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Planowanie kariery zawodowej - przeglad
wybranych form wsparcia

https://doi.org/10.25312/2083-2923.16/2019_01kb

Streszczenie: Celem artykutu jest analiza procesu planowania kariery zawodowej oraz
przeglad wybranych form wsparcia. Jest on swoista proba odpowiedzi na pytanie, jak
$wiadomie ksztaltowa¢ wlasna droge zawodowa. Wybierajac odpowiednie strategie pla-
nowania wlasnej kariery, trzeba wziag¢ pod uwage wiele réznych aspektéw. Tworzenie
indywidualnej $ciezki rozwoju zawodowego wiaze sie z umiejetnosciami, zdolno$ciami,
kwalifikacjami, cechami osobowosci. Nade wszystko podstawowa zasada planowania
rozwoju zawodowego jest znajomo$¢ swoich mozliwoéci i ograniczen, by méc doskonalié
si¢, nadajac karierze kierunek. Artykul zawiera przeglad dziatan realizowanych w ramach
poradnictwa zawodowego, kierowanych zaréwno do mtodziezy, jak i 0sob dorostych.

Stowa kluczowe: kariera, rozwdj, poradnictwo, doradztwo zawodowe

Wprowadzenie

Posiadamy wrodzone pragnienie,

by nieustannie uczyc sig, wzrastac i rozwijac.

Chcemy stac sie czyms wigcej, niz jestesmy.
Chuck Gallozzi

W dzisiejszym zmieniajacym si¢ $wiecie, w ktdrym idea calozyciowego uczenia
sie (long-life-learning) staje si¢ koniecznoscia, jednym z najwazniejszych wyzwan zy-

" Katarzyna Blachnio - mgr, doktorantka Akademii Pedagogiki Specjalnej im. Marii Grzego-
rzewskiej w Warszawie na kierunku pedagogika. W ramach rozprawy doktorskiej prowadzi badania
naukowe dotyczace problematyki wspélczesnego ojcostwa. Swoje zainteresowania naukowe kon-
centruje wokol nauk spotecznych.
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ciowych jest samodzielne konstruowanie wlasnej kariery'. Podczas gdy cele i plany
ulegaja cigglym zmianom, pojawia si¢ potrzeba rozwijania kompetencji oraz podno-
szenia wlasnych kwalifikacji w sferze edukacji i pracy. Stanowia one dla wszystkich,
a zwlaszcza dla mlodziezy, szczegolne wyzwanie. Niewiele 0sob jest przygotowanych
na podejmowanie decyzji w kwestii planowania wlasnej kariery. W tej sytuacji nie-
zwykle wazna rol¢ odgrywaja rodzice, nauczyciele, ale tez doradcy. Wsparcie mlo-
dziezy i 0s6b dorostych w planowaniu $ciezki kariery to zatem gtéwne zadanie wspot-
czesnego poradnictwa.

Czym wigc jest kariera i rozwdj zawodowy? Pojecie kariery zawodowej ma istotne
znaczenie w zyciu kazdego cztowieka. Subiektywne odczucia wigzg si¢ z poziomem
aspiracjii oczekiwan danej jednostki - to, co dla jednego jest kariera, dla innego moze
by¢ jedynie niewielkim wyrdznieniem?®. Niemniej jednak jest to proces uczenia si¢
i doskonalenia przez cale zycie. Dotyczy poglebiania wiedzy i poszukiwania wciaz
nowych metod i drég rozwoju. ,,Uczenie si¢ jest zawsze powigzane z czyms$ nowym
i motywuje ludzi - bez wzgledu na wiek — do zaangazowania si¢ w rozwoj w kazdym
momencie zycia™.

W literaturze przedstawiane sa liczne definicje pojecia kariera. Wedtug Alicji
Kargulowej na kariere zawodowa skladajg si¢ pewne wydarzenia zyciowe. To sekwen-
cja wykonywanych zawodéw i danych rél zyciowych. Razem wyrazaja stosunek do
pracy w aspekcie calkowitego procesu rozwoju osobowosci*. Kariera zawodowa wiaze
sie Scisle z poradnictwem zawodowym. D. Brown i L. Brooks okreslajg ja jako proces
interpersonalny, ktérego celem jest towarzyszenie w sytuacji rozwoju kariery. Roz-
woj jest rozumiany jako proces wyboru i przystosowania do zawodu. Trwa przez cale
zycie i pozostaje w interakcji z innymi rolami czlowieka®. Nastepuje w ciagu calego
zycia, a odzwierciedleniem rozwoju jest kariera zyciowa i zawodowa.

W obliczu pojawiajacych sie trudnosci na rynku pracy kluczowe stajg sie umiejet-
nosci: podejmowania decyzji zawodowych, przystosowania do nowych wyzwan oraz
podnoszenia wlasnych kwalifikacji. Droga do ich nabycia jest ciagle doskonalenie
poprzez samopoznanie. Samoocena wlasnych mozliwosci, zdolnosci, zainteresowan
oraz cech osobowosci jest niezbedna podczas konfrontacji z wymaganiami zawodo-
wymi i sytuacjg na rynku pracy. Osoby wkraczajace na rynek pracy lub dokonujace
proby utrzymania sie na nim czesto potrzebujg wskazowek, jak radzi¢ sobie w kon-
kretnych warunkach. Tym bardziej ze problemy zwigzane z podejmowaniem decyzji
zawodowych we wspolczesnym spoleczenstwie maja specyficzny charakter. Dlatego

' J. Minta, Od autora do autora. Wspieranie miodziezy w konstruowaniu wlasnej kariery, KO-
WEZiU, Warszawa 2012, s. 6.

* J. Wasilewski, Kariery spoteczno-zawodowe dyrektoréw, Zaktad Narodowy im. Ossolinskich -
Ossolineum, Wroctaw 1981, s. 104.

* S.M. Kwiatkowski, J. Madalinska-Michalak, Przywdédztwo edukacyjne, wspétczesne wyzwania,
Wolters Kluwer, Warszawa 2014, s. 17-18.

* A. Kargulowa, O teorii i praktyce poradnictwa, PWN, Warszawa 2005, s. 21.

* K. Lelinska, Zawodoznawstwo w planowaniu kariery, OHP, Warszawa 2006, s. 14.
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problemy poruszane w artykule dotycza sposobéw wsparcia procesu rozwoju zawo-
dowego.

W praktycznym aspekcie takie wsparcie mozna uzyska¢ poprzez profesjonalna
pomoc doradcza. Stwarza ona mozliwosci zdobywania irozwijania umiejetnosci
potrzebnych w celu planowania kariery zawodowej. Oznacza to przygotowanie jed-
nostki do ponoszenia odpowiedzialnosci za wlasne, swiadome i przemyslane decy-
zje zyciowe i zawodowe. Taka role wypelnia miedzy innymi poradnictwo zawodowe,
ktore jest szansa dla osob majacych rozterki lub watpliwosci badz tez znajdujacych sie
w sytuacji kryzysowej.

Poradnictwo zawodowe jako forma wsparcia rozwoju
zawodowego

Trudnosci to okazja do tego,

by poprawia¢ i ulepszac,

to szczeble do Swietniejszego doswiadczenia.

Gdy jedne drzwi sig zamykajg, inne zawsze stojg
otworem,

by utrzymac naturalny stan réwnowagi.

Brian Adams

W poczatkach poradnictwa w Polsce i na swiecie jako pierwsze dominowato po-
radnictwo zawodowe, ktore skierowane bylo do konkretnej grupy wiekowej — gtéwnie
mlodziezy. Z uplywem czasu zaczelo rozwijac sie i obecnie przyjeto forme poradnic-
twa kariery. Dotychczas jednostka podejmowata jednorazowa decyzje co do wyboru
przyszlego zawodu, lecz obecnie utrzymuje si¢ tendencja dokonywania wielu wybo-
réw zawodowych na przestrzeni calego zycia. Wiaze sie to z przekwalifikowaniem
i nabywaniem nowych kompetencji. Jest to dtugi proces, podréz po wiedze — ma wiele
drég, barier, ale tez mozliwosci.

W filozoficznym ujeciu dziatalno$¢ poradnictwa jest okreslana jako ,wszech-
stronne zajecie — doradztwo jest zagmatwang zagadka, gdzie tory rozumu tacza w so-
bie nieudolng szarpanine z precyzja, by wydrze¢ z nonsensu, mozolny proces, jak
wigzanie fragmentow skladanki, az powstanie obraz™. W tym ujeciu dzialalno$¢ po-
radnictwa nie jest jednorazowym aktem, lecz wymagajacym procesem. Trwa dlugi
czas. Polega na poszukiwaniu rozwigzan. Ostatecznie ma ulatwi¢ dokonanie wybo-
réw, jednoczesnie uczac swiadomego kierowania wlasng przysztoscia.

Praktyczny wymiar doradztwa zawodowego odzwierciedla sytuacja, w kto-
rej ,doradca pomaga jednostce w osiggnieciu lepszego zrozumienia siebie samego
w odniesieniu do $rodowiska pracy, aby umozliwi¢ mu realistyczny wybdr/zmiang

¢ S.T. Gladding, Poradnictwo zawodowe - zajecie wszechstronne, ,,Elipsa’, Warszawa 1994, s. 10.
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zatrudnienia lub tez osiagniecie wlasciwego przystosowania zawodowego™. W mysl
tej interpretacji doradztwo zawodowe skupia dzialania na rozwoju jednostki az po
dorosto$¢. Momentem przelomowym rozwoju staje si¢ wybdr zawodu, czyli szerszy
wymiar przypisywany jest doradztwu kariery. Doradztwo kariery koncentruje si¢ na
catozyciowym rozwoju, ale takze na pomaganiu czlowiekowi w rozwigzywaniu pro-
blemdéw osobowosci na réznych etapach zycia®.

Poréwnujac powyzsza charakterystyke poje¢, mozna swobodnie okresli¢ cel porad-
nictwa zawodowego. Niezaleznie od wieku i w kazdym momencie zycia celem staje si¢
udzielanie pomocy danej jednostce. Owa pomoc dotyczy projektowania $ciezki kariery
zyciowo-zawodowej poprzez podejmowanie wielu decyzji na przestrzeni calego zycia.
Zadania, jakie nalezy wykonac¢, aby zamierzony cel zostal zrealizowany, to miedzy in-
nymi: pomaganie jednostce w poznaniu samej siebie oraz wlasnego potencjatu, tak aby
osiagneta poziom akceptacjii stala sie efektywna w dzialaniu; wskazanie mozliwosci roz-
woju, ktdre zaspokoja potrzeby i aspiracje jednostki; pomoc w odnalezieniu swoich war-
tosci, postaw, zainteresowan, czyli poznaniu wlasnej osobowosci; wyposazenie w kon-
kretne umiejetnosci w zakresie podejmowania decyzji, planowania oraz wyznaczania
celow zyciowych i zawodowych; wspieranie w podjeciu i utrzymaniu zatrudnienia.

Jak wida¢, wymienione cele i zadania poradnictwa sg Scisle ze sobg powigzane
i przede wszystkim ukierunkowane na uksztaltowanie aktywnej, odpowiedzialnej
postawy wobec zycia. Taka postawa przejawia¢ si¢ ma poprzez samorealizacje i sa-
morozwdj osoby.

Proces rozwoju powinien wspiera¢ interdyscyplinarny zespot odpowiednio przy-
gotowanych specjalistow. Mozemy zaliczy¢ do nich: psychologa, nauczyciela, lekarza,
lecz jedna z wazniejszych rél moze odgrywaé doradca zawodowy. Jego zadaniem jest
pomaganie potrzebujacym i motywowanie do samodzielnego dziatania. Ma by¢ pro-
fesjonalistg pelnigcym funkeje osoby doradzajacej innym. To osoba udzielajaca wska-
zéwek, instrukcji, porad. Swiadczy pomoc w wyborze odpowiedniego zawodu, miej-
sca zatrudnienia osobom bezrobotnym oraz innym poszukujagcym pracy. Doradca
zawodowy uczestniczy w drodze do wzrostu swiadomoséci i samorealizacji jednostki,
co umozliwia dokonywanie wielu realistycznych wyboréw, zmiane zatrudnienia, czy
tez osiagniecia wlasciwego dostosowania spotecznego’. Jego rola nie powinna ograni-
cza¢ sie tylko do pomocy dotyczacej wyborow zawodowych.

Dzisiejszy $wiat stawia przed nami wiele wyzwan, a zarazem trudno$ci. Doradca
jako profesjonalista mierzy si¢ z problemami, rozterkami i bezsilnoscig swoich pod-
opiecznych. Obecnie relacja doradcy z uczestnikiem czesto postrzegana jest jako dzia-
tanie terapeutyczne. Z jednej strony ,,radzacy si¢ oczekuje eksperta, ktory wie, co dobre

7 R. Lamb, Poradnictwo zawodowe w zarysie, Krajowy Urzad Pracy, Warszawa 1998, s. 8.

8 C. Pielok, Poradnictwo zawodowe od poczgtku - co to jest, dla kogo, po co?, [w:] Kwartalnik -
doradca zawodowy, Ecorys Polska, Warszawa 2009, s. 28.

® D. Kulka, L. Bednarczyk, Poradnictwo zawodowe dla 0sob z grupy szczegolnego ryzyka, Difin,
Warszawa 2010, s. 12.
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i pozadane, i moze da¢ szybko gotowe rozwigzanie. Innymi stowy, dokonuje wyboru
za jednostke, biorgc calkowita odpowiedzialnoé¢ za udzielone porady. [z drugiej stro-
ny] klienci poszukuja tez doradcy terapeuty, ktéry wyciszy ich leki, naprawi nadwatlone
wiezy”'. Zycie w ciaglym stresie i napieciu, pogon za pienigdzem, brak pewnosci sie-
bie powodujg, ze ludzie szukajg wsparcia, zrozumienia i wczucia sie w sytuacje osoby
radzacej sie. Wspdlczesnie warto zada¢ pytanie, czy wazniejsze staje si¢ rozwiazywanie
konkretnych probleméw zawodowych, czy wyposazenie oséb w konkretne umiejetno-
$ci radzenia sobie z otaczajaca rzeczywistoscig. Coraz wazniejszymi elementami w po-
radnictwie zawodowym stajg sie metody radzenia sobie ze stresem, rozumienia $wiata,
dbania o rozwdj osobisty i zawodowy. Istotne w procesie poradnictwa sg potrzeby, zain-
teresowania, dazenia, mozliwo$ci i ograniczenia, cechy osobowosci jednostki, ale réwnie
wazna jest zewnetrzna sytuacja. Na taka sytuacje skladajg sie: rynek pracy, wymagania
zawodu i srodowiska zawodowego, prawo pracy, srodowisko pracy, przysztos¢ zawodu'.

Podstawowym aktem prawnym, na podstawie ktérego pracuje doradca zawodo-
Wy, jest ustawa o promocji zatrudnienia i instytucjach rynku pracy'?. Artykul 38 tej
ustawy mowi, ze poradnictwo zawodowe i informacja zawodowa polegaja na udziela-
niu osobom bezrobotnym i poszukujgcym pracy pomocy w wyborze odpowiedniego
zawodu i miejsca zatrudnienia, a w szczego6lnosci na:

- udzielaniu informacji o $wiecie zawodow, rynku pracy i mozliwosciach ksztat-

cenia,

- udzielaniu porad z wykorzystaniem standaryzowanych metod ulatwiajacych
wybdr zawodu, zmiane kwalifikacji, podjecie lub zmiane zatrudnienia, w tym
badanie zainteresowan i uzdolnien,

- kierowaniu na specjalistyczne badania psychologiczne i lekarskie, umozliwia-
jace wydawanie opinii o przydatno$ci zawodowej do pracy i zawodu albo kie-
runku ksztalcenia,

- inicjowaniu, organizowaniu i prowadzeniu grupowych porad zawodowych dla
bezrobotnych i poszukujacych pracy.

Wiele 0s6b nie potrafi wlasciwie zaplanowaé kariery zawodowej. Problem do-
tyczy w szczegolnosci mlodziezy, ktora nie jest odpowiednio przygotowana do wej-
$cia na rynek pracy. Dlatego tak duzg role odgrywa wtasnie poradnictwo zawodowe.
Z praktyki wynika, ze do odbiorcéw poradnictwa zawodowego nalezg osoby napo-
tykajace wiele probleméw zwigzanych z podjeciem decyzji zawodowej. Konieczno$¢
zmian w zyciu zawodowym powoduje, ze ludzie potrzebuja pomocy i wsparcia.

Doradca zawodowy jako osoba prowadzaca proces poradnictwa zawodowego jest
odpowiedzialna za proces planowania ukierunkowany wiasnie na osiagniecie zado-

1 B. Wojtasik, Podstawy poradnictwa kariery, KOWEZiU, Warszawa 2011, s. 110-111.

" M. Janas, Poradnictwo grupowe, [w:] J. Fundowicz, I. Cholewa (red.), Zeszyty informacyjno-
-metodyczne doradcy zawodowego, Urzad Pracy, Warszawa 1994, s. 61-62.

12 Ustawa z dnia 20 kwietnia 2004 r. o promocji zatrudnienia i instytucjach rynku pracy, Dz.U.
2004, nr 99, poz. 1001.
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wolenia z pracy zawodowej. Jednym ze sposobdw planowania, jaki moze zapropo-
nowac osobie radzacej sig, jest pomoc w wyznaczaniu celéw. Oczywiste staje sig, ze
s3 to nie tylko cele zawodowe, ale i zyciowe. Zyjac wedtug wtasnych prawd, mamy
motywacje i che¢ rozwoju, co ma odzwierciedlenie w podejmowanej pracy. Dlatego
praca zawodowa i aktywno$¢ pozazawodowa powinny si¢ uzupelnia¢®.

Zasadniczo na planowanie skladaja si¢ dwie czynnoéci, tj. wyznaczanie celéw do
osiagniecia oraz okreslanie zadan, jakie prowadza nas do realizacji celu. To nic innego
jak ustalenie wizji wlasnego Zycia. Wizja konkretnego celu, tego, co chcemy osiagnac,
to pierwszy krok dobrego planowania. Aby wyznaczy¢ cele, dana osoba musi zebraé
informacje o sobie w zakresie zainteresowan, osobowosci, wartosci, jakie wyznaje
w zyciu. Przeglad samego siebie jest wyznacznikiem samorozwoju. Wyznaczone cele
powinny dotyczy¢ przyszlosci zyciowo-zawodowej i uwzglednia¢ dluzsza perspek-
tywe czasowa. Biorac pod uwage liczbe wyznaczanych celdw, istotne staje si¢ usys-
tematyzowanie ich od najwazniejszych do mniej waznych. Nastepnie przypisujemy
konkretne dzialania naszym celom, aby je zrealizowaé. Wyborowi celéw i planowaniu
nieodfgcznie towarzyszy proces podejmowania decyzji. Aby droga do wyznaczania
celow stala sie latwiejsza, przede wszystkim dobrze jest poznaé samego siebie, swoje
mocne i stabe strony, skupi¢ si¢ na mozliwo$ciach, nie zapominajac jednak o ogra-
niczeniach, pamieta¢ o swoich zainteresowaniach i zdolnosciach. Dobra znajomos¢
samego siebie umozliwia czlowiekowi podejmowanie racjonalnych wyboréw zawo-
dowych, w ktérych moze odnies¢ spelnienie i sukces™.

Poradnictwo grupowe jako forma wsparcia rozwoju
zawodowego

Gdy wigcej niz jedna osoba wspotdziata harmo-
nijnie

i pracuje dla osiggniecia celu,

to dzieki jednoczeniu sit stawiajg siebie

w pozycji, ktora umozliwia im czerpanie

mocy bezposrednio z wielkiego magazynu
Nieskoriczonej Inteligencji.

Napoleon Hill

Rozwdj i wsparcie w podejmowaniu decyzji w sprawach kariery to dwa gléwne
cele poradnictwa zawodowego. Na realizacje tych celow skladajg sie dwie strategie,
czyli poradnictwo indywidualne i poradnictwo grupowe. Tresci w tej czesci artykutu
beda poswiecone czynno$ciom zwigzanym z prowadzeniem grupowego poradnic-

3 E.L. Herr, S.H. Cramer, Planowanie kariery zawodowej. Cz. I, Krajowy Urzad Pracy, Warsza-
wa 2001, s. 34.
" D. Pisula, Poradnictwo kariery przez cale zycie, KOWEZiU, Warszawa 2009, s. 63.
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twa jako procesu ksztaltowania postaw. Z jednej strony uwzgledniajg rozwigzywanie
wewnetrznych konfliktéw, pozbywanie sie wewnetrznych lekéw, z drugiej za$ rozwo-
jowg istote grupowego poradnictwa. Rozwdj umiejetnosci interpersonalnych i spo-
tecznych, jak réwniez uczenie umiejetnosci podejmowania decyzji przyczyniaja si¢
do efektywnego planowania kariery zawodowe;j.

Mozna z calg pewnoscig uznaé, ze w obecnych czasach poradnictwo zawodowe
cieszy sie duzym zainteresowaniem zaréwno osob potrzebujacych, jak i samych do-
radcow zawodowych. Obejmuje prace nad problemami osobistymi, edukacyjnymi,
spolecznymi i zawodowymi. Charakter pracy grupowej sprzyja poznaniu mocnych
i stabych stron oraz ocenie mozliwosci i ograniczen. Nabywanie nowych umiejetno-
$ci podczas procesu grupowego ulatwia odnalezienie si¢ w podejmowanych rolach
spolecznych i zawodowych. Czesto owe dzialania majg znaczenie terapeutyczne dla
uczestnikéw, gdyz podczas porad grupowych uczestnicy otwieraja sie, poznajg na
nowo swoje wewnetrzne potrzeby. Dostrzegaja ilepiej wykorzystuja emocjonalny
aspekt swojego ja. Dziataniom tym powinna sprzyjac atmosfera szacunku i akceptacji.

W procesie grupowego poradnictwa wykorzystuje sie strategie rozwiazywa-
nia probleméw oparte na $wiadomych myslach, emocjach i zachowaniu jednostek.
Uczestnikami tych grup sa na ogoél osoby, ktére napotykaja trudnosci na kolejnych
etapach zycia. Poszukuja sposobow radzenia sobie w sytuacji kryzysowej, na przyktad
gdy kariera zawodowa nie jest zgodna z ich systemem wartosci lub gdy nagle utracilty
prace, albo odczuwajg brak mozliwosci realizowania sie w roli zawodowej'*. Dziatania
grupowe dajag uczestnikom punkt odniesienia do wiasnych probleméw, potencjatu,
niedoboréw w kontekscie innych uczestnikéw doradztwa grupowego'®. Rozmowy
na temat przezy¢ i mozliwo$¢ wymiany doswiadczen wiele znacza dla uczestnikow,
lecz nie zawsze sg latwe. Praktyka pokazuje, ze ostateczny wynik to oczyszczenie we-
wnetrzne, zrozumienie siebie i innych. Na podstawie doswiadczania mogg dokony-
wa¢é samooceny wilasnych umiejetnosci i zdolnosci, a takze otrzymywaé informacje
zwrotng od grupy.

Rézne problemy decydujg o charakterze grupy, zas o jej rodzaju swiadczg pewne
konkretne cechy. Cechy te moga wystepowaé w réznym natezeniu, jednak powinny
by¢ wyrazne. Mozemy wtedy by¢ pewni, ze mamy do czynienia z grupa. Im stabsze
cechy, tym wigksza szansa, ze jest to tylko skupisko oséb. Pojecie grupy stosowa-
ne w poradnictwie zawodowym mozemy zdefiniowa¢ jako: ,dwie albo wigcej osdb
wspolpracujacych ze sobg oraz wspodtzaleznych od siebie w tym sensie, Ze w zaspoka-
janiu potrzeb i osigganiu celéw muszg na sobie polegac™’. Sa wzajemnie zalezne od
siebie, majg poczucie przynaleznoéci do grupy, wspoélny cel, wptyw na siebie, poczu-
cie, Ze grupa jest wartosciowa. Prawdziwa grupa na drodze interakcji nabiera pewnej

!> A. Paszkowska-Rogacz, M. Tarkowska, Metody pracy z grupg w poradnictwie zawodowym,
KOWEZiU, Warszawa 2004, s. 41-42.

16 D. Pisula, Poradnictwo kariery przez cale zycie, KOWEZiU, Warszawa 2009, s. 11.

17 A. Paszkowska-Rogacz, M. Tarkowska, dz. cyt., s. 46.
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dynamiki. Jej uczestnicy stale zmieniajg si¢ i dostosowuja relacje do innych cztonkow
grupy. Zmienia si¢ réwniez stosunek samych uczestnikow do siebie. Takie sytuacje
maja wywola¢ eliminacje konfliktéw w zamian za wypracowanie rozwigzania proble-
mow. Zmiany, o ktérych mowa, to tzw. dynamika grupy. Owa dynamika grupy ma
ogromny wplyw na to, jak grupa pracuje i sie zachowuje. Prowadzi ona do wypraco-
wania technik skutecznego i efektywnego dziatania oraz podejmowania decyzji opar-
tych na czynnikach utatwiajacych lub utrudniajacych jej funkcjonowanie’. Do tych
czynnikow mozemy zaliczy¢ miedzy innymi komunikacje, podejmowanie decyzji,
normy i wartoéci grupy, spojno$¢, napiecie, strukture grupy, powstawanie podgrup,
wychodzenie naprzeciw problemom i rozwigzywanie konfliktéw. Komunikacja inter-
personalna to kluczowa umiejetnos¢ podczas pracy w grupie. Ulatwia relacje miedzy
uczestnikami i prowadzacym grupe. Wyrazanie emocji, pogladow jest zdecydowanie
tatwiejsze, kiedy prowadzacy identyfikuje sie z sytuacjami uczestnikow, wyjasnia, ttu-
maczy. Taka relacja zapobiega powstawaniu konfliktow.

Jak twierdzg Carmen Frutos-Mora i Rafael Piqueras Gomez, zadania realizowane
w poradnictwie grupowym dla wszystkich grup odbiorcéw koncentruja si¢ przede
wszystkim wokot rozwigzania probleméw. Owe problemy zawarte s3 w czterech wza-
jemnie ze soba powigzanych obszarach: (1) obszar informacji koncentruje si¢ na wie-
dzy, jaka uczestnik ma lub jaka chce mie¢ na temat rynku pracy, aby osiagna¢ cel
zwigzany z zatrudnieniem, oraz w jaki sposoéb ja wykorzysta; (2) obszar umiejetnosci
dotyczy odnajdywania si¢ na wcigz zmieniajacym si¢ rynku pracy oraz autoprezenta-
cji w sferze pracowniczej; (3) obszar planowania to nic innego jak zastosowanie stra-
tegii planu dziatania, aby skutecznie budowa¢ kariere zawodows; (4) obszar motywa-
cji dotyczy wytrwalosci w dazeniu do celu, czyli rozwigzania problemu. Wazna jest
reakcja na ewentualne sukcesy badz porazki. Istotne staje sie rozwijanie i umacnianie
w jednostce wysokiego poziomu zaangazowania w aktywnos$¢ zawodowa’.

W pracy grupowej stosowane sg rozne formy i techniki. Ich dobér zalezy od oso-
by prowadzacej proces doradczy. Do grupy metod problemowych naleza metody ak-
tywne, inaczej: aktywizujace uczestnikéw do rozwigzania danego problemu. W czasie
pracy metoda warsztatowg uczestnicy maja okazj¢ do osobistego rozwoju i konfron-
tacji teorii z praktyka®. Aktywna metoda to takie dziatanie, ktére uwzglednia emo-
cjonalny aspekt procesu zdobywania wiedzy i umiejetnoséci, wykorzystujgc aktywna
technike w odpowiednim momencie i w odpowiedni sposdb - do zewnetrznego or-
ganizowania sytuacji pracy z grupa. Istota pracy grupowej staje si¢ stwarzanie sytu-
acjiidobor technik, ktére dajg mozliwo$¢ aktywnego uczestnictwa kazdej z jednostek
w procesie grupowym. Dobdr metod iich zastosowanie to bardzo wazne elementy

'8 E.L. Herr, S.H. Cramer, dz. cyt., s. 144-145.

' A. Martynuski iin., Rozwijanie indywidualnych cech ulatwiajgcych zdobycie zatrudnienia,
[w:] G. Morys-Gieorgica (red.), Zeszyty informacyjno-metodyczne doradcy zawodowego, Wojewodz-
ki Urzad Pracy w Krakowie, Krakéw 2002, s. 16-17.

2 A. Paszkowska-Rogacz, M. Tarkowska, dz. cyt., s. 46.
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wplywajace na skuteczno$¢ pracy w grupie. Muszg by¢ przede wszystkim dostosowa-
ne do celu zaje¢, tresci, ram organizacyjnych, a w szczegdlnosci do potrzeb uczestni-
kéw. Dzigki nim uczestnicy poglebiajg wlasne doswiadczenia, nabywaja potrzebna
wiedze 1 umiejetnosci, aby moc zaadaptowac si¢ do nowych warunkéow.

W poradnictwie grupowym opartym na metodach warsztatowych wykorzystuje
sie rowniez poradnictwo indywidualne. Indywidualne rozmowy sprzyjaja glebszemu
poznaniu, nawigzaniu bliskiego kontaktu, wzmocnieniu motywacji, planowaniu kon-
kretnych dziatan, rozwijaniu konkretnych umiejetnos$ci wspierajacych proces poszu-
kiwania pracy?'.

Trudno jest poréwnac obie wymienione formy pracy doradczej. Zaréwno porad-
nictwo grupowe, jak i poradnictwo indywidualne stuzg realizacji innych celéw. Moz-
na jednak zaobserwowa¢ duzg skutecznos¢ pracy grupowej. Podczas pracy w grupie
tworzy sie atmosfera wsparcia, wspdtpracy i zaufania. Konfrontacja z innymi uczest-
nikami prowadzi do wymiany doswiadczen, postaw, dzialan, o czym juz wczeéniej
wspomniano. Uwzgledniajac poprawng dynamike grupy, doradca i osoby radzace si¢
moga w dos¢ krotkim czasie osiggna¢ zamierzony cel, tj. rozwigzanie problemu.

Czynniki wyboru zawodu

Jesli ograniczasz swoje wybory tylko do tego,
co wydaje sie mozliwe lub rozsgdne,
stracisz kontakt z tym,

czego naprawde chcesz,

a wszystko, co Ci zostanie,

to tylko kompromis.

Robert Frity

W odniesieniu do kwestii wyboru zawodu mozna wykorzystywaé wiele teo-
rii rozwoju zawodowego. Najstarsza teori¢ rozwoju zawodowego cztowieka, bedaca
teorig wyboru zawodu, stworzyt Frank Parsons. Teoria cech i czynnikdw zaklada, ze
wybor zawodu jest sprawg tylko wewnetrznych cech z pominigciem zewnetrznych
warunkow i okoliczno$ci. Parsons okreslit najwazniejsze elementy wyboru zawodu:
jasne rozumienie siebie, swoich zdolno$ci, mozliwosci, zainteresowan, ambicji i ogra-
niczen oraz ich przyczyn. Wyréznil réwniez wiedz¢ o warunkach sukcesu, niepewno-
$ci, perspektyw w rozmaitych zawodach®. Autor teorii rozwoju Eli Ginzberg zaliczyt
do czynnikéw majgcych wplyw na wybdr zawodu miedzy innymi: wartosci jednost-
ki, czynniki emocjonalne, stopien i rodzaj wyksztalcenia oraz naciski srodowiskowe
z otaczajacej rzeczywisto$ci. Prace Ginzberga stanowity inspiracje dla badan Supera

2l Tamze, s. 44.
22 ]. Jantura, Rozwdj zawodowy czlowieka, [w:] W. Trzeciak iin. (red.), Zeszyty informacyjno-
-metodyczne doradcy zawodowego, Krajowy Urzad Pracy, Warszawa 1994, s. 11.
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nad rozwojem zawodowym. Wyréznit on trzy rodzaje czynnikéw: czynnik roli, wig-
zacy si¢ z przyjeciem okreslonej roli zawodowej poprzez modelowanie, nasladownic-
two iidentyfikacje z osobami znaczacymi dla jednostki; czynniki osobiste, takie jak
nasze uzdolnienia, zainteresowania, wartosci, postawy, osobowos¢; czynniki sytuacyj-
ne, czyli potozenie spoteczno-ekonomiczne rodzicow, przekonania religijne, sytuacja
w domu, postawa rodzicéw wobec dzieci.

Do poszczegélnych zawodow, jak glosi w swej teorii John Holland, predysponuje
ludzi wlasna osobowo$¢ oraz wiele czynnikéw wywodzacych sie z ich otoczenia. Wy-
bér zawodu jest pochodng potaczenia osobistych zainteresowan z mozliwosciami, ja-
kie stwarza $wiat przed nami*. Powyzsze rozwazania mozna wyrazi¢ w postaci naste-
pujacych stwierdzen: wybdr zawodu jest wyrazem osobowosci; zawodowa satysfakcja
jest uzalezniona od zgodnosci osobowosci jednostki ze srodowiskiem; ludzie zaliczaja
sie do jednego z szesciu typow osobowosci (spotecznego, realistycznego, intelektual-
nego, konwencjonalnego, przedsiebiorczego, artystycznego); ludzie poszukuja takich
zawodoéw, poprzez ktore beda mogli wykorzysta¢ swoje umiejetnosci i zdolnosci oraz
ujawni¢ swoje postawy i wartos$ci. Konstruowanie wyzej wymienionych osobowosci
przypisuje si¢ srodowisku spotecznemu, gtéwnie rodzinie.

Z psychologicznego punktu widzenia lata wczesnego dziecinstwa wywieraja de-
cydujacy wplyw na cale zycie jednostki. Teoria psychodynamiczna, ktorg przedstawita
Anna Roe, odzwierciedla ten punkt widzenia. Zainteresowania rozwijaja sie podczas
interakgji, jaka zachodzi miedzy dzie¢mi a dorostymi. Potrzeby zawodowe stanowig
odzwierciedlenie checi realizacji potrzeb niezaspokojonych przez rodzicéw w okre-
sie dziecinstwa. Dlatego tez jej zdaniem to wilasnie okres dziecinstwa jest zrodtem
nieswiadomej motywacji, wplywajacej na wybory zawodowe, ktore umozliwityby za-
spokojenie owych potrzeb. Wyrdznila trzy postawy rodzicow wobec dziecka, ktore
wplywaja na wybor zawodu: akceptacje, uczuciowa koncentracje na dziecku, unika-
nie. Akceptacja wystepuje wowczas, gdy rodzice w pelni akceptuja swoje dziecko jako
czlonka rodziny, posiadajacego zdolno$¢ wziecia za siebie odpowiedzialnosci. Takie
zachowania zdecydowanie sprzyjaja wykorzystaniu mozliwosci i potencjatu dziecka.
Postawa koncentracji uczuciowej na dziecku wystepuje, gdy rodzice po$wigcajg zbyt
duzo czasu i energii na wychowanie dziecka. Objawia si¢ to jego kontrolowaniem.
Taka sytuacja sprzyja tylko i wylacznie ograniczaniu postawy dziecka. Moze zdarzy¢
sie, iz obowiazki nalozone przez rodzicéw przekraczaja mozliwosci dziecka. Posta-
wa unikania objawia si¢ lekcewazeniem dziecka i jego potrzeb. Brak zainteresowania
wplywa negatywnie na dziecko®.

Laczac przytoczone powyzej teorie, uzyskamy dwa rodzaje czynnikéw wyboru
zawodu: wewnetrzne i zewnetrzne. Do czynnikéw wewnetrznych mozemy zaliczy¢
zainteresowania, predyspozycje zawodowe, stan zdrowia, cechy osobowosci, posta-

# A. Paszkowska-Rogacz, M. Tarkowska, dz. cyt., s. 18.
# J. Jantura, dz. cyt., s. 17.
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wy, wartosci, stopien przyswajania wiedzy, zaangazowanie. Na czynniki zewnetrzne
skladajg sie zas: system edukacyjny, przekazywana wiedza o zawodach, rynek pracy,
atrakcyjnos¢ zawodu, wptyw rodziny, szkoly, réwiesnikéw. W decyzjach zawodowych
kluczowe znaczenie majg czynniki zwigzane z indywidualnymi predyspozycjami. Jed-
nakze jest to tylko punkt wyjscia sklaniajgcy do zastanowienia si¢ nad pewnymi ka-
tegoriami zawoddw. Niektore sposrdd psychologicznych teorii wyboru zawodu pod-
kreslajg, ze cztowiek ma predyspozycje do wykonywania kilku zawodow?. Trafno$é
decyzji w wyborze zawodu wigze si¢ zatem z zakresem informacji o sobie samym,
znajomoscig wlasnych ograniczen i mozliwosci, ale takze z poziomem zaangazowa-
nia i motywacji do wyboru zawodu. Wybdr zawodu nalezy do pierwszych i jednych
z najwazniejszych decyzji, ktore przekladaja sie na pdzniejsze zycie. Dlatego tak waz-
na staje si¢ umiejetno$¢ i dojrzalos¢ w podejmowaniu decyzji ¢wiczona juz od naj-
mlodszych lat.

Refleksje koncowe

Musisz wzigc za siebie odpowiedzialnosc.
Nie mozesz zmienic¢ okolicznosci,

por roku czy wiatru,

ale mozesz zmienic samego siebie.

Jim Rohn

Kariera to cale zycie zar6wno prywatne, jak i zawodowe. Kreowanie wlasnej ka-
riery zawodowej wymaga sprecyzowania celéw na poszczegdlnych etapach zycia.
Zanim to jednak nastgpi, trzeba uswiadomi¢ sobie i zrozumie¢ mechanizmy rzadza-
ce $wiatem. Zmiany, ktére dokonujg sie na przestrzeni czasu, wymuszajg stosowa-
nie pewnych dziatan jako strategii radzenia sobie i przystosowania do otaczajacego
$wiata, dlatego tak wazna staje si¢ umiejetno$¢ planowania zycia. Plan catozyciowy
sklada sie z wielu celow etapowych. Jego stworzenie przynosi wiele korzysci. Osoba,
ktoéra buduje kariere wedtug okreslonego schematu, bierze pelng odpowiedzialno$¢
za zycie. Dzieki temu ma poczucie, ze jest kreatorem wiasnego losu. Nikt nie lubi, gdy
ktos kieruje jego zyciem. Jesli uda nam si¢ by¢ w pelni odpowiedzialnymi za siebie,
staje si¢ to wielkg korzyscig i duzym krokiem w planowaniu kariery. Wybierajac $wia-
domie droge zawodowsa, mozemy mie¢ pelne poczucie stusznosci wlasnego wyboru.
Uswiadamianie sobie mocnych i stabych stron daje impuls do analizy posiadanych
mozliwosci. Jesli plan nabiera tempa poprzez zalozone cele, odzwierciedla si¢ w suk-
cesach i osiagnieciach. Zwigksza sie motywacja do dalszego rozwoju. Dzieki takim

» M. Wolan-Nowakowska, Wybrane aspekty decyzji zawodowych i edukacyjnych mlodziezy
niepetnosprawnej, ,,Annales UMCS Sectico ] Pedagogia—Psychologia” 2008, vol. XXI, s. 40.
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dzialaniom uzyskujemy wieksza skutecznos$¢, swoja pozycje na rynku pracy odczuwa-
my jako bardziej bezpieczna, co prowadzi do wewnetrznej rownowagi.

Rozmyslajac na temat kwestii wyboru zawodu, uznaje, ze najwazniejsza jest od-
powiedzialnos¢ za podejmowane decyzje zyciowe i zawodowe. Pociaga to za soba
umiejetno$¢ rozpoznawania wlasnych mozliwosci i wartoéci, jakie wyznaje si¢ w zy-
ciu. Wazng kwestig staje sie znajomos¢ zawodoéw, lecz nie pod wzgledem przystoso-
wania swoich umiejetno$ci do wymagan zawodu, lecz doboru takiego zawodu, ktory
w konsekwencji dana osoba bedzie realizowala z pelng satysfakcjg. Problemem mfio-
dziezy i os6b dorostych w Polsce jest nieumiejetno$¢ wyboru wymarzonego zawodu
wynikajaca z braku odpowiedniego przygotowania do pracy nad soba i korzystania
z réznorodnych obszaréw pomocowych.

