy for?” . This poem shows extremely traditional parental roles.
Mother is busy doing housework, and father is responsible for hard work and earning
money. Such a presentation of a father’s role clearly implies a lack of interest in his own
children and the fact that he does not like spending time with them. It is a totally
irresponsible approach to the role of a father in a family. The father is presented as a
machine to earn money and pander to his child’s whims.

Poem “Little Hare”.  Some examples show a traditionally negative picture of
some jobs or professions, for instance, the job of a hunter is not to take care of animals
but to kill them. But a hunter is also a person who takes care of animals, feeds them in
winter etc.
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What is more, the picture of a family presented is very traditional – the family
consists of father, mother and children. In today’s society, single mothers or fathers,
bringing up their children alone, are quite common, and the idea of a family as described
above automatically puts children brought up by single parents under a lot of stress and
makes them feel insecure, which is unacceptable. These examples show the need for
greater awareness to include value-related topics in school practice, or that the focus in
school work on values in an open and obligatorily manner is low.

Discussion of the Results

The analysis of the core curricula for pre-school education and the first stage of
school education up to the third form of primary schools show the complexity of the
issues raised by the author. Based on the analysis of available materials and conversations
with pupils, values education in Polish schools appears inadequate. It is evident that the
attitude with regard to this issue is purely superficial. In a genuine and well-designed
programme of values education, there is no place for the glorification of anti-values.
The panorama presented here shows a lack of genuine understanding of the issue. And
even if it is assumed that this programme is being carried out to a certain degree, it is
based on a deeply rooted anthropocentric attitude of values. Anthropocentrism comes
out from each analysed element of the core curricula and the textbooks. However, the
21st century demands quite a different approach to these issues (Laszlo, 2009, 2010,
2012).

The regulation on psychological and pedagogical assistance also seems to be a
peculiar oddity – it shows how far the issue of pupils with special educational needs has
been separated from ‘normal’ pupils. A pupil with special educational needs is treated
as a special ‘asset’ that must be taken care of. But a pupil with special educational needs
should be treated according to the same rules as the other pupils so that the pupil’s
comprehensive development is promoted. The education law should be constructed in a
way that makes every pupil, regardless of his/her intellectual level, be subject to the
same procedures and principles. If any disability is to be treated ‘normally’, no separate
laws should be passed, as it is a sign of a specific treatment. The traditional approach to
some social problems and phenomena must be definitely abandoned. A stereotyped
perception of the world and the surrounding reality must be prevented. The tasks of
education can be easily developed for individual stages. Berliner Billdungs programme
is an example of a simple programme that meets the demands of modern pedagogical
approaches. The tasks and aims of the pre-school education for the city of Berlin have
been defined as: (1) learning about oneself, (2) learning about one’s existence in the
immediate surroundings, (3) the child’s skills and abilities and (4) teaching methodology.
The programme centres on the child and the immediate surroundings in which the child
lives as well as on achieving the teachers’ specified aims and goals. The following
educational areas have been identified: (1) body, exercise and health, (2) social and
cultural environment, (3) speech, ability to read and write, (4) artistic forms, (5) music,
(6) mathematical skills and (7) scientific and technical experiments. The programme
also includes instructions on how to cooperate with parents, emphasising the role of
team work and the quality of communication.

The essence of education at this level is seen, first of all, in: children’s active partici-
pation, their acquisition of social experience, the sensory process that takes place during
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this stage and the fact that learning should be fun for them. This programme also
emphasises and accepts the similarities and individual, social, cultural, ethnic and religious
differences between children.

What makes this programme really important is the fact that the didactic planning
is open and adjusted to children’s capabilities. All this is done to make a child feel good
in a kindergarten, to make the child’s stay in a kindergarten enjoyable so that the child
looks forward to going there again and to make it a place where a child can develop
comprehensively. However, the most important difference between this programme
and the Polish one lies in the emphasis on the observation of a child, maintaining records
and passing the information on to parents as well as particular emphasis placed on the
tasks and instructions for teachers working in each of the educational areas. The
programme simply obliges teachers to analyse the child’s situation, his/her progress and
achievements in cooperation with parents, other children and all the kindergarten staff.
Kindergarten is treated as a place where a child starts to learn how to understand
democracy, his/her rights and the rights of others.

Implications for Practice

Only a fool cannot see that the world is changing (Laszlo, 2010). However, few of
those responsible for the Polish education school notice these changes. In the author’s
opinion, the Polish school and Polish educational paradigm still look backward and
rely too heavily on its achievements and merits. What is the most important – the future
and the tasks related to it. We should not focus mainly on the examination and test
system, the educational added value, and to be more precise, the examination added
value, a mathematical result. In that case, the essence, that is, the child and the spiritual
aspect related to a child is lost. We should care care well enough about the child’s
spiritual, moral and emotional development. Schools should intrinsically prepare young
people to functioning in a modern democratic society by showing the tasks they will be
expected to perform in the future. We should be ready to deal with values, the most
essential aim of education which constitutes the basis for education for sustainable
development. Polish schools would like to be perceived as modern schools dealing with
numerous aspects of human life. This shows that Polish educational system needs to
adopt a new paradigm, a paradigm based on pupils’ actions and activities stimulated by
teachers’ activity. It refers to the new paradigm of science (Rozov, 2009). Rozov’s
paradigm is based on action and aims to employ actions to stimulate the development
of science. Rozov’s metaphoric wave of change includes increasing human knowledge
based on experience. Indirectly, he emphasises the importance of values of society in
socio-cultural development.

What needs to be changed is the system of teacher education and teacher professional
development. Teacher education must be reoriented towards the challenges and tasks
of education for sustainable development. Such changes require a full acceptance of
teacher training institutions, including universities and other higher education establish-
ments, regardless of their widely understood autonomy. In this case, autonomy must be
subordinated to strategic goals which are more important to social development than
any kind of autonomy. Universities and other higher education establishments must
help to solve problems and not be a problem themselves. On the basis of the research
previously carried out in the area of understanding the notion of values and different
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ways of teaching values by teachers in secondary schools (Úwitaùa, 2010), it can be
stated that teachers do not understand the nature of the problem and its significance.
The percentage of teachers who cannot answer the question about how they teach
values in their subjects is definitely too high. It means that Polish teachers focus mainly
on passing knowledge and pay no attention to the issues related to the process. The
situation at other levels of education seems to be similar.

Today, we need a school programme that will, first of all, meet the expectations of
future generations. This means that teacher education and school curricula should be
changed towards sustainability. The United Nations Decade of Education for Sustainable
Development is coming to an end, and, in Poland, sustainable development should not
be, still, mistakenly limited to environmental education.
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Abstract

The research problem concerns the sphere of relationships with the environment and an
individual’s awareness in the aspect of satisfying the need for belonging. This research
aims to determine the conditions of relationships with the environment and an individual’s
awareness in the process of personality formation. The research is constituted by an
analysis of literary sources in education, psychology, philosophy and folklore studies as
well as by a study of the formation process of a sense of belonging in Latvian folk songs
or dainas. This research shows that a sense of belonging is associated with harmony
between an individual and the surrounding environment. It is developed in the space of
conditions for an individual’s self-realisation that balances individual and social interests.
For the development of inborn gifts, a natural environment of upbringing is needed. For
the development of a sustainable education model in Latvia, the ideas found in Latvian
dainas that have ascertained their sustainability may be of importance.

Keywords: awareness, belonging, environment, self-ascertainment

Introduction

This paper is a sequel to an earlier study on values education in Latvia and its
relation with the dimensions of a sustainable society wherein we tried to locate values
that are unchanging in time and space. They were found in the Latvian cultural legacy–
folk songs or Latvian dainas. The research argued that the sustainability of the general
human values discovered in dainas points to their possible independence of the change
in social formations and social development and, thus, to a congruence with the dimen-
sions of a sustainable society. Besides, it was established that values are related to the
human ability to perceive the world as a whole and that they are subjected to this
ability. Equally important was the conclusion drawn from the study of dainas that the
sense of human life is revealed in the necessity of self-ascertainment. In Maslow’s (1968)
hierarchy of values, for the activation of the need for self-ascertainment, the need for
belonging and love must be realised at first. This issue that was merely sketched out in
the previous research will be considered in this paper both by studying sources of literature
and by investigating the significance of belonging in dainas.
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A sense of belonging in this work is treated as a striving, which comes from the
sense of unity, to belong to a certain environment, society or its part. This means both
physical belonging – a bond with a closer or more distant physical environment (home,
yard, school etc.) and social belonging – a sense of inclusion in the family, with friends,
in a class etc. (Apine & Roga, 2010).

Significance of a Sense of Belonging and Aspects of Its Formation

In the vertical of Maslow’s (1968) pyramid, the level of belonging and love reveals
wide horizontal, closely related fields wherein the individual psyche gets bound with
the social (cultural, political etc.), ecological (physical space of objects, natural environ-
ment) and economic space. On this plane, belonging may be formed in different ranges–
belonging to family, school, colleagues, region, ethnic and national belonging etc.

Orska (2006) has described a study of the impact of the environment on a learner’s
conduct. She analyses both the impact of the physical (school environment, surroundings)
and the psychological environment and concludes that, if the environment is unfavour-
able, it causes heightened excitement that decreases abilities of cognition, gives rise to
impulsive emotions, inadequate aggressive conduct or avoidance of contacts. The main
reasons for this entail the striving of dissatisfied adolescents for self-respect and indepen-
dence as well as conflicts that come from disobedience to regulations and ignoring the
expectations of teachers or parents. The study proves that approximately 50% of learners,
due to the above stated causes, cannot concentrate on their learning. Similar conclusions
when studying the school environment in Finland and Estonia have been made by Kuurme
and Carlsson (2010) who revealed that the life quality of learners depends on the orga-
nisation of the work of learning, on the atmosphere of social relations and the learners’
awareness of the sense of learning. The necessity of forming a sense of the meaning of
life at school has also been affirmed by Augðkalne and Garjâne (2010) who studied the
importance of the world view implication in education. They relate it to the human for
self-ascertainment. World view, according to these researchers, is formed in the social
environment determined by person’s practical action when he/she develops belonging
to a certain social group.

Anspoka and Siliòa-Jasjukevièa (2010) have studied the space of ethnic belonging
in education and conclude that learners’ awareness of their ethnic belonging is important
for the formation of respect towards persons of other ethnicities. The authors argue
that ethnic identity is not only knowledge of one’s origin but also of a certain action of
individuals whereby they reveal and ascertains themselves. Belonging to a particular
environment is formed in the family and at school as a result of childhood experience.

Every human being, even before birth, has been allotted a certain place in the envi-
ronment of social relations (Sardjveladze, 1989). This environment is formed by the
nation, family, sometimes by the religious community, social status etc. It means that a
person is already born within a certain development programme predetermined by the
culture and values of the surrounding environment. Social environment expects from
the individual who enters it that he/she will continue keeping up its continuity. The
further fate of the individual, to a great extent, depends on the relations he/she has
formed with the expectations of this environment. Sardjveladze’s research on a sense of
belonging is based on the direction from society to an individual since in his conception
a human is a ‘product of society’.
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Another perspective on the relations of a person and environment was set by Adler,
who sees the close bond between the individual’s essence with the social context and
makes a similar judgement – an individual may attain self-realisation only in the social
environment (Hjelle & Zigler, 2006). However, his judgement is based on the assurance
that humans have an inborn striving for the social environment or, according to Maslow
(1968), a need for belonging. A need for self-ascertainment and belonging demands
congruence between the individual’s selfhood and the environment. In this connection,
Adler insists on a harmonious cooperation between an individual and society – a conflict
between society and an individual, in his opinion, is unnatural.

The author’s observations show that a contradiction still exists. Lieìiniece (2009)
in her study of children’s behavioural problems concludes that the main causes of the
latter come from the social situations in family and school environment. Both of these
communities fit in a wider public environment (owing to the information technology
development, this is the whole world) that today is construed as ethically unsound
(Valbis, 2006) and, in fact, unable to sustain beneficial conditions for an individual’s
development.

Fromm (2010) in his analysis of the unsound environmental elements in the contem-
porary society states that today people distance themselves from others, thereby transfor-
ming human relations into a business between “things”. People sell themselves and buy
others. They have brought down their worth to the use value of commodity. Artifice is
consolidated with children since childhood, teaching them the idea of diverse roles a
person plays in society. As a result, people suppress their true feelings, their thoughts;
they are kind and smiling when it is required by their current role. This way not only the
child-like spontaneity but also their original thinking and creative abilities get suppressed.
Untruth suppresses the urge to search for the truth existing in each child, which is the
only one that helps the child surely find their way in the world. Even if truth is offered,
it is the truth of “authorities”, forgetting that only personal truth founded on the sub-
jective needs of a person creates genuine interest and further stimulus for world cognition.

Sartre (2000) characterises the contemporary socialisation environment as one which
suppresses human need to independently project one’s life, whereas Maslow (1968)
conceives it as something that forecloses a human being from himself/herself. This is
also admitted by Raudupe (2002), a researcher of dainas and the Vedas. She states that
the condition of freedom is being beyond the borders of socialisation. Dewey’s (2002)
idea, expressed at the beginning of the 20th century, that, since birth, traditions in society
set limitations in the child’s further conduct and self-development, is fully applicable
today. With language acquisition the child becomes a product of its culture (Dewey,
2002). Later, getting involved into traditional procedures of society, these traditions
become the child’s own; the truths recognised in society are accepted as one’s own, and
the same concerns prohibitions.

The above described relations of environment and the individual in the contemporary
society develop under unnaturally created conditions (of market economy and consu-
merist philosophy) where the sense of balance between the individual’s inner strength
and his/her desires has been lost. In the conditions when a person has lost himself/
herself, it is impossible to talk about harmonious relations between the individual and
environment or a sense of belonging, since the latter is formed at the point of convergence
of the essential components of the environment with the individual.
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Possible Solutions

Fromm (2010) sees a solution in a spontaneous reunion of an individual with nature
and society, yet, at the same time, retaining his or her individuality. Fromm (2010)
considers the activity which we can observe with small children and artists to be sponta-
neous – it is not imposed but is self-induced in the contact of the person and the world.
This is what Rousseau (1981) calls natural interaction of the environment and an indivi-
dual in compatibility with the individual’s force. Love is the major component of spon-
taneity. (Maslow has placed the need for love and belonging on the same level of the
pyramid of needs.) Without it, harmonious, congruent, friendly relations with the world –
the wholeness that an individual is a part of – are unimaginable. Fromm (2010) describes
this as a situation whereby an individual takes his or her rightful place in this world and
wherein doubt regarding one’s power and sense of life disappears. In this state of highest
compatibility Neville’s (1999) “I = everything that is” is realised – a sense of belonging
is formed.

Fromm (2010) characterises this kind of belonging as a constantly present factor
within each person that is oriented at anything including oneself. Belonging means
love – a person can simultaneously belong to oneself and the world.

A similar conclusion has been reached by an American psychologist Lendloff (2010),
who carried out a unique research on an Indian tribe living in the South America. He
tried to clarify how the tribe manages to form harmonious social relations. Lendloff
argues that social harmony is based on harmony between individual’s own needs or
inborn expectations and the needs or expectations of the community. This research
leads to the idea that, if society is formed under natural conditions, the human indivi-
duality also becomes natural, not imposed by any power incompatible with the individual,
i.e. when the inborn expectations of a human are a priori  harmonious with the expec-
tations of the community the human has born into. In this situation a contradiction
between individual’s self-ascertainment and community interests is impossible in principle.
Lendloff’s research does not deny socialisation – the community environment wherein
the individual is born is absolutely necessary for his/her self-realisation; yet, it should be
emphasized once more, that this environment is not contrary to the individual’s essence.
It follows from a Lendloff’s study that each person has an individual continuum, i.e. an
entity of inborn needs and corresponding development tendencies, and with the indi-
vidual’s adulthood, the support of the surrounding community becomes necessary for
the realisation of one’s inborn expectations.