Pomystowo$¢, kreatywnos¢ i upor w dazeniu do realizacji celu to dobry kierunek,
aby doprowadzi¢ do zmian, a pierwszym krokiem ku temu jest zycie zgodnie z wta-
snym ja, a niekiedy odkrycie siebie na nowo. Nadanie wlasnej karierze zupelnie no-
wego kierunku wydaje si¢ niemozliwe z dnia na dzien. Podczas tego procesu mozemy
napotkac¢ liczne trudne sytuacje. Dlatego trzeba wziag¢ pod uwage wiele czynnikéw
i podja¢ probe opracowania wlasnych indywidualnych strategii. Zaplanowane stra-
tegie czesto moga okazaé sie nieefektywne. W tej nielatwej gonitwie trzeba da¢ so-
bie czas, uzbrajajac si¢ w cierpliwos¢ i wytrwalos¢. Jesli przestaniemy watpi¢ w swoje
umiejetnosci i zaczniemy odkrywaé wlasny potencjal, to proces tworzenia satysfak-
cjonujacej kariery ma szanse zrealizowa¢ si¢ szybciej.
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Career planning - an overview of selected forms of support
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Wypalenie rodzicielskie - nowe spojrzenie
na przemeczonych rodzicow.
Przeglad literatury oraz badan

Streszczenie: Tres¢ artykulu jest przegladem zagranicznych badan, ktére doprowadzity
do opisania i zbadania zjawiska, jakim jest wypalenie rodzicielskie. Przedstawia on hi-
storie tego, w jaki sposob rozwinat sie ogdlny zamyst badan na ten temat; cechy charak-
terystyczne wypalenia rodzicielskiego oraz jego przyczyny. Artykut prezentuje rowniez
najnowsze badania zwigzane z czynnikami, ktére moga wplywac na dane zjawisko. Sg
to badania zagraniczne, gdyz w Polsce konstrukt wypalenia nie byt jak dotad poruszany,
chod jest to wazne zjawisko dla nauk humanistycznych i spotecznych.

Slowa kluczowe: wypalenie, wypalenie rodzicielskie, dystansowanie emocjonalne, po-
czucie daremnosci, wychowanie, wyczerpanie fizyczne i psychiczne

Wstep

Nikt nigdy nie powiedzial, ze bycie rodzicem to prosta sprawa. Jest to rodzaj pra-
cy, ktora jest bezplatna, pelna nadgodzin, pozbawiona mozliwosci wziecia urlopu
oraz wymagajaca dyspozycyjnosci cala dobe. Jest to ponadto typ pracy, w ktorej nie
ma $ciezki awansow czy tez benefitéw w rodzaju karty multisport, znanych wigkszo-
$ci zatrudnionych. Nic dziwnego zatem, ze zjawisko wypalenia zacz¢to bada¢ w od-
niesieniu do kwestii rodzicielstwa - jako zagadnienia wywodzgcego si¢ z badan zwig-
zanych z wypaleniem zawodowym. Aby w pelni zrozumie¢ to zjawisko, nalezy cofna¢
sie do pierwotnych badan nad wypaleniem w miejscu pracy, ktore zapoczatkowano
w latach siedemdziesigtych XX wieku.

" Natalia Mandecka - anglistka, studentka psychologii. Do jej zainteresowan naukowych nale-
zy teoria autodeterminacji, badania zwiazane z satysfakcjg i moralnoscia, psychologia réznic indy-
widualnych, a takze sposob prezentowania aspektow psychologicznych w literaturze.
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Prekursorami badan dotyczacych wypalenia sa Herbert Freudenberger oraz
Christina Maslach. Zaobserwowali oni niepokojace zmiany u pracownikéw spotecz-
nych. Kazde z nich podeszto do tematu w inny sposob. Freudenberger badat aspekty
kliniczne wypalenia, tj.: drazliwos¢, apatie, ciggle zmeczenie, zwiekszong podatno$é
na zachorowania u wolontariuszy, zas Maslach skupita si¢ na specyfikacji i dynamice
samego zjawiska, zastanawiajac si¢, w jaki sposob osoby cierpigce na wypalenie zawo-
dowe postrzegaly siebie i innych, jakie uczucia byly z tym zwiazane oraz jak wptywato
to na ich kompetencje.

Herbert Freudenberger, jak wspomniano, skoncentrowat si¢ na aspekcie klinicz-
nym, badajac wolontariuszy w o$rodku dla uzaleznionych od narkotykéw. W trakcie
badan wykryl, ze osoby, ktdre cierpia na wypalenie zawodowe, wykazuja specyficz-
ne oznaki fizyczne i behawioralne. Wérdd objawdw fizycznych mozna zaobserwo-
wac: ciagle zmeczenie, poczucie przeszywajacego zimna, bezsennos¢, brak tchu. Zas
oznaki behawioralne to: latwo$¢ popadania w zlo$¢, ciagla irytacja oraz frustracja.
Freudenberger ttumaczy! to tym, Ze osoba wypalona nie jest w stanie utrzymac w so-
bie emocji, jest placzliwa. Ponadto w bardziej zaawansowanych przypadkach u takiej
osoby moze wystepowaé nadmierna podejrzliwo$¢ lub paranoja’.

Drugga osoba, dzigki ktorej zostala zgtebiona koncepcja wypalenia zawodowego,
jest Christina Maslach, ktdra skupita si¢ na spolecznym i psychologicznym aspekcie
badan. W swoich badaniach zajefa sie osobami pracujacymi spolecznie i po wielu
latach zauwazyla, ze ludzie, ktérzy cierpiag na wypalenie zawodowe, wykazujg trzy
gltéwne cechy: wyczerpanie/zmeczenie, depersonalizacje oraz poczucie daremnosci
wykonywanego dzialania. Dodatkowo Maslach podkreslita w swoich badaniach, ze
wypalenie zawodowe jest uwarunkowane nie tylko warunkami w miejscu pracy, ale
tez indywidualnymi cechami danej osoby. Do tych ostatnich zaliczamy: czynniki spo-
teczne (wiek i edukacje¢), rodzaj osobowosci oraz postawe wobec pracy. Te zmienne
sprawiajg, ze kwestia wypalenia zawodowego jest konstruktem zlozonym z cech $ro-
dowiskowych i cech indywidualnych osoby™.

Na podstawie tych badan oraz teorii powstaja nowe projekty badawcze, ktore
rozwijaja nauke i staraja si¢ wyjasni¢ zjawisko wypalenia. Nalezy zaznaczy¢, ze naj-
bardziej popularnym naukowcem zajmujacym sie ta kwestig jest Wilmar Schaufeli.
Dzieki niemu badania Herberta Freudenbergera i Christiny Maslach sa wzbogacane
i rozwijane, a narzedzia uzywane do pomiaru zjawiska wypalenia sg fatwo przeksztat-
cane w wielu aspektach zycia - w tym w wypaleniu rodzicielskim.

' H.J. Freudenberger, Staff Burn-Out, “Journal of Social Issues” 1974, Vol. 30, No. 1, s. 160.
2 C. Maslach, W.B. Schaufeli, M.P. Leiter, Job Burnout, “Annual Review of Psychology” 2001,
Vol. 52, No. 1, s. 399-409.
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Dotychczasowe badania wypalenia rodzicielskiego

Wypalenie rodzicielskie nie jest moze najnowszym konstruktem w badaniach na-
ukowych, jednakze dopiero ostatnimi laty stworzono nowe metody, ktore pozwolity
potwierdzi¢ istnienie tego zjawiska i dokladniej je zbada¢. Bylo to niezwykle trudne,
jako ze pierwsze proby albo byly skoncentrowane jedynie na grupie matek, albo wy-
facznie na rodzicach dzieci cierpiacych na choroby przewlekle.

Pierwsze badania, ktérych przedmiotem bylo wyczerpanie rodzicielskie, miaty
miejsce pod koniec lat osiemdziesigtych XX wieku, czyli dwadziescia lat po pierw-
szych badaniach po$wieconych kwestii wypalenia. Stwierdzono z czasem, ze problem
wypalenia jest zwigzany nie tylko ze sfera pracy, ale tez z innymi aspektami, szcze-
gélnie z aspektem bycia rodzicem. Jednym z pierwszych naukowcow, ktory poruszyt
ten problem, byl Dennis Pelsma. W 1989 roku chcial udowodni¢ wystepowanie tego
zjawiska na grupie badawczej ztozonej z samych matek®. Zbadal 100 niepracujacych
matek matych dzieci i skoncentrowal si¢ na dwdch z trzech czynnikéw, o ktérych byta
mowa na poczatku artykulu — na wyczerpaniu emocjonalnym oraz poczuciu bezsen-
sownos$ci w wychowywaniu swoich dzieci. Nastepnie temat podjeta Annika Norberg,
ktéra postanowila zbada¢, w jaki sposéb aspekt wypalenia rodzicielskiego wptywa na
rodzicoéw dzieci, ktore wygraty walke z rakiem mozgu?, oraz jak to moze oddziatywa¢
na ich codzienne zycie’. Kolejnym badaczem wypalenia rodzicielskiego byta Caisa
Lindstrém. Podobnie jak Annika Norberg skupita si¢ na tematyce klinicznej i swoimi
badaniami objeta rodzicéw dzieci chorych na cukrzyce typu pierwszego®.

Dzieki powyzszym badaniom zauwazono, ze problemy odnoszace sie do zagad-
nienia wypalenia rodzicielskiego sa do$¢ dyskusyjne, jezeli chodzi o samo zbadanie
aspektu wypalenia rodzicielskiego jako zjawiska. Udowodniono jednak, ze rodzice
dzieci, ktore zmagaly sie z chorobami, przezywaja wypalenie rodzicielskie. Niemniej,
najwickszy wkiad wniosto badanie Pelsmy, ktéry udowodnil, Zze kwestionariusz
Christiny Maslach moze zosta¢ uzyty jako podstawa do dalszych badan na temat
zjawiska. Zagadnienie ponownie podjela Isabelle Roskam, ktéra stworzyla kwestio-
nariusz majacy udowodni¢ wszystkie trzy wymiary wypalenia rodzicielskiego, tj.:
dystansowanie si¢ emocjonalne od dziecka, wyczerpanie psychiczne i emocjonalne

* D.M. Pelsma, B. Roland, N. Tollefson, H. Wigington, Parent Burnout: Validation of the
Maslach Burnout Inventory with a Sample of Mothers, “Measurement and Evaluation in Counseling
and Development” 2018, Vol. 22, s. 82-87.

* A.L. Norberg, Burnout in mothers and fathers of children surviving brain tumour, “Journal of
Clinical Psychology in Medical Settings” 2007, Vol. 14, s. 130.

> A.L. Norberg, Parents of children surviving a brain tumour: burnout and the perceived dis-
ease-related influence on everyday life, “Journal of Pediatric Hematology/Oncology” 2010, Vol. 32,
s. 285.

¢ C. Lindstrom, Parental burnout in relation to sociodemographic, psychosocial and personality
factors as well as disease duration and glycaemic control in children with Type 1 diabetes mellitus,
“Acta Pediatrica” 2011, Vol. 100, s. 1011.
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oraz poczucie daremnosci bycia rodzicem. Przeprowadzila ona badania na dwoch
ogromnych grupach - pierwsza liczyla 379 rodzicéw, druga az 1723. Wykorzystata
wczedniej stworzone narzedzia i w pelni potwierdzila istnienie zjawiska wypalenia
rodzicielskiego’.

Czym jest wypalenie rodzicielskie?

Wyobrazmy sobie pewng sytuacje, ktora pozwoli dobrze zrozumie¢ rodzica cier-
piacego na wypalenie rodzicielskie. Isabelle Roskam podata przykltad Krystyny, kto-
ra jest matka trojki dzieci i swoje zycie utozyta tak, aby jak najbardziej je wspieraé
podczas okresu dorastania. Zdawala sobie sprawe, jak wazne jest, by kazde dziecko
otrzymalo tyle ciepla i wsparcia, ile potrzebuje. Dzieci byly regularnie zawozone do
szkoly i z niej odbierane. Krystyna zabierala je na dodatkowe lekcje, przygotowywata
im positki, prata oraz po$wiecata odpowiednio duzo czasu na pomoc w nauce. Sytu-
acja zmienita si¢ jednak w ostatnim roku, gdy jej najstarsze dziecko ulegto wypadkowi
i potrzebowalo rehabilitacji trzy razy w tygodniu, na ktora trzeba bylto je dowozi¢.
Dodatkowo najmtodsze dziecko Krystyny wlasnie rozpoczglo nauke w szkole podsta-
wowej i nie radzilo sobie z nauka. Zakres obowigzkdéw kobiety zwigzanych z domem
i pracg zwiekszal sie w zastraszajagcym tempie, a jej maz nie byl w stanie pomoc, po-
niewaz bardzo pézno wracal do domu i czesto wyjezdzat stuzbowo za granice. Z cza-
sem Krystyna miala coraz mniej czasu na zajmowanie si¢ dzie¢mi w taki sposéb, jak
chciala. Musiata pogodzi¢ prace, dom, rehabilitacje oraz czas na nauke, a takze zaspo-
kajanie potrzeb emocjonalnych dzieci. Stawala sie coraz bardziej poirytowana i zme-
czona calg sytuacja, a dzieci coraz czesciej mowily, ze si¢ zmienila, przez co Krystyna
zaczela mysled, ze jest przykladem porazki rodzicielskiej®.

Powyzszy przyklad pokazuje, na czym polegaja trzy oznaki wypalenia rodziciel-
skiego:

1. Dystansowanie si¢ emocjonalne — oznacza, ze rodzic nie pozwala sobie na
blizsze wiezi emocjonalne z dzie¢mi. Przyktadowo kiedy dzieci odnoszg suk-
cesy czy porazki, emocje rodzica s utemperowane i nie s3 adekwatne do da-
nej sytuacji. Mozna tu nawigza¢ do oséb, ktore doznaly przemocy fizycznej
w dziecinstwie, a po latach opowiadajg o tym, jakby byly obok, a nie w cen-
trum zdarzen. W przypadku Krystyny z omawianego przykladu objawia si¢ to
tak, Ze pomaga ona swoim dzieciom w sposob mechaniczny - przygotowu-
je positki, pierze, odprowadza do szkoly, ale nie jest w stanie odpowiada¢ na
ich potrzeby emocjonalne, takie jak wystuchanie, jakie problemy czy rozterki
obecnie przezywaja.

7 1. Roskam, M.E. Raes, M. Mikolajczak, Exhausted Parents: Development and Preliminary Val-
idation of the Parental Burnout Inventory, “Frontiers in Psychology” 2017, Vol. 8.
8 Tamze.



Wypalenie rodzicielskie - nowe spojrzenie na przemeczonych rodzicéw... 27

2. Wyczerpanie fizyczne i psychiczne — oznacza dostowne oznaki przemeczenia,
takie jak: bezsennos¢, bole glowy, brak ochoty na jedzenie, zwigkszona podat-
no$¢ na zachorowania, ale tez ciaggle poczucie zmeczenia, wzmozona irytacja
oraz frustracja. My$l o tym, Ze trzeba zaja¢ si¢ potomstwem, wywoluje u ro-
dzica zmeczenie i nieche¢ do dziatania. Co ciekawe, wedtug badan Roskam
wyczerpani rodzice przyznawali, ze odczuwali takie symptomy przynajmniej
raz w tygodniu’. U Krystyny z naszego przykladu objawia sie to nastepujaco:
kobieta czuje sie¢ zmeczona juz po obudzeniu, kiedy tylko pomysli, ile rzeczy
musi zrobi¢ dla dzieci. Dodatkowo kazda prosba dziecka — w sytuacji gdy Kry-
styna ma dokfadnie zaplanowany dzien, a prosba wymaga zmiany planéw -
moze skutkowac reakcja polaczona z irytacja, przy czym wszelkie zajecia do tej
pory sprawiajace jej przyjemnos¢ (np. wspdlna zabawa czy odrabianie lekcji)
bedg wzbudzaly w niej nieche¢.

3. Poczucie daremnosci - oznacza, ze rodzic czuje, iz bez wzgledu na to, co zrobi
i jak zareaguje, to i tak bedzie to niewystarczajace. Inaczej méwiac, rodzic nie
wierzy juz, ze jakiekolwiek naklady na dziecko (rozumiane jako poswigcanie
dziecku uwagi i czasu, rozmowy, wspolnie spedzony czas, by nauczy¢ dziecko
nowych rzeczy) dadza zamierzony skutek. Rodzic w tym przypadku czuje si¢
niewazny, poniewaz dziecko i tak decyduje inaczej, niz by chcial. Wracajac do
przyktadu Krystyny, moze ona odczuwa¢ daremno$¢, poniewaz poswigcanie
dziecku czasu na pomoc w nauce nie daje efektow w postaci poprawy ocen.
Tak samo moze by¢ w przypadku dziecka najstarszego, ktéremu Krystyna po-
maga jak moze, ale ono nie odczuwa w zZaden sposob jej wktadu pracy w reha-
bilitacje i nie widzi, ile to dla niej znaczy.

S to te same oznaki, jakie wystepuja przy wypaleniu zawodowym, z jedng r6zni-
ca — by moc okredlié, ze ktos jest wypalony zawodowo, musi dojs¢ do depersonalizacji.
W przypadku rodzicéw nie zachodzi depersonalizacja potomstwa tylko dystansowa-
nie si¢ emocjonalne'.

Co wpltywa na wypalenie rodzicielskie

Skoro juz znamy historie powstania zjawiska wypalenia rodzicielskiego oraz bada-
nia i adekwatne narzedzie pomiarowe, skupmy si¢ na analizowanej przez badaczy kwe-
stii, ktore z aspektow mogg wskazywac oraz wplywad na wystapienie owego zjawiska.

Pierwsze badanie poswiecone temu zagadnieniu przeprowadzity w 2017 roku Sa-
rah Le Vigouroux, Celine Scola, Marie Raes, Moira Mikolajczak i Isabelle Roskam.
Badanie nosi nazwe The big five personality traits and parental burnout: Protective
and risk factors i koncentruje si¢ na zmierzeniu wynikéw wielkiej piatki osobowosci

® Tamze.
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28 Natalia Mandecka

i cech, ktore wplywajg na wypalenie rodzicielskie. Grupa badawcza, na ktorej prze-
prowadzono badanie, wynosila 1723 rodzicéw (w tym 1499 matek), w przedziale wie-
kowym pomiedzy 20. a 75. rokiem zycia (M = 40 lat, SD = 8 lat i 3 miesigce). Badanie
odbywalo si¢ w Belgii i zostalo przeprowadzone za pomocg kwestionariusza online.
Jednym z ciekawszych warunkow uczestnictwa w badaniu byla deklaracja rodzicow,
ze mieszkaja razem z przynajmniej jednym swoim dzieckiem (niewazne, czy dziec-
ko byto mate, czy doroste). Do analizy wynikéw wykorzystano model addytywny
(GAM), ktory pozwolil na pomiar nieliniowych zmian (np. zwigzanych z wiekiem)
w stanie wypalenia rodzicielskiego'. Na podstawie tych badan oraz poprzednich
ustalono, ze wypalenie rodzicielskie wigze si¢ z niska samoocena matek, ale takze
z ogromnymi ambicjami, ktére w trakcie wychowywania dziecka doprowadzaja do
wypalenia'?. Wyszczegolniono cechy indywidualne i cechy osobowosciowe wptywa-
jace na zjawisko wypalenia rodzicielskiego, takie jak:

1. Niestabilno$¢ emocjonalna (neurotyzm) - zgodnie z hipoteza badaczy rodzi-

ce, ktoérzy uzyskali wysoki poziom na skali neurotycznosci, sa bardziej naraze-
ni na wypalenie rodzicielskie (s* = 1, gdzie 12,5% réznic w wypaleniu rodziciel-
skim mozna wyjasni¢ tg zmienng)".
Dana cecha znaczaco wplywa na nadmierne zamartwianie sie, ale takze na
potrzebe kontroli oraz poczucie odpowiedzialnosci za zachowania dziecka;
rodzice o wysokim poziomie neurotycznosci bardziej przezywaja wydarzenia
z zycia dziecka (gtéwnie te negatywne), ponadto przez brak stabilnosci emo-
cjonalnej nie s3 w stanie porozumiewac si¢ adekwatnie z dzie¢mi'. Dodatko-
wo cecha ta moze doprowadzi¢ do wzrostu negatywnych kontaktow z dziec-
kiem, ktére mogg wynika¢ z braku wiary we wlasne kompetencje jako rodzica
i z narastajacej frustracji. Moze to prowadzi¢ do nadopiekunczosci, ktéra nie
zostawia dziecku miejsca na swobode iskutkuje surowym wychowaniem,
przez ktore dziecko nie otrzymuje potrzebnego wsparcia, ciepta czy tez upo-
rzadkowanych relacji z rodzicem®.

2. Sumienno$¢ - osoby, ktére mialy wysoki wynik w tej skali, uzyskaly nizszy
wynik w skali wypalenia rodzicielskiego (s* = 2,27, gdzie 4,4% réznic w wypa-
leniu rodzicielskim mozna wyjasni¢ ta zmienng)'¢, poniewaz potrafig dostoso-
wac si¢ do obecnych warunkow i wymagan systemu edukacji. Taki rodzic jest

'S, Le Vigouroux, C. Scola, M.E. Raes, M. Mikolajczak, 1. Roskam, The big five personali-
ty traits and parental burnout: Protective and risk factors, “Personality and Individual Differences”
2017, Vol. 119, s. 217.

2 Tamze, s. 216.

I Tamze, s. 217.

4 Tamze, s. 216.

* P. Prinzie, G.J.J.M. Stams, M. Dekovi¢, A.H.A. Rejintjes, J. Belsky, The relations between par-
ents’ big five personality factors and parenting: a meta-analytic review, “Journal of Personality and
Social Psychology” 2009, Vol. 97, s. 352.

'6°S. Le Vigouroux i in., The big five..., dz. cyt., s. 217.



Wypalenie rodzicielskie - nowe spojrzenie na przemeczonych rodzicéw. .. 29

3.

lepiej przystosowany do wymagan, z jakimi przyjdzie mu si¢ zmierzy¢ podczas
wychowywania dzieci, oraz cechuje si¢ wieksza konsekwencja w dzialaniu.
Dodatkowo sumienno$¢ jest cecha, ktora okresla uporzadkowanie i zoriento-
wanie na cel w polaczeniu z wysokimi standardami. Istnieje zatem duze praw-
dopodobienstwo, ze osoba o wysokim stopniu sumienno$ci bedzie w stanie
zapewni¢ dziecku uporzadkowane i spojne miejsce dorastania®’.

Ugodowos¢ — rodzice, ktdrzy otrzymali wysoki wynik na tej skali, wyrdznia-
li si¢ najbardziej w kwestii odpornosci na wypalenie rodzicielskie (s* = 5,48,
gdzie 6,09% roéznic w wypaleniu rodzicielskim mozna wyjasni¢ ta zmienna).
Cecha ugodowosci przejawia sie poprzez bycie przyjaznym, empatycznym,
uczynnym dla innych. Osoby ugodowe sg ogdlnie uznawane za cieple. Rodzic,
ktory wykazuje taka ceche, ma cieply relacje ze swoim dzieckiem. Bedzie starat
sie zrozumie¢ jego problemy, pomaga¢ mu w realizacji jego planow i wspiera¢
je's. Nalezy dodac¢, ze rodzice charakteryzujacy si¢ wysokim poziomem ugodo-
wosci posiadajg zdolno$¢ identyfikowania i rozumienia potrzeb dziecka oraz
okazywania mu odpowiedniej empatii. Sa to rodzice wyrozumiali i empatycz-
ni, wiec mozna zatozy¢, ze beda potrafili zapewni¢ dziecku wspierajace $rodo-
wisko niezbedne do budowania jego niezalezno$ci®.

. Ekstrawersja i otwarto$¢ na do§wiadczenia — wyniki badan wykazaly, ze obie

te cechy nie majg wiekszego wplywu na zjawisko wypalenia rodzicielskiego
(nie podano niestety doktadnych danych na ten temat).

Ekstrawersja oznacza dynamicznos¢, energie, che¢ przebywania w duzych gru-
pach ludzi. Rodzice posiadajacy te ceche sa chetni do rozmoéw i czesto wyka-
zujg che¢ dominacji w swoim otoczeniu. Sg lepsi w dyscyplinowaniu swoich
dzieci, gdyz wierza w bardziej aktywne formy wychowania.

Otwartos¢ na do$wiadczenia to cecha sprawiajaca, ze rodzic jest chetny do od-
krywania nowych rzeczy, zainteresowan oraz do wspoélnej aktywnosci z dziec-
kiem, dzigki czemu zacheca je do nowych dziatan®.

Obie te cechy sa do siebie bardzo podobne, jezeli wezmiemy pod uwage aspekt
wychowania dzieci. Zauwazyt to juz Prinzie w swoim artykule, stwierdzajac,
ze rodzice z wysokimi wynikami na powyzszych skalach cechuja si¢ kreatyw-
noscia oraz zachecaja swoje dzieci do socjalizowania si¢ czy tez odkrywania
i dos$wiadczania nowych rzeczy?'.

Nawigzujgc do powyzszych badan, mozna wywnioskowac, ze rodzice charaktery-
zujacy sie¢ duzym nasileniem neurotyzmu oraz niskimi wynikami w zakresie ugodo-
wosci i sumienno$ci sg najbardziej narazeni na wypalenie rodzicielskie. Dodatkowe
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czynniki, ktére sg predykatorami wypalenia, to nadopiekunczy i zbyt kontrolujacy
styl wychowywania, a takze brak umiejetnego odczytywania potrzeb dziecka oraz
chaos w srodowisku rodzinnym. Za$ rodzice, ktérzy umieja odpowiedzie¢ na po-
trzeby dziecka, rozwijaja w nim autonomicznos¢ isg w stanie zapewni¢ harmonie
w domu rodzinnym, wykazywali najmniejsza podatnos$¢ na to zjawisko. Dodatkowo
stwierdzono, ze wysokie wyniki na skali ugodowosci i sumiennosci sa czynnikami
ochronnymi, ktére mogg zapobiec wystapieniu wypalenia rodzicielskiego®.

Kolejne badanie przeprowadzone przez Sarah Le Vigouroux i Celine Scole row-
niez miato na celu zbadanie osobowosci rodzicow i czynnikéw demograficznych, ktore
moga wplywa¢ na zjawisko wypalenia rodzicielskiego. Badanie zostato opublikowane
w artykule Differences in Parental Burnout: Influence of Demographic Factors and Per-
sonality of Parents and Children. Okreslono trzy cele: potwierdzenie wcze$niej otrzy-
manych wynikéw, sprawdzenie czynnikéw socjodemograficznych (takich jak wiek ro-
dzica, wiek dziecka, liczba dzieci) oraz potwierdzenie, jak duze znaczenie majg cechy
osobowosci rodzica w przypadku wystepowania zjawiska wypalenia rodzicielskiego.

W grupie badawczej znalazlo sie 372 rodzicéw (w tym 314 matek) w wieku 23-
65 lat (M = 36,76, SD = 7,57), a pierwsze dziecko w rodzinie pojawito si¢ w przedziale
19-47 lat (M = 29,66, SD = 4,44). Tak samo jak poprzednio udzial w badaniu mogli
wzig¢ rodzice, ktérzy mieszkali nadal przynajmniej z jednym dzieckiem?®. Do celéw ba-
dawczych uzyto trzech kwestionariuszy: wskaznika wypalenia rodzicielskiego (PBI*),
francuskiej adaptacji kwestionariusza BFQ, ktéry mierzy cechy osobowosci, oraz Ten
-Item Personality Inventory®, ktéry wypelnia rodzic, oceniajgc charakter dziecka.

Wyniki badan pokazaly, ze ani liczba posiadanych dzieci - bez wzgledu na to, czy
mieszkaty jeszcze z rodzicami, czy poza domem (r = 0,15, p < 0,01), ani duza réznica
wieku pomiedzy dzie¢mi (r = 0,13, p < 0,05) nie wplywajg znaczaco na wypalenie ro-
dzicielskie. Dodatkowo takie zmienne socjodemograficzne, jak wiek rodzica w trak-
cie badania czy wiek, w jakim urodzito si¢ pierwsze dziecko, okazaly sie nieistotne dla
zjawiska (r = 0,01 oraz r = -0,03).

Poréwnanie powyzszych zmiennych socjodemograficznych z trzema wymiarami
wypalenia rodzicielskiego ujawnito bardzo interesujace wyniki. Nalezy wymieni¢:

1. Wyczerpanie emocjonalne — najwyzsza korelacje z tg zmienng uzyskali mfo-

dzi rodzice (r = -0,16, p < 0,01) oraz rodzice z matymi dzie¢mi (r = -0,19,
p <0,001).

22 S. Le Vigouroux i in., The big five..., dz. cyt., s. 218.

# §. Le Vigouroux, C. Scola, Differences in Parental Burnout: Influence of Demographic Factors
and Personality of Parents and Children, “Frontiers in Psychology” 2018, Vol. 9, s. 887.

# 1. Roskam i in., Exhausted Parents..., dz. cyt.

» G.V. Caprara, C. Barbaranelli, L. Borgogni, M. Perugini, The ,,big five questionnaire”: A new
questionnaire to assess the five factor model, “Frontiers in Psychology” 1993, Vol. 15, s. 281-288.

% S.D. Gosling, PJ. Rentfrow, W.B.J. Swann, A very brief measure of the Big-Five personality
domains, “Journal of Research in Personality” 2003, Vol. 37, s. 504-528.
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2. Dystansowanie si¢ emocjonalne — wysoki wynik korelacji pomiedzy tym wy-
miarem wypalenia rodzicielskiego jest widoczny w grupie rodzicow, ktdrzy
posiadajg wiele dzieci (r = 0,22, p < 0,001), oraz wérdd rodzicéw dzieci, u kto-
rych wystepuja duze réznice wieku (r = 0,14, p < 0,01). Zaszla takze korelacja
z wczesnym wiekiem urodzenia pierwszego dziecka (r = -0,11, p < 0,05).

3. Poczucie daremnosci — najwyzsze wyniki korelacji w tym wymiarze uzyska-
li starsi rodzice (r = 0,24, p < 0,001), rodzice z duzg liczbg dzieci (r = 0,14,
p <0,01), a takze rodzice, ktorych dzieci byty juz starsze (r = 0,32, p < 0,001).

Kolejny aspekt badania, ktéry mial potwierdzi¢ weczesniejsze wyniki oraz to, jakie
cechy osobowos$ci majg wplyw na wypalenie rodzicielskie w aspekcie osobowosci ro-
dzicow, takie jak: ugodowos¢, sumiennos¢ oraz neurotyzm, okazat si¢ bardzo owocny.
Tak samo jak w poprzednich badaniach do uzyskania wynikéw wykorzystano analize
korelacji oraz wyliczenia z zastosowaniem addytywnego modelu (GAM).

Badania potwierdzily, ze wysokie wyniki w zakresie wystepowania takich cech,
jak ugodowos¢ i stabilno$¢ emocjonalna (cecha, ktéra jest odwrotnoscig neurotycz-
nosci) najbardziej chronig przed wypaleniem rodzicielskim (r = -0,20, p < 0,001
ir=-042,p <0,001). Co ciekawsze, autorzy badania zauwazyli takze, ze umiejetnos¢
kontrolowania i regulowania emocji ma wigksze znaczenie ochronne niz kontrola im-
pulséw (r = -0,46, p < 0,001 i r = -0,28, p < 0,001).

Okazalo si¢ ponadto, ze sama cecha, jaka jest sumienno$¢, nie wykazuje staty-
stycznego wplywu na wynik wypalenia rodzicielskiego (r = 0,02), aczkolwiek dwa
poszczegdlne aspekty tej cechy, czyli wytrwalto$¢ i skrupulatnoéé, wykazaly korelacje
z wystapieniem zjawiska. Zatem rodzice, ktorzy sg bardziej wytrwali, s3 mniej nara-
zeni na wypalenie oraz jego trzy wymiary (r = -0,12, p < 0,05), odwrotnie niz rodzice
bardziej skrupulatni (r = 0,12, p < 0,12)%.

Podsumowanie

Na proces wychowawczy dzieci sklada si¢ wiele réznych aspektow, miedzy in-
nymi ekonomiczny, srodowiskowy ikulturowy. Nie mozna jednak zapomina¢, ze
najwazniejszym czynnikiem jest relacja rodzica z dzieckiem. Wiekszos¢ modeli wy-
chowawczych zaktada czynny udziat rodzica w wychowywaniu i, jak podkreslono we
wstepie, jest to ciezka praca. Tym bardziej trzeba pamieta¢, ze rodzice sa podatni na
wypalenie. To zjawisko zostalo dokladnie opisane dopiero niedawno, badania w tej
dziedzinie powinny by¢ pogtebiane. Dzigki znanym dzi§ wynikom badan mozemy
wskazad, jakie cechy osobowosci rodzicow predysponujg ich do wypalenia rodziciel-
skiego. Korzystajac z tej wiedzy, mozna wdrozy¢ programy prewencyjne, ktére po-
zwolg walczy¢ z problemem wypalenia. Poprzez kontynuowanie badan w przyszio-

8 Tamze.
» Tamze.
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$ci bedzie mozna dowiedzie¢ si¢, wjaki sposob wspieraé rodzicow wykazujacych
oznaki wypalenia, a takze jak mozna przeciwdziata¢ temu zjawisku. Badania takie sg
bardzo wazne nie tylko z punktu widzenia psychologii rozwojowej i klinicznej, ale
takze pedagogiki, poniewaz umozliwia w przysztosci opracowanie nowego modelu
wsparcia dla wypalonych rodzicéw oraz sposobu pomocy ich dzieciom. Nalezy pa-
mietaé, ze wypalenie rodzicielskie dotyczy nie tylko rodzicow, ale takze opiekundéw
dzieci (dziadkdéw, nauczycieli itd.) w réznych placowkach, gdzie wymagana jest praca
pod wplywem réznych emocji (pozytywnych badz negatywnych) i nawigzanie wiezi
z dzieckiem.

W badaniach nad wypaleniem rodzicielskim nalezaloby sie skupi¢ réwniez na
dodatkowych aspektach, ktére moga mie¢ wplyw na wystepowanie tego zjawiska.
Ciekawe jest na przyklad, czy wypaleni zawodowo rodzice sg bardziej podatni na wy-
palenie rodzicielskie, jakie cechy osobowosci dzieci sprzyjaja wystepowaniu tego zja-
wiska i w jaki sposdb relacja pomig¢dzy rodzicami wptywa na wypalenie rodzicielskie.

Obecnie prowadzone sg badania w tym zakresie na populacji rodzicow anglo-
jezycznych i francuskojezycznych®. Jednakze badania polskich rodzicéw pokazalyby
dodatkowe aspekty typowe dla populacji polskiej.
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Dziatania podopiecznych destabilizujace
relacje w rodzinnym domu dziecka

Streszczenie: Artykul w sposob opisowy przedstawia problematyke znaczenia dzialan
podopiecznych na destabilizacje¢ relacji w rodzinnym domu dziecka. Autorka artyku-
tu przedstawia najpierw zmienno$¢ relacji wrodzinnych domach dziecka, a nastepnie
prezentuje wyniki badani etnograficznych. Zaprezentowane analizy ukazuja zaleznosci
pomiedzy dziataniami podopiecznych a zaburzeniami relacji z pracownikami i innymi
wychowankami rodzinnych doméw dziecka. W artykule zostaly przedstawione wybra-
ne czynniki zaktdcajace relacje w rodzinnym domu dziecka, takie jak: agresja i autoagre-
sja, biernos$¢ i wycofanie oraz postawa roszczeniowa podopiecznych rodzinnych doméw
dziecka.

Stowa kluczowe: dzialania destabilizujace, relacje spoteczne, rodzinny dom dziecka

Wprowadzenie

W obliczu trudnej sytuacji bliskie i pozytywne relacje z innymi moga pomoc jed-
nostce w uporaniu si¢ z przykrymi skutkami sytuacji i chroni¢ ja od potencjalnych
szkodliwych nastepstw dla zdrowia zaréwno psychicznego, jak i fizycznego. Relacje,
ktére obejmujg wspieranie danej osoby, wcale nie muszg by¢ rozlegte, by wlasciwie
spelniaty swoja role. Juz kilka bliskich, autentycznych i satysfakcjonujacych relacji
z innymi moze stanowi¢ potencjal, ktory czlowiek moze wykorzysta¢ do radzenia
sobie z trudno$ciami. Réwnoczesnie negatywne relacje bedg zZrédlem negatywnych

" Agnieszka Deja — doktorantka studiow z zakresu pedagogiki na Wydziale Nauk Spotecznych
Uniwersytetu Gdanskiego. Ukonczone studia: pedagogika opiekunczo-wychowawcza z terapia pe-
dagogiczna, pedagogika spoteczna. Zainteresowania: opieka zastepcza, rodzinne formy opieki za-
stepczej, rodzinne domy dziecka, interakcjonizm symboliczny.
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emocji isg bardziej szkodliwe niz subiektywne poczucie osamotnienia'. Niestety
dzialania ludzkie cechuje zmiennos¢, dlatego nigdy nie mozna mie¢ pewnosci, w ja-
kim kierunku rozwinie si¢ interakcja z naszym wspdlpartnerem. Co wigcej, réwniez
przestrzen spoleczna, czyli czas i miejsce, czyni warunki kontekstualne za kazdym
razem zmiennymi, przez co modyfikuje ostatecznie przebieg relacji. Gdy partnerzy
interakcji zaczynajg inaczej interpretowac sytuacje i dziatania, moga pojawia¢ si¢ dy-
sonanse na poziomie komunikacyjnym, a sam przebieg relacji moze ulec zakltéceniu.
Relacje pracownikow z podopiecznymi rodzinnych doméw dziecka mogg tez ulec sy-
tuacyjnemu zalamaniu mi¢dzy innymi w wyniku agresji, autoagresji, biernosci i wy-
cofania oraz postawy roszczeniowe;.

Zatozenia metodologiczne

Relacje dotycza réznorodnych sytuacji zyciowych, w ktorych zachodza wzajem-
ne stosunki pomiedzy cztonkami w najblizszym $rodowisku zycia?. Okreslone relacje
moga mie¢ charakter jednokierunkowy lub dwukierunkowy - przybierajac postac in-
terakgji’. Istota interakeji jest rOwnoczesne, wzajemne oddzialywanie, réwnoczesna
psychiczna ibehawioralna aktywno$¢ poszczegolnych osob. Wzorzec pedagogicz-
nych relacji ukazuje migdzy innymi Stanistaw Kawula®. Cechy tego modelu wskazuja
kierunek relacji:

- odejscie od rywalizacji ku kooperacji,

- od konfliktowosci do syntonii,

- od uprzedzen emocjonalnych do skupienia si¢ na zadaniach,

- od instrumentalizmu ku partnerstwu wszelkich podmiotéw edukacyjnych.

Ten model moze stanowi¢ baz¢ do budowania relacji miedzy pracownikami
i podopiecznymi rodzinnych doméw dziecka lub do ich zatamania. Charakter takich
relacji moze prowadzi¢ do pozytywnych, korzystnych zmian w dziecku oraz do wzbo-
gacenia tresci i charakteru samych relacji lub odwrotnie - do negatywnych emociji
i destabilizacji relacji pomiedzy obiema grupami.

Termin destabilizacja ma wiele wymiaréw znaczeniowych. W odniesieniu do
kategorii relacji spofecznych oznacza ,stan, w ktérym relacje przestaja lub przestaty
normalnie funkcjonowaé w wyniku istniejacej rownowagi lub porzadku™. Wedtug

' J.K.Kiecolt-Glaser, R. Glaser, Stress and immune function in humans, [in:] R. Adler, D.L. Felten,
N. Cohnen (eds.), Psychoneuroimmunology, Academic Press, New York 1991, s. 849-869.

* M. Tyszkowa, Psychologia rozwoju cztowieka. T. 1, Wydawnictwo Naukowe PWN, Warszawa
1996, s. 132.

* V.G. Cicirelli, Sibling relationships throughout the life cycle, [in:] L. Abate (ed.), The handbook
of family psychology and therapy, Vol. 95(1), Dorsey Press, Homewood 1985, s. 177-214.