The best upbringing environment for raising a natural man, according to Rousseau
(1981), is rural environment. As one of the major conditions of upbringing he mentions
the necessity to secure an opportunity for a child to use all the powers the nature has
granted him, thus teaching the child to satisfy his desires within the limits of one’s
power. This is similar to the ethical ideas conveyed by the Latvian folk culture legacy
(Jansons, 1973) – necessity to cope on one’s own. This develops another important
feature of ethics – not to subject oneself to the power of desires. Child’s natural powers
can be manifested only in freedom – the child’s upbringing must be such that, according
to Rousseau, the child might have a possibility of free self-expression. An educator
must merely care not to distort the child’s freedom and not to turn it into its opposite –
all-permissiveness.

When analysing diverse education environments, a Russian scientist Yasvin (2001)
states that the model of humane pedagogy develops the most optimal environment.
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Humane pedagogy environment is emotionally stimulating and incites self-initiative
and creativity (Èehlovs, 2008). It is developed in an atmosphere of mutual respect and
trust that is needed for the child’s self-development. It is congruent with the child’s
driving and organising force – striving for freedom, love and belonging (Amonashvili,
2003). Satisfying these needs is associated with the human’s self-understanding which,
in its turn, is a necessary precondition for the realisation of self-ascertainment (Maslow,
1968).

To summarise the ideas drawn from the literature, it may be admitted that, for the
formation of a sense of belonging, environment must facilitate individual freedom. This
helps to perceive the world in its wholeness and grasp what is individually and socially
significant. A sense of belonging incites a values orientation which is significant for
both the individual and society. This, in turn, leads to the individual’s self-ascertainment
in society.

Reflection of a Sense of Belonging in Latvian Dainas

The aim of this research is to determine the role of a sense of belonging in the
process of personality formation by investigating the content of the notion “belonging”
as well as the conditions of the formation of a sense of belonging in Latvian folk
songs or dainas. Dainas have been studied since they were first recorded in 1695 by a
chronicle writer Kelkh. Due to their sustainability, dainas have preserved, in the course
of millennia, all-significant features both in the perception and understanding of the
surrounding world and in the mutual communication of people, ethics and aesthetics
(Kokare, 1988). Kokare, in her analysis of dainas, reveals an extremely great wealth of
contexts that make dainas an inexhaustible source for investigating ethical and aesthetical
ideals.

Folk art preserves only what is close and essential for the entire community of
people (Bçrziòa, 1989), what complies with their worldview and feelings. In folklore, a
person is never opposed to others: I  and the world are identical. Dainas, according to
Bçrziòa (1989), have accumulated, in the course of many generations, instructions for
labour, everyday life, traditions and rituals that granted the congruence of human life
with the highest regularities of nature and society. In his analysis of the ethics of work,
Jansons (1973) reveals its relatedness with the ethics of compatibility and accord. Com-
patibility and accord are necessary conditions in labour – common labour is impossible
without compatibility. Besides, this sphere not only includes the mutual compatibility
of people but also compatibility  with labour cattle, the environment – homestead, coun-
tryside, meadows, woods and even tools of labour. Compatibility  meant not just com-
pliance with traditions, rules of life and moral requirements, but a kind of fusion in
unity  with the object of labour wherein it is impossible to separate the subject from the
object of labour – all is one.

Hence, common work can be done in the family only if there is a mutual compa-
tibility  uniting all its members. It is manifested in mutual respect, care, empathy and
caring attitude. Compatibility is the most direct expression of love in family and society
(Raudupe, 2002) – love towards the environment of life and labour in general. Compa-
tibility is revealed also in a wider group of community – during the evenings spent
together and joint work. Evenings were usually spent together after all work on the
farm had been finished and winter had come. People from the neighbouring homesteads
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came together to do some household chores, meet each other, sing and joke. Joint work
was done in the spring and in the time of crop gathering (also in wood work in winter,
wood clearing, cleaning stables from dung and taking it to the fields for fertilisation)
when the work was hard and needed to be done fast. Both forms of common labour
reveal compatibility , the joy of common work, mutual kindness and concord. People
usually came to this work dressed up, with their own best tools, food and drinks to
share like in big festivities.

To study a sense of belonging, we used the collection of dainas compiled by Barons
(Barons & Visendorfs, 1894) containing 218,000 dainas. The folk songs of this collection
are available in an electronic version, which makes them easy to select, process and
study. Content analysis of 272 dainas has been produced including 96 ones that are
directly or contextually related to the notion of belonging, 55 ones – related to the
notion of beauty and 121 ones – related to childbirth, afterbirth procedures and child
rearing. The latter ones are analysed to make out the conditions of the formation of a
sense of belonging. Dainas have been selected in accordance with the aim of the research:
to clarify the conditions of relationship with the environment and an individual’s
awareness in the process of personality formation.

In all of the analysed dainas, the verb “to belong”  does not mean property rights
to something – to belong means to be compatible, in accord, similar: Pieder pïava,
kad nopïauta, Jo pieder, kad sakasta; Pieder meita ar vainagu, Jo pieder ar autiòu
[The meadow belongs when it is mown and even more when it is raked; A girl belongs
with a crown and even more with head-cloth] 24807-6. It should be noted that, in the
samples of dainas, the figures indicate their numbers in Kriðjânis Barons’ collection). In
45 dainas out of 96, human belonging is related to belonging to natural elements and
phenomena, i.e. the unity of human and nature: Kam der kalni, kam der lejas, Kam der
zaïi ozoliòi? Dievam kalni, Laimai lejas, Bitçm zaïi ozoliòi. Kam der puíes, kam der
rozes, Kam der bçri kumeliòi? Meitâm puíes, meitâm rozes, Puiðiem bçri kumeliòi
[Whose are the hills, whose are the vales, Whose are the green oaks? God’s are the hills,
Laima’s are the vales, Bees’ are the green oaks. Whose are the flowers, whose are the
roses, Whose are the bay horses? Girls’ are flowers, girls’ are the roses, Boys’ are the
bay horses] 33671-1.

Belonging may have several degrees: one belonging may continue in another, wider
belonging: Apsedz mani, tautu meita, Tev pieder villainîtes; Kad tu brauksi, es iejûgðu,
Man pieder kumeliòð [Cover me, young girl, You have woollen shawls; When you go, I
will yoke, I have a horse] 24839-0.

In nine dainas, when considering belonging, accord is directly revealed between a
person’s inner essence and its external manifestations: Sader man ar ðo puisi I dziedoti,
runâjot: Saderçs mieþus pïaut Celmajâi lîdumâ [I am in accord with this boy When I
sing and talk: We will be in accord when reaping barley In the stubby clearance] 316-1.
This idea is indirectly present in the contexts of all studied dainas. Belonging has a
spatial dimension – it is manifested in space and may change depending on it: Ðo naksninu
man pieder(a) Visa tautu istabina; Kad es gâju plâninâ, Man plâninis piedereja; Kad es
sçdu aiz galdiòa, Man galdinis piedereja [Tonight to me belongs the whole people’s
room; When I go in the middle I have the middle of the room; When I sit at the table,
The table belongs to me] 25126-0. It has also a temporal dimension (in eight dainas) –
depending on a person’s age belonging may change, for instance, Pieder man ðe augot,
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Nepieder dzîvojot; Pieder man nolîgot Cit’ âriòu maliòâ. [It belongs to me to grow up
here; It doesn’t belong to live here; It belongs to me to sing In other open spaces] 3752-0.