* S. Kawula, Czlowiek w relacjach socjopedagogicznych, Wydawnictwo Edukacyjne Akapit, To-
run 1999, s. 31.

* L. Drabik, E. Sobol, Stownik jezyka polskiego, Wydawnictwo Naukowe PWN, Warszawa 2018.
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Williama J. Goode’a destabilizacja to: ,,rozpad jednosci (spoistosci) grupy/rodziny
oraz zalamanie wzoru wypelniania rol spotecznych, kiedy to jeden lub wigcej czton-
kéw nie wywigzuje sie z realizacji zadan i obowigzkéw przypisanych konkretnej roli
w grupie/rodzinie™. Dlatego wlasnie przedmiotem badan uczyniono dziatania pod-
opiecznych destabilizujace relacje w rodzinnych domach dziecka z punktu widzenia
pracownikow.

Celem artykulu jest analiza tych dziatan podopiecznych, ktére zaburzaja relacje
w rodzinnym domu dziecka i dotycza zaréwno pracownikéw, jak iinnych wspot-
mieszkancow. Z tego wzgledu glowne pytanie badawcze brzmi nastepujgco: Jakie
dzialania podopiecznych destabilizuja relacje w rodzinnym domu dziecka?

Koncentrujgc si¢ na opisie i analizie dzialan podopiecznych oraz relacji w rodzin-
nych domach dziecka, podjeto probe zrozumienia danego ,,fragmentu” rzeczywisto-
$ci oraz nakreslenia jego charakteru i specyfiki.

Material badawczy zostal zgromadzony podczas pobytu badacza w trzech ro-
dzinnych domach dziecka znajdujacych si¢ na terenie wojewoddztwa pomorskiego,
tj. w Gdyni, Gdansku i Malborku. Wszystkie wymienione placéwki to domy prywat-
ne, realizujace zadania opiekunczo-wychowawcze oraz dzialajace zgodnie z regu-
lacjami zawartymi w stosownych aktach prawnych oraz okreslonych dokumentach
wewnetrznych, takich jak statuty i regulaminy’. Osobami badanymi sg malzenstwa
w $rednim wieku. Od wielu lat tworzg rodzinny dom dziecka i dzieki ich bogatemu
doswiadczeniu zawodowemu dowiedzialam sie wielu interesujacych faktow.

Rodzinny dom dziecka w Gdyni w dzielnicy Chwarzno funkcjonuje od 2007 roku.
Jest prowadzony przez malzenstwo — zona ma 49 lat, mgz 39 lat - z 11-letnim stazem
pracy. Matzenstwo opiekuje si¢ osmiorgiem dzieci powierzonych w wieku 8 miesiecy,
3 lata, 4 lata, 11 lat, 16 lat, 17 lat i dwoje podopiecznych 19-latkow.

Rodzinny dom dziecka w Gdansku w dzielnicy Ztota Karczma funkcjonuje od
2012 roku. Jest prowadzony przez malzenstwo — Zona ma 41 lat i 28-letni staz pracy,
amaz 39 lat i 6-letni staz pracy. Malzenstwo opiekuje sie siedmiorgiem dzieci po-
wierzonych: dwojgiem 10-latkdw oraz 11-latkiem, 12-latkiem, 14-latkiem, 17-latkiem
i 18-latkiem.

Rodzinny dom dziecka w Malborku w dzielnicy Kaldowo funkcjonuje od
2009 roku. Jest prowadzony przez malzenstwo — zona ma 49 lat, maz 53 lata -
z 9-letnim stazem pracy. Malzenstwo opiekuje si¢ dziewieciorgiem dzieci powierzo-

¢ 'W.]. Goode, Family Disorganization, [in:] R.K. Merton, R.A. Nisbet (eds.), Contemporary So-
cial Problems: An Introduction to the Sociology of Deviant Behavior and Social Disorganization, Har-
court, Brace & World, New York 1961, s. 390-458 za: M. Piorunek, J. Kozielewska, A. Skowronska-
-Pucka, Rodzina. Mlodziez. Dziecko. Szkice z teorii i praktyki pomocy psychopedagogicznej i socjalnej,
[w:] M. Grzesko-Nyczka (red.), Istota i przejawy spolecznego problemu dezorganizacji rodziny w Pol-
sce po 1989 r., Wydawnictwo Naukowe, Poznan 2003, s. 90-91.

7 Ustawa z dnia 12 marca 2004 r. o pomocy spolecznej, Dz.U. 2004, nr 64, poz. 593, a takze
Rozporzadzenie Ministra Pracy i Polityki Spotecznej z 14 lutego 2005 r. w sprawie placoéwek opie-
kunczo-wychowawczych, Dz.U. 2005, nr 37, poz. 331.
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nych, wtym dziecko w wieku 9 lat, dwoje dzieci 10-letnich, 11-latek, dwoje dzieci
w wieku 12 lat, 13-latek, 14-latek i 16-latek.

W badaniu zastosowatam metode jako$ciowa i wybralam badanie etnograficzne®.
W badaniach w rodzinnych domach dziecka wykorzystano takie techniki, jak obser-
wacja uczestniczgca jawna oraz wywiad czesciowo ustrukturalizowany. Wybor okre-
$lonej metody i technik podyktowany zostal checig uzyskania jak najlepszego obrazu
badanego fragmentu zycia spotecznego w rodzinnych domach dziecka.

Etnografia nie jest dzisiaj jednolita metodg uprawiania badan empirycznych, lecz
w powigzaniu z réznymi orientacjami teoretycznymi tworzy bardzo rozbudowany
system strategii badawczych. Zdaniem Roberta Prusa etnografia jest metoda badan,
ktoéra badacze postuguja si¢ w celu zaobserwowania dzialan ludzi oraz uchwycenia
punktu widzenia i perspektywy postrzegania rzeczywistosci przez cztonkow okreslo-
nej zbiorowosci’. A zatem w terenowych badaniach etnograficznych badacz powinien
zanurzy¢ si¢ w $wiat swoich badanych, przyjmujac ich perspektywe znaczen oraz ro-
zumie¢ podejmowane przez nich dzialania.

Jak twierdzi Steinar Kvale, wywiad cze$ciowo ustrukturyzowany posiada scena-
riusz w postaci zagadnien, ale pozwala na dowolng kolejnos¢ zadawanych pytan oraz
na pytania dodatkowe w razie potrzeby rozwiniecia wypowiedzi respondenta. Sce-
nariusz wywiadu moze ulega¢ zmianom w trakcie badania na skutek pojawienia si¢
nowych powiazan i refleksji u osoby badanej. Otwarte pytania zakladaja skupienie sie
na pewnych tematach, a nie sztywnos¢ struktury wywiadu'. Dzieki nim mogtam zro-
zumie¢, czym sg dziatania destabilizujace i jak wplywaja na budowanie relacji w ro-
dzinnym domu dziecka.

Druga technika, jaka zastosowano w badaniu, byta obserwacja. Zdaniem Krzysz-
tofa Koneckiego technika obserwacji pozwala bezposrednio dotrze¢ do epizodéw in-
terakcyjnych, zdarzen, proceséw pracy, wypowiedzi o doswiadczeniach zyciowych'’.
W prowadzonych badaniach w rodzinnym domu dziecka badacz przyjal role uczest-
nika jako obserwatora, starajac sie nie tylko przebywac czesto i regularnie z badanymi
osobami, ale tez uzyskac akceptacje i zgode na obserwacje ich zycia codziennego. Byly
to zatem badania o charakterze jawnym, gdzie wiedza o tozsamosci badacza-obser-
watora byta powszechnie dostepna.

8 M. Angrosino, Badania etnograficzne i obserwacyjne, Wydawnictwo Naukowe PWN, War-
szawa 2010, s. 31.

° R. Prus, Approaching The Study Of Human Group Life: Symbolic Interaction And Ethnograph-
ic Inquiry, [in:] D.M. Lorenz, R. Prus, W. Shaffir (eds.), Ethnography as Human Lived Experience,
Copp Clark Longman Ltd., Toronto 1994, s. 21.

10°S. Kvale, Prowadzenie wywiadéw, Wydawnictwo Naukowe PWN, Warszawa 2011, s. 96.

" K. Konecki, Studia z metodologii badan jakosciowych. Teoria ugruntowana, Wydawnictwo
Naukowe PWN, Warszawa 2000, s. 145.
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Wybrane czynniki zaktdcajace relacje spoteczne w rodzinnym
domu dziecka - wyniki badan

Czynniki zakldcajace relacje spofeczne w rodzinnym domu dziecka mozna po-
dzieli¢ na trzy gléwne kategorie. Pierwsza odnosi si¢ do zachowan agresywnych, jakie
przejawiaja podopieczni w stosunku do pracownikéw oraz innych wspotmieszkan-
cow. W tym wypadku odnotowa¢ nalezy takze agresje skierowang na samego siebie,
czyli autoagresje. Druga dotyczy biernosci i wycofania podopiecznego z zycia pla-
cowki. Trzecia odnosi sie do postawy roszczeniowej, zwlaszcza wobec pracownikow
rodzinnego domu dziecka.

Agresja i autoagresja

Jednym z istotnych dzialan podopiecznych rodzinnych doméw dziecka, ktére ma
bezposredni wplyw na przebieg relacji w rodzinnym domu dziecka, jest stopien oraz
charakter ich zachowan agresywnych.

W Encyklopedii bioetyki mozemy przeczytal, ze ,agresja (od tac. aggressio — na-
pas¢, najazd, natarcie) to kazde zamierzone dzialanie majace na celu wyrzadzenie ko-
mus krzywdy lub czemus szkody, straty, bolu”'2. Na gruncie psychologii przez agresje
rozumie si¢ ,wszelkie dziatanie (fizyczne lub stowne), ktérego celem jest wyrzadzenie
krzywdy fizycznej lub psychicznej - rzeczywistej lub symbolicznej - jakiej$ osobie lub
czemus, co jg zastepuje’®.

Stosujac okreslone podzialy, mozna wyrézni¢ dwie podstawowe formy agresji:
werbalng i fizyczna. Pierwszy rodzaj zachowan agresywnych przewaznie polega na
stosowaniu grézb badz wulgaryzméw zaréwno w stosunku do wspoimieszkancow,
jak i pracownikow. Towarzyszy temu odpowiednia, donosna intonacja, podniesiony
glos, a w niektorych przypadkach krzyk. Chociaz sytuacje z uzyciem agresji stownej
przez podopiecznych nie nalezg do najprzyjemniejszych, to jednak znacznie bardziej
niebezpieczna od niej jest agresja fizyczna, ktéra moze by¢ skierowana na mlodszych
podopiecznych, ale tez na pracownikéw placéwki. Na pytanie Jakie dziatania pod-
opiecznych destabilizujg relacje w rodzinnym domu dziecka? badani respondenci od-
powiedzieli*:

Mielismy dziewczynke ktdra stosowala przemoc, ona nie chciata rozwigzania
zadnego problemu, na wszystko reagowata krzykiem i wlasnie agresja, to byl
krzyk, wrzask, rzucanie meblami, rzucanie rzeczami ktore miata pod reka, to
byla potrzeba wyrzucenia z siebie wszystkiego. Nie potrafila sama sobie radzi¢
ze swoimi uczuciami, ona nie potrafita méwi¢ o tym, czego potrzebuje, co chce,
co sie stalo, wszystko konczylo sie krzykiem. I w koricu ktos nam poradzit zeby
sie uda¢ do specjalisty i zbada¢ matg. I w konicu mi si¢ udato. W momencie kie-

12 1. Kalniuk, Encyklopedia bioetyki, Polskie Wydawnictwo Encyklopedyczne, Radom 2007, s. 23.
B W. Szewczuk, Stownik psychologiczny, Wiedza Powszechna, Warszawa 1979, s. 15.
" W cytowanych wypowiedziach respondentéw zachowano pisownig oryginalng (przyp. red.).
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dy znalezlismy wspolny jezyk, to co do niej przemawia, to na czym jej zalezy, to
dopiero wtedy zaczelyémy budowac relacje (pracownik, 49 lat, Gdynia).

Mieli$my chlopca ktdry szedl w kierunku demoralizacji, np. wrocit pod wply-
wem alkoholu raz czy drugi i teraz inne dzieci myslaty sobie, na ile Ciocia za-
uwazyla?, na ile musze go kry¢?, a na ile musze by¢ fair wobec opiekunéw? (pra-
cownik, 54 lata, Gdynia).

Sa podopieczni, ktorzy ignoruja polecenia i zasady, arogancko odnoszg si¢ do
pracownikow, chcac udowodni¢ swojg wyzszos¢ przed innymi wspotmieszkan-
cami (pracownik, 41 lat, Gdansk).

Dzieci zyly w brutalnym $wiecie przemocy i byly od niej uzaleznione. Codzien-
noscig bylo uzycie sity fizycznej przez dorostych wobec dziecka (pracownik, 41
lat, Gdansk).

Agresja moze by¢ skierowana na zewnatrz, jej obiektem staje si¢ wtedy inna oso-
ba, przedmiot lub zjawisko. Moze by¢ takze kierowana do wewnatrz (autoagresja) —
wowczas osoba niszczy sama siebie poprzez samokrytyke, samoponizanie, zaniedby-
wanie wlasnych spraw, samookaleczanie, samobojstwo®. Na pytanie W jaki sposéb
przejawia sie autoagresja podopiecznych? pracownicy odpowiadaja:

Os$mioletni Sylwek, nie umiejac sobie poradzi¢ z gromadzacymi si¢ w nim
emocjami i z nawykiem, ze zawsze za wszystko dostaje lanie, sam karal sie, ude-
rzajac glowa o $ciane lub wieszajac si¢ za rece w pokoiku na parapecie, wisial
az ciekly mu Izy, zeby dotrze¢ do stanu blogosci (pracownik, 41 lat, Gdansk).

[...] dziewczynka cigta sie od kilku lat, cale rece miata pociete i napedzata ja do
tego jej ulubiona lektura My dzieci z dworca ZOO. Po paru latach wspdlnego
mieszkania przestala sie cig¢, ale po kazdym chtopaku, z ktérym sie rozstawala
musiata pozostawi¢ $lad nienawisci na swoim ciele np. samodzielnie wykonany
tatuaz lub kilkunasty kolczyk (pracownik, 41 lat, Gdansk).

Agresja wychowanka moze wskazywa¢ pracownikom jego aktualng sytuacje.
Podopieczny moze bowiem nie by¢ w stanie zakomunikowa¢ otoczeniu, co si¢ z nim
dzieje, a dana forma agresywnych i autoagresywnych zachowan jest reakcja na okre-
$long dokuczliwg dolegliwo$¢. Sa to przewaznie zachowania nieswiadome, ktore nio-
sg ze soba okreslong informacje, bedgc rodzajem nieintencjonalnego komunikatu
podopiecznego.

Inny rodzaj agresji i autoagresji to agresja $wiadoma, bedaca wynikiem intencjo-
nalnych dzialan podopiecznego. Na przyklad podopieczny jest zazdrosny o wzgle-
dy okazywane przez opiekuna innemu podopiecznemu. Podobnie jak w przypadku
agresji wywolywanej nieswiadomie i bez intencji wychowanka, takze tutaj zadaniem

> A. Fraczek, O naturze i formowaniu si¢ psychologicznej regulacji agresji interpersonalnej, [w:]
I. Kurcz, D. Kadzielewa (red.), Psychologia czynnosci. Nowe perspektywy, Wydawnictwo Naukowe
»Scholar”, Warszawa 2001, s. 45-64.
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pracownikow jest ,,czytanie miedzy stowami’, czyli uchwycenie i poprawne zinterpre-
towanie symbolicznego znaczenia agresji podopiecznego.

Niezaleznie jednak od okolicznosci przyczyn oraz rodzaju agresji zadaniem pra-
cownikdow jest unikanie tego typu sytuacji. Pracownicy powinni eliminowac¢ wszelkie
ewentualne bodzce z otoczenia podopiecznego, ktore moga wywolaé agresje, oraz
poprawnie interpretowaé wszelkie sygnaly, ktore moga by¢ wskaznikiem wystapie-
nia agresji. Pracownik niestety nie zawsze jest w stanie w pore zapobiec tego rodzaju
aktywnosci podopiecznego, dlatego jego dzialania powinny by¢ réwniez skoncentro-
wane na minimalizowaniu skutkow zaistniatych juz aktow agresji. Na pytanie Jakie
dzialania podejmujq pracownicy, zeby przeciwdziataé zachowaniom agresywnym pod-
opiecznych? pracownicy podali wiele odpowiedzi. Byly wéréd nich takie propozycje
dzialan, jak rozmowa i przypominanie o zasadach panujacych w placéwce oraz od-
izolowanie podopiecznego. Oto przyklady:

Byl chiopak, ktéry poczut sie dorosty i uwazat, ze moze uzywac sobie wulgary-
zméw w domu. No wigc przypominamy mu, ze takich zachowan w domu u nas
nie ma. Ja z mezem nie odzywamy si¢ do nikogo w ten sposéb, staramy si¢ nie
krzycze¢ i nie denerwowa¢, nie podejmowac decyzji w ztoéci i uczymy tego tez
dzieci i staramy sie tego od nich wymaga¢. Z réznym efektem i skutkiem (pra-
cownik, 49 lat, Gdynia).

Zdarzaly sie takie sytuacje, gdy dzieci mialy tendencje do agresji, to np. kazali-
$my i$¢ do swojego pokoju i byly odizolowane, a byly takie izolacje pod nadzo-
rem - czyli siedzieliémy w pokoju i obserwowali$my, w jaki sposob to wytado-
wanie ztych emocji nastepuje. Jak si¢ to rozwija? (pracownik, 49 lat, Gdynia).

Bez wzgledu na rodzaj i charakter agresja zawsze niesie ze sobg okreslone konse-
kwencje i dla podopiecznych, i dla pracownikéw. Kazdy przejaw i rodzaj agresji moze
skonczy¢ sie uszczerbkiem na zdrowiu psychicznym i fizycznym podopiecznych. Na-
lezy jednak pamigta¢, ze moze takze prowadzi¢ do zachwiania rownowagi psychicz-
nej opiekundw, a nawet degradacji poczucia profesjonalizmu, wywolujac tym samym
kryzys czy wypalenie zawodowe. Wszystkie te zjawiska moga z kolei powodowac za-
kidcenia w funkcjonowaniu zycia rodzinnego, niekorzystnie wptywajac na stan zdro-
wia opiekundéw oraz kondycje relacji spotecznych. Wniosek ten potwierdza ponizsza
wypowiedz:

Byl moment takiego zastanowienia si¢ nad sensem pracy, mieliSmy trudne do-
$wiadczenia i w takich trudnych doswiadczeniach czasami przychodzi reflek-
sja, czy to ma wszystko sens? Czy to co ja robie ma sens? Czy moze w ogodle ta

moja praca nie ma sensu i w ogole lepiej bytoby zrezygnowac... Ale takie chwile
chyba ma kazdy z nas w trudnym momencie (pracownik, 49 lat, Gdynia).

Relacjom pracownikéw z podopiecznymi rodzinnego domu dziecka zagrazaja,
oprocz przejawow agresji, takze zgota odmienne czynniki, wynikajace z niecheci do
aktywnosci podopiecznych. Nalezg do nich biernos¢, wycofanie, niesamodzielno$¢
oraz roszczeniowo$¢ podopiecznych.
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Biernosc i wycofanie

Innym czynnikiem zaburzajacym relacje spoleczne w rodzinnym domu dziecka
jest zaniechanie dziatan, czyli bierno$¢ i wycofanie sie podopiecznych. Bierno$¢ de-
finiuje si¢ jako apati¢ podopiecznego oraz nieche¢ do podejmowania jakichkolwiek
form aktywnosci. Wycofanie podopiecznych rodzinnych doméw dziecka rozumiane
jest natomiast jako brak zainteresowania wlasng osobg, wlasnym losem oraz przyszio-
$cig. To niepodejmowanie refleksji nad swoja obecna i przyszia sytuacja'®. Bierno$¢
ujawnia si¢ takze w wymiarze interpersonalnym, to jest w niecheci do kontaktow
z otoczeniem i brakiem reakcji na bodzce pochodzace z zewnatrz. Wycofanie wycho-
wanka dotyczy za$ jego $wiadomego, catkowitego badz cz¢$ciowego odosobnienia
i niecheci do nawigzywania oraz podtrzymywania blizszych wiezi z innymi osobami.
Egzemplifikacjg powyzszej analizy s3 wybrane fragmenty wypowiedzi badanych.

U nas cale zycie przewija si¢ przez salon, jesli ktos$ nie chce zej$¢ do nas i siedzi
w swoim pokoju, izoluje si¢ od reszty, to jest to dla nas sygnal, ze dzieje si¢ co$
niedobrego (pracownik, 49 lat, Gdynia).

Niektore dzieci sa wyjatkowo antyspoleczne, co wynika z zaburzen i posiada-
nych jednostek chorobowych. Nalezy wywazy¢, kiedy wyjsécie zespolowe bedzie
progresywne dla dziecka, a kiedy jeszcze bardziej moze mu przypomniec jego
wezesnodziecigce traumy. W skrajnych przypadkach dzieci korzystajg z terapii
specjalistycznych (pracownik, 39 lat, Gdansk).

Bierno$¢ iwycofanie sg zjawiskami, ktére w warunkach rodzinnych domoéw
dziecka powoduja konieczno$¢ wzmozonego zaangazowania i pracy opiekunow. Sg
one bowiem zrodlem okreslonych obowigzkéw, jakie ma do wypelnienia pracow-
nik. W ten sposéb, zgodnie z oficjalng interpretacjg, wszelkie formy aktywizowania
podopiecznych majg na celu przeciwdzialanie negatywnym konsekwencjom postawy
biernosci podopiecznych. Na pytanie Jakie dziatania podejmujg pracownicy, zeby prze-
ciwdziatal biernosci i wycofaniu podopiecznych? badani respondenci odpowiedzieli:

Angazujemy dziecko, staramy sie dotrze¢, dlaczego tak si¢ dzieje, dlaczego sie
wycofuje, bo moze to jest jakas jednostka chorobowa i trzeba jakie$ stymulacje
robi¢ czy szuka¢ specjalisty, czy np. wynika z tego, ze nie lubie tego robic¢ i skoro
nie lubi tego robi¢, to na pewno lubi robi¢ co$ innego. Zawsze staramy si¢ zna-
lez¢ zrodio wycofania (pracownik, 49 lat, Gdynia).

Jak twierdzg opiekunowie, fizyczna i umyslowa stagnacja prowadzi bowiem do
apatii wychowanka, utrudniajgc relacje spoteczne, do stopniowego procesu uzalez-
nienia od placéwki oraz przeniesienia ciezaru odpowiedzialnosci za wlasne zycia na
inne osoby. Chociaz pracownicy podejmujg starania na rzecz aktywizowania pod-

16 K. Przelowiecka, Zjawisko wyuczonej bezradnosci u klientéw instytucji pomocy spolecznej —
przyczyny, konsekwencje, mozliwosci przeciwdziatania, [w:] M Piorunek (red.), Pomoc - wsparcie -
spoleczne poradnictwo. Od teorii do praktyki, Wydawnictwo Adam Marszalek, Torun 2010, s. 204.
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opiecznych, to czynia to jednak w sposéb sobie wlasciwy, zgodny z wlasnymi potrze-
bami i interpretacjami.

Postawa roszczeniowa

Z biernoscig i wycofaniem zwigzana jest roszczeniowo$¢ podopiecznych rodzin-
nych domoéw dziecka. Pomiedzy tymi kategoriami istnieje okre§lone powigzanie.
Oto6z, im wieksze jest przyzwolenie pracownikéw na postawe roszczeniowa pod-
opiecznych, tym w wigkszym stopniu uwidacznia si¢ biernos$¢ wychowankéw. Pra-
cownicy, realizujac rézne czynnosci zwigzane z opieka nad podopiecznym, powoduja,
iz skala oczekiwan podopiecznych wzrasta, przy jednoczesnym obnizeniu checi do
samodzielnego dzialania. Wniosek ten potwierdza ponizsza wypowiedz:

Sa takie rzeczy, ze dzieci wiedza, ze im si¢ nalezy, natomiast staraliSmy sie
w dzieciach wyprze¢ podejscie roszczeniowe. Kiedy przychodzi sponsor, to nie
jest na zasadzie, ze mi si¢ to nalezy, ja przyjmuje dar, ale musze podziekowad,
zrobi¢ jaka$ laurke. A nie na zasadzie, ze jestem biedny Bartu$ i nikt mnie nie
kocha i chce to! Staramy si¢ ich uczy¢, ze niekoniecznie wszystko mi sie w zyciu
nalezy (pracownik, 49 lat, Gdynia).

Zwazajac na charakterystyke rodzinnych doméw dziecka, nalezy wyjasni¢, czym
jest roszczeniowo$¢ podopiecznych placowki rodzinnej, a takze jaka jest jej specyfi-
ka. Trzeba zaznaczy¢, ze formalne wymagania stawiane sg przede wszystkim pracow-
nikom rodzinnych doméw dziecka. Taka sytuacja sprawia, ze roszczeniowo$¢ pod-
opiecznych skierowana jest w szczegdlnoséci wobec pracownikéw i to w stosunku do
nich jest najwiecej oczekiwan. W pewnym zakresie wynika to z faktu, ze pracownicy
ulegaja podopiecznym i wywolywanym przez nich emocjom. Oto przyktad:

Ta dziewczynka nie byta catkiem roszczeniowa, bo ona byta od matki, ktéra sto-

sowata przemoc i duzo przeszta, ona zyla ciggle w ogromnym napieciu i stresie
(pracownik, 49 lat, Malbork).

Roszczeniowo$¢ moze si¢ objawia¢ w wielu obszarach zycia i dotyczy¢ réznych
jego sfer. Na pytanie W jakich sytuacjach ujawnia sig roszczeniowa postawa podopiecz-
nych? badani odpowiedzieli:

Podopieczni czesto dostrzegaja niesprawiedliwosci tego $wiata, ktore najcze-
$ciej uderzaja konkretnie w ich osoby. Wysoki negatywizm, ktory prezentuja,
sktania do roszczeniowej postawy. Jezeli ktorys$ z podopiecznych ma taka oso-
bowos¢, to przeszkadza mu prawie wszystko: ,,nie ten kubek, on ma lepsze, nikt
mnie nie rozumie, zadam rozmowy, mam to gdzies, nie zalezy mi” itp. Opiekun
stara sie wskaza¢ pozytywne aspekty codziennosci, jednak podopieczny musi
okaza¢ przekonanie i che¢ do wspolpracy (pracownik, 39 lat, Gdansk).

Podsumowujac, postawa roszczeniowa ujawnia si¢ w réznych postaciach, od ego-
izmu podopiecznego poczawszy, poprzez interesowno$¢, a na swoistym okazywaniu
niezadowolenia skonczywszy. I tak na przyklad egoizm podopiecznych objawia si¢
miedzy innymi skupieniem uwagi na wlasnej osobie oraz zupelnym brakiem zain-
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teresowania sytuacjg wspotmieszkancow. Interesowno$¢ dotyczy natomiast sytuacji,
w ktdrych podopieczni wykazujg aktywnos¢ oraz gotowos¢ zrobienia czegos pod wa-
runkiem, Ze zostanie im zaoferowana jaka$ wymierna korzys¢. Przejawia sie tez jako
$wiadome wykorzystywanie emocjonalnosci pracownikéw (tzw. przymilanie sie),
ktore wynika z checi pozyskania okreslonych rzeczy i zaspokojenia swoich potrzeb.

Zakonczenie

Zasadniczym celem artykulu byto przedstawienie problematyki znaczenia dzia-
fan podopiecznych na destabilizacje relacji wrodzinnym domu dziecka. Z tego
wzgledu gléwnym zadaniem bylo poszukanie odpowiedzi na pytanie: Jakie dziata-
nia podopiecznych destabilizuja relacje w rodzinnym domu dziecka? Na podstawie
przeprowadzonych analiz udalo sie ustali¢ kilka wnioskow, co staralam sie wykazaé
ponizej.

Relacje pracownikéw z podopiecznymi rodzinnych domoéw dziecka sg w cigglym
i dynamicznym procesie zmian, co wigze si¢ z niepewno$cig pracownika co do zacho-
wan podopiecznych. Atmosfera, w ktdrej zachodzg relacje miedzy partnerami, moze
charakteryzowac si¢ skrajnosciami — od przesadnej aktywnosci, w tym agresji i autoa-
gresji, do zupelnej biernosci i wycofania, a takze wytworzenia postawy roszczeniowe;j
wobec pracownikéw. To z kolei skutkuje wyksztatceniem sie postawy zdystansowania
hamujacej rozwdj relacji partnerskich.
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nie Dunn. Specyficzny odbiér wyrazen zmystowych zakléca lub niekiedy uniemozliwia
uczestnictwo w zyciu przedszkola czy szkoly, utrudnia uczenie sie, dlatego tak wazne jest
eliminowanie sensorycznych barier oraz ksztalttowanie przyjaznego sensorycznie srodo-
wiska. W artykule zwrécono uwage na konieczno$¢ uwzglednienia sensorycznych po-
trzeb dzieci ze spektrum autyzmu w procesie organizacji ich ksztalcenia oraz terapii jako
jednego z istotnych czynnikéw warunkujacych ich rozwéj psychoruchowy i spoleczno-
-emocjonalny. Oméwiono takze implikacje praktyczne.
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Wprowadzenie

»Zrozumie¢ niepojete” — to niezwykle trudne, aczkolwiek wcigz aktualne wyzwa-
nie, bedace peryfraza tytutu monografii Carla Delacato', a takze jednym z najbardziej
rozpoznawalnych dziet podnoszacych kwestie funkcjonowania sensorycznego osdb
ze spektrum autyzmu, od lat towarzyszy zaréwno badaczom, jak i pedagogom w co-
dziennych zmaganiach w praktyce edukacyjnej i terapeutycznej. Specyficzny odbior
wyrazen zmystowych zaktoca lub niekiedy wrecz uniemozliwia uczestnictwo w zyciu
przedszkola czy szkoly, utrudnia uczenie si¢, nawigzywanie satysfakcjonujacych re-
lacji rowies$niczych, dlatego tak wazne jest eliminowanie sensorycznych barier oraz
ksztaltowanie przyjaznego sensorycznie $rodowiska. Od chwili opisania przez Leo
Kannera w 1943 roku zaburzenie autystyczne z uwagi na swoja ztozonos¢ i niejedno-
rodno$¢ bylo przedmiotem zainteresowania wielu badaczy. Rosta nie tylko $wiado-
mos¢ wystepowania autyzmu, ale takze specyfiki odbioru i przetwarzania bodzcow
sensorycznych?. Redefinicja autyzmu zawarta w Klasyfikacji zaburzen psychicznych
Amerykanskiego Towarzystwa Psychiatrycznego DSM-5° — wlaczenie do kryteriow
diagnostycznych hiper- lub hiporeaktywnosci, stanowi uzasadnienie przyjecia sen-
sorycznej perspektywy w procesie wieloprofilowej diagnozy dziecka oraz planowa-
niu oddzialywan tak edukacyjnych, jak i terapeutycznych. O ,alternatywnej rzeczy-
wistosci sensorycznej” * dowiadujemy sie takze z autobiograficznych relacji oséb
ze spektrum autyzmu. Wspomnienia Temple Grandin (Modzg autystyczny), Donny
Williams (Nikt nigdzie), Naokiego Higashida (Dlaczego podskakuje), Dietmara Zol-
lera (Gdybym mdgt z wami rozmawia() oraz wielu innych samorzecznikéw pozwalaja
spojrze¢ na rzeczywisto$¢ sensoryczng z innej perspektywy oraz zrozumie¢, jak in-
dywidualny, zréznicowany i wielowymiarowy jest autyzm. Jako diagnosta i terapeuta
integracji sensorycznej chcialabym zaprezentowaé metode integracji sensorycznej®

! C. Delacato, Dziwne, niepojete. Autystyczne dziecko, Fundacja Synapsis, Warszawa 1995.

? Warto w tym miejscu wymieni¢ za O. Bogdashing prace takich badaczy jak: Escalone, 1948;
Ornitz, 1969, 1974; Delacato, 1974; Volkmar, Cohen iin., 1986; Wing, 1972; Astderau iin., 2013;
Lane, Molloy, Bishop. O. Bogdashina, Sensory perceptual issues in autism and Asperger syndrome.
Different Sensory Experiences — Different Perceptual Words, Jessica Kingsley Publishers, London
2016, s. 25-29. W$rdd polskich badan podnoszacych specyfike przetwarzania sensorycznego dzieci
ze spektrum autyzmu wymieni¢ nalezy dysertacje doktorska Marty Wisniewskiej Profile sensoryczne
dzieci z zaburzeniami rozwojowymi w wieku 3-10 lat - diagnoza i wskazania do terapii (Akademia
Pedagogiki Specjalnej) oraz Zuzanny Domasiewicz Specyfika odbioru i przetwarzania bodZcow sen-
sorycznych a nasilenie zburze# rozwoju dzieci z autyzmem (Uniwersytet Warszawski).

* P. Galecki iin. (red.), Kryteria diagnostyczne zaburze# psychicznych DSM-5, Edra Urban &
Partner, Wroclaw 2018.

* Okreélenie zostato ukute przez Temple Grandin - profesor zootechniki na Uniwersytecie Co-
lorado, dorostej kobiety z autyzmem, autorki wielu ksigzek na temat funkcjonowania oséb ze spek-
trum autyzmu. T. Grandin, Mozg autystyczny. Podréz w glgb niezwyklych umystéw, Copernicus Cen-
ter Press, Krakow 2018, s. 107.

> Metoda integracji sensorycznej trafita do Polski w 1993 roku, wéwczas odbyt sie¢ pierwszy
kurs integracji sensorycznej w Polsce.
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Jean A. Ayres jako jedng z mozliwych odpowiedzi na specyficzny odbiér bodzcow
zmystowych u dzieci ze spektrum autyzmu.

Integracja sensoryczna - podstawy teoretyczne

Termin integracja sensoryczna zostal po raz pierwszy uzyty przez neurofizjo-
loga Charlesa Sherringtona w 1902 roku®. Jednak to dzieki pionierskim hipotezom
sformutowanym w latach szes¢dziesigtych XX wieku przez amerykanskyg badaczke
Ayres (1920-1988) trafil on na state do stownika terapeutdw, pedagogéw specjalnych,
nauczycieli pracujacych z osobami o nietypowym rozwoju. Badaczka - psycholog,
terapeuta zajeciowy, pracownik Uniwersytetu Kalifornijskiego w Stanach Zjedno-
czonych, korzystajac z dorobku psychologii, neurofizjologii systeméw zmystowych
oraz neurobiologii, ukazala zwigzek miedzy nietypowym odbiorem bodzcéw zmysto-
wych a procesami uczenia si¢’. Poczatkowo metoda znajdowala zastosowanie wobec
uczniow o specyficznych trudnosciach w nauce, z czasem zas poszerzyla swoje grono
odbiorcow takze o dzieci z nietypowym czy zaburzonym rozwojem. Ayres jest autor-
ka zaréwno teoretycznych podstaw metody integracji sensorycznej, jak i komplekso-
wej metody terapii oraz diagnozy, a jej dorobek jest kontynuowany przez badaczy na
calym swiecie.

Integracja sensoryczna jest zagadnieniem wielowymiarowym, odnosi si¢ bowiem
do rozwoju psychoruchowego, spofeczno-emocjonalnego, nauki szkolnej, zachowa-
nia oraz zdolnosci do samoregulacji. Stownik pedagogiki specjalnej wskazuje, iz jest to:

proces celowej organizacji informacji docierajagcych do moézgu ze wszystkich
zmystow (wzroku, dotyku, ukladu proprioceptywnego, kinestezji, réwnowagi,
stuchu, powonienia oraz smaku), polegajacy na rozpoznaniu, segregacji, inter-
pretacji i unifikacji tych informacji, umozliwiajacy adekwatng reakcje i celowe
dzialanie, stanowigc odpowiedz adaptacyjng na wymagania ptynace z otoczenia®.

Integracja sensoryczna jest procesem interakcji i koordynacji dwdch lub wie-
cej funkeji, gdzie odbierane informacje sensoryczne sa organizowane i interpreto-
wane, tak by mozliwe bylo opracowanie efektywnej odpowiedzi behawioralnej. Jest
to wejscie w stan, ktéry Ayres nazywa ,stanem samoutrwalajacej si¢ rownowagi™.

¢ V. Maas, Uczenie sig przez zmysty, Harmonia, Gdansk 2016, s. 18.

7 Zob. ]. Ayres, Integracja sensoryczna a zaburzenia uczenia sig, Harmonia, Warszawa 2018,
s. 13-17; M. Wisniewska, Profil Sensoryczny Dziecka (PSD) - model diagnozy profilu sensorycznego
dzieci z zaburzeniami w rozwoju, Pracownia Testéw Psychologicznych i Pedagogicznych, Gdansk
2014, s. 16; Z. Przyrowski, Integracja sensoryczna. Wprowadzenie do teorii, diagnozy i terapii, Empis,
Warszawa 2012, s. 13; V. Maas, Integracja sensoryczna a neuronauka - od narodzin do staroéci, Fun-
dacja Innowacja, Warszawa 2007, s. 155-158; V. Maas, dz. cyt., s. 23.

8 M. Kupisiewcz, Integracja sensoryczna, [w:] tegoz, Sfownik pedagogiki specjalnej, Wydawnic-
two Naukowe PWN, Warszawa 2014, s. 138.

° J. Ayres, dz. cyt., s. 46.
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Integracja sensoryczna jest planowang, chociaz niedyrektywng organizacja stymula-
cji zmystowej, przy aktywnym udziale dziecka. W czasie terapii dziecko nie uczy si¢
konkretnych umiejetnosci. Doskonalgce sie procesy integracji sensorycznej w mézgu
tworzg warunki do ich nabywania.

Do zrozumienia zalozen metody integracji sensorycznej wedlug Ayres konieczna
jest rekonstrukeja jej zalozen teoretycznych. Badaczka oparla swoja teorig¢ na nastepu-
jacych konstruktach: koncepcji plastycznosci i integralno$ci ukltadu nerwowego oraz
sekwencyjnosci rozwoju procesow integracji sensorycznej.

Termin plastycznos¢ neuronalna zostal wprowadzony przez polskiego uczone-
go Jerzego Konorskiego. Pod tym pojeciem kryje sie proces pozwalajacy na doko-
nywanie modyfikacji i zmian w obrebie uktadu nerwowego. Reorganizacja potaczen
synaptycznych jest mozliwa dzigki rozgalezianiu irozrastaniu si¢ aksonéow - tzw.
sprouting, wytracaniu niepotrzebnych polaczen neuronalnych oraz dzigki procesom
kompensacyjnym i restytucyjnym. Plastycznos¢ jest procesem uniwersalnym, ktory
trwa przez cale Zycie, cho¢ intensyfikacja zmian moze by¢ rézna w poszczegdlnych
etapach Zycia'. Jak konstatuje Ayres, plastycznos¢ jest wrodzonym mechanizmem -
»zdolnoscig moézgu do zmiany” - ktory pozwala rozwija¢ lub wzmacniaé¢ procesy
umozliwiajace skuteczne dzialanie i wspotdziatanie z otoczeniem. Dynamika rozwoju
jest zalezna miedzy innymi od doswiadczen czuciowo-ruchowych, ktére pozwalajg na
modyfikacje w obrebie wszystkich pozioméw uktadu nerwowego!'.

Integracja sensoryczna jest przez wielu potocznie nazywana forma naukowej
zabawy, gdyz w procesach integracyjnych kluczowa role odgrywa motywacja i za-
angazowanie si¢ dziecka. W tym miejscu nalezy odrézni¢ bierng stymulacje zmy-
stowg od terapii metoda integracji sensorycznej. Aktywne uczestnictwo dziecka jest
warunkiem efektywnego przebiegu dziatan terapeutycznych. W metodzie integracji
sensorycznej podkresla sie role wewnetrznego pedu rozwoju, ktory Carol Kranovitz
okre$la metaforycznie ,,apetytem na pokarm sensoryczny”*% Nie byloby to mozliwe
bez uwzglednienia krytycznych momentéw rozwoju dziecka oraz wiasciwie zaada-
ptowanego, przyjaznego i zréznicowanego — przez co atrakcyjnego sensorycznie $ro-
dowiska.

Kolejnym zalozeniem teoretycznym modelu integracji sensorycznej wedlug Ayres
jest integralnos¢ ukladu nerwowego. Odnosi si¢ ona do wzajemnych, nierozerwal-
nych zaleznoséci miedzy nizszymi i wyzszymi strukturami moézgu. Osrodki korowe
i podkorowe wspdlpracuja ze sobg na zasadzie sprz¢zenia zwrotnego. Oznacza to, iz
funkcjonowanie wyzszych struktur — korowych, jest zalezne od funkcjonowania niz-
szych - podkorowych. To wlasnie w strukturach podkorowych zachodzg podstawo-

' M. Borkowska, Integracja sensoryczna w rozwoju dziecka. Podstawy neurofizjologiczne, Har-
monia, Gdansk 2018, s. 139-196.

. Ayres, dz. cyt., s. 33-38, 60-61.

12 C. Kranovitz, Nie-zgrane dziecko. Zaburzenia przetwarzania sensorycznego — diagnoza i po-
stegpowanie, Harmonia, Gdansk 2012, s. 77.
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we procesy integracji zmystowej, natomiast ich prace warunkujg determinanty pty-
nace z warstw korowych. Integralno$¢ oraz hierarchicznos¢ moézgu pozwolila Ayres
na osadzenie metody w przekonaniu, iz wlasciwa stymulacja struktur podkorowych
umozliwia doskonalenie pracy moézgu, tworzenie podatnego gruntu dla procesow
uczenia sie".

Sekwencyjno$¢ procesdéw integracji sensorycznej stanowi kolejny, podstawowy
konstrukt teoretyczny metody. Ayres wyrdznila cztery poziomy proceséw integracji
sensorycznej bedace odzwierciedleniem poszczegdlnych kamieni milowych rozwoju.
Co warto podkresli¢, badaczka nie wyodrebnita cezur czasowych miedzy poszczegol-
nymi poziomami. Na kanwie juz osiagnietych umiejetnosci wyrastaja kolejne, coraz
bardziej ztozone funkcje percepcyjno-motoryczne.

« doskonalenie ztozonych
umiejetnosci motorycznych —
motoryka precyzyjna,

motoryka artykulacyjna

* bazowe systemy zmystowe: « koordynacja wzrokowo-

dotyk, przedsionek, ruchowa
propriocepcja « dyskryminacja wzrokowa
* czynnosci odruchowe i stuchowa
] Poziom | Poziom Il Poziom IlI Poziom IV
pierwotne systemy umiejetnosci umiejetnosci gotowosé
sensoryczne sensoryczno-motoryczne |  percepcyjno-sensoryczne szkolna

* motoryka duza i koordynacja

* percepcja ciata —
somatognozja, planowanie
ruchu

* umiejetnosci szkolne

« doskonalenie procesow
percepcyjno-motorycznych

« koncentracja uwagi

« regulacja emocjonalna
+ samodzielno$¢

Rys. 1. Poziomu proceséw integracji sensorycznej

Zrédto: opracowanie whasne na podstawie M. Wiéniewska, Profil Sensoryczny Dziecka (PSD) — model diagnozy profilu
sensorycznego dzieci z zaburzeniami w rozwoju, Pracownia Testéw Psychologicznych i Pedagogicznych, Gdansk
2014, s. 26-28; C. Kranovitz, Nie-zgrane dziecko. Zaburzenia przetwarzania sensorycznego — diagnoza i postepowanie,
Harmonia, Gdansk 2012, s. 75-76.

Zaburzenia przetwarzania sensorycznego

Interesujaca — nie tylko pod wzgledem poznawczym, ale takze w perspektywie
praktyki edukacyjnej - jest typologia zaburzen przetwarzania sensorycznego. W tym
konteksécie omdwione zostang réznorodne zachowania dzieci ze spektrum autyzmu.

Klasyfikacja zaburzen przetwarzania sensorycznego zaproponowana przez Lucy
Jane Miller — amerykanska terapeutke i badaczke zwigzang miedzy innymi z Uniwer-
sytetem Kolorado w Denver oraz o$rodkiem STAR - Sensory Therapies and Research,
kontynuatorke prac Ayres, jest probg unifikacji terminologii i uporzadkowania niesci-

1 Z. Przyrowski, dz. cyt., s. 45-46.
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stosci, pojeciowego chaosu zaréwno wokot samej metody, jak i badan prowadzonych
nad jej skutecznoscia, ale przede wszystkim wprowadzenia przetwarzania sensorycz-
nego jako prawomocnej jednostki diagnostycznej. Zaburzenia przetwarzania senso-
rycznego (z ang. sensory processing disorder — SPD) nie zostaly wlaczone do DSM-5",
nie sg takze ujete w obowiagzujacej w Polsce Miedzynarodowej Statystycznej Klasy-
fikacji Choréb i Probleméw Zdrowotnych ICD-10" ani wprowadzanej ICD-11".
Jednostka ta jako ,,Zaburzenia regulacji zwigzane z przetwarzaniem bodzcéw senso-
rycznych” figuruje w Klasyfikacji diagnostycznej zaburzen psychicznych i rozwojowych
w okresie niemowlectwa i wezesnego dziecinistwa DC:0-3R".

Wytoniong przez Miller klasyfikacje zaburzen przetwarzania sensorycznego
przedstawia rysunek 2.

zaburzenia przetwarzania
sensorycznego
(sensory processing disorder)

zaburzenia modulacji zaburzenia ruchowe zaburzenia réznicowania
sensorycznej o podtozu sensoryczym sensorycznego
(sensory modufation disorder) (sensory-based motor disorder) (sensory discrimination disorder)

Rys. 2. Klasyfikacja zaburzen przetwarzania sensorycznego wedtug L. Miller

Zrédto: L. Miller, Dzieci w wiecie doznan. Jak pomdc dzieciom z zaburzeniami przetwarzania sensorycznego?, Harmo-
nia, Gdarisk 2016, s. 50-51.

Wytonione przez Miller typy zaburzen przetwarzania sensorycznego moga doty-
czy¢ jednego, kilku, a nawet wszystkich systeméw zmystowych oraz wspotwystepo-
waé w dowolnych konfiguracjach, co ukazuje, jak zréznicowanym i wielowymiaro-
wym procesem jest przetwarzanie sensoryczne.

Modulacja polega na autoregulacji ukltadu nerwowego, oparta jest na procesach
wzmacniania badz hamowania aktywnosci neuronalnej, tak by utrzymac¢ odpowiedni
poziom pobudzenia oraz stan homeostazy'®. Zaburzenia modulacji sensorycznej dzie-

" P. Galeckiiin., dz. cyt.

'* Miedzynarodowa Statystyczna Klasyfikacja Chordb i Probleméw Zdrowotnych - X Rewizja,
Tom II, wydanie 2008.

' International Classification of Diseases, 11th Revision, https://icd.who.int/en [dostep:
28.10.2019].

7 Klasyfikacja diagnostyczna DC:0-3R. Klasyfikacja diagnostyczna zaburzeti psychicznych
i rozwojowych w okresie niemowlectwa i wczesnego dzieciristwa, Oficyna Wydawnicza ,,Fundament’,
Warszawa 2007, s. 63-72; Klasyfikacja diagnostyczna DC:0-3. Opisy kliniczne dzieci oraz ich rodzin.
Jak korzysta¢ z Klasyfikacji diagnostycznej zaburze psychicznych i rozwojowych w okresie niemow-
lectwa i wezesnego dzieciristwa w procesie diagnozy i planowania terapii, Oficyna Wydawnicza ,,Fun-
dament”, Warszawa 2007, s. 197-267.

8 M. Kupisiewicz, dz. cyt., s. 189.
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la si¢ na trzy podtypy: nadreaktywno$¢, podreaktywnos¢ oraz poszukiwanie wrazen
sensorycznych. Wiele sposrod nietypowych zachowan dzieci ze spektrum autyzmu
mozna wyjasni¢ procesami nieprawidtowej modulacji zmystowej, za$ ich funkcjono-
wanie sensoryczne rozpatrywaé w perspektywie kontinuum miedzy hiperreaktyw-
noscig i hiporeaktywnosciag. Modulacja jest odpowiedzialna za reakcje organizmu na
bodzce pochodzace ze $Srodowiska, adaptowanie si¢ do warunkéw panujacych w oto-
czeniu, regulacje stanu emocjonalnego oraz kierowanie uwaga.

Nadreaktywno$¢ sensoryczna, nazywana takze obronnoscig zmystowa, zwigzana
jest z szybka, nieproporcjonalng do sytuacji, intensywna reakcja na bodziec senso-
ryczny. Wskaznikiem behawioralnym nadreaktywnosci moze by¢ walka — zacho-
wania zakldcajace, a nawet agresywne, badz ucieczka, na przyklad zatykanie uszu
w reakcji na niektore dzwieki, uciekanie od ich zrodta czy tez krzyk. Nadwrazliwo$¢
moze dotyczy¢ zmystu jednej modalnosci lub tez wspotwystepowac z nadwrazliwo-
$ciami w obrebie pozostalych systeméw zmystowych. U dzieci ze spektrum autyzmu
mozemy obserwowac szeroki wachlarz réznorodnych wskaznikéw behawioralnych
$wiadczacych o nadwrazliwosci: pocieranie, przecieranie ciala, rolowanie ubran,
uderzanie i opukiwanie si¢, krzyk, ptacz. Bariera tkwigcg w otoczeniu, utrudniajacg
funkcjonowanie, jednoczes$nie bedgcg katalizatorem nietypowych zachowan moze
by¢ w obrebie:

- systemu stuchowego: dzwiek szkolnego dzwonka, instrumentéw, $piewanie

piosenki, echo na sali gimnastycznej czy basenie, dzwigk splukiwanej wody
w toalecie, gwar, stukanie szpilek, odglos spozywanego pokarmu - chrupanie;

- systemu dotykowego: tekstura ubran, draznigca skore aplikacja, metka, szew
skarpetki, kotnierzyk, plusz wewnatrz bluzy, oddech osoby stojacej obok, do-
tkniecie kanapki, struktura pokarmu, malowanie farbami, klejenie;

- systemu przedsionkowego: strach lub nadmierny odruch asekuracyjny w czasie
odrywania nég od podloza, wchodzenia i schodzenia po schodach, przejscia
przez korytarz, wykonywania aktywnos$ci w ramach wychowania fizycznego;

- systemu wechowego: zapach dochodzacy ze stotéwki, przebieralni, perfumy,
zapach lakieru do wloséw, kosmetykow.

U podstaw nadwrazliwosci lezy obnizony prog odczuwania, ktéry jednoczesnie
skutkuje wysokim poziomem leku. Nadwrazliwos¢ i towarzyszacy jej lek powoduje,
iz dziecku z autyzmem jest jeszcze trudniej zerwa¢ z rutyna, planem dnia. Skutecznie
utrudnione jest ptynne przechodzenie z jednej czynnosci w druga. Stale bombardo-
wane sensorycznymi informacjami dziecko ucieka od sensorycznie przeladowanej
rzeczywistosci w $wiat stalosci, schematyzmu, powtarzalno$ci, rytualu. Wowczas
koncentracja na malym, fragmentarycznym wycinku rzeczywistosci — kolyszacych
sie lidciach za oknem, unoszacym si¢ w lunie $wiatla paproszku lub zwyklej nitce
na dywanie, otwieranie i zamykanie drzwi, gaszenie i zapalnie wigcznikiem $wiatla,
wkladanie i wykltadanie, przynosi ukojenie. Rabka tego tajemniczego $wiata uchyla
swoim czytelnikom Donna Williams:
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Po jakims$ czasie nauczytam sie ucieka¢ od swiata, w co tylko chciatam. Mogty
to by¢ wzory na tapecie lub dywanie, jaki$ powtarzajacy sie dzwigk; na przyktad
gluchy odglos, jaki powstawal, kiedy klepatam sie po brodzie. Nawet ludzie nie
stanowili juz problemu. Ich stowa wydawaly si¢ beztadna paplanina, a ich glosy
jedynie szeregiem dzwiekéw. Mogtam na nich patrze¢ az do chwili, kiedy mnie
juz z nimi nie byto. PéZniej nauczylam si¢ zatraca¢ nawet w ludziach®.

Na przeciwstawnym biegunie lokuja si¢ zaburzenia modulacji o podtypie podre-
aktywnosci, wowczas reakcja na bodziec zmystowy jest powolna, potrzeba silnego,
zintensyfikowanego bodzca, aby podja¢ dzialanie, na przyktad zejs¢ z karuzeli po
dlugotrwatym wirowaniu, zauwazy¢ zmiane temperatury, reagowac na to, co dzieje
sie w otoczeniu, uslysze¢ wolanie, wejscie i wyjscie osoby z pomieszczenia, a nawet
zidentyfikowac bol po uderzaniu glowg w zagtowek tapczanu czy w podtoge.

Kolejny, trzeci podtyp zaburzen modulacji to poszukiwanie wrazen sensorycz-
nych, a wiec aktywne domaganie si¢ zaspokojenia wygérowanych potrzeb zmysto-
wych, co czgsto wiaze sie¢ z przekroczeniem lub ztamaniem ogodlnie przyjetych norm
postepowania. Dzieciom o tym podtypie zaburzen bardzo trudno jest przeja¢ kontro-
le nad zachowaniem, niekiedy przybiera ono skrajng, autoagresywna forme. Z uwagi
na nienasycong potrzebe sensorycznego zaspokojenia dzieci z autyzmem poszukuja-
ce silnych wrazen zmystowych mogga zjada¢, oblizywac lub obwachiwac osoby i obiek-
ty w otoczeniu, wspina¢ si¢ na meble, skakac¢, krecié si¢ w kotko, zblizaé zrodla $wiatta
do galki ocznej, wpatrywa¢ sie w przedmioty, macha¢, potrzgsa¢ nimi na wysokoéci
oczu, pociera¢ powieki, wyrywac rzesy. Williams opisuje to w nastepujacy sposob:

Podczas zabaw ilunchu pily$my z Sandra tak duzo wody, ze mialy$émy wraze-
nie, ze za chwile pekniemy. Zaczynaly$my sie wtedy dusi¢. Nawet nasze twarze
stawaly sie niebieskie, po czym, z ledwoscig tapigc oddech, dostawaly$my ataku
kaszlu. Wpychatysmy sobie do $rodka oczy, zeby lepiej widzie¢ kolory, i krzy-
czaly$my az do bolu gardla. Uwazatam to za $wietna zabawe. Odkrylam wte-
dy, ze potrafie dzieli¢ si¢ fizycznymi doznaniami. W towarzystwie innych osob
moje zmysly nie dzialaly i stawatam sie tak bardzo nieczutla, ze dopiero sytuacje
ekstremalne pobudzaly je do reakcji®.

Kolejny podtyp zaburzen modulacyjnych stanowig zaburzenia ruchowe o podlozu
sensorycznym. Objawiajg sie pod postacig dyspraksji - ang. dyspraxia badz zaburzen
posturalnych - z ang. postural disorder. Pod pojeciem dyspraksji kryja sie zaburzenia
na poziomie motorycznym, a wiec wykonawstwa czynnosci, oraz poznawczym, czyli
wizualizacji jej przebiegu. Jej rezultatem sa zaburzenia w zakresie planowania oraz
realizacji sekwencji czynnosci ruchowych zaréwno w obrebie motoryki duzej, a wigc
pracy duzych grup miesniowych (na przyklad ubieranie si¢), jak i motoryki malej (na
przyklad wycinanie, pisanie, rysowanie, postugiwanie sie sztu¢cami) czy artykulacyj-

¥ D. Williams, Nikt nigdzie. Niezwykla autobiografia autystycznej dziewczyny, Wydawnictwo
Fraszka Edukacyjna, Warszawa 2011, s. 6.
20 Tamze, s. 22.
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nej?'. Zaburzenia posturalne natomiast odnosza si¢ do stabilizacji ciala oraz dystry-
bucji napigcia miesniowego.

Trzecim typem zaburzen przetwarzania sensorycznego s zaburzenia w zakresie
réznicowania sensorycznego. Dyskryminacja jest waznym elementem przetwarzania
sensorycznego, obejmujacym ocene wlasciwosci oraz réznicowanie bodzcéw pocho-
dzacych z otoczenia, na przyklad réznicowanie glosek podobnych pod wzgledem gra-
ficznym czy fonetycznym, réznicowanie konsystencji, temperatury, struktury pokar-
moéw, ich smakoéw oraz zapachu czy tez uruchamianie odpowiedniej sity w zabawie,
samodzielnego hustania sie, jazdy na rowerze.

Inng klasyfikacje zaburzen przetwarzania sensorycznego zaproponowala ame-
rykanska badaczka Winnie Dunn. Stworzyla autorski Model Czterech Kwadrantow
Przetwarzania Sensorycznego (Dunn’s Four Quadrant Model of Sensory Processing)
oparty na zaleznosciach miedzy niskim i wysokim neurologicznym progiem pobu-
dzenia a kontinuum reakcji behawioralnej — od reakcji pasywnej do aktywne;j. Te dwa
komponenty badaczka przedstawita za pomocag krzyzujacych sie osi, wyznaczajac
tym samym czteroelementowy model przetwarzania sensorycznego. Reakcje beha-
wioralne dla niskiego progu pobudzenia moga przybra¢ postaé pasywna i objawiaé
sie jako wrazliwo$¢ sensoryczna — z ang. sensory sensitivity, szybkie identyfikowanie
bodzcéw w otoczeniu, wzmozona rozpraszalno$¢ pod wplywem bodzcéw. Moga tez
przybra¢ posta¢ aktywna i ujawniac si¢ jako sensoryczne unikanie - z ang. sensory
avoiding. Natomiast dla wysokiego progu pobudzenia na biegunie reakcji pasywnych
charakterystyczna jest slaba rejestracja — z ang. low registration, czyli niedostrzeganie
bodzcéw, biernos¢, odciecie sig, zas dla reakcji aktywnych typowe jest poszukiwanie
sensoryczne — z ang. sensory seeking®.

Rekomendacje

Zaburzenia w zakresie przetwarzania sensorycznego moga wzmaga¢ trudnosci
oraz deficyty w funkcjonowaniu spofecznym® i komunikacyjnym** dzieci ze spek-
trum autyzmu. W tej perspektywie zasadne okazuje si¢ wiaczenie oceny funkcjono-
wania sensorycznego jako jednego z kluczowych elementéw diagnozy funkcjonalnej
dzieci z autyzmem zaréwno na poziomie poradni psychologiczno-pedagogicznej, jak
i pézniejszej diagnozy przedszkolnej oraz szkolnej w ramach wielospecjalistycznej
oceny funkcjonowania ucznia (WOPFU) i konstruowania indywidualnego programu

21 M. Kupisiewicz, dz. cyt., s. 91.

2 M. Wisniewska, dz. cyt., s. 49-52.

» C.L. Hilton et al., Sensory responsiveness as a predictor of social severity in children with high
functioning autism spectrum disorders, “Journal of Autism and Developmental Disorders” 2010,
Vol. 40, s. 937-945.

2 A.E. Lane, Sensory processing subtypes in autism: association with adaptive behavior, “Journal
of Autism and Developmental Disorders” 2010, Vol. 40, s. 112-122.
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edukacyjno-terapeutycznego (IPET). Wérod rekomendacji do planowania i organi-
zacji pracy z dzie¢mi ze spektrum autyzmu sa miedzy innymi:

- wieloprofilowa, funkcjonalna diagnoza obejmujaca specyfike odbioru i prze-
twarzania bodzcéw zmystowych;

- wzrost $wiadomosci specyfiki funkcjonowania sensorycznego dzieci ze spek-
trum autyzmu wéréd nauczycieli oraz ich rodzicow;

- akceptacja odmiennego, ale nie gorszego funkcjonowania sensorycznego;

- systematyczny monitoring poziomu pobudzenia dziecka oraz zaspokajanie in-
dywidualnych potrzeb sensorycznych jako strategia proaktywna wobec dzieci
ze spektrum autyzmu;

- stosowanie strategii zaradczych — tzw. alert programy (ukierunkowane na nauke
stosowania przez dziecko technik samoregulacji, zwlaszcza podczas mierzenia
sie z sytuacjg emocjonalnie trudng, niepowodzeniem - jako odpowiedz na py-
tanie Co moge zrobié, aby poczud sig lepiej? oraz potrzebe wyciszenia, ukojenia),
plany dnia oraz aktywnosci, ,apteczki sensoryczne” (podreczne akcesoria, na
przyktad w koszyczku, worku, zawieszone na smyczy, ktére pozwola dziecku
w spolecznie akceptowany sposob zaspokoi¢ potrzebe sensoryczng: tasmy typu
thera band, grippery, fidget toy, zabawki typu squeeze, a wiec takie, ktére dzigki
swoim wlasciwoéciom sg podatne na rozcigganie, zgniatanie, ugniatanie), po-
koje/przestrzenie wyciszania lub zaspokajania poprzez odpowiednig stymulacje
zmystowg jako profilaktyka wystepowania zachowan zakldcajacych;

- tworzenie przyjaznego sensorycznie srodowiska — odpowiednia infrastruktura
przedszkola i szkoty;

- spojrzenie na ars educandi przez ,,sensoryczne okulary”;

- tworzenie warunkow dla edukacji wlaczajacej poprzez ksztaltowanie wrazli-
wosci i gotowosci do akceptacji innosci, réznorodnosci wéréd uczniow, rodzi-
cow i nauczycieli.

Podsumowanie

Zuwagi na niejednorodnos¢ objawéw ipoziomoéw intensyfikacji trudnosci
sensorycznych w codziennym funkcjonowaniu specyfika odbioru i przetwarzania
bodzcéw sensorycznych u dzieci ze spektrum autyzmu jest zagadnieniem bardzo
zfozonym i trudnym. Zaburzenia modulacji korespondujg z wieloma kardynalnymi
cechami autyzmu. Oznacza to, Ze zrozumienie funkcjonowania dzieci ze spektrum
autyzmu, planowanie dzialan terapeutycznych oraz stawienie prognoz ich dalszego
rozwoju nie moze odbywac sie bez rozstrzygniecia, jaki jest ich aktualny profil senso-
ryczny. Wcigz jednak mato jest badan podnoszacych kwestie specyfiki odbioru i prze-
twarzania bodzcéw sensorycznych u 0séb ze spektrum autyzmu.

Interesujgcym wyzwaniem badawczym byloby ukazanie przetwarzania senso-
rycznego z ich perspektywy. Mysle, ze najlepszg konkluzjg bedzie oddanie glosu jed-



»Zrozumiec niepojete” - specyfika odbioru i przetwarzania bodzcéw sensorycznych... 57

nej z najstynniejszych oséb ze spektrum autyzmu, Temple Grandin: ,Naukowcy, kto-
rzy beda chcieli si¢ dowiedzie¢, jak to jest by¢ jednym z wielu, wielu ludzi, ktorzy zyja

w alternatywnej rzeczywistoéci sensorycznej, beda musieli ich o to sami zapyta™.
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The birth of institutional pre-school education in Europe at the turn of the
19th century was not only related to the ideological opinions and pedagogical insights
of important philanthropic individuals and societies, but also to the socio-economic
situation, contingent mainly on the development of industry and trade.' At the be-
ginning of the 19th century, a type of childcare institution had arisen that had a so-
cial function. It kept children of a working-class background off the streets. Across
many countries?, the industrial revolution had not created favourable conditions for
these children. The development of an inexpensive workforce of women and children
prompted the need for a new approach to day-care for children.

The most successful introduction of childcare is generally considered to be the
so-called ‘infant school’ in New Lanark in Scotland, founded in 1816 by Robert
Owen.? In England, the first infant school in Westminster, London was established
in 1820, followed by a similar establishment in the Spitalfields district, run by Samuel
Wilderspin. Wilderspin wrote the first book on the education of children under the ti-
tle Infant Education or Remarks on the Importance of Educating the Infant Poor (1823).
This book is considered to be responsible for the spread of infant schools across Eu-
rope. * Seismic social changes during the 19th century altered the family structure, the
status of the mother and of pre-school education. In developed European countries,
the reform school and education movement were born. Population movement from
villages to cities changed the demographic structure of towns. The living conditions of
working-class children prompted the need for social care of young children.

In the first half of the 19th century, revolutionary ideas emerged from Western
Europe regarding women’s position in society. In the thirties, there were pre-school
facilities in several countries, not only in England and France. From early in the
19th century pre-school institutions were established in industrialised countries. The
emergence of pre-school caregivers did not only concern Europe; similar trends were
seen in the United States — in New York in 1835, there were already 27 such institutions.
Even in South Africa, the success of ‘infant schools’ was celebrated thanks to James
Buchanan. These early pre-school facilities formed the basis for the development of
pre-school institutions into the future. But let us return to Europe. In the 1930s, infant

! In most states, with the Industrial Revolution, workers had a disproportionately long working
day, and were under threat of permanent redundancy, which was why parents left young children
unsupervised for many hours. Left to fend for themselves many suffered from hunger, malnutrition
and various diseases. M. Bartuskova, Spolecenskd predskolni vychova v dobé vzniku nasich prvnich
opatroven, [in:] Kapitoly z histérie materského Skolstva na Slovensku, Bratislava 1970, pp. 49-50.

? Ministry of Interior of the Slovak Republic, State Archives in Bratislava, Trnava Branch, Tr-
nava Child Care Centre 1832-1863, carton no. 3, inventory no. 124, Die Kinderbewahranstalten,
August 1844, pp. 2-3.

> O. Siméon, Robert Owen’s Experiment at New Lanark: From Paternalism to Socialism (Pal-
grave Studies in Utopianism), Utopian Studies, 2017, pp. 13-44.

* B. Kasacova, Od detskych opatrovni po predskolskii edukdciu, [in:] E. Gasparova, M. Minova.
(eds.), Od detskej opatrovne k materskej skole, Banska Bystrica 2009, p. 5 onwards.
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schools were established in the Netherlands, Sweden, and Hungary, where collections
and charity events were organised to improve conditions for the poor and, in partic-
ular, care for pre-school children. Various charities funded caregivers and shelters
aiming to protect three to six-year-olds from the dangers of wandering the streets and
related delinquency. Infant schools taught children proper personal hygiene, provided
them with a basic education, and catered to their moral development. In addition to
day care, an educational training program was implemented in these facilities.
Philanthropy and volunteerism in the Habsburg monarchy, inspired by Christian
values, contributed greatly to addressing the social situation of poor working-class
families, by supporting the founding of charitable associations. One of those en-
gaged in these activities was Therese Countess von Brunswick, who, at the turn of
the 19th century, dealt with pedagogical issues in the Kingdom of Hungary. Her in-
spiration came from the works of Johann Heinrich Pestalozzi® and Friedrich Frobel’,
which introduced the theory of pre-school education in Europe and emphasised the
development of the natural abilities of groups of children while taking into account
the specific character of each individual.® Therese Countess von Brunswick,’ together
with her secretary, Anthony Rehlingen, published promotional leaflets and found-
ed philanthropic societies whose aim was to financially and pedagogically support

* J. Levicka, Detské opatrovne, [in:] V. Hornackova, D. Kollarova (eds.), Detskd opatroviia v Tr-
nave a jej aktudlnost dnes, predskolskd vychova ako vychova k harménii, Faculty of Education, Trnava
University, Trnava 2002, pp. 23-24.

¢ Johann Heinrich Pestalozzi (1746-1827) saw the misery of the people during his deprived
upbringing. He saw education as a means of improving one’s social situation. Influenced by the
ideas of Jean-Jacques Rousseau, he first created a system of elementary pedagogy. According to him,
teaching is meaningful when it is based on the natural development of the skills and abilities of
the child. Pestalozzi proceeded in his teaching from sensory cognition to the formation of con-
cepts. Convinced that children should study subjects in their natural environment, Pestalozzi devel-
oped a so-called ,,subject lesson,” which included exercises to explain forms, numbers and speech.
J. Levicka, Detské opatrovne, p. 23.

7 In Frobel’s pedagogy, great attention is paid to the creativity of the child, which should be
systematically developed through work, exercises and games. The game has a great educational si-
gnificance in the child’s life. Frobel developed the childrens’ games system and emphasized their
place in pre-school education. J. Levicka, Detské opatrovne, pp. 23-24.

8 Therese Countess von Brunswick met important Swiss educator and educational reformer
Pestalozzi in person, in Yverdon-les-Bains (the Swiss city where Pestalozzi opened an educational
institution for children of wealthy families). She knew his pedagogical works and the works of his
followers, particularly Friedrich Diesterweg and Karl John. In her memoires, Therese Countess von
Brunswick recalls her travels abroad, where she worked on the establishment of pre-schools with the
aristocracy and the high clergy - in Munich and Augsburg. J. Mikles, Filantropizmus Mdrie Terézie
Brunsvickej a zpravy slovenskych casopisov o potrebe zakladat detské opatrovne v 19. storo¢i na Slo-
vensku, [in:] Sbornik pedagogického institiitu v Banskej Bystrici IT, SPN, Bratislava 1970, pp. 96-116.

® R. Ristovska, Brunsvikovci a ich Zivot v Dolnej Krupej (Sonda do problematiky), Wydawnictwo
i Drukarnia Towarzystwo Stowakéw w Polsce, Krakow 2012, pp. 49-72.
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and lead pre-school institutions.'” After three years of trying to establish a childcare
house she succeeded in 1828. The first childcare institution she established in the
Kingdom of Hungary was the so-called Angel Garden, opened on 1 June 1828 in the
Christina Town district of the city of Buda. Thanks to Therese Countess von Bruns-
wick, other infant schools were established not only in Buda, Pest, but also in today’s
Slovakia: Banska Bystrica (1829), Bratislava (1830) and Trnava (1832)." A governor'
entrusted the care of infant schools in Trnava to the Society for the Promotion of
Good (Gesellschaft zur Beforderung des Guten)", led by the Therese Countess Appo-
nyi. After receiving a letter from the Trnava Municipal Administration, the founder
of the pre-school, Therese Countess von Brunswick took the first steps to establish
this institution. She sent her secretary and co-worker Anthony Rehlingen to Trnava,
to start this process.

In the monarchy, it was customary that the opening of pre-schools was always on
the name day of one of the important representatives of the Habsburg family, in the
case of Trnava, it was on Monday, 5 November 1832, on the name day of the Emperor
Karolina Augusta. The main role of this pre-school facility, according to Anthony
Rehlingen, was to develop the physical, moral and mental abilities of children. Child-
care was financially dependent on the charity of individual donors' and members
of the Society for the Promotion of Good. The main source of income, however, was
the endowment, which was the long-term financial property of a pre-school, and was
never used for the operation of the institute. An example of such an endowment was
a donation of 3000 Guldens by Count Apponyi and 5000 Guldens by the city.

The aim of setting up a pre-school in Trnava was to foster the religious and moral
education of children of pre-school age. These newly established institutes took in
both boys and girls, especially of poor parents, aged between two - three and seven
years, with an aim to educate children in a pleasant and varied way. The ethos of these
institutions, described by Anthony Rehlingen, was that children should be given the
opportunity to play in a safe and caring environment, with consideration given to
their moral development, thus providing them with the best prospects for the future.

1 Ministry of Interior, State Archives in Bratislava, Trnava Branch, Trnava Children’s Care
Centre 1832-1863 [further as: TCCC], carton no. 1, inv. no. 122, A. Rehlingen: Gedichte, 1833, p. 31,
no. 19. “Stidtische Pressburger Zeitung’, 10 August 1832, Carl Angermayer, Pressburg (Bratislava),
1764-1929.

' The statement on the status of childcare in the royal free cities of Buda and Pest, published
in the Stddtische Pressburger Zeitung in 1832, states that between July 1831 and July 1832, 656 chil-
dren were admitted to six institutions.

12 1. Mikles, Filantropizmus Marie Terézie Brunsvickej a zpravy slovenskych casopisov, p. 25.

1 The Trnava magistrate approved the proposal with the remark that the costs will not be paid
by the city, but that the announcement will be made public and those who can afford to should vol-
untarily contribute. J. Simonci¢, Detskd opatroviia v Trnave v rokoch 1832-1863, [in:] Mojej Trnave.
K dejindm Trnavy a okolia. Trnava 1998, pp. 287-290.

4 TCCC, op.cit., carton no. 1, inv. no. 1, Tagebuch iiber die Tyrnauer Bewahrschule (next Tage-
buch), November 1-11, 1832.
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These were lofty goals, but they were achieved. Visitors' to the infant schools were
amazed by the loving treatment of the children. For example, Transylvania’s Professor
Ladislav Laszl6 wrote that he very much preferred the infant school in Trnava to the
one in Cluj-Napoca in Romania, which was more focused on rigorous education. In
Trnava, the environment was more caring, more entertaining and, therefore, more ap-
propriate to the age-group. He particularly liked the dancing and singing classes.' If
needed, teaching assistants were assigned a teacher, who was responsible not only for
the children’s education but also for their everyday needs, hygiene etc. The children
were not to be left unsupervised while in the school."”

Great attention was devoted to the students’ progress. The teachers wrote up notes
each month and the results of individual pupils were compared. We learn about ev-
eryday life in the pre-school in Trnava from these teachers’ logs: the first was Anthony
Rehlingen, replaced by John Koholzer, followed by Max Planger, Joseph Gamperling
and finally Anthony Récz."”® These preserved logbooks also include the writings of the
secretary, of Rieder’s and of Count Apponyi, who substituted for the teaching staff in
their absence. The main goal of these teachers was to achieve the key aim of education
to develop each child’s potential in a holistic way."

In this study, we are looking in detail at the work of Anthony Rehlingen, who
was the first, and probably the most successful, teacher in the Trnava child care cen-
tre. From his diaries, teaching preparation and thoughts we can sense a natural-born
teacher.”® Anthony Rehlingen applied his pedagogical ideals right from the start of
the pre-school. He devoted himself to a small group of children in the still unfinished
classroom. He let the children play to get to know each other and get used to the
teacher as well as the school premises. When he saw that they were getting bored, he
taught them about school rules and teaching aids, such as slate tables, abacuses, wall
paintings, and so on.

He also explained some basic rules of hygiene, followed by marching. Throughout
this he was observing them and studying their character. There were troubled chil-
dren in the group. In his diary A. Rehlingen mentions one such boy, Louis Gétzy, who

> The most eminent visitor in Trnava was the Emperor Francis Joseph I. (13th August, 1852),
who received a deputation from the Children’s Care Centre. TCCC, op.cit., carton no. 2, inv. no. 87,
Tagebuch, August 13, 1852.

'® TCCC, op.cit., carton no. 1, inv. no. 1, Tagebuch, October 3, 1833. [Comp.:] E. Pill, Trnavskd
detskd opatroviia v rokoch 1832-1863, (Coursework), Trnava 1961, p. 56. The manuscript is saved
in Ministry of Interior, State Archives in Bratislava.

177, Simon¢i¢, Detskd opatroviia v Trnave v rokoch 1832-1863, p. 287.

18 7. Simonci¢, Vivoj a archivna charakteristika fondu detskej opatrovne v Trnave, [in:] V. Mi-
chalicka et al., Dejiny predskolskej vychovy na Slovensku, Zbornik Muzea $kolstva a pedagogiky, Bra-
tislava 1999, p. 38-39.

! M. Krajcovic¢ova, Rozvoj tvorivosti v sticasnej materskej skole, https://www.researchgate.net/
publication/303899177 Rozvoj tvorivosti v_sucasnej materskej skole Development of creati-
vity in contemporary pre-school [access: 30.06.2018].

20 7. Simondi¢, Detskd opatroviia v Trnave v rokoch 1832-1863, p. 288.
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was from a deprived home, similar to most of the children in the school. The teacher
described the boy’s character: “This boy is a pretty cruel master of his surroundings.
Insolence, ferocity, obstinacy and greediness are features of his character, which he
can hide as much as the cat can hide its claws. He treats the others badly, beats them,
quarrels with them, pushes them, etc. An ‘attack’ on his things resulted in pitiful cries
and terrible grimaces. When I reproached him for his evil behaviour and threatened
him with a rod, only to see if he could be moved by that remedy, he replied that noth-
ing would happen. The boy is only two years old. Well, I believe that in a few days
I will see visible signs of improvement” On November 10, 1832, the teacher again
mentioned Louis Gétzy, but with the remark that he was very good, he only needed
attention and “a cultivation of heart” With his kind approach, Rehlingen was able to
get the attention and respect of the children very quickly, as evidenced by his writings
in the November 11, 1832 diary: “[...] we have seen and demonstrated how order and
symmetry can evolve from disorder; obedience from disobedience; consistency from
inconsistency. At first it was chaos, everything was flying around, there were battles,
banging, crying, spitting, buzzing and drumming, all that was heard was stronger
tones and movements, like thunder and lightning in a storm. Now there is a cheer-
fulness, showing a nice image of a pre-school in which children learn the virtues of
obedience, which is key. I cannot adequately express my appreciation for Catherine
Ek, especially her passion, her adaptability, her love for children and her tact” Reh-
lingen taught through games and attributed great importance to the joyful and caring
environment at the school. Visitors were amazed at his kind treatment of the children,
without any harsh discipline that was common in similar institutes at that time.

Rehlingen considered the pre-schools primarily educational and not social in-
stitutions. He was of the opinion that “if we leave the earth alone, it will only grow
weeds. Cultivated land grows sweet fruits, and so it is with human nature [...]”*' Reh-
lingen was particularly keen on exploring nature, different animal species and plants.
In his pedagogical practice he used every opportunity to go out with the children to
the countryside, and in the school garden he used domestic plants to explain devel-
opment and growth. Among these plants were wheat, rye, barley, corn, lentils, peas,
beans, millet, flax and poppy. “Fun in the countryside,” Rehlingen wrote, “is really
refreshing for kids. They walk, march, run, jump, and hop. Small races strengthen
their lungs. Jumping over sticks brings them a lot of joy*

A. Rehlingen was convinced that a pre-school teacher should direct children’s fun
in a kind and gentle way. He considered games to have educational significance, de-
velop children’s acumen and benefit their health. He also believed that they played
a role in deepening moral and esthetical principles.” He introduced cubes to the play-

2 TCCC, op.cit., carton no. 1, inv. no. 6, Tagebuch, 16-26 January 1833.

2 TCCC, op.cit., carton no. 1, inv. no. 9, Tagebuch, 18 March - 13 April 1833.

3 TCCC, op.cit., carton no. 1, inv. no. 3, Tagebuch, July 18, 1832. Compare F. Pill, Trnavskd
detskd opatroviia v rokoch 1832-1863, p. 60.
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room, which were supplied by a carpenter. He describes the benefits of these toys:
»For children, the kits are an excellent toy because they cannot break them and they
are very colourful. They allow the children to make connections, encourage thinking
and improve insight. They are enjoyable for children and adults alike”* Further diary
entries show more evidence of his kind approach to education: “Consider the natural
inclinations of the child; it is not good to force a child to sit still when he wants to
walk, to force him to walk when he wants to stand. Activity is a natural need of the
body, and strengthens it. Children need to enjoy freedom - as long as they satisfy
a healthy need. Moodiness, however is not to be tolerated.”*

Anthony Rehlingen had ideals regarding education. He considered the best up-
bringing to be one with as little coercion and violence as possible. Instead, it was
necessary to plan learning opportunities where children perform their duties as if by
their own will. The children’s attention was improved by removing all disturbing in-
fluences, strong mental stimulation, resulting in emotions such as fear, horror or joy.
He tried to encourage their natural curiosity and inspire a cheerful mood.* For these
reasons, Rehlingen attributed great importance to learning songs. He talked about
beauty and singing as harmony: “Beauty is the harmony of expression in tangible
form; truth is the inner harmony of thoughts, emanating from reason, virtue or moral
good, in the same way as the harmony of ideas expressed in action. Nothing is easier
to wake in a child than the feeling of beauty, which is, as Friedrich Schiller very rightly
notes, the meaning of the spirit. The feeling of beauty is firstly awakened by music. If
music is taught to a child effortlessly and, most importantly, without coercion, love
for music leads to a love for life, especially with regard to spiritual and moral educa-
tion. Then music has a beneficial influence on all learning and on practical life. Music
becomes the essence of everything we learn and what we do and becomes the heav-
enly spirit that accompanies us everywhere and transforms the greatest disharmony
into harmony. This spirit elevates our senses and moves us from low to gentle, from
human to divine””

In connection with this quote from Rehlingen’s record, specific situations that
arose in the care centres, alluded to in Rehlingen’s notes, demonstrate the introduc-
tion of moral principles. When a difficult situation was resolved, the teacher pointed
out that the children had learned a moral lesson. In the case of a mother who has
succumbed to the will of her son only to satisfy his desire, M. Slavik gave an example
of Temistokles’s son, who once said, “My will is the will of Athenians, for what I want,
my mother wants and what she wants, even my father wants and his will is the will

# TCCC, op.cit., carton no. 1, inv. no. 6, Tagebuch, 16-26 January 1833.

» TCCC, op.cit., carton no. 1, inv. no. 8, Tagebuch, 20 February - 16 March 1833.