Dainas reveal that each level of belonging has its own meaning and only similar
beings are compatible: the beautiful is compatible with the beautiful, the good – with
the good, the evil – with the evil; there is no compatibility between opposites. This
concerns the whole realm of relations: in nature, human, human labour and any other
action – singing, dancing, riding a cart and a horse, ploughing, harrowing, raking hay
etc.

Perfection is revealed to the human in the beautiful (divine). The beautiful is so
significant in the human life that it may be referred to one of the manifestations of
human essence. It is revealed not only in the ideas and notions conveyed by texts but
also in the form of dainas by means of particular expressions and words, for instance,
Skaista zied kapsçtiòa Dzelteniem ziediòiem; Kà ta skaisti neziedeja, Pilna dârgu dvçseliðu
[Beautiful is the blossoming graveyard With yellow flowers; Why would it not blossom
in beauty, Full of dear souls] 27634-0. This daina describes in the first two lines the
environment where abide those who have once lived – it is beautiful, covered with bright
flowers. In the third line, in the form of a question, a reason for this beauty is expressed,
with the idea that it cannot be otherwise since the souls held dear by the people abide
here. Besides, in the quatrain of just a few words, diminutives are used three times:
kapsçtiòa ziediòiem dvçseliðu, which conveys a sense of heartiness, kindness.

The close bond between belonging and the beautiful is revealed not only in contexts
since they are often used as synonyms. In the following example two variants of dainas
are provided where belong is substituted by beautiful:

Pieder pïava, kad nopïauta [The meadow belongs when it is mown],
Jo pieder, kad sakasta [Even more when it is raked];
Pieder meita ar vainagu [a girl belongs with a crown],
Jo pieder ar autiòu [even more with a head-cloth] 24807-6.

Skaista pïava, kad nopïauta [the meadow is beautiful when it is mown],
Vçl skaistaka sakasita [even more beautiful when it is raked];
Skaista meita vaiòagâ [a girl is beautiful with a crown],
Vçl skaistaka micitê [even more beautiful in a tucker] 24807-7.

The context of dainas reveals that belonging lies at the basis of beauty – the harmo-
niously related is beautiful, i.e. mutually belonging, compatible things and relations:
Pieder pieði pie zâbaka, Pie labà kumeliòa, Ïauna diena nepieder Pie smuidrà augumiòa
[Spurs belong with the boot, With the good horse, Evil day does not belong With the
stately body] 9255-0.

Harmonious accord of the environment, labour and human when praising the
beautiful is revealed both in the dainas related to belonging and beauty and those dedicated
to the human life course: Ai, galdiò, ai, galdiò, K à tev skaisti piedereja: Visapkârt vîri
sçd Kà zaïie ozoliòi [Oh, table, oh, table, How beautifully you belong: Around you men
are sitting Like green oaks] 19471-2. Padzied’ skaisti, lîgaviòa, Manâ vagas galiòâ:
Man arkliòis labi meta, Stalti gâja kumeliòð [Sing beautifully, bride, At the end of my
furrow: My plough throws well, My horse has a stately gait] 635-0.

The beautiful incites, creates and multiplies the beautiful. The beautiful is compatible
with virtue: Neb es tautu dçla dçï Daiïi nesu vainadziòu: Pate sava goda dçï, Sava daiïa
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bâleliòa [Not for the young boy I am wearing the crown with beauty: For my own
honour, For my beautiful brother] 6010-2.

The beautiful is the criterion of compatibility: Pret vçjiòu ausi grieþu, Sav’ mâsiòas
klausities, Vaj dzied skaisti, vaj sçrigi, Tautiòâs aizgajuse [I turn my ear against the
wind, To listen to my sister, Is she singing beautifully or sadly, Having got married]
225-0. In this daina sisters are listening to get what song their married sister is singing,
whether it is sad or joyful – from this the sisters will judge whether the environment
their sister has entered is benevolent to her.

The study confirms the conclusion of Çrdmane (1988) that “… the beautiful in
folk songs is manifested as one of the major positive categories evaluating the reality
and human. The beautiful is so closely related to the ethically sublime that they are hard
to separate and regard on their own” (p. 43). Lautenbahs, one of the first scholars who
studied dainas, tried to derive the virtue expressed in dainas from the ‘cult of beauty’
that he thought the Latvians had worshipped, since the feelings of aesthetical and beauty
are very much expressed in Latvian dainas alongside a positive acceptance of everything
that exists (Bçrziòð, 1935).

The educational and psychological aspects of the formation of a sense of belonging
are revealed in dainas that are related to childbirth and child rearing. This study does
not include mocking dainas, those of looking for the cradle pole and hanging the cradle,
pregnancy, nursing, children’s, games, riddles or their variants.

Dainas directly or contextually reveal the great significance of the environment.
An important issue was whether the environment was expecting the child being born
and what was the attitude of the surrounding people to the woman’s pregnancy. The
environment had to show care for the pregnant woman: Kuºð godigs tçva dçls, – Ilgi
jauna lîgaviòa: Paceï krçslu, noauj kâjas Grûtajâs dieniòâs [Who is an honest father’s
son, – His bride is young for a long time: He lifts the chair, takes off her footwear In the
hard days] 1254-0. Pregnancy and infant’s nursing were honoured as sacred procedures:
... Tas bij labs svçtu rîtu Pâdei braukt baznicâ [It was good in the holy morning To take
the baby to the church] 1334-0; ... Svçti bija kûmu taki, Dârga pâdes dvçselite [Holy
were the ways of Godparents, Dear was the baby’s soul] 1303-0. To secure the highest
order in the environment, the goddess Laima was summoned asking her to safeguard
the place of the festivity of childbirth: Stiep, Laimite, garu jostu Garam visu istabiòu,
Nule mâte godu taisa Pirmajam bçrniòam [Take, dear Laima, a long belt Around the
whole room, The mother is making honour For her first child] 16094-1.

In line with a wish to provide the newborn child’s belonging to the community of
diligent, industrious, wise, virtuous people, only people possessing these qualities were
allowed to be present at the birth festival: Lasitus ïautiòus kûmàm òçmu... [Select people
were invited as Godparents] 1304-0; Labus vien, labus vien Kûmiòâs salûguði... [Only
good people are invited to be Godparents] 1305-0. The Godparents were chosen from
the people who had their own life in order: Òemat mani kûmibâs, Man ðíîràs, man
vedàs; Ne man klupa kumeliòis, Ne man juka valodiòa [Take me as a Godparent, I do
well in life; My horse never stumbles, My speech is never confused] 1306-0.

Very great importance was attributed to the invited people’s conduct when they
were visiting the newborn baby: ...veselibas gribedami [desiring health] 1280-0, wishing
for a child to become an industrious, well-to-do person: Atiet mana krista mâte... Skaista
balta villainite, Zelta puíe rociò â [Here comes my Godmother... Nice white shawl,
Golden flower in hand] 1286-3;  Jûdzu zirgu, mçru kvieðus Kapinaju izkaptites: Lai



75Educational and Psychological Aspects of Environmental Awareness and a Sense..

pâdenis knaðs puisitis, Labs maizites arajinis [I harness a horse, measure barley, Whet a
scythe: Let the baby be a quick boy, A good plougher for the bread] 1308-0; Kûmàm
iedami pussagðu sedzu, Lai mana pâdite pusgadu staigà [I put on half a shawl when
visiting a baby, For the baby to start walking at half a year] 1314-1; Es ðodien uzsasedzu
Lielu rakstu villaniti:  Lai aug mana krustmeitiòa Lielu rakstu rakstitaja... [I put on
today A shawl with big ornament: Let my Goddaughter Weave big ornaments] 1312-0;
Kûmàm iedama Pakupli ìçrbos... [Going visiting the baby I dressed well] 1316-1. Well-
being was secured by, for instance, the following action: Kûmàmi iedami trîs zirgus
jûdzu; Dievs doda pâdiòai seðami braukti, Seðami braukti, trim ormaòiem! [When we
went visiting a baby I harnessed three horses; God grant the baby ride a six-horse
carriage, A six-horse carriage with three carters!] 1329-4.

And the other way round – an inimical, disharmonious, ugly human environment
as well as rash actions negatively affect the child’s character, work abilities, health con-
dition: Tava vaina krusta tçvs, Kad man bârga valodiòa: Kam tu cirti egles kârti Pirmajâ
vakarâ [Your fault, Godfather, That my speech is rude: Why did you cut fir pole On the
first night?] 1679-1; Nekar man, mâmuïiòa, Pie durviem ðûpoliða [Don’t hang, Mother
dear, A cradle at the door] 1704-0; Mâtes vaina, mâtes vaina, Kad man mazs augumiòð:
Kam ta cirta elkðòa lîksti, Zemu kâra ðûpuliti [Mother’s fault, mother’s fault That I am
so small: Why did she cut alder pole, Hang the cradle low] 1678-1; Ta, mâmiòa, tava
vaina, Ka es augu netikuse: Kam mazgaji mani mazu Neskaidrâji ûdenî? [It is your
fault, mother, That I grew up immoral: Why did yoy wash me small In unclear water?]
1275-1.

Compatibility, as stated earlier, has dimensions of time and space i.e. the time and
place of the child’s birth are significant: Pats es dzimu piektu rîtu... [I was born on the
fifth morning] 1184-1; Prieka dienâ es piedzimu... [I was born on a day of joy] 1187-0;
Es piedzimu mâmiòai, Kad dziedaja lakstigala... [I was born to my mother When the
nightingale was singing] 1188-0; ... Paðâ ziedu laiciòâ [In the time of blossom] 1189-0;
... Vizbuliðu laiciòâ [In the time of anemones] 1190-4; Laime, laime tam dçlam, Kas
piedzima saulitê... [Fortunate is the son Who was born in the sun] 1176-4; Silta saule
man dzimstot, Laba laime dzîvojot... [Warm was the sun when I was born, Good fortune
when I live] 1180-1; Laime, laime tam dçlami, Tas piedzima laimes dienu:Viïòiem auga
mieþi, radzi, Bogàm bçri kumeliòi [Fortunate is the son Who was born in fortune’s day:
Barley and rhye grow abundant, Whale of bay horses] 1185-0; Es piedzimu mâmiòai,
Roþu dârzu ravejot... [I was born to my mother While she was weeding the rose garden]
1192-0; Aiz ko manim plata galva? Es piedzimu vçjputnê. Aiz ko manim daudz valodu?
Tirga dienâ nokristija [Why is my head wide? I was born in the snowstorm. Why do I
have many words? I was baptized on a market day] 1194-1.

What life was wished for the child is revealed in the songs of dancing with the baby
(Godparents danced and sang holding the baby in their arms) and hanging the cradle:
Lai slîdeja nu pâdite No rociòas rociòâ: Lai pâditi drîzi auga, Drîzi râva valodiòu [Let
the baby go From hand to hand: Let the baby grow fast, Start talking soon] 1528-0; Lai
pâdite tà izauga, Kà rozites dârziòâ [Let the baby grow Like roses in the garden] 1542-
2; Lai pâdite dzîvodama Visu mûþu priekðeniece [Let the baby live All life in the fore]
1548-0; Lai mana pâdite liels dravenieks [Let my baby be a great beekeeper] 1549-0;
Lai mana pâdite raib’ audejiòa [Let my baby be a bright weaver] 1550-0; Dod’, Dieviò,
pâdei kûmiòas laimi: Draugam dot, ne draugu lûgt [God grant the baby the fortune of
Godparents: To give to a friend, not ask from a friend] 1447-0.
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The contexts of the studied dainas directly or indirectly affirm the role of love in
receiving and rearing the child: Man mâmiòa tà aukleja, Kà saulite ziròu ziedu [My
mother nursed me Like the sun did sweet peas] 3028-0; Smalka mana mâmuliòa, Smalki
mani audzinaja [Fine is my mother, Finely reared me] 3023-1; Mîïa mana mâmuliòa
Mîïi mani audzinaja: Tina linu palagôs, Liepâ kâra ðûpuliti [Sweet is my mother, Sweetly
reared me: Wrapped me in linen sheets, Hanged the cradle in a lime-tree] 1708-0.

In the time of child rearing, parents tried to cultivate the spirit of sustaining traditions,
respect to human and natural environment: ... Bçrni, tçvu glabajat, Kà bitites savu tçvu
[Children, keep your father Like bees do their father] 3053-2; Drîz es gâju, drîz teceju,
Kur mâmiòa man raidija... [Fast I went Where my mother sent me] 3063-0; Kuºð bçrniòis
mâtei klausa, Agri çda brokastiòu... [The child that obeys mother Has breakfast early]
3077-0 and striving for wise advice: ... Tie bçrniòi laipoj às, Kas klaus’ tçva, mâmuliòas
[Those children do well Who obey their father and mother] 3085-0; Tà, bçrniòi, laipojiet,
Ka pietika mûþiòam [Children, go so that You have enough for the whole life] 3086-0;
Ai, bçrniòi, ai, bçrniòi, Klausat tçvu, mâmuliòu!... [Oh children, oh children, Obey your
father and mother!] 3055-0; Kas vecà vârda klausa, Pilnu cepli maizes cepa... [Who
obeys the old’s word Bakes a full oven of bread] 3070-0. In daina: Tçvu tçvi laipas
meta, Bçrnu bçrni laipojàs; Tà, bçrniòi, laipojties, Ka laipiòas nepârlûza [Forefathers
throw planks For the children to pass; Children, go so That the planks are not broken]
(3086-1), sustaining of traditions is described as a plank connecting the generations.

Children were taught co-responsibility for the work in the family since early days:
Maza, maza meitiòa audeklu meta... [Little little girl was warping the cloth] 2170-0;
Drîz es gâju, drîz teceju, Kur mâmiòa man raidija... [I went fast Where mother sent me]
3063-0; Kâdu ïauþu tas bçrniòð, Tas iet visu nesûtams?... [Whose is that child Who goes
without being sent?] 3069-0; Mazas meitas maltu gâja... [Little girls went milling] 8169-1;
Lielas meitas linus vçrpe, Mçs mazàs pakuliòas... [Big girls were spinning flax, We the
small tow] 6995-0; Agri mâmiò i piecçla Savas mazas malejiòas... [Early did mother
waken Her little millers] 6687-0;  Sîkas mazas meitenites Paðas vçrpa, paðas auda...
[Fine, little girls Do spin and do weave] 7029-1.

Dainas describe an assurance that a person is born with a certain task in life, parti-
cular character and abilities: Nemâkuli nevareja I mâmiòa izmâcìt... [A dabbler could
not be taught even by mother] 3035-0; Kâdu Dievs, Laime lika, Tâdu mâmiò’ i aukleja...
[The one given by God and Fortune Was nursed by the mother] 23021-0. The deity res-
ponsible for the human’s life task is revealed in the image of the goddess Laima: Tumss
laukâ, tumss laukâ, Kur bij òemt ceïa draugu? Dievs bij man ceïa draugs, Laime ceïa
râditaja [It’s dark outside, it’s dark outside, Where can I get a friend to go by? God is
my friend to go by, Laime shows my way] 33698-0. This ascertainment emphasises that,
irrespective of the environment of upbringing, human characters, abilities or gifts may
differ – some people become soldiers, others – ploughmen and harrowers, still others
become weavers of shawls: ... Ne tie visi mazgajàs Vienâ laimes ûdenî [Not everyone
washed In one water of fortune] 1224-0; Vienas mâtes mçs bçrniòi, Ne visiem viena
laime... [We are children of one mother, Not everyone has one fortune] 3902-0; Laime
mani novçleja Lielu kara vîru... [Fortune wished me A great soldier] 31950-0; Laima
gâja sçtas malu, Sirpi nesa rociòâ... [Laima went along the fence Carrying a sickle in her
hand] 1890-3; Laima gâja sçtas malu, Arklu nesa padusê... [Laima went along the fence
Carrying a plough in her hand] 1890-1; Nolçmàm cilinàt Spoþu kaºa zobentiòu... [We



77Educational and Psychological Aspects of Environmental Awareness and a Sense..

decided to carry The bright sword of war] 1226-0; Div ozoli, viena sakne, Katram savi
zari bija; Viena mâte, divi dçli, Katram sava laime bija [Two oak-trees, one root, Each
with its own branches; One mother, two sons, Each with its own fortune] 3868-0.