% J. Mikles, Rehlingenovo pedagogické posobenie v detskej opatrovni v Trnave, [in:] Sbornik ped-
agogickej fakulty v Banskej Bystrici VIII. Pedagogika-Psycholdgia, Bratislava 1966, p. 67.

¥ TCCC, op.cit., carton no. 1, inv. no. 6, Tagebuch, 16-26 January 1833.
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of the Athenians”* He believed that the formation of will in childhood was part of
the building of moral character. Adhering to a daily routine served to discipline the
children’s will. In this way, he cultivated a habit of regular work, which began and
ended at a fixed time. In addition to the development of the child’s psyche, Rehlingen
emphasised the body’s development and the children’s health. In a playful way, using
proverbs, they taught the children basic rules for health, for example: “Think about
it, before you put something in your mouth, if it’s a lot, it’s unhealthy”; “Never doubt
that ripe fruit is very healthy”?

Rehlingen opposed rote learning as a way of teaching prayers: “When they want
a child to pray, they tell him a prayer formula that the child does not understand and
struggles with for years. Instead of his spirit being lifted up to God, learning to know
and love him, the child turns away from him”* He condemned parents who punished
their child for not being able to recite the evening prayer that neither the child (nor
most of the parents) understood, sending the child to sleep upset. It is not by chance
that several days after these notes were taken, a number of clergymen appeared in the
nursing home to make sure that children were taught to pray. The teacher, however,
assured the Church in Trnava that the children did pray and explained to them that
the religion lesson was adapted to the understanding of young children.*

Anton Rehlingen’s ethos, his rich theoretical knowledge and experience gained
from teaching, inspired others to use his methods in the pre-schools even after his
departure from the institute® and subsequent death a few months later. It can be said
that his pedagogical views permanently influenced the course of the school. Reh-
lingen’s successors used his methods in their lesson preparation and were guided by
his book on childcare facilities — Die Bewahrschule fiir kleine Kinder von 2 bis 7 Jahre
(Kindergarten for small children from 2 to 7 years). One of the other teachers in the
pre-school was Max Planger, who took up this position on 23 September 1833. In his
own words, he came to the institution, “where children were protected from physical
and moral hardship from an early age, had their talents developed and were brought
up to be useful members of society”** Max Planger was kind to the children, and
emphasised clarity and diversity in learning. Under his supervision the children built
circles, squares, blunt and sharp angles, houses, towers and bridges on the floor or
on the benches. During natural history lessons they distinguished between traits of
plants and animals. The children had the opportunity to use their intellect comparing

# TCCC, op.cit., carton no. 1, inv. no. 8, Tagebuch, 20 February — 16 March 1833.

¥ TCCC, op.cit., carton no. 3, inv. no. 123, Die Lesen-unterricht fiir Bewahrschulen, von Anton
von Rehlingen, wailand. Lehrer der Tyrnauer bewahrschule.

¥ TCCC, op.cit., carton no. 1, inv. no. 7, Tagebuch, 28 January - 16 February 1833.

31 TCCC, op.cit., carton no. 1, inv. no. 7, Tagebuch, 28 January - 16 February 1833.

32 Rehlingen’s final inscription in his diary is dated 1 May 1833. He did not forget about his
schoolchildren, and he visited the children’s care centre. He died on 29 March 1834 as a consequence
of tuberculosis. TCCC, op.cit., carton no. 3, inv. no. 122.

3 TCCC, op.cit., carton no. 1, inv. no. 11, Tagebuch, 23 September — 6 October 1833.
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and contrasting each example. The essence of this lesson was the cultivation of both
physical and mental fitness in the children and allowing them to develop a love for
work. This style of education was designed to give the children a sense of satisfaction
and humility.** In 1840, the nursing centre found itself in crisis and with no teacher.
The importance of the teacher, particularly his interaction with the children became
clear. The Therese Countess Apponyi took over all the pedagogical duties, but she
did not know how to gain the respect of the children. The class was disruptive, the
children were disobedient and noisy, their behaviour intolerable. They completely ig-
nored the orders of the Countess.”

The arrival of a new teacher, Anthony Racz, brought peace and order back to the
centre.** He commanded respect from the children. He continued with the method
he had adopted during his time at the Toln pre-school”, whilst respecting the existing
daily schedule in the centre. He was very good at German, Hungarian and, unlike his
predecessors, the Slovak language. The wife of Anthony Rdcz, Anna, replaced Tere-
zia Walz as teacher in 1847. After the death of Therese Countess Apponyi in 1849,
the support of the Society for the Promotion of Good was lessened, but the charac-
ter of the institute remained unchanged, no crisis arose, and the teacher remained in
place. The pre-school provided full-day childcare for children from 8am to 12pm and
from 2pm to 6pm. Between 2 and 4pm, children could stay in the centre or go home,
and this second option was used by younger children for their afternoon nap. On
Saturdays, classes only ran until 12 oclock, as every Saturday afternoon the classroom
and lavatory were cleaned.

The institute was open to Trnava children of all social strata, but most of them
came from deprived families, including children of invalids, widows, tailors and mer-
chants. Orphans were also admitted.® Children under two years and over six years
were not admitted to the institute. Later, in the 1940s and 1950s, children of any
age could enrol, but were admitted after reaching the age of three. Children of very
poor parents were admitted free of charge, children of affluent parents were charged
a monthly fee of 30 Kreutzer. Orphans were paid for by the city.*

Most of the children were Slovakian, and Roman Catholic, but Jewish and Protes-
tant children also attended the centre.” The children’s health was regularly checked by

* J. Mikles, Filantropizmus Mdrie Terézie Brunsvickej a zprdvy slovenskych casopisov o potrebe
zakladat detské opatrovne v 19. storoci na Slovensku, [in:] Sbornik pedagogického institiitu v Banskej
Bystrici I, Bratislava 1964, p. 105.

» TCCC, op.cit., carton no. 2, inv. no. 84, Tagebuch, 16 July 1840.

% 7. Simonci¢, Vyvoj a archivna charakteristika fondu detskej opatrovne v Trnave, p. 39.

7 Tolna - town in Hungary, in Tolna County.

*# TCCC, op.cit., carton no. 2, inv. no. 86, Tagebuch, 10 July 1845.

¥ TCCC, op.cit., carton no. 3, inv. no. 106, Verzeichnis der Kinder welche in die Bewahranstalt
aufgenommen wurden.

0 TCCC, op.cit., carton no. 3, inv. no. 105, Verzeichnis der Kinder welche in die Bewahr-Anstalt
aufgenommen wurden vom 11. Oktober 1841 bis 10. November 1846.
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doctors. Anthony Rehlingen commented on the social situation of some of his pupils
in his diary: “Josephine and Mary Dresler are a neglected pair as are both Wohllebens.
Josephine Moskall must receive very ill-treatment. Her overall behaviour has shown
that she was convinced that man is a devil. But thanks to kindness, she has improved.
She just has to understand that the world is not hell.” In addition to the chairwoman
of the centre who was responsible for its smooth running, the booking-clerk and the
secretary, the teachers had the most important role and were required to not only look
after the children but also help to educate them both spiritually and physically. The
teachers supervised younger children aged three to four years old and also educated
girls in handicrafts, especially in sewing. Many girls had already mastered this subject
by the age of five.”? The first teacher in the centre was Catherine Ek, her successor
was Terezia Walz. In 1847* Walz was replaced by Anne Racz, wife of Anthony Racz.
She was officially appointed to this position on 30 August 1848 by the Society for the
Promotion of Good, and according to records she still worked there in 1862.

It was very important to maintain discipline and routine in the centre. The par-
ents had to have their child at the school before eight oclock, and in the afternoon,
before two oclock. They had to ensure that their clothes were not dirty and torn.
Although German was taught and spoken in the pre-school, Slovak-speaking pupils
were in the majority. Anthony Racz wrote in his diary regarding the languages spoken
by the children: in July 1847, of the boys, 6 spoke Hungarian, 34 German and 42 Slo-
vak, of the girls, 5 spoke Hungarian, 32 German and 43 of them could speak only the
Slovak language.* Teaching officially started at eight oclock. Most children, however,
usually gathered at 9 oclock; until they all arrived, the boys counted on the counter,
the girls knitted. The entire teaching process was split into 15-minute intervals to
bring variety into the classroom and prevent the children from getting tired quickly.
At9.30 am the children marched in pairs into the classroom, prayers were followed by
singing, the children were counted and given the order of the day. Religion teaching
followed, bible stories, or Hungarian words were taught. After a break at 10.30 there
was breakfast, the children had to bring their own food with them. From 11.15 to
12.00 - drawing, learning the alphabet, reading and singing, or counting, hygiene and
use of aids were discussed.

From 12.00 to 13.30 there was a break. Some children used this time to leave for
home, some stayed in school all the time. In the afternoon, from 13.30 to 15.00, the
children gathered in the classroom, after praying and singing, they studied biology, or
counting on the counter, the girls knitted, and the boys took part in gymnastic exer-
cises. From 15.00 to 16.00, natural history was taught — the teacher talked about the

1 TCCC, op.cit., carton no. 3, inv. no. 106, Verzeichnis der Kinder welche in die Bewahr-Anstalt
aufgenommen wurden 1846-1856.

2 TCCC, op.cit., carton no. 1, inv. no. 9, Tagebuch, 12 March 1833.

# TCCC, op.cit., carton no. 2, inv. no. 87, 16 February 1848.

# TCCC, op.cit., carton no. 2, inv. no. 86, Tagebuch, 22 July 1847.
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various animals, and the countryside, followed by Hungarian vocabulary and singing,
reading and counting. From 16.00 to 17.00, children played and had tea time. From
17.00 to 18.00, children were taught crafts, spelling and reading, or gymnastics. After
praying and singing, the children went home. On Saturday morning, lessons from the
week were practised and repeated.

The teaching of individual subjects in school took place as follows: In religious
lessons, the teacher explained to the children the meaning of the Ten Command-
ments, and the content of prayers, in part using examples and pictures from bible
stories of the Old and New Testaments. Then writing and drawing were taught. The
teacher showed the children how to make straight, curved, semi-curved, semi-circu-
lar or circular strokes, which could be used to make particular symbols. During the
counting lesson, beginners counted on their fingers to ten, then to 20, and finally on
the counter with coloured balls from 50 to 100. The advanced ones then began to add
and subtract.

The children were mainly taught to name parts of the human body in Hungarian
and German, then longer and shorter sentences in Hungarian which were also taught
in German. Gradually, the children were taught vocabulary for all the school subjects,
vocabulary relating to home, the city, etc. During natural history lessons, children
tirst observed parts of plants and animals, and then their benefits were explained to
them. They learned animal names and imitated their sounds. For example, the teach-
er cut off leaves from trees (apple tree, poplar), showed the differences between them,
and then taught the children to name the tree.* Singing lessons were a useful and en-
joyable teaching method, teaching good listening skills and facilitating and enhancing
memory. Music gave them an appreciation of aesthetics, harmony, and beauty, from
which a respect for order and hygiene also arose. The children learnt moral lessons
with an emphasis on moral behaviour. The teacher used events that children had ex-
perienced. For example, when one girl, Caroline Krajcovic, lost her only cross in the
playground, the boy Joseph Riesh found it and didn’t keep it. He instead gave it to the
teacher and the teacher handed it back to the owner. The teacher reminded children
of the moral lesson: “Do not deceive or steal and what you find, do not keep.”*¢

In teaching about crafts, the teacher showed the children various tools or illustra-
tions and explained their use. Nice, colourful, instructive pictures from the Pfennig
magazine” brought by Therese Countess Apponyi were used. The teacher asked the
children questions about the craftsmen in the pictures, how they used the materials
and what could be produced from the material shown.

* TCCC, op.cit., carton no. 1, inv. no. 38, Tagebuch, 4-11 May 1834.

6 TCCC, op.cit., carton no. 2, inv. no. 86, Tagebuch, 22 May 1844.

¥ “Das Pfennig-Magazin der Gesellschaft zur Verbreitung gemeinniifliger Kentnisse” was
a journal published by F.A. Brockhaus between 1833 and 1842. He dealt with issues related to classi-
cal and modern culture, politics, and later, inventions of the industrial revolution.
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The children also had a subject named technology to explain the processing of
individual crops for the need and benefit of humans. Spelling was done with fun
speech-based exercises, articulating the sounds and allowing the children to make the
shapes with their bodies. For example, as instructed by Rehlingen, the sound M had
to be articulated through the nose with a closed mouth and described its shape as:
»M” consists of three identical sticks that are on top of each other”, they also learned
to introduce the letter ,,m” with their body. Three boys and three girls stood next to
each other and held each other’s shoulders; if weather was nice, children drew the
shapes in the sand.*

The children went outdoors every day to the garden or the yard, unless the weath-
er was too bad, for example rain, strong wind or frost. In these situations, the children
stayed in the classroom. Their daily schedule also included educational activities,
such as learning about nature and natural phenomena. Diversity of activities was en-
couraged to prevent boredom. The boys were very happy to play soldiers, marching
or drumming, some walking on the hills in a predetermined place, others hopping,
learning to tie knots, balancing on tree-stumps, some of the children played ball or
musical games. Therese Countess Apponyi sometimes prepared a pleasant afternoon
for the children in the garden when she invited a violinist. The children could sing
songs and dance.”

The school year was divided into a winter and summer term. Each of them ended
with an exam. The summer term finished in August and the winter term before the
Easter holidays. The tests were in the form of questions and answers, and children
enjoyed showing what they had learned. Christmas Eve was an important holiday
in the year, which filled the children with joy and excitement. As early as November,
Christmas songs began to be taught, and they were constantly asking when they could
see a Christmas tree. Christmas Eve was a day off to allow for the next day’s prepa-
rations, especially the distribution and packing of Christmas gifts for children. The
packs consisted of pieces of clothing that were donated by members of the Society
for the Promotion of Good and multiple contributors and subsequently distributed
and packaged according to the names of the children. Under the Christmas tree, chil-
dren received gifts such as coats, stockings, shoes, scarves, caps, toys, socks, or skirts.*
There was a presentation of Christmas poems and songs by children during the fes-
tive evening which was enjoyed by all.

The teachers tried to avoid the use of physical punishment. However, it was ac-
knowledged that wickedness should be punished. At times, there were outbursts of
anger and stubbornness when, for example, a child smashed toys. These problems
most frequently arose with newcomers who needed time to adapt to being around
other children and to a daily routine in the school. Some children also committed

¥ TCCC, op.cit., carton no. 3, inv. no. 109, Die Lesenunterricht fiir die Bewahrschulen.
¥ TCCC, op.cit., carton no. 2, inv. no. 84, Tagebuch, 16-18 August 1836.
3 TCCC, op.cit., carton no. 3, inv. no. 126, Accounts, 1835-1863.
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minor thefts, or were complaining, screaming and fighting. For more serious or more
frequent transgressions, strict interventions would be necessary on the teachers’ part.
Physical punishments or violence were prohibited in the pre-school as they were con-
sidered incompatible with the principles of education and training for young chil-
dren. Teachers in the pre-school, unlike their other colleagues in such facilities, al-
ways emphasised education on the basis of leading by example and speaking kindly to
the students in a way in which lessons could be learned. However, the children had to
be punished for bad and inappropriate behaviour.

The usual punishment was exclusion from playing outside, or being made to
stand in a circle, which was drawn with chalk. During Anthony Rehlingen’s time, chil-
dren were usually made to stand behind the furnace which was considered a place of
shame. In particular, some boys who had experienced brutal punishment from their
parents had become accustomed to being aggressive and rebellious, so teachers were
occasionally required to reprimand them.*! For example, a boy, Joseph Kalina, arrived
at the institute in the afternoon at about 5 oclock, though his parents had sent him
to the school at 2 oclock. It transpired that he had wandered the streets during this
time. The teacher reprimanded him, and he had to promise before everybody that he
would never violate the school rules again, and as punishment he was not allowed to
participate in games in the garden.”

In more serious cases, of fighting or lying, the teacher made the guilty party stand
in front of all the children, the deed was discussed in the class and a punishment was
decided on. In the case of the two girls who stole cherries from a shop in the city and
ran away, the teacher intervened, and the cherries were returned to the shop. Only one
of them came to school in the afternoon, and as a punishment she was not allowed
to sit on a chair or participate in games for the whole afternoon.”® A week later, the
teacher caught her younger sister red-handed and her hands were tied as punishment.

If the group was noisy their punishment was to stand at the centre of the class.
However, with a large number of children, it was not a great success, as there was not
enough space for this, so they had to return to their places one by one. Before deciding
on any physical punishment, Therese Countess Apponyi was informed about the act
that preceded the punishment, or, in her absence, the vice-chairman of the Associ-
ation.”* The most serious punishment was exclusion from the school. The first time
this punishment was used was in June 1834, due to the extremely bad behaviour of
a pupil. In order for this punishment to act as a deterrent for all children, all her mis-
takes and wrong-doings were discussed on front of everybody. The teacher took the

31 TCCC, op.cit., carton no. 3, Tagebuch, 21 July 1835.

2 TCCC, op.cit., carton no. 2, inv. no. 84, Tagebuch, 6 April 1843.

%3 School suspension gradually became a more long-term, convenient way to exclude malad-
justed children from school: E Pill, Trnavskd detskd opatroviia v rokoch 1832-1863, p. 134; J. Si-
moncic, Detskd opatroviia v Trnave v rokoch 1832-1863, pp. 287-290.

* TCCC, op.cit., carton no. 3, Tagebuch, 14 August 1843.
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pupil’s hand and accompanied her out of the pre-school while other children watched
and cried. A much better approach seemed to be prevention through good example
and kind words. In this spirit, the teacher Anthony Racz introduced honest badges to
the diligent and obedient pupils as encouragement.”

On turning seven, the children went to the city’s normal school. The girls went
to the girls’ school in the Ursuline monastery. The children of the pre-schools were
among the best pupils in the classroom. Over time, the systematic training of teach-
ers for pre-school institutions created an educational basis for the development of
pedagogical thinking on a wider scale. Pre-school education has ceased to be just the
concern of enthusiasts and pioneers but has become part of modern pedagogy. With
the establishment of pre-primary educational institutions, pre-primary education has
been recognised in most countries as the most appropriate method of preparation of
a child for life and school.

If today we understand pre-school education as pre-primary education, we con-
sider it to be the product of the current epoch. However, it is also necessary to consider
its history. This shows us that since the beginning of institutional and private efforts
to educate small children, both theoretical and practical efforts have been made to
work on the principles of holistic development with a deep understanding of a child’s
world and psyche. An effort has also been made to train teachers effectively for teach-
ing these children. That this had been in place since the 19th century is evidenced by
the existence of the children’s pre-school in Trnava. Its teachers were not working in
isolation in Trnava, on the contrary — they were informed on the latest trends in Eu-
ropean pedagogy and had direct contact with the Paris pre-schools thanks to Therese
Countess Apponyi. Numerous preserved sources, including journals on the origins
and history of the institute, reports on preparation for lessons, and various other writ-
ings and accounts, show the European level of pre-school education in Trnava.*
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“Das Pfennig-Magazin der Gesellschaft zur Verbreitung gemeinniiffiger Kentniss’,
1833-1842.

> TCCC, op.cit., carton no. 1, Tagebuch, 14 August 1843.

% The study was developed on the basis of VEGA grant no. 1/0645/17 — Manor. A territorial
state business organisation (Panstvo. Podnik zemepanského hospodarenia) and Grant APVV-16-
0619 The Roman Curia and the Kingdom of Hungary in a communication interaction in the Middle
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“Stddtische Pressburger Zeitung”, August 10, 1832, Carl Angermayer, Pressburg
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Introduction

Education is an example and love, nothing more.
EW. Frobel

In the course of human history, many thinkers have left a legacy of their under-
standing of the world to future generations. Not all of their statements have been of
permanent validity and many of them seem to have been just bon mots in the given
historical or situational circumstances. At first glance, even the idea of EW. Froebel
may appear rather simplified, however, in principle, it captures the value foundation
of education in every historical epoch. Humans are creations of love and relation-
ships and they need one another for meaningful existence. If we can see, even in the
contemporary “post-educational era’, the sense of pedagogical discourse in thinking
about the essence and forms of the formation of human beings in connection with the
reflection on the desired ideas of human character, thinking and action, then this idea
should be part of the very core of pedagogical thinking and pedagogical life. attitude
at all. That is why we should not lack the courage and ability to formulate an ideal of
education that respects the image of man and the dimension of the holistic develop-
ment of his personality.!

Education needs to have the anthropological paradigm clearly defined. The de-
velopment of understanding of a person in the modern times proved that love and
relationality are necessary for every human being and their destruction brings de-
struction to values and thus, for a human being, it is dimension conditio sine qua
non.> As Rimbaud, the Damned Poet, put it, love has to be “reinvented”; it is not
sufficient to protect its status quo. Human beings live in a primarily personal world,
in which they create personal relationships with one another and, thus, participate in
the development of social relationships. They do not lose their individuality in these
relationships, on the contrary, they confirm and realise it. Each person is original and
unique in their bodily, spiritual and character structure. As an open being they need
love for the completion of human creation. The relationship to the Other enables peo-
ple to form the dimension of their own ‘T, with a corresponding moral self-awareness
that can be examined only from the entirety of personal relationships representing the
“...ethos of a certain society, its culture and religion”? According to Frankl, love is “the
final and the highest thing that a human being may achieve” and “...it makes a person
prescient,” adds M. Scheler.*

! M. Strouhal, Teorie vyichovy, Praha 2013; I. Podmanicky, Tedria a prax etickej vychovy 1, Trna-
va 2012.

? . Podmanicky, Z. Podmanickd, Absencia ,communio® pri dospievani, “Studia Scientifica
Facultatis Paedagogicae” 2017, Vol. XV1, No. 3, pp. 7-16.

* M. Mrdz, Vychodiskd a zmysel vychovy, [in:] Etika a etickd vychova na $koldch, Trnava 2002,
p- 39; T. Spidlik, Duchovni jednota Evropy, Olomouc 2007.

* P. Tavel, Zmysel Zivota podla V.E. Frankla, Bratislava 2004, p. 88.
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Love as the base of each personal relationship is the greatest discovery that orig-
inated in the Judeo-Christian religious tradition. As the fundamental motivation
source for formation of relationships, it is awaiting its complete realisation. Once
human beings do not see a person or a thing that they care for and see only them-
selves, they do not have a motive for self-realisation, which appears as a consequence
of fulfilment of meaning. The German word for meaning comes from the Old Ger-
man word sinnan®, which means to wander, go, head somewhere, attempt something.
Humans need motive on their life journey. Similarly, the same holds for the desire for
happiness. Happiness, too, needs a motive. If humans care only for happiness, they
lose the reason to be happy for. Happiness should not be the finality of our efforts, but
rather its accompanying phenomenon, a consequence. It can be stated that happiness
is demonstration of a well-lived life.®

The illusion of the French revolution that only an educated human, freed from
superstitions, can be happy was shown to be false and at the end of the 20" century it
was replaced by the illusion of consumption that saw realisation of happiness mainly
in unlimited saturation of one's own needs. This moment was manifested also in
interpersonal relationships, when focus solely on oneself brought the postmodern
human being a feeling of loneliness, alienation, because relationships were overmate-
rialised, overrationalised and “pragmatically” aimed at using or abusing. The absolute
desires of human beings cannot be fully saturated by education, wealth or power. If
they do not implicitly include a “higher idea” from the perspective of needs, they have
significant limits, they can even project a pathological perception of power or wealth.
For “...neither a person nor a nation can exist without some higher idea” (FEM. Dosto-
yevsky).

We can be happy due to relationships that we establish and experience at a verti-
cal and horizontal level. Anthropos, in his verticality, is capable of an “upward view”,
leaves his secure place (securitas), gets to know the world and transcends it through
his view, stands on his own feet and as a being in via in the role of a wanderer searches
for his journey. Legs are one of the hallmarks of a person that highlight their ability to
communicate and create new paths in their horizontality through communication -
to connect with other people, which is the basic presupposition of establishment of
each communion.”

In the process of identification, human beings are able to recognise and establish
basic relationships to themselves, to the Other, to the world, to transcendence, which
is a natural demonstration of a trichotomy structure of their being. Acceptance of xe-
nos (difference) of the Other emerges from the need to establish positive relationships
with the Other (affiliations) but at the same time, it emerges from the condition to

5 A. Griin, Kniha otdzok a odpovedi, Trnava 2010.

¢ V.E. Frankl, Hladanie Boha a otdzka zmystu, Bratislava 2009.

7 1. Podmanicky, Etickd vychova ako siiéast skolskej edukdcie v polarizovanej spolocnosti, [in:]
J. Kalisky, Dobro a zlo, alebo o mordlke I, Banska Bystrica 2013.
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cope with the alien, unknown, different (alienus). The alien, however, is something
that can lead not only to carefulness or rejection, but also fascination (fascinum) and
acceptance as something attractive. The anthropological-personalist approach con-
firms that the ability to love and the need “to be loved” are deeply rooted in human
nature to “be a person” in his/her spiritual and social being heading toward absolute
future.®

Without love, as B. Vysheslavtsev puts it, a person would be satanic, which has
been certified by the past several times. To be a person in his/her essence means shar-
ing, willingness to live, self-actualisation and doing all the good that one is capable of.
Thus, love is not focused only on itself, on the contrary, it eliminates egoism. The evil
of egoism does not reside in the fact that humans value themselves too much, attri-
bute themselves unconditional importance and eternal value, they are right; it resides
in the unjust denial of this importance in others.’ Plessner emphasised that humans
are reasonable beings, however, they are immeasurable, open, having certain weak-
nesses, which constantly force them to look for a new relationship to themselves and
the Other, to the world and the Absolute.'” The personal character of an individual
emerges precisely from these relationships. The extent to which human beings handle
their path, what they fill it with, depends on the conditions they have grown up in.
They may live in a barren environment, knowing only fear, lack of interest, careless-
ness and indifference, or they may live in an educational environment respecting spe-
cific rules, full of stimuli and interest in others, filled with an atmosphere of empathy,
understanding and love.

The contemporary generation of children is often marked by the educational
straying of their parents and teachers who do not know how and what to lead them
to, or what vision of life they should help to show them. These elements are also
transferred to educational institutions. Many school facilities (including faculties of
education) are not the place of real education and preparation of pupils and students
for life, understanding of the world and searching for their place in it (nevertheless,
university education has a specific purpose). Parents do not only bring their children
to life, but also to the world, i.e. regarding education, they are responsible not only for
the life and healthy development of a child, but also for the continuation of the world
they are connected to. At the same time, as a matter of paradox, unless he/she is ready,
a child needs to be protected from this world in a traditional family environment.
Once a human life is exposed to the world without protection of his/her intimacy,
privacy and safety, his/her vitality is lost."

¢ A. Rajsky, I. Podmanicky, Clovek ¢lovéku. K prameriom etickej vychovy, Trnava 2016.

° V.S. Solovjov, Zmysel ldsky, Bratislava 2002; I. Podmanicky, Etickd vychova ako cesta cloveka
k cloveku, [in:] P. Vacek, D. Vrabcova, M. Manénova (eds.), Vyichova k dobru, Hradec Krélové 2016.

10 M. Mraz, Problém utrpenia a jeho rieSenie v medicinskej etike, Trnava 2000; H. Rotter, Osoba
a etika, Brno 1997.

" H. Arendtovd, Krize kultury. 4 cviceni v politickém mysleni, Praha 2004.
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Teachers should take into consideration that a child is for them an alien, unready
human, new in the world and, at the same time, in the process of formation. However,
the task of a teacher is not to provide manuals on how to live, but to teach a child to
get to know the world. School should not replace the world, or family; it should be an
institution that assists children in the transition from the family environment to the
world. Parents and teachers, through the way and quality of education, demonstrate
whether they love the children so much that they do not cast them off from the world,
do not leave them without any help and give them a chance to create something new
in this world."? Therefore, usefully, one of the basic principles of education is the unity
of educational environments and cooperation of family and school. Both environ-
ments differ from one another in their importance and corresponding tasks, but both
need to bear in mind the good of a child and, thus, they need to be filled with love and
tactfulness. Love cannot be demanded, it must be given freely. Then, it is honest,
unselfish and sensitive. On the outside, it is represented by tactful behaviour. A child
is a creation of love, rituals, touch; thus, they need contact for their healthy develop-
ment. Based on the original Latin equivalent ‘taktus’ - touch', it can be metaphorical-
ly stated that while working with children, it is important to “touch them sensitively”
not only physically, verbally, but also by our overall approach'’. “Wild honesty” is not
an optimal expression of tactfulness.

Pedagogical love in ethical education

The notion of pedagogical love has disappeared from contemporary educational
discourse and a part of the professional public considers it inaccurate, vague, mislead-
ing, non-scientific and impossible to be implemented in educational conditions. For
example, a German pedagogical dictionary states that the subject word pedagogical
love is pre-scientific, even non-scientific in the contemporary period of professional-
isation, scientification and planning of education. However, pedagogical love should
not be abandoned unless we want “...education to become an unkind formation”"” It
is not easy to capture love in notions, but it has an irreplaceable place in educational
practice and pedagogical theory. Among other things, school does not mean only
an institution with a building and material equipment, where pupils and students
achieve a certain degree or type of education. Pupils cannot be perceived as mate-
rial that we process according to our view, but as unique living beings having their

12 Ibidem.

'3 In the past, it was understood as a quality of caregivers who while working with seriously ill
patients, had to touch them very carefully so that it hurt them the least while positioning them on
a bed, for instance (T. Spidh’k, Vatikdnske promluvy s humorem, Olomouc 2010, p. 126).

4 The overall approach is understood as a selected type of educational style of a teacher or
a parent.

> W. Bohm, Worterbuch der Pidadogik, Stuttgart 1988.



80 Ivan Podmanicky

life story, longing for discovery of themselves and the world. Every child wants to be
discovered and assured that they are special and needed for this world. Therefore, it
is possible to say that school means foremost people. In its environment, the power
field of the relationship teacher—pupil is created, which is one of the key moments
influencing education. Discussing education, relationships are discussed; discussing
relationships, time is discussed. Every education is carried out in specific relation-
ships and these are carried out in specific time and space. And this is not possible in
an unkind environment.

“In the experience of great love,” Guardini wrote, “everything becomes an event
in its environment”'® If pupils experience it from their teacher, it affects their perfor-
mance and relationship to the given subject or the environment positively, but also,
they handle seemingly unsuccessful situations more easily. They learn to accept fail-
ures as a part of their life journey. In such understanding, pedagogical love relies on
reason and its specific manifestation is kindness. Reason determines the strategy that
needs to be followed and kindness indicates its tactics. Reason fulfils the function of
the highest regulation principle. It is not only an organ of knowledge but a faculty that
leads to morality. On the other hand, kindness helps to create interpersonal relation-
ships and harmonious, efficient communication.”

In Slovak education, one of the subjects that can hardly be carried out without
love is ethical education. It was included in school education in Slovakia in 19928,
aiming at aiding a young person in their preparation for life and relationships, and the
development of generally accepted values and principles (dignity of humanity, respect
for life, etc.) connecting people of different opinions or confessional orientation. At
the same time, it had an ambition to offer specific models of behaviour together with
its role models. There is an advantage of role models presented in this way; we do not
have to personally agree with the religious views of, for example, Mother Theresa,
A. Schweitzer, M.L. King or M. Gandhi, but their behaviour may be attractive for
every unbiased person. The power of ethics is assessed by the behaviour of the saints,
not the foolish ones ‘cuius deus venter est."

The Slovak conception of ethical education did not emerge, in contrast to other
pedagogical projects, as an outcome of the long-term systematic experience of a re-
search team, but as a result of existential need. Socialism left behind disruption both
in the economic and moral field. Therefore, after the “Velvet Revolution” in 1990, at
the then Ministry of Education, Youth and Physical Education of the Slovak Republic,

16 L. Guissani, Riziko vychovy, Praha 1996.

17 R. Sarka, Nadcasovost v Pascalovej apologii, KoSice 2006, Vol. XVII, No. 1; I. Podmanicky,
Etickd vychova..., op.cit.

'8 Ethical education was included as a compulsory ‘optional’ subject in alternation with religio-
us education at first only at the lower secondary level of primary schools. At present, it is taught in
all grades at primary schools and in the first two years at secondary schools.

¥ [Whose God is their belly]: U. Eco, C.M. Martiny, V ¢o veri ten, kto neveri?, Bratislava 2015,
p. 113.
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an expert group led by Ladislav Lencz was created whose mission was to terminate the
socialist deformations in the field of school education and to search for foundations
for new conceptions of educational initiatives. The output of these efforts was the cre-
ation of a conception focused on development of prosocial behaviour - the concep-
tion of the subject Ethical education® that L. Lencz built on four mutually intercon-
nected elements — vision, educational program, methods and style of education.?' The
mutual dependence of individual elements is illustrated in the following scheme®*:

Vision
Educational
program
Special Style of
methods Education

Figure 1. Components of ethical education

Source: Krizovda, Podmanicky Etickd vychova - vychova k prosocidlnosti...

The vision of ethical education is a prosocial human who is morally mature, as-
sertive, communicative, creative, emphatic, cooperative, able to perceive the interests
of others and has healthy self-esteem. So that this vision may come true, it is nec-
essary to have a certain knowledge and basic skills (educational program), which
is supported by the teacher's approach to pupils (style of education) and selected

2 Members of the expert group carried out an in-depth analysis of tens of theoretical and expe-
rimental works focused on character education and moral development of an individual. Studies by
E. Staub, P. Mussen, N. Eisenberg-Berg, D. Bar-Tal, V. Battistisch, D. Solomon, K. RyanandR. Roche-
-Olivar proved that prosociality is significantly statistically related to a great range of positive per-
sonality features such as higher level of empathy, assertiveness, quality communication, creativity,
self-control, patience, respect to the Other, responsibility for one's self and others.

2 L. Lencz, Metddy etickej vychovy, Bratislava 1993.

2 Q. Krizova, 1. Podmanicky, Etickd vychova — vychova k prosocidlnosti. Studijny materidl pre
pastordciu mlddeze, Bratislava 2001, p. 2; I. Podmanicky, Tedria a prax..., op.cit.
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methods through which the pupils develop moral judgment and necessary social
skills (special methods).

The vision of prosociality implies not only education of an individual but also
the establishment of a cooperating community within a social group. A community,
communion, adjective form communis (mutual, common, biding), core of the word
munia - responsibility, burden, task®, enables a child to mature socially, to prepare
both for the establishment of his/her own communion (family) and to acceptance the
“burden” and responsibility of involvement in the communion of public life.

The very notion of prosociality is relatively new, not anchored in many scientific
disciplines yet. The first authors who independently of one another introduced the
term prosocial behaviour to psychology were D. Rosenhan and G. H. White.** From
the etymological perspective, the base ‘pro” means in front of (something), a place in
the front or in front of someone in the sense of protection or good in favour of the
other. The second part of the word - ‘socius), ‘socia’ has several equivalents of mean-
ing, such as companion, helpmate, coparticipant, ally, i.e. someone who is allied to
someone else.”

From the vertical perspective, prosocial behaviour represents alevel of benefit
that it brings to a recipient or the entire social group. Therefore, many authors* in-
cluded it in the space of antinomic dynamics as an antithesis to antisocial® behaviour.
Prosocial behaviour has three inter-related levels: cooperative, helping and altruistic.”®
While characterising the notion of prosociality, the view of the other human, who
we see in them, is therefore important. For example, someone who is dependent on
us, or we need them, or threatens our interests, or they need something, or they are
important to us, fulfil us with something. Thus, we hold them for a rival or a partner,
companion and ally, with whom it is/is not worth establishing social bonds.?” From
this perspective, it is possible to understand prosocial behaviour as behaviour that
brings benefit (good) to another person (group) that is not motivated by duty (de-
ontological ethics), nor affection (teleological ethics) but by an unselfish care for the
good (benefit) of the Other (altruism). Good is not a dead notion, it has its specific

# F Novotny et al., Latinsko-Cesky slovnik, Praha 1955.

# M. Mréz, Problém utrpenia a jeho riesenie v medicinskej etike, Trnava 2000.

» F Novotny et al., op.cit., pp. 314, 472.

* E.g. J. Reykowski, Smolenka, J. K¥ivohlavy, E. Staub, R. Roche, and others.

7 Antisocial behaviour - behaviour aimed against social subjects even at the cost of breaching
legal or moral norms.

# 1. Podmanicky, A. Rajsky, Prosocidlnost a etickd vychova. Skiisenosti a perspektivy, Trnava 2014.

¥ In addition to the well-known definitions by R. Roche, E. Staub, P. Miissen and N. Eisenber-
-Berg, L. Palenik, L. Lencz, etc., each emphasising a different dimension of prosociality (an inter-
esting and necessary one), the author of the paper inclines to the view that, in general, prosocial
behaviour is understood as behaviour aimed at help in favour of other persons or groups or social
aims without the actor of the behaviour getting outer reward (M. Brestovansky, A. Rajsky, I. Pod-
manicky, Prosocial education project implemented in the Slovak Educational System, Paper presented
at the 14th European Congress of Psychology, 7-10 July 2015, Milan).
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compendious content denoting the essence of what is dignified, honourable and pre-
cious (in the natural and transcendental sense). Its value grows with our awareness of
urgency, fullness and richness of the given situation. In the words of T. Aquinas, we
may say that good is what is reasonable and essential to be done right here and right
now.*® This moment is also reflected in teaching ethical education. Its vision and pro-
cessual side imply a process of education, formation and training aimed at acquisition
of virtues. The basic principles that are a necessary part of teaching ethical education
are illustrated in Figure 2.

Respecting these principles is crucial for the meeting of I and Thou.* The differ-
ence of the Other is uncovered in a dialogical community, where others let us know
themselves in a “space” of mutual acceptance and respect. The Buberian idea that “re-
lationship is mutuality” is an unconditional inclination to the Other with an uncon-
ditional moral value. It is dialogical “mutuality” in which a better understanding of
a partner in a dialogue as a person in their sovereignty and dignity is born. A dialogue
is not understood as a polemic concurrence, it is rather a clarification of standpoints
aimed at a better understanding of the Other. A human being is a dialogic being who
does not become anything and is not in a monologue. Confrontation is not a dia-
logue. A good dialogue is a path to understanding because it assumes an effort for
mutual understanding and respect, and an acceptance that we might be wrong and
the Other might be right. Metaphorically speaking, from the perspective of philos-
ophy (even though through etymologically imprecise understanding of the notion
dia-logos), the truth and meaning of life need to be sought and understood through
speech (dia - two persons talk to each other — processual side) and word (logos). Then
it may be assumed that dialogue will be an expression of interest in the Other, their
opinions and attitudes.”

% R. Guardini, Dobro, svedomi a soustfedovdni, Praha 1999; Dojcar, [in:] 1. Podmanicky,
A. Rajsky, Prosocidlnost..., op.cit.

I M. Buber, Jd a ty. Praha 2005, pp. 38-39.

32 Ibidem, p. 48.

3 J. Poldkova, Smysl dialogu. Praha 2008; I. Podmanicky, Z. Podmanicka, Absencia..., op.cit.
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Prosocial Ability to express solidarity,
orientation equality and realise acts of love

Offering prosocial model Developing authentic
of behaviour and values and creative personality

Creating educational Active engagement
community in community

Child as a bearer of image Complex development
of authentic humanity of child’s personality

Mutual unity in the spirit Cooperation in mutual respect
of prosociality between teacher — pupil;
pupil — pupil; teacher — parents

Living in accordance with Congruent behaviour in
accepted values and norms community and private life

Figure 2. Principles of teaching ethical education
Source: Author.
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Conclusion

The development of prosociality as a vision of ethical education, including an ap-
propriate pedagogical-psychological application, is one of the effective ways encour-
aging the development of personality, its intellectual, ethical and religious abilities,
as well as moral thinking, which positively influences the establishment of valuable
interpersonal relationships. Research on the education of pupils toward prosociality*
proved positive changes in the overall atmosphere of educational community, in both
pupils’ and teachers’ behaviour. It also proved the importance of a positive relation-
ship between a teacher and pupils. Prosociality encouraged a positive relationship to
the taught subject and the preferred model of behaviour. More than 25 years of empir-
ical and research experiences implementing ethical education in Slovakia suggest that
one of the key pillars of effective implementation is the art of pedagogical love. Essen-
tially, it is an art that can be learned, which should be respected by pedagogical theory.

Love (SK: ldska; PL: mifos¢) and kindness (SK: milost PL: faska) are not just mir-
ror images of perception of the notions in the Slovak and Polish languages, where
the Slovak meaning of love means kindness in Polish and the Polish meaning of love
means kindness in Slovak. These are two mutually interconnected terms that carry
deep symbolism not only in a theological sense but also at the natural human level.
Even if love is understood as one of the fundamental constituting elements of human
beings, and even if human beings crave it, it is not possible to enforce it, it is a gift,
kindness, voluntary act or manifestation from the other person. Something that was
given to a human being without their credit because they are loved for their essence.

The basic fundament of realisation of kindness is love. If we do something for
others from love and solidarity, we give them kindness; and if someone acts like this
for us, we are given kindness. This fact applies not only in common situations but also
in stressful ones (e.g. in case of violation of rules). Then, kindness looks at what can
be done with the guilty person - enable the development of a better human through
education. That is why, once pupils experience manifestations of love and kindness
from their teacher (parent), they feel accepted, their self-respect grows, they learn to
open themselves to others, become aware of their own “transgressions” and learn to
correct them. They are preparing to establish their own relationships. In present rela-
tionships, a teacher educates pupils for their future relationships.

Love, kindness, respect for others are not archaisms that do not belong to modern
pedagogy. On the contrary, the more structured and complicated social and cultural
life is, the greater the need for love, kindness and respect in families and educational

* For example, in 2014-2018, Department of Educational Studies, Faculty of Education, Trna-
va University has been carrying out research focused on the development of prosociality of pupils at
primary schools. The course of research and results that have been obtained so far are processed in
publications: I. Podmanicky, A. Rajsky, Prosocidlnost ..., op.cit. and A. Rajsky, I. Podmanicky, Clovek
cloveku..., op.cit.
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institutions. For a teacher (parent), respect for a human being from the first moments
of his or her creation is not just a general feeling, but is acceptance of responsibility
for the creation of a specific human being. Then, it may be assumed that the pupil
will be led to fulfilment of a triad, formulated by J. A. Comenius, “know - act - want
(love, choose)”.

The paper was supported by the VEGA grant No. 1/0557/16.
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Love as absolute challenge -
also for education

Abstract: The other (alter), through the lens of Levinas's criticism of the same (neu-
trum), is always a unique other who stands up to any generalisation and homogenisation.
According to a heteronomous schedule of ethics by E. Levinas, “face of the other”, pres-
ence of their personal Thou in the sphere of life of a moral subject, precedes own being of
this subject by their calling for an answer. Uniqueness of interpersonal relationship and
appeal of the exterior Thou challenges human to exclusivity and to infinite self-abandon-
ment in favour of the other (challenges to love). This ethical horizon is not possible to
be ever reached and closed, it is impossible in fact, too difficult to be accepted as a norm
of everyday life, mainly life in a community, society, state. Presence of “the third” (the
political) in the sphere of morality is posed as a theoretical problem: What kind of ethics
should be designed in a society of many “others” where Thou is inevitably turned to He/
She, included in socio-political structures and relationships of justice? Is it possible to
talk about some continuum between the relationship to the other and the relationship to
a community? The final part of the paper seeks to answer these questions and pedagogical
implications of demands of love in moral education are pointed out.

Keywords: E. Levinas, ethics of the other person, philosophy of dialogue, moral educa-
tion, love
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Introduction

Love has various meanings and its scope is necessarily polysemic. For the purpose
of this article, all relationships, acts and attitudes of charity, giving, care, support, help,
altruism or prosociality are considered as relationships of love’ It is love ‘as such; as
an anthropological and ethical phenomenon, that constitutes the humanity of peo-
ple. The intention of this study is to philosophically examine the moral dimension
of acts of love, acts of good-doing to ‘the Other, that is, acts of specific help, care
and love devoted to the unique Other. Therefore, in this article the theme of love is
directly connected to the theme of the relationship to ‘the Other’ which gives rise to
questions like: Who is the Other? What does his or her subjectivity in regard to the
loving person and their morality, in particular, mean? How does the very existence of
some Thou bind to responsibility for them? Questions of this kind are understood as
an inseparable part of inquiring about the essence of love. In this paper, significant
attention is devoted to the issue I and Thou based on the philosophy of dialogue, in
particular. In this perspective, the Other human being is the one ‘opposite me; always
a living, unobjectifiable and infinitely transcendental challenge for a specific and un-
generalisable relationship of respect.

Here, however, the problem of the exclusivity of the Other, expressed by the fol-
lowing questions, emerges: If Thou is unique and infinitely transcending all my possi-
bilities of fulfilling their demands, does it not call for my isolation from the world and
society? Does not the appellative of the Other urge me to neglect ‘the other Others™?
These questions open up the issue of the social and political dimensions of prosocial-
ity and they are examined in the context of the morality of justice.

The second level of the research is represented by the level of education, which is
approached particularly from the point of view of moral education. Since the proso-
cial act (act of giving one’s self) is examined from the perspective of the realisation of
one’s own potentiality and intentional development, the main aim is to examine the
mutual position of two facts: the morality of a person as a protagonist of the giving act
and the possibilities of a person's growth through this unselfish act. Both poles of this
relationship (personal and practical-educational) will be examined through the lens
of the philosophy of dialogue and the ethics of virtue, in which a deeply existential,
interior, even ontological dimension of morality and development of an individual is
strongly emphasised. This view enables us to see if and to what extent an act of love to
the Other is understood as a substantial part of the realisation of a person, their ‘path
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of the presidium of the Central European Philosophy of Education Society (CEUPES), member of
editorial board of several Slovak, Czech, Polish and Italian scientific journals on philosophy of edu-
cation, editor-in-chief of the journal Scientia et eruditio and scientific guarantor of annual doctoral
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of virtue, path of self-development. Based on this aim, we philosophically ask what
role is played by the development of one's own moral character in the development of
a prosocial (non-egoistic) setting of a shaping person and, on the contrary, if the ‘face
of the Other’, which binds me to responsibility and care, has a direct connection with
the cultivation of virtue. At the pedagogical level, the question is posed as follows: Is
there a relevant connection between education to prosociality and development of
character? Or, briefly: Does a helping act change the morality of a person, et vice ver-
sa, does moral maturity of a human being strengthen their readiness to help?

In order to answer these questions, I decided to deepen selected aspects of the
ethics of dialogue, while bearing in mind the dynamic aspect of approaching the Other.

Who is the Other?

The philosophy of dialogue, which intersects with personalistic philosophy and
ethics, was chosen as an inspiring source of reflection on the relationship to the Other
and the authenticity of helping love. Particularly, the focus is on Emanuel Levinas’s
ethical conception. A quotation by H. Arendt aptly illustrates the content connec-
tion between personalism and Aristotle's understanding of friendship: “Love in the
broader sphere of human affairs corresponds to a personal relationship that may be
best described as ‘respect’ Respect is like the Aristotelian philia politiké, a sort of ‘po-
litical friendship’ that does not require proximity and intimacy. This relationship is an
expression of respect for a person.” !

Civic friendship is a virtue of broader co-existence, in which respect for the Other
person is a cultural condition for the pursuit of a good life. However, this quality of
co-existence with others in a community has its origins in an elementary relation to
the Other, the close one, a specific Thou, with whom I develop a deep and unique
story of friendship. The basic relationship between I and Thou is an operative symbol,
an effective sign and a starting point for all positive social relationships, marked by
the nature of unity, generosity, respect and mutual responsibility.

It seems that the outlined continuity between the relationship of I-Thou and poli-
tiké philia is apparent and it does not need to be proved. However, this aspect gets
problematic when the following question is analysed in depth together with Levi-
nas: Who is a friend, a neighbour, the Other, to whom I turn my goodwill? Who is
the Other? The Other is above all different than [ and at the same time, different
to everything else. Levinas understood that, in the identification of the Other, their
existence needs to be differentiated from ‘the same, the entire, anonymous, total and
general being (there is, Fr.: il y a) that covers everything with its non-differentiated-
ness and impersonality. When we turn to the Other, we turn to an ‘alien, to something
and someone that does not belong to the familiar, obvious, one’s own country domi-

' H. Arendtova, Vita activa neboli. O ¢inném Zivoté, Praha 2007, p. 316.
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nated by me. An active movement to the Other suggests a movement ‘elsewhere), out-
side one's self, into terra incognita in the strongest meaning of the word. “The Other
we metaphysically crave for, is not ‘Other’ like the bread I eat, place I live in, coun-
try I dwell in, like sometimes I am for myself. [...] Metaphysical desire heads toward
something completely different, absolutely different”. The desire for the Other is not
based on a need, since a need is a state in which a human person lacks something,
i.e. they are incomplete, thus, they are existentially nostalgic for something they at
least partially know in advance (the Other as an alter ego). However, the metaphysical
desire does not crave for a return, but for something completely different, something
we have never contained. If we talk about love as of saturation of some noble hunger,
then it is not real love. Real love longs for something that transcends every fulfilment
and deepens the desire itself further. It is a desire for the radically heterogeneous.
Realisation of this existential desire paradoxically increases the distance between us,
since it reveals authentic exteriority, difference, unicity of each Thou. The difference
of the Other is the difference of the noble, the highest, the infinite, the invisible. The
metaphysical desire for the absolutely Other ‘presupposes unselfishness of goodness™.

Does it mean that radical separateness of the Other can cast us into solitary con-
finement? That non-transferability of ‘the Other’ to ‘the same’ condemns our existence
to eternal isolation, slavery of the ‘teeming’ totality of being (there is)? Levinas shows
that such a fatal fate would await a human being if that being were a primal state, a gift
of the vicious world in which we as subjects would suddenly find ourselves. Accord-
ing to him, on the contrary, the shapeless teeming, the anonymous depth of a night*
are not primal. A unique relationship is ‘not the being’ (Germ. Sein) of the existent
(Germ. Seiende), but the relationship to someone who is the existent. Ontology is not
primal, ethics is. Ethics means questioning the spontaneous egoism of ‘the same’ by
the presence of ‘the Other’ “The strangeness of the Other - their irreducibility to Me,
my ideas and my possession — occurs as questioning of my spontaneity, as ethics.”®
The transfer of the Other to the same is then the essence of immorality. To know on-
tologically is to surprise in an existent confronted that by which it is not this existent,
this stranger, that by which it is somehow betrayed, surrenders, is given in the hori-
zon in which it loses itself and appears, lays itself open to grasp, becomes a concept.
Conceptualisation means the suppression and appropriation of the Other, a power
transformation of the Other to the Same. Cogito (eng.: I think) finally means T can’
(meaning ‘T have the power to state’), that is, depredatory appropriation of what is.
Ontology is actually philosophy of power, it is ‘egoistic, impersonal, inhuman, with-
out respect to dignity and, eventually, it is unjust because it violently transforms the
Other to the Same. The opposite of neutralisation is transcendence, confirmation of

E. Lévinas, Byt pro druhého, Praha 1997, p. 19.

Ibidem, p. 21.
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‘to be different’ in the person of the Other. Relationship to the Other, by definition, is
not reversible. Its mutual changeability would connect I and Thou to one system (We)
that would destroy the radical difference of the Other. Transcendence to the infinite
is the only possible ethical relationship to the Other. The very radical difference of
the Other, however, is possible only when Thou is the Other in the relationship with
an element whose essence remains a starting point, it serves as an entrance to the
relationship. This element that remains at the starting point of the relationship is I.

What does it mean to be I? In particular, I means to have an identity, or rather,
to be in a process of constant finding of one’s own identity across everything that
happens to it. I is the original self-creation of identification. It is identical in its trans-
formations, it has a structure of a subject, the first person. I blends with itself, it is the
same against all difference, it cannot abandon ‘itself’, it is not someone else. Identi-
fication of ‘the same’ in I does not occur as clear tautology Tam I’ (as A=A), but as
aresult of existing here at home with oneself, in the way of dwelling, that is, like at
one’s home®. T am at home in the world, because the world offers (things) or resists
(persons) my ownership. Ultimately, the encounter of I and the irreducible diversity
of Thou creates the subjectivity of I.

How does the ethical relationship, the relationship of transcendence to the Other
take place if its aim is not adjustment, the establishment of the collectivity We? Is such
a relationship to Thou possible in which its radical exteriority against I would be kept
at the same time? If an authentic relationship cannot be a representation, since the
Other would dissolve in the Same, the Other needs to be accepted as different, that
is, the distance suggesting difference of the Other needs to be kept. Their difference
precedes every initiative, every imperialism of the Same. I and the Other do not create
a number, the collectivity I-Thou is not the plural of I. “To accept the Other means to
accept their hunger. To accept the Other means to give. But to give to a sovereign lord,
the one we address “You’ in the dimension of Majesty”’. If the Other is to be preserved
in their inviolability, I cannot exercise my power, which I exercise over the world, over
them. What is the possible nature of the relationship to the Other? Levinas replies
that it has the nature of a dialogue. The dialogue, however, cannot be explorative,
revealing, but purely relational, it should be immediate revelation, manifestation of
sense, presence that cannot be reduced to intellectual opinion. In a dialogue, I comes
out of its ipseity, beyond every totality, like face to face. This movement, however, is
by definition irreversible. I performs it as a breaking movement of transcendence, not
as thinking of the Other but as one's own conative walk. When I finds itself in a dia-
logue with Thou, it assigns the Other a right over my egoistic being and apologises for
it. Egoistic thinking resides in speaking and adopting an ethical attitude to the Other
in responding to their call or revelation. The Other manifests themselves to the first

¢ Ibidem, p. 23.
7 Ibidem, pp. 59-60.
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one, reveals their face, their presence. “The face speaks. The manifestation of the face
is already discourse. He who manifests himself comes [...] to his own assistance. He
at each instant undoes the form he presents”®. The Other, through their naked pres-
ence, calls, begs, requires. It is the look of a stranger, widow and orphan. Encounter
with the Other is a shock, their silent face causes upheaval and challenge. It evokes in
I consciousness of unique responsibility, it is a permanent and unfulfillable challenge
for the unstoppable I so that it attempts to cross the abyss to the separated Thou. Sub-
jectivity of I is fully created only after acceptance of this challenge, taking the position
of responsibility to the Other.

Levinas, in his works, attacks Heidegger’s fundamental ontology and shows that
he betrays the Dasein (the Other, Thou) in favour of the indifferentiable totality of im-
personal being®. Heidegger wanted to awake humanity from the sleep of forgetfulness
aboutbeing, however, he did it at the cost of forgetfulness about the Other. As]. Lacroix
states, “for thinking smitten with unity pluralism is embarrassing”*® According to
Heidegger, being human is from the very beginning co-being (Mit-sein), ‘being with
the Other. However, it is not a dialogical co-being, the relationship between I and
Thou is missing. The Other/different is constantly reduced to ‘the same’ in sameness
and non-differentiatedness of We. Superficial sociability of human beings looks for
fusion as an ideal state, and Heideggerian Miteinandersein (being-with-another) is
the collectivity of “friends) an effort for symmetry*’. Against the collectivity of persons
standing ‘side by side} Levinas places the collectivity of persons standing face to face’
Morality does not stem from the consciousness that we are together ‘on the same side’
but from the acceptance of the Other so that they take priority over me. The word of
the Other, their appeal, determines ethical existence of I. I is in a way ‘promised to the
neighbour’, it is chosen to them. Responsibility for the Other is a unique expression
of love to neighbour.

Being human is from the very beginning ‘being-for’ (Fiir-sein), being because of
the Other, being-for-the Other. “To be for the Other’ is existentially binding, the Oth-
er is not beside me, they are in front of me, standing opposite me. My responsibility
is not an expression of my freedom, it is not preceded by my generous decision, on
the contrary, the responsibility binds me even before my freedom, it precedes it. The
chosen (every moral subject) cannot escape it, its moral action has a heteronomous
origin. Everybody is ‘hostage to their brother’ The status of a moral subject resides in
its passivity, in acceptance of the primary challenge. Here, the paradox of an authentic
relationship of love is shown: the loving one is actually passiens (the suffering one,
the non-active one, a patient) who is affected by the address of the Other. “Happiness

8 Ibidem, p. 50 (in English version, 1991, p. 66).

° Cf.: E. Lévinas, Existence a ten, kdo existuje, Praha 1997b, pp. 30-31; E. Lévinas, Totalita...,
op.cit., p. 52.

10" C. Chalierova, O filosofii Emmanuela Lévinase, Praha 1993, p. 7.

" E. Lévinas, Existence..., op.cit., p. 79.
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and peace are not the true measure of humanity. The human in a subject is awakened
when instead of the statement T am, the subject responds to the calling of the Other
‘here I am™*2. The Biblical adsum (‘here I am;, T am ready’, T am available’) takes the
meaning of Fiir-sein here. Ethical asymmetry of the Other to me, their infinite chal-
lenge, forbids the setting of peace and happiness as the final ideal of life because being
is preceded by an extreme concern for the Other, some moral obsession that does
not allow me to settle and rest. The ethical appeal of the Other is not based on ex-
amination of ‘what is’ but thirsty heads towards to ‘what should be. The challenge of
responsibility for the Other is infinite, it can never be fulfilled. According to Levinas,
the Other relates to me and their face calls for me even if they are not concerned for
me, even if they do not know me at all. “I have increasingly more responsibility than
the Other, I am responsible even for his responsibility”**. Here, educational respon-
sibility can be sensed: if I am responsible for responsibility of the Other, I take over
the mission to encourage and develop in the Other responsibility for every Thou that
appears in front of the Other. This mission, in the right sense a mission to listen, is
the teacher’s mission.

If altruism is understood as the will of a human to be good (helpful, well-mean-
ing, generous) to the Other, then Levinas's ethics is not an ethics of altruism because
according to it, I do not decide about good, on the contrary, good fascinates me and
captures me. If I see a face, I hear the commandment ‘Thou shalt not kill!> The face is
truly naked, vulnerable, exposed to possible violence. The notion of murder includes
all forms of violence, such as contempt for the Other, their denial, either by acting,
speaking or thinking. For Levinas, the commandment ‘Thou shalt not kill!” is the es-
sence of revelation, everything else is just its consequence.

Thus, in Levinas, no virtues can be identified as learned behaviours. Moral dis-
positions, which are a prerequisite for good action, are never explicitly mentioned in
the terminology of ethics of virtue, especially if we mean its majority interpretation,
according to which ‘good character features’ are related to the person of the bearer as
the owner.

The philosophy of metaphysical desire for fulfillment (which never takes place)
and its realisation through responding to the call of the Other resembles rather Kan-
tian deontologism, except that this desire is not determined by the autonomy of will
but by the heteronomy of the face of the Other. Instead of the imperative of a universal
moral law that commits, commands and forces, in the ethics of encounter with the
Other morality is determined by the appeal of responsibility, which unconditionally
binds by the heteronomous law “Thou shalt not kill!’

If Kant’s ethical concept deals the term ‘virtue as a disposition of a moral subject
to act in accordance with an objective coercive principle', Levinas’s ethics would, for

12 C. Chalierova, op.cit., p. 27.
B Ibidem, p. 31.
" 1. Kant, Zdklady metafyziky mravii, Praha 1976, pp. 41, 70.
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such disposition, call openness to the Other, willingness to acknowledge own com-
mitment to them, readiness to accept responsibility for them. The acts of recognition
of the Other (reverence), respect for their uniqueness, responsibility (non-indiffer-
ence), care for their lack, unconditional giving (high-mindedness and generosity),
acceptance of the Other in their exteriority (patience), love (non-violence), justice
(non-abuse of power) would be then included in the register of ‘acts of virtue.

And what about the Others?

In the introduction, a question was posed whether it is possible to conceive
‘prosocial ethics of ‘many Others, whether some continuum between the relationship
to the Other and the relationship to a community exists. In socio-political structures
and relationships providing justice, the distant Other ceases to be Thou and inevita-
bly turns into He/She, blends with totality of the general. Levinas labels this problem
as the problem of the so-called ‘third™. Radical moral responsibility for the unique
Other results in a practical issue: how to live (ethically) well in a situation of plurality,
physicality, sociality, normativity and the political aspect of a human being? How to
transfer the ethics of giving and exclusive love to the Other in the world of society, i.e.
everyday life with social and professional relations and tasks with prosaic rules and
norms? Co-existence with many takes place in the field of securing justice through
agreements, contracts and political consensus regarding the will of the majority. In
the original collectivity I-Thou, there is no majority, the requirement of relationship
is absolute, it demands involvement of the entire human being. The impossibility that
it would refer to the ‘other Others, to ‘every Other, to ‘the Other in general’ is even
more evident.

Levinas clarifies how it is possible that a radical requirement of ‘the third’ appears
in the centre of exclusivity of the relationship of I and Thou. Everything that takes place
‘between us’ (I and Thou) is related to everybody, and every observing face is standing
in the light of public order, even in the case of a private and secret relationship.

Speech as a relationship of the presence of aface is not a challenge for some
self-sufficient consociation, forgetting about the universe. “In the eyes of the Other
someone third is staring at me - speech is justice [...] The poor one, stranger presents
themselves as the one who is equal to me. Their equality in this essential poverty
depends on the fact that it refers to the third who is present in an encounter like this
and whom in their lack the Other already serves”*®. The Other is never alone in the
relationship to me, I need to take responsibility over the third one, who is next to
them. I even need to choose between them, ask who has priority and who needs to be
protected. And thus, the epiphany of the face of the Other is a lordly command to me

5 E. Lévinas, Totalita..., op.cit., p. 189.
16 Ibidem, p. 188.
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that ‘orders me to command’ “The presence of the face - of the infinitely Other - is
the lack, the presence of someone third (that is, the entire humankind that is watching
us) and it is a command ordering to command”?’. The Other orders me to care for the
order of justice, public morality and good institutions for their sake. ‘The command
ordering to command’ is a pedagogical challenge: The Other asks me to cultivate so-
cial and political relationships, structures and agencies of power, even to establish
and demand normative order for the sake of the Other. My activity of the care for ‘the
third’ is an activity of cultivation, refinement and shaping of Others (children, youth,
pupils, students) who currently and prospectively create the order of justice. Mor-
al education focused on authentication of the relationship I and Thou is inseparable
from education to respect for social normativity that provides justice.

It does not hold, in a society, that the innocent never suffer. The Other asks me
for justice, mediated by rules. It is not sufficient to teach morality without institutions.
A moral subject is forced to descend from heaven to earth, their moral tools and cus-
toms that they developed in the collectivity I-Thou need to be reviewed and adapted
to life in collectivity with ‘the third™®.

In any case, just institutions are those that listen to the requirements of the Other,
respect heteronomy in which the Other calls us and challenges as. The transition to
political order is a transition from love to justice, but to justice respecting the require-
ments of love. Ensuring such justice is a political task, or — as Levinas says - ‘the wis-
dom of love’®. According to classical theories of the social contract (e.g. Hobbes), it is
a matter of political wisdom to ensure the preservation of life and rights of individuals
who are led to each other by natural egoism. These theories state that the most im-
portant value of human beings is assertion of themselves, development of their own
personality. However, according to Levinas, the role of the political is not to limit the
limitlessness of violence, but to limit the limitlessness of altruism. Generosity towards
one Other could cause injustice somewhere else, to someone else, or even wrongs to
someone third, whose voice I overheard or did not capture. “Love to the other cannot
overlook the care for justice. Care means to compare the incomparable, to compare
the other with the third one. In Levinas, this moment is the birth of the political™°.

The act of justice presupposes reduction of persons to measurable quantities, the
act of abolishing the other as the Other and their conversion to the Same. Such an
act — for the introduction of justice — implies violence, that is, the exercise of injustice
towards the other. It is a paradox, however, it must not gain an inappropriate dimen-
sion in which the face-to-face position would no longer be possible. If that were the
case, community would become totalitarian and would lose legitimacy. Community
is legitimate when it allows the birth of communities in which fraternity can take

7 Ibidem, p. 189.

'8 E. Lévinas, Etika a nekonecno, Praha 1994, p. 180.
¥ Cf. C. Chalierova, op.cit., p. 32 and further.

2 Ibidem, p. 34.
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place, that is, a situation where every person can become a face for me, get rid of
anonymity and be close to me. Justice therefore must not become self-serving and
insensitive to the uniqueness of every human.

The paper is an outcome of the project Vega No. 1/0056/19.
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Is it possible and necessary to cultivate
love? Education to love according to
“Summa Theologiae” of Thomas Aquinas’

Abstract: The author researches the issue of love in Thomas Aquinas’s Summa Theolo-
giae. He researchs the possibility of upbringing for love, and from what point of view this
education is needed. The author concludes that the concept of love is quite different in
the Summa Theologiae. In the context of Aquinian ethics, virtue points out that friendly
love, as a unique phenomenon of human beings, is not necessary and therefore not only
permits but also requires it to be developed through education.
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Introduction

In the following text we are going to deal with basic anthropological resources of
education to love from a philosophical point of view. We want to answer two sets of
basic questions. The first one concerns the “possibility” of education: Is it in any way
possible to bring up people to love? Isn’t love, on the contrary, something what comes
naturally with individual development? And if it is possible, what are the essential
conditions of our human existence which support this possibility? Through the first
question, we want to examine what is the possibility of upbringing to love, in other
words, the degree of openness of a human being to education to love. The problem
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we are facing is to what extent is love in our “power”. If we talk about education to
something, every time there is a possibility to become someone, our development is
not determined. Is it possible to consider love as some possibility or it is something
that happens without the possibility of our choice? This was the first set of questions.

The second set of questions is focused on a different aspect of education to love.
It relates to its key position in education. In fact, we ask if it is not only possible to
educate to love, but if it is vital. Is this education necessary as something crucial in
the development of love as the condition which enables one to develop love or is an
upbringing to love only one of many ways in which to acquire love.

These questions form the formal side of this article. As is obvious from the title,
our ambition is not to answer the questions generally. The text offers answers drawn
from Summa Theologiae (Theological summary) — the last and unfinished work of
medieval theologian and philosopher Thomas Aquinas (1225-1274).

It is necessary to outline the importance of Thomas Aquinas’s thinking for con-
temporary philosophy, and for the philosophy of education. M. Ascombe’s essay re-
sulted in the aretaic turn in the field of philosophical ethics during the second half of
the 20th century. Many authors engaged with this essay. One of them was A. MacIn-
tyre, who was popular and respected but often criticised. His thinking developed and
at some stage he engaged with and referenced the thinking of Thomas Aquinas. It is
interesting to note that MacIntyre incorporated Thomas into his studies of Aristo-
tle. MacIntyre suggests that Aquinas is more consistent with Aristotelian theory than
Aristotle. It is not our task to evaluate the extent to which MacIntyre was successful
in revealing Thomas’s theory in its authenticity. More important is the fact that, altho-
ugh MacIntyre was part of the neo-Aristotelian movement, he argued that Thomas
Aquinas was the key thinker of the ethics of virtue through an examination of the hi-
story of ethical thinking. Similarly, the philosopher and emeritus professor of philoso-
phical ethics G. Abba at Universita Pontificia Salesiana also noted the importance of
Thomas Aquinas. Abba* in his analysis of the evolution of Aquinas’s thinking contends
that Thomas Acquinas’s Theological summary is the original synthesis in the theory
about virtues and human deeds, in respect to other philosophers (e.g. Aristotle, Au-
gustin, Albert Velky). At the same time he points out that Aquinas’s theory didn’t have
the final say in the history of ethical thinking. According to Abba, Aquinas’s synthesis
remained uncomprehended by his followers and it was not discovered or appreciated
until after the aretaic turn during the second half of the 20th century. Contemporary
authors dealing with the ethics of care, the ethics of virtue or the education of perso-
nal traits refer to the work of Aquinas rather formally or only historically. We suggest
that one of the reasons for the marginalisation of Thomas Aquinas’s thinking is due

2 G. Abba, Lex et virtus, Studi sullevoluzione della dottrina morale di san Tommaso d’Aquino,
Roma 1983.
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to the scholastic and the neo-scholastic tradition which referred to Thomas Aquinas
as a key thinker. According to Abba, these traditions did not grasp some key ideas in
their depth and consequences. This has resulted in a sort of simplified and schematic
insight to Aquinas’s work, which ignores major shifts in his thinking as well as his
openness and dynamism which can provide inspiration for the present. According
to us, this context is important to mention especially because of the current review
of paradigms as modernism or trans-modernism and also hyper-modernism. All the
mentioned traditions did not deal with the original thinking of Thomas Aquinas, but
mainly with the scholastic and non-scholastic version. Thus, in this article we try to
provide answers to the questions mentioned above about the possibility and necessity
of education to love stemming from Summa Theologiae of Thomas Aquinas. We ma-
intain that through an examination of the pre-modern concept we can contribute to
a more developed view of the studied topic as well as broaden the horizon of the topic
of education to love in the present.

In order to find the right answers to questions about anthropological conditions
allowing education to love and the necessity of education to love, the answer to a basic
question is needed: What is love according to Summa Theologiae?

In general, love in Summa Theologiae is seen as “a specific and unique movement
of intellectual creation to God” (STh I, 2, pr.), the essence of which is the participa-
tion of human beings in the creation, and especially in relation to the Divine being.
Aquinas’s anthropological perspective is based on the fundamental premise of “po-
tential perfection”, or “initial imperfection” of every human being, who is gifted with
the ability of development and changes to their potential into their developed forms.
Thomas calls this development by movement (lat. motus) and indicates the funda-
mental process concerning the human being in its essence. In other words, and in the
terminology of the classic tradition of the ethics of virtues, it is also about the way of
acquiring beatitude, let us say the way of virtue, whose goal is “participation” in the
highest goods, those which improve us to an unattainable extent and beyond the area
of enjoyment and benefit. It is obvious that what Thomas indicates as a movement,
doesn 't relate only to the subjective and individual life of the human individual. On
the contrary, the movement is basically linked to the principle of participation, thus
participation in other existence. Movement and participation are two aspects of the
same reality, while participation can be considered as one of the most critical prin-
ciples of Thomas’ philosophy, whereas beatitude as the fulfillment of human life is
given by participation in the good, not only by the knowledge of the good, or the
desire for the good. The connection of movement as the basic process of acquiring the
full extent of humanity and participation in the surrounding existence points to the
thesis of globality and integrity of being. It means that Aquinas is considering each
being not only as isolated and absolutely autonomic in regard to other beings, but as
ontologically linked and absolutely autonomic taking into account other beings. This
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mutual connection has its vertical dimension, thus a hierarchical arrangement, and
a horizontal dimension. It means that the acquisition of perfection is dependent on
the perfection of the other being, whereby particular beings are able to improve the
being at a different hierarchical level in varying levels. In these contexts, it is necessary
to point out that Thomas Aquinas considers being in its essence good in a double sen-
se. First, kindness is given by actual existence, in fact, goodness is initial and original.
Second, there is potential and perspective goodness, that is, goodness in its excellent
and achieved state. This initial and perspective goodness of being is the basis for any
being to be the means of the refinement of the other beings.

Considering the questions that we are trying to answer, it is important to point
out that the aforesaid ideas find, in relation to a human being, their specific appli-
cation mainly in the fact that the realisation of human potential happens through
love, thus through participation in the good, which has the power to improve our
givenness. We can say that the theory about love creates the gravitational centre of the
theory about participation. Love as an acquirement forms the humanity of humans.
In other words, the way of virtue, according to Thomas, is allowed by the dual-nature
of the goodness of human nature as every human is being considered a good so his/
her “participation in the Divine goodness, but also by pointing to the good as to your
goal™. In this resolution the basic openness is placed. Human beings rely on goodness
which can improve them because it makes real what is possible. The initial participa-
tion in goodness, which was given to humans by creation, forms the basis and borders
to participation. Choice and goodness are discovered beyond the acting. This type of
participation was realised through love. According to Thomas, human participation
in God cannot reduce the relationship to a single person and God. According to The-
ological summary it is not possible to know God directly and imminently and as an
eternal law inside us, but He is revealed to us only in His impacts (STh I-II, q. 93, a. 2,
in corp.?) Equally, the way to perfect realisation of our own possibilities to be human
leads through participation in God’s impact. This has a decisive impact on all aspects
of becoming a unique person. We can say that the way of beatitude, thus the way to
realise the potential of being a human being is only via the correct participation in
the goodness of the surrounding world. In the necessity of acquiring of one’s own
unique humanity every human being finds themselves as being essentially dependent
on the world which surrounds them and other beings. The essential anthropological
condition to realise one’s own humanity, is openness and reliance of human beings
on the good of other created beings. This is connected with the basic situation of love
(lat. amor) to be the desirous appetitive (lat. appetitus) part of the spirit. It means that
love “is the movement towards the subject outside the subject™. It is fundamentally

* A. Blas¢ikovd, Etika cnosti podla TomdSa Akvinského, Nitra 2009, p. 14.

* T. Akvinsky, O ldsce a milosrdenstvi v Teologické sumé, Praha 2016.

5 K. Sprunk, Tomds Akvinsky o ldsce, [w:] T. Akvinsky, O ldsce. Vybér otdzek z Teologické sumy,
Praha 2005, p. 10.
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different from cognitive processes, which makes the acquaintance between united
with the cognised object only in itself.

Thus, compared to cognitive processes, love is the principle (beginning) of the
movement towards the beloved goal, from which desire arises as the movement to
goodness and joy as a real connection to goodness. We can notice that love is the way
of updating one’s own potential, which Thomas termed adequatio. This term is often
translated as “accordance’, but from this is not adequate. Adequatio is a complex pro-
cess, where Thomas indicates in the case of love three consecutive effects of good on
appetite. The first one is a passive adaptation (lat. coaptatio) of appetite to goodness.
Present goodness has the strength to activate inactive appetite. This activation means
its initial change and contains some basic homogeneity (lat. connaturalis) with good-
ness and its adaptation (lat. coaptatio) to the form of goodness. The second following
impact is the interiorisation of goodness, because an impression of goodness arises
in the will (Lat. impressio) where in appetite rises the movement to goodness, comes
tendency to a wanted thing (STh I, q. 27, a. 4°), which Thomas called falling in love
(Lat. complacentia). The third and last impact of present goodness on appetite is unity
between loving and loved. It is concerned about so-called affective unity (Lat. nexus),
which Thomas differentiated from real unity. This unity means the transformation
of diligence, which becomes homogenous in proportion to the present and desired
good. Although in such love there is still no real unity with the subject of love, Tho-
mas claims that affective unity is similar to a substantial one. Love in general (Lat.
amor) is so called simply love, which creates the basis, the principle of every other love
(STh I-IL, g. 26, a. 3, in corp.”) In this context, we can clarify the causes of love: good,
similarity and causality®. Good as the reason means that we can love only something
that is appropriate, similar to our nature and that we have in the performance of what
we have in potency (STh I-II, q. 27, a. 1°). Second, everything loves that which is in
unity with it. This creates some colligation on the basis of similarity (STh I-II, q. 27,
a. 3'%). The third reason of love is knowledge. Although Thomas recognises the neces-
sity of knowing good (STh I-1I, q. 27, a. 5''), he defines that goodness comes first and
that something could be loved more than it is known because it might be perfectly
loved although it is not perfectly known (STh I-11, q. 27, a. 5, ad. 2'2).

In connection with these three causes of love, it is clearly shown that Thomas’s
theory about love unfolds from the original, universal good of the world, in which
every human specifically participates and has their own specific mission. Through

¢ T. Akvinsky, O ldsce a milosrdenstvi v Teologické sumé, Praha 2016.
7 Ibidem.

$ K. Sprunk, op.cit.

° T. Akvinsky, 2016, op.cit.

10 Ibidem.

1 Ibidem.

12 Ibidem.
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love, people find the world homogenous with themselves, perceive the adequacy of
the world which surrounds them, towards themselves. Love is the only cause of the
movement of humans to goodness. Human beings, with their appetitive abilities, have
the essential position to realise in the world. This reality is clearly shown in Tho-
mas’s distinction between demanding love (lat. amor concupiscentiae) and friendship
(Lat. amor amicitiae) (SThI-II, q. 26, a. 4, in corp.”).. According to J. McEvoy*, Tho-
mas placed the discussion of friendship (Lat. amicitia) in relation to the discussion
of general love (Lat. amor) and to the highest form of love (Lat. charitas) in order
to understand the form of friendship. Thomas defines friendly love as the form of
love to another person, where goodwill (Lat. benevolentia) prevails on those forms of
needs and desires which characterise passionate love. To love somebody else because
of themselves means to respect and develop their unique nature as an independent
reality and at the same time as a reality where we discover our “second self” (STh I-II,
q. 28, a. 1, in corp.”).

Thomas highlights the distinction between demanding love and friendly love in
an analysis of the effects of love (lat. effectus), distinguishing between the following
effects: union, mutual indwelling, ecstasy, zeal and wound. In the most basic effect,
union (lat. unio), Thomas reaffirms the original harmony and similarity of individual
human beings, because on the basis that the two are similar, as if they are in one form,
they are in this form somewhat unaltered. Therefore, the affection of one points to the
other as to the one with which he is one, and wants him as good as himself (STh I-II,
q- 27, a. 3, in corp.’®). For that, “each of these arises from a kind of apprehension of
the oneness of the thing loved with the lover. For when we love a thing, by desiring
it, we apprehend it as belonging to our well-being. In like manner when a man loves
another with the love of friendship, he wills good to him, just as he wills good to him-
self: wherefore he apprehends him as his other self, in so far, to wit, as he wills good
to him as to himself. Hence a friend is called a man’s “other self” (STh I-1II, q. 28, a. 1,
in corp.”). This is directly related to the second effect of love, mutual residence (Lat.
mutua inhaesio) between loving and loved. In friendly love comes specific mutual
in-dwelling, where “the lover is in the beloved, inasmuch as he reckons what is good
or evil to his friend, as being so to himself; and his friend’s will as his own, so that it
seems as though he felt the good or suffered the evil in the person of his friend. Hence
it is proper to friends “to desire the same things, and to grieve and rejoice at the same”

B Ibidem.
'* J. McEvoy, K recepcii Aristotelovského pojmu priatelstva v scholastike, ,,Filozofia“ 2004, nr 5,
p. 370.
> T. Akvinsky, 2016, op.cit.
o Ibidem.
7 Ibidem.
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(SThI-II, q. 28, a. 2, in corp.'®). The third cause or a sign of true friendly love is so cal-
led ecstasy (Lat. extasis). Love causes ecstasy by two means: dispositively and directly.
Dispositively in the case when it encourages knowledge beyond the cognitive; directly
in passionate love where: “loving is entrained outside of themselves, joy from good
is not enough for them they have and therefore they try to use some good outside of
themselves. [...] Such a feeling ends in themselves or “in friendly love rises apart of
them because they want and act well to their friend the way he cares and shows him
the care because of themselves” (STh I-11, q. 28, a. 3, in corp.”).

It is evident from these three causes of friendly love that in the context of various
forms of love friendly love is a unique movement of the soul for Thomas. Participa-
tion in good means that friendly love is a unique realisation of the abilities of our
souls through virtues. The essential principles of friendly love include the fact that
one human being who realizes their uniqueness can be good in a manner in which
another person finds the way of their realisation. It is related to the ability of a human
being who can recognise and realise good for another person. It means that humans
are a unique creation who can develop the world which surrounds them at different
levels and impact it in accordance with their own realisation. Love for another person
can’t be replaced by any other sort of good, where the person participates.

As we have shown, according to Thomas, passionate love as well as friendly love
creates the essential movement of human beings who can achieve fundamental per-
fection. At the same time, it is love in which man tastes his own fundamental referral
to the good, which is out of him. Because love is the unique reaction of human nature
through which we are participants of good. Through love a given good improves, so
actualising our own dispositions, potential.