Yet inborn qualities and gifts were insufficient without adequate rearing: Laba
mana mâmuliòa, Labi mani mâcijusi... [Good was my mother, She taught me well]
1342-3; Iegâdaju, atgâdaju, Aiz ko mani mâte kûla... [I realise, I recall Why my mother
spanked me] 3039-0; Mâte mani labi mâca, Kaut es mâtes klausijuse [Mother teaches
me well, I wish I obeyed mother] 3079-0; Raud Laimiòa, raud mâmiòa, Abas divas gauþi
raud; Mâte saka Laimas vainu, Laima saka mâtes vainu [Laima is crying, mother is
crying, Both are crying bitterly; Mother blames Laima, Laima blames mother] 9258-0.

The study of belonging in dainas reveals a naturally formed model of relations
between the environment and human consciousness, wherein a sense of belonging is
bound with harmonious accord between the individual and environment where both
fuse together. Besides, the affinity of subject and object is so deep that it expresses the
essence of both parties. To belong means to be in accord and that is beautiful. A sense
of belonging is not a frozen or unchanging state – it may change dynamically in time
and space, yet sustaining the above mentioned features. Sense of belonging admits
belonging to objects of different ‘broadness’, starting with, for instance, a flower, a
stallion, the homestead, family, fatherland, the world.

Sustainability of dainas makes one think that, to create a sustainable education
model, the content of Latvian dainas could be used in folk education. The focus should
be placed on the formation of such educational environment which a learner would feel
affiliated to. The latter is impossible without clarifying the learner’s interests and talents
and organising the process of learning in accordance with them – this is the basis for
mutual respect and compatibility of the learner and school. Another significant factor
of compatibility is beauty. Beautiful environment (spatial, ecological, social environment),
the beautiful in the people’s clothing, bodies, movements, thoughts, speech, deeds is a
prerequisite for bringing up a beautiful person. This means the necessity of withdrawing
all that is ugly so that the learner can perceive through sensations (visual and audial in
the first place) from the teacher.

Summary

Harmonious development of an individual is possible on condition that a per-
sonality’s peculiarities and the right to liberty are respected. This would help an individual
to perceive the world in wholeness – perceive oneself as a member of society. And public
environment must be compatible with the expression of the individual’s inner essence –
being part of the world and belonging to it. A sense of belonging incites the values
orientation which is significant both for the individual and society; this, in turn, leads to
an individual’s necessity for self-ascertainment in society. Free development of a child,
in line with the child’s talents, is not separable from upbringing. What is more, educational
environment must be formed as a space of social environment, ecological environment
and harmonious relations of the individual with the former. Thus, forming a sustainable
education model in Latvia, the ideas drawn from dainas that have already ascertained
their sustainability may be of importance.
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Abstract

Implementation of participatory action research during pedagogical practice facilitates
sustainable education because its objective is to understand professional practice, enrich
the capacity of involved participants and an opportunity to make inquiries for the impro-
vement of quality. In the research of professional practice, subjects explore themselves;
research is critically informative, active and action-oriented. Basing on the analysis of
the prospective teachers’ professional independence formation during pedagogical
practice, the conditions for the individual’s sustainable professional development are
updated, the principles of organising pedagogical practice are determined. The experts’
opinion method was applied in the evaluation of the developed practice model. Four
experts from four Latvian universities were involved in the questionnaire; the content
analysis of expert opinions was performed. As a result, the opportunities of the developed
model to ensure sustainable education as well as its strengths and weaknesses were
determined. Activation of the holistic and action approaches to develop students’
independent professional activity and ensure sustainable education, cooperation context,
targeted planning of the student-centred process, orientation to students’ self-experience,
respect of research aspects were completely appreciated.

Keywords: sustainable education, participatory action research, pedagogical practice,
professional development, learning outcomes

Introduction

The vision and objective of the education for sustainable development determined
for the United Nations Decade of Education for Sustainable Development (2005–2014)
and supervised by the United Nations Educational, Scientific and Cultural Organisation
(UNESCO) is the world where each individual has an opportunity to gain benefit from
qualitative education and find out the values, actions and lifestyle ensuring sustainable
future and positive transformation of the society. The objective of the decade is to
ensure “implementation of sustainable education at schools and other educational insti-
tutions, increase of the significance of education and learning in implementation of
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sustainable development and sustainable education at all levels and in all aspects of
education” (UNESCO, 2003, p. 23).

The research problem is determined by contradictions between the objectives of
education and their implementation in the pedagogical process observed in society. The
changing social environment, inconsistency of political decisions and sometimes even
their contradictions reduce teachers’ work motivation, sense of security and confidence
in sustainability of changes. It influences the wish of graduates to work in the teacher’s
specialty. As reasons there can be mentioned prospective teachers’ unconvincing views
on the compliance of the chosen profession with their interests, concerns about insufficient
professional skills upon starting independent pedagogical activity as well as the high
level of the required teacher’s work quality and responsibility. In the implementation of
study programmes and organisation of pedagogical practice, students have limited
practical experience in application of theoretical knowledge to solution of specific tasks,
synthesis of knowledge and skills, thus, in the context of humane pedagogy, it is necessary
to choose pedagogical approaches and means leading education towards sustainability
and increase of the role of science and research at higher education institutions.

“Action research has confirmed its potential as a means reducing barriers in solving
complex problems in the society. […] Every action research has potential for creation
of research and learning environment. In higher education the interest in learning itself
and learning environment based on action and reflection is increasing” (Salîte, 2009,
p. 10). The characteristics of pedagogical practice as participatory action research are
analysed in the works of numerous authors (Coghlan & Brannick, 2001; Hart & Bond,
1995; Waterman, Tillen, Dickson, & de Koning, 2001; Zuber-Skerritt, 1982;  Þogla,
2001b). They are as follows: cycle of action; participation and cooperation of subjects
in the research; origin of changes in the research process expressed as outcomes of
action and research; basing on context determining selection of corresponding methods
and their sequence, which, in their turn, influence researcher’s skills.

This paper is focused on the analysis of an action approach based didactical model
for pedagogical practice developed by the author, highlighting the role of experience,
cooperation, reflection in acquisition of professional knowledge and skills, which are
both conditions and criteria of students’ independent professional activity formation
and components of action research.

Pedagogical Practice as Participatory Action Research

Pedagogical practice is a component of a study programme characterised by the
holistic and action approaches. The holistic nature of pedagogical practice is related to
subjection of all parts, stages, components and functions to a common objective – deve-
lopment of student’s individuality, improvement of professional independence and
pedagogical competence as an integral indicator. The tasks of pedagogical practice
envisage development of professional and research skills as well as formation of perso-
nality characteristics of prospective specialists.

The basis of the practice model is an action research scheme, including the action
and research cycle spiral (Kemmis & McTaggart, 1982; Lewin, 1946/1948). Revelation
increases moving from implementation of the initial cycle to planning of the next cycle
which is adjusted and the research process is repeated again (Carr & Kemmis, 1986;
Kemmis, 1988). Each stage of the spiral usually includes four different stages – planning,
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action, observation and reflection.
It means that the researcher collects
data simultaneously trying to influ-
ence changes, for instance, to research
the action when it proceeds (Figure1).