Let us try to answer the first set of questions which asked if it is possible to bring
people up to love or is love a movement rising out of our nature. It seems that the
answer is ambivalent. It is clear that Thomas endows “love” with some natural move-
ment, which is caused by the presence of good: spontaneous movement which doesn't
require the choice of good or its recognition. In this case, it would seem that it is
necessary to exclude the possibility of upbringing to love. All the aspects of love that
Thomas develops through the theory about virtue are about the way to improve one’s
own nature, in other words, the change of one’s own substance. On the one hand, we
can accept that some type of love is a natural reaction to some aspect of the good of
another being. On the other hand, it is necessary to take account of the fact that the
presence of other beings doesn't have to be a coincidence and it is a possible targeted
submission of selected human beings. In this case, we can talk about an intentional act

8 Ibidem.
Y Ibidem.
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in which one human focuses love at another human being - at the level of natural love.
A person, who by intentionally choosing others, is able to change. This is the root of
a unique type of good, which is not given to us by the only existence of being. Friendly
love, which we are given by someone, is good, which is in its essence coincidental and
accidental. But this doesn’t mean anything other than that its existence has its own
inception in a free act of another human. Accidentality means, that the act of friendly
love is not necessary and determined. On the contrary, it is a true gift, because it arises
from “nothing”. For a better understanding, it is appropriate to point out the fact that,
according to Thomas, beatitude is the fruit of virtue, which is nothing other than ac-
cident, including the essence of human being. But it mainly means that being virtuous
is not necessary. It is just an option, which can remain unused. Therefore the act of
friendly love, which can “wake up” our love, is that exact good, which is under our
control. We can bless someone by it or retrieve them a specific good. Sure, the very
love as an echo of spirit is not in this case of our power, but if it could be allowed to
initiate the potential to be loved by friendly love, it is just possible to do it in the way
through good created by friendly love. In this case, Thomas’s thinking is inspiring as
it always points out that love is always the answer to good and at the same time, the
quality of love (demanding, friendly) is influenced by the quality of good.

The next area where we find roots for the possibility of upbringing in love is in
the differentiation Thomas makes between various types of love. It seems to us that
his understanding of acquirement of virtue is quite beneficial. If we ask what a virtue
is, one of the answers is that it relates to an accidental form of substance. This means
that it is quite stable (habitual) and at the same time an unnecessary (but accidental)
change of our substance. The fact to which we want to draw attention is that this
change is caused by a frequency and intensity of the presence of good which allows
humans to recognise the given good and love in various situations. Thomas describes
this process as “habitation” As G. Abba always repeats, virtue is not a habit, but the
ability to choose some good in the different contexts and conditions of outside and
inside a character. So virtue is an ability to choose the better good, despite the presen-
ce of minor goods, which activate interest and love. This ability is not only necessary,
but directly supposes conscious effort.

The second set of questions which we hoped to answer concerned the necessity of
upbringing to love. Is upbringing necessary in the development of love as a condition,
which basically allows love to be developed, or is upbringing in love one of many pos-
sibilities of earning love? Here too we can point to some ambivalence. There is a varie-
ty of love from the side of the loving, as well as from the side which is loved. We want
to highlight the necessity of upbringing to friendly love. The necessity comes out of
the problem of so-called random passions (Lat. passiones). It is obvious that love co-
mes with various emotional states which are not bound only to a loved subject and the
affects are rational or sensual. The variety of origin of these affective reactions is the
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source of variety in their spontaneity and intensity. For example, physically-sensitive
affects are more direct, spontaneous than rational affects. This can cause a problem
with the choice of good and it opens the demand for the development of such affective
reactions which will be in harmony with the way of virtue. Upbringing to love would
develop the ability to prefer that type of good which is in harmony with a good life
despite its lower affective attraction.
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Abstract: It is contended that technological education, forming the outlook of the modern-
-day person should accord to universal human values (the good, love, harmony, aesthet-
ics, etc.). The achievements of scientific and technological advance should be subordinate
to these values. It is argued that humanising the training of technology teachers requires
a strategy and the establishment of regular courses in culture for technology teachers. It
is suggested that humanising the paradigm of education changes the basic requirements
of the dialectical method in revealing the contradictions of the object of study. Key ideas
of pedagogy focus onthe uniqueness of each student and take into account her/his inter-
ests and values. This may require individualising the learning process. The abovemen-
tioned issues can be responded to through a cultural approach to technology teachers’
training. The content of courses should recognise the integrity of the cultural experience
of humanity: ethical, religious, philosophical, aesthetic, technical, professional, etc., in
addition to the scientific way of knowing the world. The use of technology in everyday
life has greatly increased. There has been a shift of cultural patterns from the realm of
mass consciousness and mass behaviour that operate on a natural basis to new patterns
characterised by individualisation, analysis, and even consciousness transformation and
construction. Therefore, teaching that the technological culture of self-determination is
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Problem statement

The current crisis situation ofsome post-communist societies requires changing
priorities in education in order to imbue people with a new type of ideology. This ide-
ology would fosteran individual’s harmonious interaction with nature and with other
people’, and would prepare such an individual toaccept global changes, respond ade-
quately to the emergence of new knowledge and help him/her to orienthim/herself in
the information space of today and in the future.?

An analysis of the current state of general educationin post-socialist countries
has shown that one of the main reasons for the crisis in technological education is
the existence of two contradicting paradigms in the formation of a modern person’s
ideology: scientifically-technocratic and humanist.’

In developed countries, these two paradigms complement each other informing
the ideology of a modern person.

Therefore, the problem of analysing and developing the humanist paradigm of
amodern individual’s ideology in post-socialist countries is urgent, particularly in
Ukraine.

Analysis of recent research and publications

The scientifically-technocratic paradigm refersto viewing society’s future as being
based on scientific and technological advance. Training in this paradigm leads to the
formation of a technocratic type of personality.

The humanist paradigm privileges universal values (the good, love, harmony, aes-
thetics, etc.) as the basis for the ideological system of society. Science and technology
aresubordinated to the ideas of humanism.*

Unfortunately, this controversy has not been overcome in Ukraine, and the edu-
cation system continues to prepare future technology teachers within the scientific-
-technocratic paradigm.’

' National Center for Education Statistics, Yelektronniy resurs, http://nces.ed.gov/programs/
digest/d07/tables/dt07 005.asp.

2 P. Belanzhe, Obrazovaniye vzroslykh v promyshlennorazvitykh stranakh, ,Perspektivy:
Voprosy obrazovaniya’, UNESCO, 1992, Ne 4, p. 13-32

* S. Lutayv, Filosofiya suchastnoyi osvity — Navchal’ Nyyposibnyk, Tsentr ,,Mahistr-S” Tvorchoyi
spilky vchytel, 1996.

* V. Sidorenko, J. Kulyk, I. Zhernoklieiev, Updating Technology in the Comprehensive Schools
of Ukraine. Technology Education in New Perspectives, Stockholm Institute of Education Press,
Stockholm 2005, pp. 97-102.

* V. Kulykye, Pidhotovka maybutnikh vchyteliv do doslidnyts’koyi diyal’nosti, Kyyiv-Drohobych
2004.
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Thus, analysis of the information field of knowledge (the knowledge that a future
technology teacher must possess, according to the typical curriculum) shows a signif-
icant bias favouring technical disciplines over the humanities.®

Analysis of the qualification characteristics of future technology teachers shows
that in terms of «skills and abilities» there is a bias in favour of skills and abilities
aimed at forming a technocratic person.”

At the same time, analysis of consumer goods (the final products of technological
training), in which various technologies are integrated (for example, electronic equip-
ment and automobiles) and which are manufactured in Ukraine, USA, Germany;, Ja-
pan let us distinguish certain regularities in terms of price, quality, convenience and
safety of operation, ergonomics, aesthetics, maintainability and utilisation.

Thoroughness and precision dominates in Japanese products, precision and ra-
tionalism - in German products, simplicity, maximum comfort and quality prevails
in USA products. That mentality of the citizenry (which essentially depends on edu-
cation) is clearly reflected in the final product through its characteristic features.

Highlighting previously unresolved parts of a general problem

An analysis of the curriculum and textbooks of these countries shows that signif-
icant attention is paid to more human-orientated knowledge.® These are: ergonomics,
design, culture of production, scientific organisation of labour, ecology. That is, the
structure of professional knowledge, which has a significant human component, fos-
ters the formation not of a technocrat, but a humanist.

A humanist personality gives preference to humanistareas of development in her/
his professional activity, in making decisions (choice of technologies, choice of work,
choice of means of labour, waste management, and choice of safety equipment). So,
if we focus on world standards of living, we need to foster the humanist educational
paradigm in Ukraine (in the technology field).

The purpose of this article is to analyse the problems of humanising technolog-
ical teachers” education.

Presentation of the main research material

Humanising the paradigm of education changes the basic requirements of the
dialectical method in revealing the contradictions of the research object. The main
contradictions that emerged from the contradictions of society for pedagogy in the
past were: the contradiction between the needs of people and the conditions for their

¢ Ibidem.
7 Ibidem.
8 Ibidem.
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satisfaction, betweennormativity and creativity, between the typical training of teach-
ers and the individual and creative nature of their activities. Nowadays, philosophers
of education define the main contradiction of the pedagogical process as the ratio
between satisfaction of social needs (what is the common “need”) and the individual
needs, the interests of separate students (what does a separate student “want”).’

Modern philosophers see the principle of solving this problem as the essence of
anew educational paradigm. An analysis of the literature has shown that developing
a new type of ideology, which ensuresharmony in society and with nature, requires sig-
nificant changes in the assessment of science, its characteristics, and its main tasks."
This idea was first expressed by the philosopher Vladimir Solovyov (so-called “unifica-
tion theory”). His followers K.E. Tsiolkovsky, A.L. Chizhevsky, V.V. Vernadsky, and oth-
ers, saw a new type of philosophy of education as interconnecting living and inanimate
nature, the scientific study of nature and matter. And they called for the development of
human ideology on the basis of the so-called new noosphere type of civilisation.

The use of the unification concept, while forming the methodological principles
of systematising technological training content, will significantly eliminate the sepa-
ration from values in our education, which has developed historically, based on phil-
osophical and materialist principles. This concept must necessarily be used in the
development of such areas of technological training as energy saving, maintainability,
utilisation of waste products, which is determined by the culture of production, ex-
ploitation, consumption of both means of production and production facilities.

An analysis of the science literature showed that this great idea has not been ful-
ly implemented and has not led to technological learning out of a crisis, since the
amount of knowledge that mankind possesses is not enough to cross the boundary on
which the new paradigm begins. I mean the paradigm mentioned by T. Kuhn in The
Structure of Scientific Revolutions."

The modern transformation of the purpose of educational activity leads to
a change in the tasks of education. The priority ideas of pedagogy are becoming the-
ories aimed at studying the uniqueness of each student, taking into account his/her
interests and value systems, which requires an individualised learning process. This,
in turn, causes the rapid pace of development of knowledge of the previous paradigm.

Knowledge of a new paradigm often lags behind the development of science and
technology, their unification reduces the dynamics of knowledge development. Re-
garding the training of future technology teachers, this problem is compounded by
the fragmentation of the fundamental scientific knowledge in their technological
training. Certain subjects such as heat engineering, mechanics, electrical engineering,
materials science do not create “synthetic knowledge” (according to I. Prygozhin).

° S. Lutayv, op.cit.
10 Ibidem.
" T. Kuhn, The Structure of Scientific Revolutions, Publishing AST, 2001.
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It is possible to solve the above-mentioned problemspartly byadopting a cultural
approach to teachers’ training, that is, the content of the training should be the cover
the cultural experience of mankind: ethical, religious, philosophical, aesthetic, techni-
cal, professional, etc., in addition to the scientific cognition of the world.

The culture-and-value reorientation of human beings and life should take place.
And it must be realised in concrete social mechanisms of people’s life orientation.
Accordingly, training should focuson developing the personal potential of the learner.
Culture does not act as an external illustration, but as a model of human existence.

Therefore, educational processes should not be based on a system of ready-made
knowledge transfer, but on a system of learners independently acquiring knowledge,
in the context of the formation of cultural values, ways of activity.

The peculiarities of socio-cultural processes in Ukraine determine the value-
-orientation and pedagogical and technological specificity of implementing the cul-
tural paradigm in the training of technology teachers in the national school, but not
its general civilization content. That is why teachers’ preparation for professional
activity requires an analysis of the current socio-cultural situation, the socio-philo-
sophical justification of the parameters of the cultural approach for determining the
content of training. At the same time, this analysis should take place in the context of
the influence of general civilizational trends within the cultural and national environ-
ment of Ukrainian society.

Implementing the cultural approach in this regard is especially important in the
process of professional training. During this process the value orientations of the
younger generation are being set and the motivational basis for the solution of socio-
-economic problems is being formed. It determines the forms of activity of members
of Ukrainian society in the 21st century, including state building.

Unlike a traditional society, which is based on the processes of reproduction of
activity, social structures, life rules and traditions, the modern dynamic society is
characterised by processes of qualitative change of various social and cultural struc-
tures, as well as the correspondent forms of behaviour, thinking and consciousness
of people. Assessment of the future changes accordingly. The future is a process of
continuing the past in traditional society. In a dynamic society, the future is funda-
mentally different from the past; it must be redefined every time on the basis of newly
created cultural values. In this case, the problem of the formation of a system of cul-
tural values and motivation of each individual becomes very topical. That, in turn,
actualises the cultural approach in the formulation of technology teachers’ training.

After all, if earlier the life of society and the individual was determined by external-
ly existing cultural patterns of behaviour and consciousness (mentality), then now the
process of self-determination, self-identification, personal development of individual
landmarks, ways of life, meaning of life and moral imperatives becomes more import-
ant. Nowadays, there is a fundamental change in the method of communication be-
tween those working in the technological sphere and those in culture. The exploitation
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of culture, the culture of consumption, the culture of using devices and products of
production is growing. In traditional society, when technologies were quite primitive,
the consumption of products occurred according to standards, cultural patterns. And
the impact of technological culture provided for stability in social life. That is, culture,
as a phenomenon was not distinguished as a separate social reality.

Within an information society implementing information technologies, the in-
fluence of the use of technology in the everyday life of individuals is increasing. Mass
consciousness and mass behaviour operating on a natural basis has been replaced by
individualisation, analysis and even conscious transformation and design. Learning
activities should take place in the context of cultural values and help students pursue
their life choices independently and constructively.

This approach brings forward new requirements for the system of future tech-
nology teachers training. In addition to the classical knowledge paradigm, which is
focused on translating past culture, the goal of vocational training should include the
problems of an individual’s preparation for life in a constantly changing social envi-
ronment through developing universal cultural-constructive abilities such as think-
ing, understanding, reflection, creativity, communicability, etc. That is, the competen-
cy approach becomes the key in professional personality formation. Transition to the
information society forces us to reconsider the main paradigm of the training of fu-
ture technology teachers from the transfer of well-known knowledge from generation
to generation to the development of the ability to obtain information independently,
to generate new knowledge independently, including the methods of receiving them;
while perceiving them in the context of sociocultural, sense-of-life meaning that con-
nects cognition with value orientations of the person in a social environment.

At the same time we have to take into account that the formation of technological
culture should not be the ultimate goal of cognition, but it has to be a means that pro-
vides a deeper and more critical understanding of the current socio-cultural situation,
as well as developing projects aimed at improving the various spheres of human life.

In this context, social actions becomethe criterion of value of a (wo)man (as capi-
tal), rather than the social status of the individual and, accordingly, society changes on
the basis of the goals which are set and implemented by members of society. That is,
if earlier technological education corresponded to the generalised demands of society
as “scientifically substantiated objective necessity” then modern technological educa-
tion should respond to the desire of an individual to be self-fulfilled.

Thus, in the context of modern social changes the understanding of the very phe-
nomenon of culture changes. At the base of its structure is not so much a system of
knowledge, as the way in which people seek and re-structure different information
within the framework of value self-determination. Therefore, in the context of the
cultural training of future technology teachers, the technological culture of self-deter-
mination in its own being as a culturally determined rationalisation must formulate
the content of the corresponding professional training.
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One of the most important system-forming elements in the structure of the cul-
tural training of future technology teachers is the ethical dimension of the human
beingin the world. First of all, it is connected with a sharp growth of the potential
responsibility of each person for his/her activity in the 21st century, with a sharp in-
crease in the possibilities of an individual to influence the direction and the content
of social and cultural processes. The level of destructive impact by mankind on nature
has reached an unprecedented scale, and the social environment of human existence
is also being destroyed. This makes humanity rethink our relationship with the nat-
ural and social environment. The result of this rethinking is the noosphere approach,
which fosters the consideration and regulation of planetary problems, in which hu-
man beings will consolidate a set of processes in the natural, social and technical
world into a single whole. The role and significance of interpersonal communication
is increasing in terms of the progressive interdependence of people, and the morality
of another person becomes a condition of my freedom and life’s success. The ethics
of non-violence is being formed as a principle of survival not at the expense of other
people, but due to mutually beneficial cooperation. However, again, we should keep
in mind that the ethical dimension of human activity is possible only on the basis of
the implementation of a cultural approach to the organisation of all social life as a cri-
terion basis of social values.

Therefore, the new humanist paradigm for future technology teachers’ training in-
volves the introduction of such subjects as ergonomics, design, production culture, con-
sumption culture, waste management culture into the educational process. It is necessary
to carry out the development of new technologies, devices, tools, materials on this basis.
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Visible Learning and educational policies
in New Zealand and Australia

Abstract: This article analyses the theoretical background of changes that have taken
place over the last two decades in the Australian and New Zealander educational sys-
tems. That background has two elements: first, understanding of pedagogical activities
performed by the teacher and students in the educational process has been modified, sec-
ond, Hattie’s concept of Visible Learning has gained a following. The text consists of four
sections. The first section presents a reconstruction of the traditional model of perceiving
the actions of teaching and learning. In the second section an insight into the foundations
of an innovative, evidence-based approach to education is provided. The following sec-
tion describes the concept of Visible Learning in relation to the main determining factors
of education. Finally, the last section describes some of innovations introduced in New
Zealand’s and Australia’s educational systems which, it is argued, raise the effectiveness of
educational practices there.

Keywords: traditional education concept, evidence-based teaching, Visible Learning, ed-
ucation, system of education, New Zealand, Australia.

Introduction

Education and its management system require constant reform. This is not only
due to the changing political situation, as one might think, looking at the reality in
Poland, but also due to the problems that the public education system must face. Out
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of many problems, one of the most important is guaranteeing students the conditions
for real learning at school, and not just spending time (many years!) more or less vol-
untarily in it. This task forms the basis of public legitimacy of the education system
and the school as an institutionalized space for teaching and learning. Understanding
this issue should also be at the heart of decisions regarding education reforms. The
changes that have been introduced for many decades in New Zealand and Austra-
lia prove, in my opinion, the raising public awareness, what is the main problem of
education and the search for ways to solve it. The starting point of the longstand-
ing changes in the 1980s was the focus on insufficient use of educational research
data. Pedagogues and researchers recognised shortcomings in ‘using a combination of
privileged and tacit knowledge of the context, political savvy, professional training and
logical analysis. Data played almost no part in decisions’! New Zealand and Australia
stopped omitting research and data and started to base education policy on the results
of educational research. Policy makers and educators reviewed the existing way of
thinking about the tasks of the education system and the whole attention was directed
to education and its quality derived from research. In 2003 New Zealand’s Education
Minister, Trevor Mallard put a new emphasis on quality teaching and said it would
be a priority in his programme to improve student achievement. Nowadays all minor
and major decisions at school or government level are taken after in-depth analyses
of facts and data received from education research. I believe that tracing the processes
that took place in Australia and New Zealand will benefit us to think about Polish
education, its strengths and weaknesses.?

In this article I will present changes in the education system not by analysing par-
ticular education programmes but by referring to two models of teaching and learn-
ing - a traditional and modified. This is due to my interest in the essence of change
and not particular modifications which took place in New Zealand and Australia. In
the first section I will sketch a traditional model that can be easily compared to the
pre-reform period. The following section provides an insight into foundations of an
innovative evidence-based approach to education. The third part of the article sheds
light on factual constituents of education process and their interaction according to
the modified teaching and learning model. The fourth part presents New Zealander
and Australian methods of education improvement by integrating Visible Learning
with the system of education. Conclusions illustrate ideas on how Poland may follow
effective and proven education practices.

' L. Earl, S. Kat, Leading Schools in a Data-Rich World, https://www.researchgate.net/publica-
tion/252669674 Leading Schools in a Data-Rich World.

2 D. Klus-Stanska, Dlaczego szkolna kultura dydaktyczna sig nie zmienia, “Studia Pedagogiczne”
2011, t. LXIV, pp. 43-50.
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1. Traditional understanding of education

I suggest looking at the changes in New Zealand and Australia mentioned in
the introduction through the prism of traditional model of education. Traditionally
teaching is perceived as a process planned outside the school by policy makers and
carried out in the same way by all the schools. The main aim of educators in this mod-
el is to prepare students for external exams so that they obtain high results. Schools
compete with each other and fight for the best position in ratings, which are later pub-
lished in newspapers and widely discussed in the media. According to Geoff Masters,
Chief Executive of the Australian Council for Educational Research, teaching in the
pre-reform was based on

[...] the delivery of the appropriate year-level curriculum to all students. Under
this view, the role of teachers is to deliver the relevant curriculum; the job of
students is to learn what teachers teach; and the role of assessment is to estab-
lish how well students have learnt what teachers have taught and to grade them
accordingly.’

The process of schooling is simplified to an assumption that ‘teaching’ equals
‘learning’ Dariusz Stepkowski, following the German pedagogue Dietrich Benner,
points out that such traditional understanding of education as forming), ‘shaping’ or
‘bending’ can be well illustrated by the following figure of the didactic triangle in the
classic version.*

Teacher

Ng %
&P Q

N
06

Learner » Curriculum
learn

Figure 1. Didactic triangle in the classic version

Source: D. Stepkowski, Ksztafcenie jako dobro pedagogiczne i Zrédto nieréwnosci edukacyjnej (in print).

The ‘Curriculum’ plays the key role in the above-mentioned construction. It fo-
cuses on the Teacher’s activity — ‘teaching, and the Learner’s - learning’ According to
this mapping, education is understood as a transfer of knowledge and skills between
the person who has them and the person who should master them. The action ‘edu-

* G. Masters, The Role Of Evidence In Teaching And Learning, https://www.teachermagazine.
com.au/columnists/geoff-masters/the-role-of-evidence-in-teaching-and-learning.

* D. Stepkowski, Ksztalcenie jako dobro pedagogiczne i Zrédlo nierdwnosci edukacyjnej (in
print).
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cate’ creates a separate kind of pedagogical interactions’, which are loosely connected
with the concepts prevailing in education - teaching and learning, or are not connect-
ed with them at all. The above structure presents why in the traditional model of ed-
ucation the concept of schooling is divided into two actions: teaching and educating.
‘Educating’ is limited to the moral sphere or gaining good manners.

By looking at New Zealand’s system of education through the prism of the model
presented above, we can understand what changes have occurred in the transforma-
tions that took place in 1989-1999. It was not yet the period of reforming the edu-
cational system on the basis of research approach, but the focus was rather put on
administrative modifications. At that time education was perceived as a crucial factor
of economic growth and social development.® The report Ten years on: How schools
view educational reform presents principals, trustees, parents, and teachers’ opinions
about the impact of the reforms. Some of the main findings seem to be rather nega-
tive: 87% of principals thought government funding was inadequate to meet school
needs, rising workload and paperwork, longer working hours, more severe competi-
tion between schools, inequality in quality education.”

2. An innovative evidence-based revision of education

The weaknesses of the reform movement mentioned above became an incentive to
modify thinking about education and the traditional model required a deeper reform.
That became the starting point for developing a new approach known as evidence-based
approach. At that point it is worth explaining the term ‘evidence’ and its source.

The meaning of the evidence-based approach can be explained by referring to
Philip Davies, who indicates the relationship of this approach with the field of medi-
cine (identifying and applying good practices). As an example, Davies presents Uni-
versity of Oxford Master’s programme in Evidence-Based Health Care. He believes its
central feature is that students learn by attempting to solve clinical and population-
-based problems that they bring to the course. This approach to learning, and teach-
ing, is explicitly based on the problem-solving, self-directed model of adult education.
8 It means that in order to treat a patient, medical practitioners need to take into ac-

° D. Benner, John Dewey, a Modern Thinker: On Education (as Bildung and Erziehung) and
Democracy (as a Political System and a Mode of Associated Living), [in:] L. Waks, A. English (eds.),
John Dewey’s Democracy and Education: A Centennial Handbook, Cambridge University Press,
Cambridge 2017, p. 265.

¢ G. Hawke, Education Reform: the New Zealand experience, pp. 3—4, https://www.researchgate.
net/publication/228585086 Education reform the New Zealand experience.

7 C. Wylie, Ten years on: How schools view educational reform, https://www.nzcer.org.nz/re-
search/publications/ten-years-how-schools-view-educational-reform.

8 P. Davies, What is Evidence-Based Education, “British Journal of Educational Studies” 1999,
vol. 47, no. 2, p. 110.



https://www.researchgate.net/publication/228585086_Education_reform_the_New_Zealand_experience
https://www.researchgate.net/publication/228585086_Education_reform_the_New_Zealand_experience
https://www.nzcer.org.nz/research/publications/ten-years-how-schools-view-educational-reform
https://www.nzcer.org.nz/research/publications/ten-years-how-schools-view-educational-reform

Visible Learning and educational policies in New Zealand and Australia 121

count all the best available evidence but also use multiple forms and sources of those
evidence. Alongside using the evidence from academic enquiries doctors collect and
use data such as patient’s histories or they set additional control tests.

It is then no surprise that the approach has inspired some academics to transfer
good practice from medicine into education. Among many researchers who were try-
ing to make use of the data was John Hattie who presented his findings in the form of
Visible Learning concept.

Hattie presented his concept of Visible Learning in a book of the same name.” These
are research synthesises results from 1500 meta-analyses of 90,000 studies involving
300 million students into what works best in education presents multiple attributes that
affect student learning. Deeper analyses of those influences on student achievement
show the importance of both the student and the teacher in achieving objectives.

To determine the impact of teaching and learning activities on the achieved effect,
Hattie developed a measure - the size of the effect. It is the difference between the av-
erage of the effects of the same group studied before and after the intervention or the
difference between the average of the effects in the test group and the control group
(without the intervention tested) divided by the standard deviation or the measure of
dispersion (the measure of random changes). It is a number which has both positive
and negative values. Hattie distinguished its 4 ranges: below 0.0 (negative) Decrease
achievement; from 0.0 to 0.15 (low) What students could achieve without schooling;
from 0.15 to 0.4 (medium) Typical effects of teachers on students that can be accom-
plished in a year of teaching; from 0.4 and above (high) Zone of desired effects. To
illustrate the concept I will present one activity dependent on a teacher and a student
from each area e.g. Negative effect: Retention (-0.16) Television (-0.18); Low effect:
Reacher subject matter knowledge (0.09) Diet (0.12); Medium effect: Homework
(0.29) Personality (0.19); High effect: Teacher clarity (0.75) Self-report grades (1.44)."

The proposed concept has met two types of criticism. On the one hand, the crit-
icism affected the research methodology - calculating the size of the effect ‘Funda-
mentally, Hattie’s method is not statistically sophisticated and can be summarized as
calculating averages and standard deviations, the latter of which he does not really use’."!
On the other hand, the Visible Learning theory itself has become the subject of crit-
icism e.g’ it belongs to the radical constructivist paradigm therefore the problems of
constructivism is directly connected with Hattie’s concept of teaching, which results
in a double breakdown of the essence of teaching’.'? Despite criticism of Hattie’s Vis-

° J. Hattie, Visible Learning, Routledge, New York 2008.

' Ibidem.

" P. J. Bergeron, How to engage in pseudoscience with real data: a criticism of John Hattie’s
arguments in Visible Learning from the perspective of a statistician, https://mje.mcgill.ca/article/
view/9475/7229.

2 T. A. Romer, A Critique of John Hattie’s Theory of Visible Learning, “Educational Philosophy
and Theory” 2019, vol. 51, no. 6, pp. 587-598.
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ible Learning theory, the quest for justification of improving the school system, in
particular teaching and learning, remains a current task. The change that has been
made thanks to evidence-based approach should be continued in order to find better
solutions between teaching and learning, which I suppose is the heart of the matter.

3. A new perspective on education

I believe that despite criticism Hattie’s Visible Learning theory places his approach
appropriately in the modified model of thinking about the relationship between
teaching and learning and harmonizes with Benner’s and Stepkowski’s understanding
of education. The synchronization of a student’s and a teacher’s interactions create
real education. Both participants of pedagogical action are needed and have separate
activities to perform - one teaching, the other one learning. The introduction of har-
mony or synergy in these activities is the task of school education. It is also the key to
success in education.

This concept where both activities equally contribute to education is well depict-
ed by Dietrich Benner in the form of a modified didactic triangle.”® The following
figure presented in Figure 2 is a graphical representation of Benner’s proposal.

Teacher

teach
a)eonpa

Learner —» O — Curriculum

learn
Figure 2. Modified didactic triangle

Source: D. Benner, Allgemeine Pédagogik und Sonderpddagogik. Uberlegungen zum Verhdiltnis von Inklusion und
Exklusion aus der Sicht Dreier Kausalitéten in Erziehungs- und Bildungsprozessen, “Cztowiek — Niepetnosprawnos¢ -
Spoteczenstwo” 2018, vol. 4(42), p. 9.

Although the position of participants of the didactic situation - the “Teacher” and
the ‘Learner’ - is the same as expressed in Figure 1, the arrangement of the activities
performed by them in relation to ‘Curriculum’ is fundamentally different. It is worth
remembering here that in the traditional system of education the ‘Curriculum’ is the
object of an exchange between the “Teacher’ and the ‘Learner’ In the new concept of

3 D. Benner, Allgemeine Pidagogik und Sonderpidagogik. Uberlegungen zum Verhdltnis von
Inklusion und Exklusion aus der Sicht Dreiser Kausalititen in Erziehungs- und Bildungsprozessen,
“Cztowiek - Niepelnosprawnos¢ - Spoteczenstwo” 2018, vol. 4(42).
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education (the same as in evidence-based education), however, it is the goal of per-
forming the activities of learn/teach. The activities ‘teach/educate’ coming from the
‘Teacher’ side are aimed at the area marked with the circle in which they meet the
‘Student’s” activities.

The above considerations on teaching and learning may support my reconstruc-
tion of the way school education and its system have changed in Australia and New
Zealand. To confirm that view, I would like to draw one’s attention to a bottom-up
movement that has been triggered by the search for a better teaching/learning mod-
el. In this context, the undoubted merit of Hatti’s Visible Learning theory is the en-
couragement to reflect and to change school practice - it is sort of the third face of
Visible Learning. In this part, a bottom-up change in the way of thinking about the
relationship between teaching and learning that is taking place, regardless of Hatti’s
theory and book, can be illustrated by the results that both New Zealand and Austra-
lia achieve in the PISA study.

In 2001 the Organization for Economic Cooperation and Development (OECD)
published the first Programme for International Student Achievement (PISA) results of
15-year-olds’ achievement in reading literacy in OECD countries. The test was con-
ducted among 265 thousand students from 32 countries. The countries which re-
ceived results at ‘High quality and Low equity’ level were: Finland, Canada, Ireland,
Korea, Japan, Sweden, Austria and Iceland. The countries which received results at
‘High quality and High equity’ level were: New Zealand, Australia, Belgium, Norway,
United Kingdom, United States. The countries which received results at ‘Low quality
and High equity’ level were: Czech Republic, Spain, Hungary, Mexico. The countries
which received results at ‘Low quality and Low equity’ level were: Poland, Greece,
Portugal, Luxembourg, Denmark, Switzerland, Germany.

It is clear that PISA is being criticised for e.g.

underestimating the margin of error on the scores provided by the OECD, rank-
ing of countries from best to worst what is more open to interpretation than
one would understand from OECD analyses. To resolve this issue, the OECD
should provide PISA users with a structured sensitivity analysis that takes all
the variables in the ranking into account.™

The interesting fact in the view of the above model of the relationship between
teaching and learning is that both New Zealand and Australia had high achievements,
but achievement disparities were quite wide (High Average and Large Variance). This
means that despite the reform movement in the education system of both countries,
prevailed thinking that according to a traditional education model the external fac-
tors not relationship between a teacher and a student is in the center of attention.

" A. Saltelli, The International PISA tests show how evidence-based policy can go wrong,
https://theconversation.com/international-pisa-tests-show-how-evidence-based-policy-can-go-

wrong-77847.
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When looking for the reasons of this situation, it is worth to pay attention to the
report from 2004 Using Best Evidence Syntheses to Assist in Making a Bigger Difference
for Diverse Learners prepared by New Zealand’s Ministry of Education explains that

for New Zealand, such variance is predominantly within-school variance rather
than between-school variance, suggesting an important role for New Zealand
principals in both recognizing excellence within their schools, and building up
the quality of teaching across the school.”®

As it turns out from the quote, the reasons of the above differences in the quality
of education were noticed both in the work of a teacher and school. In other words
the same schools educate students who gain really high scores in external tests and
students who receive poor results. Therefore, neither the government nor the system
of education but individual schools and teachers seem to have the biggest impact and
are responsible for effective education.'¢

The focus both in Australia and New Zealand has shifted in recent years from
pointing at influences of the home, the structures of schools, investing money into
school buildings, greater use of modern technologies and creating new examinations."”
The above valid considerations lead to seeking better ways of teachers’ and schools’
functioning and sharing their experiences. Examples of activities in this area will be
presented below.

The vital areas which are nowadays undergoing constant improvements include,
among others: implementing a variety of research-based strategies and approaches
to improve learning, effective collaboration within and between schools®, devel-
oping students’ features of leadership and moral courage®, developing students’ fea-
tures of confidence and creativity*, review and improvement of curriculum.” The
interventions in those areas are student centred, tailored exactly to specific school
requirements and all concern two main participants of education process: a learner
and a teacher.

> A. Alton-Lee, Using Best Evidence Syntheses to Assist in Making a Bigger Difference for Diverse
Learners, p. 3, http://www.leadspace.govt.nz/leadership/leading learning/synthesis.php.

1 Ibidem.

17" ]. Hattie, Distinguishing Expert Teachers from Novice and Experienced Teachers, p. 2, https://

research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research conference 2003.
'8 Keeping children engaged and achieving in reading, https://www.ero.govt.nz/assets/Uploads/

ERO-A0G-17985-Teaching-strategies-that-work-Reading-v3.pdf.

1 Collaboration to improve learner outcomes. What does the evidence tell us about what works,
https://www.ero.govt.nz/assets/Uploads/Collaboration-to-Improve-Learner-Outcomes.pdf.

» What Drives Learning in the Senior Secondary School?, https://www.ero.govt.nz/publications/
what-drives-learning-in-the-senior-secondary-school/.

' Melbourne Declaration on Educational Goals for Young Australians, http://www.curriculum.
edu.au/verve/ resources/National Declaration on the Educational Goals for Young Australi-
ans.pdf.

2 “Primary Matters” 2015, Issue 5, http://docs.acara.edu.au/resources/20150420 Primary
Matters Issue 5 2015.pdf.



http://www.leadspace.govt.nz/leadership/leading_learning/synthesis.php
https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research_conference_2003
https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research_conference_2003
https://www.ero.govt.nz/assets/Uploads/ERO-AoG-17985-Teaching-strategies-that-work-Reading-v3.pdf
https://www.ero.govt.nz/assets/Uploads/ERO-AoG-17985-Teaching-strategies-that-work-Reading-v3.pdf
https://www.ero.govt.nz/assets/Uploads/Collaboration-to-Improve-Learner-Outcomes.pdf
https://www.ero.govt.nz/publications/what-drives-learning-in-the-senior-secondary-school/
https://www.ero.govt.nz/publications/what-drives-learning-in-the-senior-secondary-school/
http://www.curriculum.edu.au/verve/_resources/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
http://www.curriculum.edu.au/verve/_resources/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
http://www.curriculum.edu.au/verve/_resources/National_Declaration_on_the_Educational_Goals_for_Young_Australians.pdf
http://docs.acara.edu.au/resources/20150420_Primary_Matters_Issue_5_2015.pdf
http://docs.acara.edu.au/resources/20150420_Primary_Matters_Issue_5_2015.pdf

Visible Learning and educational policies in New Zealand and Australia 125

In order to develop an efficient evidence-based educational strategy, decision or
improvement Australian and New Zealand school leaders and teachers first gather,
analyse, and use objective data. They primarily focus on research and ‘quantitative’
numerical data but also the use a of ‘qualitative’ information is quite vital. With the
purpose of collecting and managing only high quality student related data educators
are provided with professional help and guidelines. In Australia teachers are provid-
ed with procedures by e.g. NSW Government Department of Education.” Moreover,
in order to keep quality teaching they regularly undergo professional training. Data
Driven Evidence Based Teaching in Schools is a conference to benefit the needs of
teachers in Australia.”*

The appropriate Evidence-Based Teaching model exploration in New Zealand
aims at changing the viewpoint of what education is. The government reports and
findings presented above convince me that the learner and his active role is more
and more emphasised in education process. Furthermore, the Ministry of Education
and subordinate institutions make successful use of evidence and devolve this notion
downwards. The concept of Visible Learning is deeply rooted in a classroom practice
and is supported by the system.

4. New Zealand and Australia - the use of Visible Learning
in effective student education

The above Figure 2 explains the position and actions of two participants of educa-
tional situation. The new area which lies between the Learner, Teacher and the Curric-
ulum is constituted from blending the actions - teach/educate and learn. Both partic-
ipants of the pedagogical interaction perform actions assigned to their role (teachers
do not absolve young people of being active, do not hurry, give time to think, allow
learners to perform actions on their own, allow them to make mistakes, etc.).

Teachers who cooperate with their students in this way start to understand them
better and get to know their aspirations and dreams. New Zealand’s Ministry of Edu-
cation endorses the above opinion: ‘sharing power and the responsibility for learning,
teachers set their students on a path to fulfilling the vision we have for them, with the
ability to secure a sustainable social, cultural, economic and environmental future for

our country’.”

» Principles for collecting internal school data, https://education.nsw.gov.au/teaching-and-learn-

ing/school-excellence-and-accountability/sef-evidence-guide/guidelines-for-using-data/collect-
ing-internal-school-data.

* Data Driven Evidence Based Teaching in Schools conference, https://www.criterionconferenc-
es.com/event/evidence-based-teaching-conference/brochure/.

» Leading Innovative Learning in New Zealand Schools, p. 11, https://www.ero.govt.nz/assets/
Uploads/Leading-Innovative-Learning-in-Schools-2018.pdf.
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The Leading Innovative Learning in New Zealand Schools report illustrates the
actions undertaken by all the examined school teachers. They were constantly look-
ing for new solutions to improve the results of their students and to make learning
relevant for the future: ‘they were striving to develop students who were both academ-
ically successful, in relation to New Zealand education standards and qualifications,
as well as confident, connected and actively involved learners.?

High quality data are used predominantly for the main components of education:

1. Teacher - being a great teacher has long been perceived as an inborn abili-
ty. Quality teaching has been examined by Eric Hanushek, an economist at Stanford
University. He has established that during a school year pupils taught by teachers at
the 90th percentile for effectiveness learn 1.5 years’ worth of material. Those taught by
teachers at the 10th percentile learn half a year’s worth’>

Hattie goes deeper as far as an expert teacher is concerned and provides a list of
16 prototypic attributes of a great teacher. According to Hattie expert teachers adopt
a problem-solving stance to their work, are proficient at creating an optimal class-
room climate for learning. Expert teachers have a multidimensionally complex per-
ception of classroom situations, are more adept at monitoring student problems and
assessing their level of understanding and progress, and they provide much more rel-
evant, useful feedback. Those teachers have high respect for students, are passionate
about teaching and learning. They engage students in learning and help to develop
their students’ self-regulation, learning skills, self-efficacy, and self-esteem.?