Kolb (1984) extends this model
by offering an action research cycle
as a learning process where indivi-
duals learn and create knowledge
critically reflecting on their action
and experience, formulating abstract
assumptions and testing their appli-
cation in a new situation. Practitio-
ners can create their situational
knowledge and understanding and
act according to them improving
practice and developing knowledge.
This assumption can be applied to
formation of students’ independent
professional activity acquiring
teacher’s work function and duties
in practice.

The pedagogical practice action research model corresponds to the targeted
organisational structure of a general didactic process:

— students’ and lecturers’ mutual understanding;
— identification of a objective of studies and exchange of views about its nature,

usefulness, personal significance and context in the structure of the action
field;

— agreement about the procedure of reaching it, position and interaction of
subjects;

— selection of student’s learning aids and lecturer’s recommendation, operating
with aids and lecturer’s assistance;

— self-control, control and correction of the process;
— self-evaluation and evaluation of the result (educational, developing, instruc-

tional), discussion;
— planning of the next stage of studies (Þogla, 2001b).

Pedagogical practice as an action research is characterised by participation because
all subjects of the action are equally involved in the research as well as by cooperation
because researchers are not experts who conduct a research in external perspective, but
partners who work to implement common and individual tasks. Individualisation is
impossible without socialisation, and socialisation is impossible without individualisation,
which determines the social activity of the participatory action research (Habermas,
1992; Kemmis & Wilkinson, 1998). This opinion corresponds to the cognition of social
constructivists that learning is characterised by its situational nature, thus the environ-
ment, where knowledge is acquired, is important. Stressing the social context of thinking
and learning through cooperation becomes topical, where the lecturer participates as
an advisor and a guide. In the professional environment, where a student starts acquisition

Figure 1. Action research cycle (Kemmis,
1988, p. 29)
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of new experience, evaluation of prior experience, design of an action plan and under-
taking responsibility for its effective execution, the practice supervisor is an equal
participant in cooperation. Thus pedagogues’ professional responsibility because being
a leader of the process means to be able to plan and coordinate not only one’s own, but
also others’ activities, undertake responsibility for one’s own and other individuals action
in a specific field of activity, adjust and preserve one’s identity (Coleman & Earley,
2005; Maslo, 1995; Þogla, 2001a).

Therefore, the expected result of students’ activities during practice is acquisition
of new professional work knowledge and skills; but a teacher-supervisor confirms their
philosophy of education, considers problems of professional work by participation and
cooperation with students in order to share experience with students by observing them
and gain impulses for his/her own work. In cooperation, lecturers deal with the issues
of the study process development, improve their didactic competence, understanding of
topical educational problems at school.

The formation of students’ independent professional activity is influenced by contex-
tual conditions, but their provision depends on the structure of the study programme,
study process, including organisation of pedagogical practice.

The content of the study courses need to be based on the latest theoretical stand-
points, which, all the time, are updated in practical situations related to a specific field
of activity. It is crucial to be aware that nowadays none of the theories is static, but vice
versa – they are developing, thus attention must be also paid to selection of pedagogical
means for acquisition of study content in the professional education programmes.

In order to implement effective changes, they must be clearly defined and correspond
to the needs of the involved subjects. It is important that the result creates changes in
the long run because action research is a changing, dynamic process. Salîte (2009) indi-
cates the role of action research in organisation of research learning environment, which
is significant under the existing conditions of heterogeneous environment of the social
situation and poorly organised democracy, where common construction of new know-
ledge and decision-making are the most typical solution to organising learning environ-
ment, facilitating transformation of the study process into a new stage of humane pedagogy.

Model of Pedagogical Practice in Formation of Students’ Independent
Professional Activity

The objective of developing a didactic model is to combine into didactic holity
individual elements of the content and process of studies, which interrelations influence
formation of students’ independent professional activity as an outcome of the pedagogical
practice and study programme.

Within the process of reaching study outcomes, the role of conditions facilitating
development of independent professional activity – functional, reflective and commu-
nicative – action and skills are indicated in the structure of action research. Implemen-
tation of these skills in the humane pedagogical process facilitates the development of
students’ responsibility, competitiveness, competence and creativity being significant in
the changing situation in the society (Figure 2).

A set of objectives is formed in relation to students’ presence in the life activity,
studies and professional environment, overlapping during pedagogical practice. The
objectives of students’ life activity during studies are broad – they include acquisition of
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a profession, social activity, establishment a family, arrangement of a residence, gaining
income etc. In the study environment, the objective of the study programme is the
leading one. The professional work environment is needed for implementation of the
objective of pedagogical practice – development of students’ professional knowledge
and skills in the process of organising and leading learning at school. In its turn, the
objective of student’s individual development is influenced by his/her life experience,
values and attitudes.

Figure 2. Teaching practice model sheme

The process of forming professional independence cannot take place without inter-
action of subjective and objective components, which is expressed as organised creation
of external conditions, their functioning to ensure opportunities for students to form
their professional independence. It includes coherence of the study programme structure,
for instance, correspondence of study courses acquisition time and sequence to knowledge
and skills needed for execution of practice tasks, observation of didactic principles and
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application of study methods, facilitating understanding theory in the context of practice.
It corresponds to the main structural components of the critical constructive approach:
application of prior experience in acquisition of new knowledge and skills; cooperation
of subjects involved in the study process and refection on action and its results to deter-
mine new tasks for individual development.

Systemic constructive understanding of competence relates high level competence
features – independence, responsibility and creativity – to an idea about the development
of subject’s individual potential and personal experience enabling an individual to
implement personally significant objectives and develop this competence lifelong (Tiïïa,
2005). Compliance of pedagogical practice with the action approach is determined by
practice tasks envisaging students’ activity in the cognition process, acquisition of profes-
sional skills performing teachers’ functions in the professional environment, analysing
the reached results individually and in cooperation with teachers, lecturers and other
students. Action research relates the professional environment, which includes physical,
mental and material resources, to problem identification and solution in cyclical stage
series. It can be described as problem identification and analysis; development of an
action plan for improvement of the situation; implementation of the plan; observation
of the action effect; reflection; repetition of the cycle for further improvements. This
cycle can be related to a single practice task, for instance, preparation and leading of a
lesson as well as to each practice stage. Acquiring teacher’ work functions in pedagogical
practice as a significant driving force of development can be mentioned regular reflection
in practice and on practice by analysing the results of methodological and research
tasks completion and determining the ways for further work in cooperation with a
practice supervisor. The presence and support of teachers-practice supervisors and their
competence in problem evaluation are significant in facilitation of systematic reflection.

The humanistic approach is characterised by a student-centred learning process,
which essence in the model is depicted by subjective components, including objectives
of individual development; general skills, professional knowledge, skills, action motives
and values influencing students’ functional activity during practice; cooperation of a
student and other involved subjects; students’ reflection, which all together create con-
ditions for formation of independent professional activity (Figure 2). As a result, in the
study process, students’ exploratory action and professional independence are facilitated
by stimulating their activity, choice and creative expressions. The effectiveness of learning
depends on the personal interest of each involved individual, characteristics of his/her
cognitive processes, will as well as cooperation skills. It is also influenced by external
conditions, for instance, organisation of the study process, physical and psychological
environment.

Learning outcomes and individual achievements are formation of the outcomes
expected in the end of the respective study period in the form of competences a student
must know and/or be able to perform. The objective of determining learning outcomes
at the tertiary, national and international level is to stress and facilitate the link between
teaching, learning and evaluation; to focus more precisely the direction of learning; to
facilitate a student-centered approach; to improve the development of programs; to
improve the quality (Adam, 2005).

A professional bachelor gains competences in development-based and research-
related studies and dialogue with employers during compulsory practice. Furthermore,
a professional bachelor has the necessary basic knowledge as well as understanding of
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the major disciplines and methodologies applied in the respective profession (Rauh-
vargers, 2005).

Independent professional activity is characterised by practical competences, which
acquisition is the main task of pedagogical practice. Their evaluation during pedagogical
practice in compliance with tasks of practice is based on the duties and tasks, general
skills in teacher’s work indicated in the regulations regarding the classification of occupa-
tions (Latvijas Republikas Ministru kabineta noteikumi Nr. 461. Noteikumi par Profesiju
klasifikatoru, profesijai atbilstoðiem pamatuzdevumiem un kvalifikâcijas pamatprasîbâm
un Profesiju klasifikatora lietoðanas un aktualizçðanas kârtîbu [Regulations of the Cabinet
of Ministers of the Republic of Latvia No. 461. Regulations regarding the classification
of occupations, basic tasks corresponding to the occupation, basic qualification require-
ments and procedures for the use and updating of the classification of occupations],
2010).

Formation and development of independent professional activity is a continuous
and cyclical process. If it is assumed that teachers’ duties and tasks provided in the
documents of education planning policy and strategy determine the space for professional
development, then independent professional activity forms by gradually exploring this
space, for instance, (1) mastering new tasks of professional activity; (2) acquiring means
and methods for solution of each new task, thus consolidating psychological features,
knowledge and skills needed for solution of these tasks (Common European principles
for teacher competences and qualifications, 2005; Izglîtîbas attîstîbas pamatnostâdnes
2014.–2020.gadam [Guidelines for the development of education 2014–2020], 2014;
Strategic framework – education and training, 2020, 2014).

Therefore, the development of student’s professional activity is influenced by tasks
performed during practice, requirements, level of individual activity in acquisition of
the profession. It means that the independent professional activity formation process
occurs very individually, and it depends on external conditions determined by objective
components and subjective components such as subject’s interest and activity.

The pedagogical conception introduced in the model reveals a perspective for deve-
lopment by constructing education as a ground for civic society and economic and
cultural long-term development, ensuring its sustainable development and re-orienting
from “survival” to development.

Experts’ Evaluation of a Pedagogical Practice Model

In order to evaluate the developed pedagogical practice model, the so-called method
of experts’ opinion has been used, which is applied in research and forecast of social-
economic processes. It is a research conducted by a competent person, checking a specific
issue where special knowledge or expertise is needed. The experts’ opinion method is
applied for development of specific forecast about the process in general or some specific
field; evaluation of worked out educational programmes, study aids, action modelsetc.;
determination of the major objectives of process progress and the best ways of achieving
them; quality analysis of the research object; evaluation of qualitative factors significantly
influencing the development of the object; establishment of the most significant factors
influencing the development of the researched process or implementation of some
objective etc. (Millan, 2004).



87Participatory Action Research for Development of Prospective Teachers’..

In the research, individual, a closed and distance questionnaire form is used. Experts
have independently participated in individual questionnaires. In closed questionnaires,
experts are not informed about the responses of other experts. In distance questionnaires,
the forms are filled in individually without direct assistance of expertise organisers
(Millan, 2004).

The choice of experts was determined by academic and professional competence of
corresponding respondents as well as their experience in teacher training at higher
education institutions and practice places. Four experts from four higher education
institutions of Latvia participated in the research. The experts got introduced with the
developed model of pedagogical practice for formation of students’ independent profes-
sional activity, its theoretical grounds and expressed their opinion descriptively, indicating
the suitability of the model for study organisation and development of prospective
teachers’ professionalism.

The experts appreciated basic theoretical and organisational standpoints used in
the development of the model – activation of the holistic and action approaches; applica-
tion of a competences approach to the development of students’ independent professional
activity; perspective of cooperation context in the pedagogical process; targeted planning
of the student-centred process; orientation to activation of student self-experience; respect
of research aspects in the development of independent professional activity. The scheme
of the model was considered to be well-understood as, reconstructing the holistic process,
it is structured, stressing the relation of components, their influence and orientation.
The quality of model implementation is facilitated by observation of action cycle, including
reflection in each stage, which has a significant role in analysis of individual professional
activity and evaluation of each stage, which provides corrections in further activity.
The model provides an opportunity to use students’ prior experience in acquisition of
new knowledge and skills; cooperation of subjects involved in the study process and
their reflection on activity and its outcomes to determine new tasks for individual deve-
lopment.

In general, implementation of the model ensures a link between theory and practice,
reaching the objectives of students’ individual development and the objectives of study
programmes.

The experts see opportunities to apply this model to develop the peculiarities of
students’ independent professional activity formation in compliance with the content
dimension – specific objectives and tasks of study practice (for an academic year – for a
respective study course), to develop collegial cooperation (a student – a teacher) at the
synergetic level, thus enriching student’s professional identity; the professionalism level
of involved subjects. The cyclical structure of the model enables to adjust it to each
student’s individuality (subjective and objective factors), furthermore, the scheme of
the model can be creatively complemented considering its essence. The developed scheme
of the model gives indications for improvement of practice guidelines (requirements for
a lecturer and a teacher in supervision of students practice etc.), elaboration of qualitative
differences for each stage of practice.

The experts are concerned with the readiness of professional work environment
included in the model to ensure continuous implementation of independent professional
activity components influenced by economic and political changes, limits of paid contact
hours for students’ pedagogical practice in lecturers and teachers’ work loads.
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The implementation of the model can be threatened by insufficiency of student’s
experience and pedagogical skills; inadequate student’s self-evaluation; lack of motiva-
tion; insufficiency of support and encouragement during practice; changes induced by
subjective and objective factors in the objectives of individual and study programme
development.

For further research, there is indicated a necessity to work out detailed self-reflection
criteria of students’ pedagogical activity.

Conclusion

The theoretical and empirical analysis of the pedagogical practice model confirms
the most significant conditions for the sustainable study process, facilitating formation
of students’ independent professional activity during the pedagogical practice. Firtly,
the structure of the action approach substantiates the application of the stages objective–
process – result of the model in targeted studies, which is a developing system as regards
the subject (the student) and process organisation (study programme, methods, practice
tasks etc.). Secondly,the compliance of action research to pedagogical practice is con-
firmed by the assumptions that: (1) its objective is to understand professional practice
deeper, enrich the capacity of involved participants and their opportunities to make
inquires for improvement of quality; (2) in the research of professional practice, subjects
explore themselves (in cooperation with each other and the others); (3) research is criti-
cally informative, active, action-oriented; (4) the result of professional practice research
is not an ultimate achievement. It is a way of thinking about teaching and learning to
facilitate endless improvements. Thirdly, the didactic model of pedagogical practice
activates the expression of all students’ independent professional activity criteria: func-
tional, reflective and communicative and action motives as well as the opportunities for
their development in professional work environment. It is based on active subject’s
performance, development of critical thinking in acquisition of professional knowledge
and skills, which takes place in interaction of subjects involved in the study process.
Forthly,the didactic model substantiates formation of students’ independent professional
activity in interaction of subjective and objective components, which is expressed as
organised creation of external conditions, their functioning to ensure qualitative changes
of subjective components (objective, general skills, professional knowledge, skills, motives
and values) in the process of professional activity Fifthly,in order to reach educational
objectives in organisation of professional studies, certain pedagogical opportunities or
didactic principles must be ensured. They are as follows: in personal dimension: principles
of choice, creative activity, independence and responsibility; in social dimension – coope-
ration principle;  in study content (pedagogical practice) dimension: principles of integra-
tion, reflection, regularity, continuity, comprehension, compensation and control . Sixtly,
the updated study process structure, management style, methods, approach to educational
and teaching processes, evaluating each person’s individuality and uniqueness, respecting
and developing talents, teaching to take a risk and learn from one’s own mistakes, direct
towards new up-dated quality of the humane pedagogical process, which substantiates
the role of human values, self-reflection and cooperation under changing conditions of
the social and economic situation.
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