In order to facilitate quality teaching the Australian Department of Education and
Training has developed the High Impact Teaching Strategies (HITS). These are 10 in-
structional practices that emerge from the findings of international researchers like
John Hattie and Robert Marzano. The strategies give ‘teachers and school leaders an
opportunity to embed and share the use of successful instructional practices.”

Another helpful tool which enables teachers to share their practice-based evi-
dence is at the Australian researchED (Australian College of Educators, 2017), which
started at the Australian Council for Educational Research (ACER) Excellence in Pro-
fessional Practice Conference (ACER, 2017).* This platform allows practitioners to
publish their findings, share their way of thinking and helps ‘great practice become
common practice’*

* Ibidem, p. 16.

¥ Teaching the teachers., https://www.economist.com/briefing/2016/06/11/teaching-the-teach-
ers.

# ]. Hattie, Distinguishing Expert Teachers from Novice and Experienced Teacher, https://re-

search.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research conference 2003.
» High Impact Teaching Strategies. Excellence in Teaching and Learning, p. 7, https://www.edu-

cation.vic.gov.au/school/teachers/teachingresources/practice/improve/Pages/hits.aspx.

30 Australian Council for Educational Research, https://www.acer.org/au.

31 M. Deeble, T. Vaughan, An evidence broker for Australian schools, Centre for Strategic Edu-
cation, Victoria 2018, p. 13.



https://www.economist.com/briefing/2016/06/11/teaching-the-teachers
https://www.economist.com/briefing/2016/06/11/teaching-the-teachers
https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research_conference_2003
https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=research_conference_2003
https://www.education.vic.gov.au/school/teachers/teachingresources/practice/improve/Pages/hits.aspx
https://www.education.vic.gov.au/school/teachers/teachingresources/practice/improve/Pages/hits.aspx
https://www.acer.org/au

Visible Learning and educational policies in New Zealand and Australia 127

New Zealand’s Education Review Office (ERO) helps teachers cooperate with
parents and the local community by informing and explaining the complexity of the
education process.

To help every student make progress, teachers have to find out what each stu-
dent knows and can do. Teachers want to build on the strengths of each of their
students. This involves teachers constantly reviewing their teaching practice -
is it working, and what changes are needed?.*”

Moreover, the Office clarifies the nature of best teachers: Effective teachers are
flexible and responsive to all their students, use different teaching approaches for stu-
dents who need extra support or extensions, draw on the support and expertise of
other adults to help with some of their students, and also use the expertise of com-
munity members.*

2. Learner - it is worth remembering that according to Hattie on about 50% of
the variance of student’s achievement is due to the student him/herself. This refers
mainly to the student’s prior knowledge and abilities. Recent improvements in the
Australian education system have been led by David Gonski who was assigned his job
in 2010 by the Minister of Education. Later, the proposed reforms and funding model
became known as “Gonski”. The second Gonski report, referred to as Gonski 2.0, was
published on 30 April 2018. Gonski is aware that ‘learning is unlikely when people are
taught what they already know or when they lack the prerequisite knowledge or skills for
success.* Gonski’s model looks at successful learning from a totally different angle -
‘rather than being judged only in terms of age-based expectations, successful learning
would be measured as the progress individuals make, whatever their starting points’>

3. Curriculum - the shape of the present Australian Curriculum was approved by
the Australian Curriculum Assessment and Reporting Authority (ACARA) Board in
2012. The Curriculum undergoes systematic evaluation by ACARA.* This govern-
ment institution is collecting feedback and analysing data on curriculum’s effective-
ness by reporting these findings to the government and public every year.”” The ACA-
RA Board determines if any newest findings require further evaluation and change
in the curriculum. For instance, in 2014 as a result of the review of the Australian

*2 Effective Teaching What's happening in my child’s classroom?, p. 2, https://www.ero.govt.nz/
assets/Uploads/Effective-Teaching.pdf.

3 Ibidem, p. 5.

* G. Masters, Gonski, learning and the case for change, https://www.teachermagazine.com.au/
columnists/geoff-masters/gonski-learning-and-the-case-for-change.

» G. Masters, Gonski’s model for schools, https://www.teachermagazine.com.au/columnists/
geoff-masters/gonskis-model-for-schools.

¢ “Primary Matters” 2014, Issue 2, http://docs.acara.edu.au/resources/20140710 Primary
Matters issue 2.pdf.

7 Monitoring the effectiveness of the Foundation — Year 10 Australian Curriculum Annual Re-
port,  https://www.acara.edu.au/docs/default-source/curriculum/20180122 2017-monitoring-re-

port.pdf.
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Curriculum the federal government recognised a problem of overcrowded curric-
ulum. Later on vital steps were taken leading to curriculum improvement (March
2015 meetings of education ministers, 12-13 March 2015 cooperation of practising
primary teachers from around the country with ACARA officers to provide input
and feedback on options for reducing, redesigning and rebalancing the curriculum
for primary schools).” The Australian Curriculum consists of the three dimensions -
learning areas, general capabilities and cross-curriculum priorities. Each school has
the right to create its own unique way of using the dimensions as they implement the
Australian Curriculum.

In 2010, around the same time as in Australia, schools in New Zealand were
obliged to implement The New Zealand Curriculum.” There are eight principles of
The New Zealand Curriculum. The principles are for example: High expectations,
Learning to learn, Future focus.*” The Ministry of Education assigned ERO to regu-
larly evaluate the extent to which the principles of The New Zealand Curriculum are
present in schools’ curricula and applied in classrooms.* Similarly to Australia, The
New Zealand Curriculum permits all schools to

‘design their own learning programmes to meet the needs of their communi-
ties and students. Every school’s curriculum should be a unique and responsive
blueprint of what they and their community consider is important and desir-
able for students to learn. The vision, values, principles and key competencies of
The New Zealand Curriculum provide a framework for stakeholders to engage
in discussion about the kind of people they want students to be, and the best
means to support students to develop their potential.

Both Australian and New Zealand schools practice curriculum connection. It is
considered to be ‘effective in stimulating effective collaboration between teachers and
students at many levels. It is distinctive from a thematic approach in that it conscious-
ly maintains the rigour of each of the learning areas. It clearly empowers the learn-
ing through connections and does not lose the integrity of the individual subject.*
Philip Jellyman, the headteacher at St Dominic’s Catholic College in New Zealand,
has investigated twelve schools to look for the ways in which curriculum integration
has been implemented. He believes that combined curriculum ‘has the potential to

% “Primary Matters” 2015, Issue 5, http://docs.acara.edu.au/resources/20150420 Primary
Matters Issue 5 2015.pdf.

¥ The New Zealand Curriculum Principles: Foundations for Curriculum Decision-Making,
https://www.ero.govt.nz/assets/ Uploads/Curriculum-Principles-2012.pdf.

' Annual Report 2017/18, p. 3, https://www.ero.govt.nz/assets/Uploads/ERO-Annual-Re-
port-2018.pdf.

4 Ibidem.

2 Ibidem.

# “Primary Matters” 2017, Issue 11, https://www.acara.edu.au/curriculum/primary-mat-
ters-newsletter/primary-matters-may-2017.
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enhance student learning and competencies beyond what is generally possible in subject
specific lessons’. **

Conclusions

New Zealand’s and Australia’s education systems have reformed education not
by implementing structural changes in the system itself, but by putting an emphasis
on a new and innovative perception of what education and education improvement
is. A vital element in this process was development of research on Evidence Based
Teaching and in particular the concept of Hatti’s Visible Learning. Visible Learning is
the key to understanding the changes that are taking place. It does not mean, however,
that this concept is uncritically supported®, but undoubtedly it makes the pedagog-
ical interaction not only visible but also effective And this is the direction that New
Zealand’s and Australia’s educational systems are heading - to encourage teachers
to see what they can do and how it works for the students. In a longer perspective it
encourages teachers to modify their own activities.

I believe the improvements and changes in Polish educational system should and
can be based on evidence. Scientists and practitioners should establish closer coop-
eration in order to find and analyse quantitative and qualitative data. The shape and
direction of the changes in the Polish system of education need to be made on the
basis of high quality evidence. But foremost there needs to be a different way of look-
ing at the two participants of the education process: the learner and the teacher. The
learner should be encouraged by schools to a become a more proactive participant.
The teacher’s role should be to ‘bring up’ all the student’s assets.

That may be the key to quality teaching.
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Abstract: The rapid development of the world requires new improvements in every field
of life, and demands new knowledge and skills from each worker. The employers expects
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Students expect the training process to be motivating and engaging. Students demand
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focus on identifying new requirements and ways/methods to change their training pro-
cess to ensure students’ demands are met.
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In this article, we reflect on the research carried out under the “Entrance to future edu-
cation” project (efe-project.eu). The aim of the project was to identify and compile train-
ing methods that meet the requirements of the 21st century. As part of the project, we
studied how students and trainers assess workshops and lectures in which at least one
of the favoured methods was used. The article also reflects on the assessment of training
programmes for trainers regarding the learning of new teaching methods.

Keywords: learning methods, learning outcome, creativity, motivation, engagement,
training

Introduction

The Entrance to Future Education (EFE) project is a two year project involving
universities and organisations in Latvia, Poland and Belgium, supported by the Euro-
pean Commission’s Erasmus+ programme. The main aim of the project is to develop
and promote innovative methods and approaches to teaching in higher education.

The Entrance to Future Education project identifies the demands and needs of
both sides - students and teachers — in order to achieve a successful learning out-
come, as well as providing methods and training programmes to aid teachers. The
final materials prepared within the project have been tested to assess their effective-
ness to achieve the current targets set in the training process.

21 century education

We are two decades into the 21st century. The previous century was one of very
rapid changes in technology, biology, medicine and the social sphere. Changes this
century occur even more rapidly. Ken Robinson states that we live in a world that is
changing faster than in the past, is unpredictable, and this is why creative skills need
developing.' In the face of these changes, the model of education which positions the
teacher as transmitting knowledge and the student as a receiver is unsustainable.

Because of the development of IT technology students nowadays have many
sources of knowledge and permanent access to them. Mobile applications provide
new ways of engaging with information. They are attractive to some students and
intuitive, therefore easy to use.

That is why nowadays transforming knowledge in a creative way is going to
be the key activity of the learning process and also a required feature of employees.
Academic teaching is going to be replaced by the creative project, design thinking or
flipped classroom.?

! K. Robinson, Out of Our Minds: Learning to be creative, Capstone Publishing Ltd., Oxford 2011.
* Description of approaches and methods on the EFE project website: http://efe-project.eu/
methods.
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One approach is the creative project. The project method used to be a basic meth-
od of progressivism. Although its sources can be traced back to the 16th century in
European Academies training architects, the development of the method occurred at
the turn of the 19th and 20th centuries in the United States. The concept of the project
was known to a leading American progressive, John Dewey, for whom it was associat-
ed with solving practical problems.’

The project method was defined by another progressive, Dewey’s student, Wil-
liam Kilpatrick. According to him, we always deal with a project whenever a student
takes some action for a specific purpose. Therefore, positive motivation was to be the
decisive criterion for the project. Kilpatrick distinguished 4 project phases:

1) purpose

2) plan

3) conduct

4) evaluation.*

Today, the project method is defined as a method whereby a team of students in-
itiates, plans and implements a certain undertaking on their own and assesses its im-
plementation. When we talk about a creative project it is important to achieve some
extraordinary outcome.

One of the most valuable aspects of this approach is that it is based on real-life
challenges or problems. Students are expected to think of creative solutions to prob-
lems. It is also important to find some subjective outcomes — what we have achieved
by this project for other people and for ourselves (efe-project.eu/methods/crea-
tive-project).

Another approach addressed to a particular vision of 21st century education is
design-thinking. In this approach a group first decides on the problem/product to
be solved/designed. The aim of the design thinking approach applied in higher ed-
ucation is to obtain a balance between academic knowledge and practical relevance.
Students design a solution to the problem outlined at the beginning of the course. The
implementation of the solution is supposed to work and improve the situation.

In this approach, students try to find creative solutions to a specific problem or
challenge. The main outcome is a specific solution/project/product addressing those
(users) affected by this problem or challenge and considerably improving the situa-
tion. (efe-project.eu/methods/design-thinking).

* J. Dewey, How we think, Dover Pub inc, Mineola, New York 1997.

* M.S. Szymanski, O metodzie projektow, Wydawnictwo Akademickie 7ZAK, Warszawa, 2010.

* Por. np. T. Brown, Change by design, HarperBusiness, New York, 2009; N. Cross, Design Thin-
king, Berg Publishers, Oxford, New York, 2011; B. Michalska-Dominiak, P. Grocholinski, Poradnik
design thinking, czyli jak wykorzystaé myslenie projektowe w biznesie, Helion, Gliwice 2019.
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Another approach ‘flips’ the classroom.® The flipped classroom idea means adapt-
ing what is done traditionally in the lecture — one way transmission of knowledge
through lectures — and making the lecture content available to students to either
watch or read in their own time and as preparation for the class. You then use face-to-
-face classroom time for active learning opportunities where the emphasis is on higher-
-order cognitive skills such as the skills of analysis, problem-solving and evaluation.
Much of the supporting literature suggests that ‘flipping’ the classroom in this way
supports deeper learning, is a better and more efficient use of increasingly dwindling
resources and helps students achieve a far more comprehensive understanding of the
subject matter.’

The new approaches need new methods. Those tested in EFE project were:

- Manifesto

- Role Play

- Brainstorming

- Simulation

- Interactive hunt

- Future Scenario Planning

- Petal Debate

- Storytelling

- Jigsaw

- Chalk Talk

- Draw Your Knowledge

- Speed Tutoring

- Colour, Symbol Image

- Circle of Viewpoints

— WebQuests

- Virtual Field Trip

- Askan expert

- Word Webs

- Video catch-up

- Class wiki

- Virtual Exhibition

- Think-Aloud-Pair-Share

- Knowledge clips

- Documentary making

- Clustering

- What? So What? Now What?

- Tell and sell

¢ C. Reidsema, L. Kavanagh, R. Hadgraft, N. Smith, The Flipped Classroom. Practice and Prac-
tices in Higher Education, Springer, Singapore 2017.
7 efe-project.eu/methods/flipped-classroom.
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Genealogy of an idea
3-2-1 Processor

Translate it!

- Leader as Coach.?

All the methods tested involve students’ creativity and cooperation. Some of them
have a strong visual component, some of them are connected with IT technology. All

of the methods are to engage students into learning process.

Assessment of the use of training methods

As part of the project, there was a vocational training programme set for lecturers
to present the methods gathered in the project and to provide fresh inspiration for the
development of the study process. As a practical task within the programme, one of
the proposed training methods was supposed to be selected and used in one of the
lectures or seminars with students. The applied training programme and methods
were tested by 29 lecturers from Latvia, 40 from Belgium and 17 from Poland. In total
21 methods were tested. The choice of methods was based on both the subject of the
curriculum and the specific workshop or lecture.

Following the work carried out, both lecturers and students were asked during
specific lectures/workshop to evaluate the lectures/workshop by completing a ques-
tionnaire. The aim of testing was to observe whether and how the methods collected
in the project achieved the objectives, i.e. training methods should contribute to the
motivation of students and their involvement in the learning process.

In general, 680 students from Latvia, Belgium and Poland participated in the survey.

At first, students were asked to assess the statement “The lesson/seminar was
motivational.” 95% of students indicated their agreement with this statement (see:
Figure 1). 97% of students agreed with the statement that “The lecture/seminar was
engaging and interesting” (see: Figure 2).

8 http://efe-project.eu/methods.
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48%
Fully agree
[ Partly agree
B Partly disagree
Figure 1
3%
52%
Fully agree
[ Partly agree
B Partly disagree
Figure 2

The result allows us to conclude that, in general, the training methods used by our
lecturers achieved the objective pursued by the project team: creating a motivational
and inclusive learning environment in the process of acquiring the necessary skills.

A clear understanding of the students’ tasks during lectures/seminars is an essen-
tial element in motivation and engagement. The methods collected include both rela-
tively simpler tasks and more sophisticated job settings. It also differs if a task requires
a student to prepare outside the lecture time. 92% of the students surveyed indicated
that it was easy to see what was expected of them during the lesson - “I understood
clearly what was expected from me during this lesson” (see: Figure 3). More than half
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of the respondents fully agree with this statement, while 39% partly agree with the
statement. This suggests that sometimes students have to make an effort to under-
stand the task, or sometimes (based on student comments) the meaning of the task
becomes clearer during the performance of the task. It should be noted that in this
process the ability of the teacher to explain the task accurately and comprehensively
is also very important. In general, student judgement allows us to think that both the
methods used, and the explanations provided by the teaching staff make it easy to
understand the tasks that have been set during the lesson.

8%

53%
39%
Fully agree
Partly agree
[ | Partly disagree
Figure 3

Slightly different from previous data are the students’ assessments of the state-
ment “All students participated fully during this lesson” (see: Figure 4). % share does
not agree with this statement, while some 1/3 of the students surveyed partly agree.
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2%

38%
Fully agree
36% Partly agree
M Partly disagree
B Fully disagree
Figure 4

However, if we compare this data with the “engagement” rating during the les-
son - see Figures 1 and 2, we can conclude that a relatively lower student participation
rating does not mean low motivation and engagement in the process. This leads to
the conclusion that the active involvement of a relatively smaller student interaction
in the process, more passive action - listening, watching, individual ongoing analysis
and conclusions - also makes it possible to feel motivated and engaged in the overall
learning process. From student comments we can see some students feel the benefits
of lecturing, listening directly and watching the views of their classmates. This con-
clusion allows us to think that the methods collected and proposed in the project are
generally motivating and engaging, even if the task does not necessarily involve each
student in an active process.

We also asked the following question in the survey: “Please describe in your own
words, what you enjoyed most during this lesson?” The students were happy to make
their comments. In Figure 5, we can look at the comments that briefly describe the
main ideas expressed in the comments: students highly valued collaborative opportu-
nities, sharing ideas and hearing student ideas, encouraging creativity, the possibility
of practising setting up, expressing and defending their opinions, the possibility of
getting to know the material in an unusual way.
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Most questions are answered
by peers in stead of the
teacher. It motivates to ask
more questions and it makes
sure that you have a better
understanding of the text.

It stimulates thinking
about the object. You
have to think deeply.

| liked to listen to ideas of the
other group and to compare.
Something was similar, but
something was unique our
presentation - very
interesting.

o °
New tool and
materials gives the
inspiration for other p—
courses. - 4 | liked the fact
/
O anyone could come
O, - /\

up with any idea.

The most captivating
during the class was that
we were discussing all the
topics together, everyone ]

was staling his/her own o o
opinion on it. There were

also pair tasks, which
helped to cooperate,

I liked that the lesson
was interactive.

Creativity was
stimulated, it was
inspiring.

The group work,
sharing ideas,
brainstorm,
engagement of
everyone.

I have learnt how to
work in a group and
lead.

Figure 5

We also asked students to share their thoughts: “Please describe in your own
words, what you found most valuable during this lesson.” The answers, in part, were
in line with answers to the previous question. However, some students distributed the

benefits in a particular way. Figure 6 shows examples that reflect the ideas mentioned
above.
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The most valuable lessons were
those, where we were using theory
on practice. For example, we were
writing letters, exploring case
studies, this kind of practice will
definitely be useful in the future.

Active form of
alesson.

Everybody was
motivated and could

O see the results during
further workshops.
O °
; _— o

Stimulates listening O ° o Everyone had ideas.

skills and reasoning. Itis valuable that

o everyone express

(e} their ideas, even
o s o O those one | could not

' -— imagine.
Meaningful to see o g
that everyone comes
with something - / o
different. & o
O, ’ O .
Everyone was involved -
- N 5 everyone was feeling the
O 0 o s importance of his
Learning without teacher. 4 [o] Rartidpion and activi.
Better understanding of the le)
text. O

Exchanging
experience, opinions,
impressions.

Good experience - not
always, if you argue with
someone your relationships
is damaged.

How the teacher gave me

another perspective at my
problems; his enthusiasm
was contaminating.

Figure 6

86 academics from Latvia, Belgium and Poland participated in the survey. We

asked them to evaluate the same aspects that the students evaluated about the lec-
tures/seminars where some specific method was used.

Almost everybody thought “Students were motivated during the lecture/semi-
nar” - 98.8% lecturers agree with this statement (see: Figure 7).

1%

34%
65%

Fully agree
Partly agree

M Partly disagree
Figure 7
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Everyone agrees that “Students were engaged in the process during the lecture/
seminar” (see: Figure 8).

70%

Fully agree
[ | Partly agree
Figure 8

97.6% of lecturers observed - “Students did understand easily - what should be
done during the lecture/seminar” (see: Figure 9).

2%

62%
Fully agree
[ | Partly agree
[ | Partly disagree
Figure 9

94.1 % of lecturers agreed with the statement “Every student was involved in the
learning process during the lecture/seminar”: 5.3% partly disagreed (see: Figure 10).
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50%
Fully agree
[ Partly agree
B Partly disagree
Figure 10

Lecturers admit that it is a challenge to ensure that every student is involved in
the learning process. But we can also see that lecturers’ answers parallel the answers
of students: partial engagement in the learning process does not harm the process of
being motivated during the learning process.

All respondents were convinced — they wanted to work again with the tested
method (see: Figure 11).

1%

84%
Definitely

[ Probably

B Rather not
Figure 11
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We asked lecturers also to be more specific about their experience and answer
the question “What do you find the most valuable about this technique/method/ap-
proach? (regarding the used and evaluated method). There are several conclusions:

The methods demand quite extensive preparation from academics. Academics
say sometimes it is necessary to use the method more than once to understand the
best way to use it and that it is useful to talk to other lecturers about their experience
with the method. At the same time, there are methods that are easy to use and simple.

Sometimes lecturers combine several methods or modify them according to the
theme or the task of the course. Sometimes the methods are a good way to connect
theory with practice. Lecturers admit that most of the methods develop thinking,
creativity, communication skills and presentation skills, and teach how to work with
information. The methods inspire lecturers to develop a broader skillset of teaching
methods, be more creative and to improvise. Some of the students usually don't get
involved. Lecturers positively evaluate the use of new technologies and digital tools

during the teaching process. Quotes from the questionnaires (see: Figure 12).

| enjoyed the method
because it's simple, easy
and friendly evaluation tool.
It gave me the opportunity to
engage in a dialogue with
students, and it encourages
them to express their views,
feelings and summaries.

Method helps to solve
the problem that
students do not read but
want to learn from the
presentations.

Students involve
emotionally and
physically.

They really had
to think and
solve situations.

There were
excitement and
enthusiasm.

Teaching programme
encouraged me to use
different teaching
methods during my
lectures. | have new
ideas how to modify the
methods.

Students became
more open, it was a
lively
communication.

Can we play like this at every
lecture? No. We can offer
something like that 2-3 times
per semester, otherwise it is too
hard for the lecturer to think out
the content. But everybody like
something new, refreshing, of
course.

New technologies are
appreciated and digital
devices are introduced as
tools supporting learning
process.

Figure 12
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Evaluation of training programmes

Within the framework of the project there were training programmes for lectur-
ers in Belgium, Poland and Latvia. Participants tested one or more methods collected
in the project - including the training programme’s practical task. We are planning
to create training programmes as a regular training course offered for lecturers in all
three countries.

The main goal of this training programme was to find an opportunity for lec-
turers to get to know new learning/teaching methods as well as to create a space
for discussion about the innovations in learning/teaching and experience exchange.

We evaluated the training programmes and the experience obtained during the
training process. The total number of respondents was 37: 9 teachers from Poland,
9 teachers from Belgium and 19 teachers from Latvia.

At first, we invited participants to evaluate the usefulness of this training pro-
gramme on a scale from 1-10. “10” points means “very useful: much of what I have
learned will be useful for further pedagogical work. “1” point means “it was not use-
ful: T will not use anything of what I have learned”. The average total score received
was 8. This assessment is considered to be high in order to assess overall the benefits
of the programme as a significant benefit for the participants of the programme. We
see, however, that there is a possibility to increase this score by enhancing satisfaction
with the training programme. Therefore, we clarified the benefits and shortcomings
of the programme in order to develop this learning programme in the future.

We asked lecturers about the benefits of the programme: what was your most val-
uable benefit in this training programme? A large number of lecturers admitted - it
was an excellent opportunity to meet colleagues, share teaching/training experiences
and to talk about the challenges in the work with students. The training programme
gave lecturers an opportunity to talk about the ongoing changes in higher education
institutions. Lecturers believe this important discussion is missing from their pro-
fessional life. It is clear that lecturers also need support and to share experiences: it
strengthens the lecturer’s confidence as a trainer and opens up possibilities for change
and transformation. The programme participants said it was valuable to be aware that
other lecturers have similar challenges.

The second largest benefit was the range of methods proposed. It provided new
ideas for working with students and new creative ideas for combining and transform-
ing methods.

We asked training programme participants to share missing aspects of the pro-
gramme: what would you change or add in this training programme? Many lectur-
ers pointed out that they would like to have more workshops. They explained: the
programme should be expanded. Lecturers would wish for the possibility to try out
more methods together with colleagues during the training process. Several lecturers
wished to meet their colleagues to share experience and listen to other colleagues’
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conclusions. Meeting, sharing and discussing with colleagues from other disciplines
opens many new perspectives, offers different angles. More meetings are necessary to
reach all colleagues and discuss the new possibilities with them.
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skim), Istota, sens i uwarunkowania (wy)ksztatcenia (2019).

! W. Tatarkiewicz, Historia filozofii. T. 3. Filozofia XIX wieku i wspotczesna, PWN, Warszawa
1978; A. Nowaczyk, Filozofia analityczna, Wydawnictwo Naukowe PWN, Warszawa 2008; T. Szub-
ka, Filozofia analityczna. Koncepcje, metody, ograniczenia, Wydawnictwo Uniwersytetu Wroctaw-
skiego, Wroclaw 2009.

2 Temu problemowi po$wiecony zostal dziat Studia i rozprawy w pierwszym numerze ,,Przegla-
du Pedagogicznego” z 2014 roku. Dostepny na: https://repozytorium.ukw.edu.pl/handle/item/1662
[dostep: 5.06.2019].
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autorzy relacjonujg, jak uprawia sie te filozofie za morzem resp. po drugiej stronie
Wielkiej Wody, albo jg wspottworza i doskonalg.

Wymaga szczegolnego podkreslenia fakt, ze filozofia analityczna postuguje sie
charakterystyczng metodologia. Bez tej metodologii traci ona wlasciwie swdj sens.
W tym kontekscie musi budzi¢ zastanowienie stawianie na réwni pojecia filozofia
edukacji z takimi pojeciami, jak: filozofia wychowania, pedagogika filozoficzna, filo-
zofia pedagogiczna czy filozofia pedagogiki. Wydaje sig, ze takie postepowanie jest nie
tylko malo zasadne, lecz réwniez mylace, gdyz zaklada wymiennos¢ filozofii anali-
tycznej i filozofii kontynentalnej, co jest oczywistym btedem. By¢ moze na trop roz-
wigzania tego problemu naprowadza ujecie filozofii edukacji jako jednego z nowocze-
snych sposobéw uprawiania pedagogiki ogélnej’.

Wskazanego powyzej deficytu opracowan pedagogicznych wjezyku polskim,
w ktorych metodologia analityczna dostarcza instrumentarium badawczego, nie po-
mniejszaja deklaracje autoréw ,wpisujacych” samych siebie w filozofi¢ edukacji bez
zachowywania wiernoéci analitycznemu sposobowi myslenia. Moim zdaniem nie do-
strzegaja oni zasadniczej réznicy miedzy filozofowaniem z perspektywy analityczne;j
ainnymi rodzajami uprawiania namystu filozoficznego. Pierwsze implikuje postu-
giwanie si¢ metodami wlasciwymi anglosaskiej filozofii analitycznej — sa to przede
wszystkim: klasyczna analiza pojeciowa, analiza logiczna, analiza lingwistyczna i ana-
liza systematyczna®. W drugim przypadku mamy nierzadko do czynienia z generowa-
niem ad hoc zdroworozsadkowych pomystow, ktérym przyznaje si¢ moc dostarczania
odpowiedzi na wspoélczesne wyzwania edukacji. Tak wigc linia demarkacyjna miedzy
filozofig edukacji a analityczna filozofig edukacji przebiega przez obszar metodologii,
a doktadniej: przez analize filozoficzna. Tak jak w filozofii analitycznej wymienio-
ne powyzej cztery metody stanowig zrodlo jej sily i zarazem przyczyne stabosci, tak
samo rzecz si¢ ma z analityczng filozofig edukacji. Do jej najwazniejszych ograniczen
mozna zaliczy¢ koncentracje uwagi na kwestiach szczegétowych i pewna hermetycz-
nos¢, ktora wynika z rygoréow metodologicznych. Na temat korzysci chciatbym wiecej
powiedzie¢ w nawigzaniu do recenzowanej publikacji.

Ksiazka T. Lesia z wielu powoddéw zastuguje na baczng uwage i wnikliwe przestu-
diowanie. Autor w praktyce zastosowal metodologie filozoficzno-analityczng. Postu-
gujac sie nig, przesledzil obecnos¢ i sposdb odczytywania madrosci w koncepcjach
trzech klasykéw filozofii starozytnej: Sokratesa, Platona i Arystotelesa. Zeby uzasad-
ni¢ dokonany przez siebie wybdr tych wlasnie, a nie innych myslicieli, T. Le$§ wylicza
az siedem argumentow (s. 10-11). Daremnie prébowano by sprowadzi¢ je do wspol-
nego mianownika. Ten fakt zapowiada moim zdaniem pierwszg korzy$¢ podejscia
analitycznego. Polega ona na uzmystowieniu, jak bardzo zlozone moga by¢ kwestie
logiczno-jezykowe i ile skrupulatnosci i dociekliwosci ze strony autora wymagato ich

* D. Benner, D. Stepkowski, Pedagogika ogélna, [w:] E. Gigilewicz (red.), Encyklopedia katolic-
ka, t. 15, Towarzystwo Naukowe Katolickiego Uniwersytetu Lubelskiego Jana Pawta II, Lublin 2011.
* T. Szubka, dz. cyt., s. 88-185.
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rozwiklanie. Nie dziwi wiec, ze lista probleméw do przeanalizowania, ktorg przed-
stawia T. Le$ na poczatku swojej pracy, jest jeszcze dluzsza niz wspomniany wykaz
argumentow. Obejmuje ona az jedenascie pol eksploracji (s. 13). Da sie je przypo-
rzadkowa¢ do jednego dazenia autora, ktorym jest wydobycie z pogladow i teorii
wymienionych trzech klasykéw starozytnosci statych elementéw pojecia madrosci
i pelnionej przez nig roli. Elementy te zostaly syntetycznie zrekapitulowane i prze-
dyskutowane w czwartym i ostatnim rozdziale (s. 151-160). Pod jego koniec T. Le$
nawiazal do probleméw pedagogicznych, ktére powtdrnie ujawnily sie dzigki jego
badaniu. Problemow tych autor nie rozwiazuje, lecz zadaje czytelnikowi jako swoistg
prace domowg.

Monografia T. Lesia powstata na podstawie rozprawy doktorskiej, ktorg obronit
autor w Uniwersytecie Jagiellonskim (s. 12). Sklada si¢ z czterech rozdziatow, zakon-
czenia i bibliografii. Drobne zastrzezenie moze budzi¢ fakt, ze wprowadzenie zosta-
fo uznane za pierwszy rozdzial i wlaczone do numeracji. W drugim rozdziale autor
opisuje pole problemowe i zdaje sprawe ze stanu badan dotyczacych madrosci. Trzeci
zawiera wnikliwa analize koncepcji filozoficznej kazdego z wymienionych w tytule
myslicieli, a w czwartym - jak juz to zasygnalizowano - autor rekapituluje wyniki
swoich poszukiwan i odnosi je do probleméw i pytan pedagogicznych.

Trudno w szczegdtach przedstawié zawarto$¢ wszystkich rozdzialow. W zwigzku
z tym chcialbym skoncentrowa¢ uwage na schemacie postepowania badawczego, kto-
ry legl u podstaw analiz przeprowadzonych przez T. Lesia w zasadniczym rozdziale
trzecim. Na schemat ten skladaja si¢ dwa rodzaje czynnosci: rekonstruowanie i inter-
pretowanie. W postepowaniu rekonstrukcyjnym autor docieka: (1) definicji madrosci
kazdego z autordw, tj. Sokratesa, Platona i Arystotelesa, (2) zalozen filozoficznych,
(3) roli madro$ci w catoksztalcie myslenia filozoficznego, (4) relacji madrosci do in-
nych poje¢ filozoficznych, (5) drég osiagania madroéci i (6) perspektywy praktyczno-
-spotecznej implikowanej przez dang koncepcje. Warto podkresli¢, ze T. Lesia nie za-
dowalajg istniejace przeklady dziet starozytnych klasykow i dlatego siega po ich wer-
sje oryginalne, czyli w jezyku greckim. Wspotczesnie znajomo$¢ greki wsrod pedago-
g6ow mozna uznac za ewenement. Na uznanie zastuguje réwniez to, ze autor w swoim
opracowaniu wykorzystat literature anglojezyczng, przez co umozliwit czytelnikowi
zapoznanie sie z kwestiami aktualnie dyskutowanymi w filozofii analityczne;j.

Drugi rodzaj czynnosci badawczych - interpretowanie — nie zostal wyodrebnio-
ny w strukturze pracy w samoistnym fragmencie (np. podrozdziale), lecz sekunduje
rozwazaniom w kazdym z wymienionych powyzej szeSciu punktéw. W tym miejscu
na szczegdlne podkreslenie zastuguja przeprowadzone przez autora analizy logiczne,
ktore oprocz waloréw merytorycznych uzmystawiaja, jak wazna jest precyzja mysle-
nia przy badaniu problemoéw pedagogicznych.

Wspomniana powyzej praca domowa, ktora T. Le$ zostawia czytelnikowi, doty-
czy miedzy innymi intelektualizmu etycznego. Do tego pojecia i zwigzanego z nim
problemu nawigzuja mniej lub bardziej bezposrednio autorzy zastanawiajacy si¢ nad
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réznicg miedzy wychowaniem moralnym a ksztalceniem etyczno-moralnym?®. Teza
intelektualizmu etycznego glosi, Ze dzialanie moralne jest pochodng wiedzy etycznej.
Innymi stowy, znajomos¢ tego, czym jest dobro i zto, warunkuje mozliwos¢ dziatania
moralnego. Warto przypomnie¢, ze za pomystodawcow takiego podejscia uwaza sig
Sokratesa i Platona. W tym kontekscie T. Le$ pisze: ,Wystarczy stabsza wersja tego
stanowiska (wiedza etyczna jest warunkiem wystarczajacym dzialania etycznego), by
odrzuci¢ mozliwos¢, ze dana osoba wie, jak dziala¢, a jednoczesnie w sytuacji, ktdra
tego wymaga, nie podejmuje zgodnego z wiedza dzialania. Sytuacja, w ktdrej jakas
osoba posiada pelng wiedze (np. odnoszacg si¢ do spraw etycznych), a jednocze$nie
nie podejmuje zgodnie z nig dzialania, nie jest mozliwa na gruncie koncepcji tych
dwdch myslicieli” (s. 153).

W powyzszych stowach autor przyznaje, ze intelektualizm etyczny nalezy uznad
w pogladach Sokratesa i Platona za obligatoryjng przestanke, zarazem jednak zwraca
uwage na pewien szczegol, ktory tatwo wymyka sie uwadze zwolennikéw radykalne-
go rozdzielenia (praktycznego) wychowania moralnego i (teoretycznego) ksztalcenia
etyczno-moralnego. Przywolujac na pamiec¢ pojecie madroéci, T. Le$ stwierdza, ze:
»Zaréwno u Sokratesa, Platona, jak i Arystotelesa mamy do czynienia z dwoma wa-
runkami madrosci: wiedzg i dzialaniem, a rdznica polega jedynie na tym, ze Arystote-
les artykuluje to wprost, w postaci madrosci praktycznej, natomiast jego poprzednicy
w sposdb posredni” (s. 153). A zatem wszyscy trzej filozofowie afirmujg konieczno$¢
dostrzezenia w dzialaniu moralnym komponentu intelektualnego - czy to w formie
wiedzy boskiej (Sokrates), czy tez idei Dobra (Platon), czy w koncu teleologicznego
namystu praktycznego (Arystoteles). Na tej podstawie nalezy uzna¢ za naduzycie for-
mutowanie wobec ksztalcenia etyczno-moralnego zarzutu intelektualizmu etycznego
za to tylko, ze bardziej eksponuje si¢ w nim refleksje etyczna niz ksztaltowanie cha-
rakteru (cnoty) i dzialania moralnego.

Na zakonczenie swoich rozwazan T. Les formuluje pie¢ wymogéw, ktdre jego
zdaniem warunkujg budowanie praktycznej wiedzy pedagogicznej. Wydaje mi sig, ze
odnoszg si¢ one réwniez do projektowania ksztalcenia etyczno-moralnego zgodnego
z kryterium madrosci. Sg to: ,,[1] wymodg wiedzy naukowej — jako czynnika ksztattu-
jacego adekwatne przekonania dotyczace rzeczywistosci; [2] wiedzy etycznej — jako
czynnika ksztaltujgcego przekonania i postawy moralne; [3] dialogu - jako warunku
osiggania wyzszej wymienionych typoéw wiedzy; [4] ksztaltowania cnét i charakteru
oraz [5] precyzyjnego rozumowania, argumentowania, krytyczno$ci wobec pogladow
wlasnych i innych 0s6b” (s. 162). Stosujac ostatni wymag do siebie samego, autor pod-
kresla znaczenie w badaniach pedagogicznych (i nie tylko) ,,skromnosci poznawcze;j”

* J. Horowski, Rozwdj zdolnosci sgdzenia czy rozumowania? Wokot pytania o fundamenty
kompetencji etyczno-moralnych, ,Forum Pedagogiczne” 2016, nr 2/1, s. 143-149; A. Rajsky, What's
Wrong in Modern Education? Maritain’s Warning is Valid Today More than Ever, ,Caritas et Veritas”
2018, No. 8, s. 68-73; W. Starnawski, Primum non nocere... Uwagi na temat uwarunkowar edukacji
filozoficznej/moralnej, ,Forum Pedagogiczne” 2017, nr 2, s. 189-190.
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(s. 161). Te skromno$¢ da sie wyraznie dostrzec w recenzowanej publikacji. To z kolei
pozwala z nadziejg patrze¢ na przyszly rozwdj analitycznej filozofii edukacji w Polsce.
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Zajecia taneczne z mlodzieza
z niepetnosprawnoscia intelektualng
jako forma terapii pedagogicznej

Streszczenie: W artykule przedstawiam obraz pewnego podejscia do tanca i sposobu jego
postrzegania, ktéry moze sta¢ si¢ waznym narzedziem do niesienia pomocy w edukacji.
Zawarte tu informacje i wiedza sg efektem mojej pracy badawczej na studiach licencjac-
kich, ktéra zostata zrealizowana w roku akademickim 2017/2018 w Akademii Humani-
styczno-Ekonomicznej w Lodzi na kierunku taniec, specjalnoéci pedagogika tanca. Tytul
pracy badawczej to Terapeutyczne funkcje zaje¢ tanecznych z mlodzieza z niepelno-
sprawnoscig intelektualng.

Slowa kluczowe: taniec, integracja, wsparcie, niepelnosprawnos¢

Wprowadzenie

Ruch jest nieodzowna czescig zycia kazdego czlowieka. Zrédta historii przema-
wiajg za tym, Ze najpierw ludzie nauczyli si¢ komunikowa¢ za pomocg gestu, potem
dopiero dodali do niego stowa. Taniec od zawsze pelnil swoista funkcje komunikacji.
Juz plemienni tubylcy mieli swoje tance. Wyrazali dzieki nim rado$¢, smutek, na-
rodziny dziecka czy przygotowanie do polowan. Wspolczesna kultura pozbawiona
jest tych zrodel, jednoczenia spotecznosci, wielopokoleniowych tradycji, ktére znaj-
dowaly sie w dwczesnych taricach. W mojej codziennej pracy zawodowej wérdd osob
z niepelnosprawnosciami czgsto wplatam elementy ruchu jako najcenniejsze narze-

" Kamil Lewandowski - czynny tancerz tarca etnicznego, afrykanskiego. W kregu jego zainte-
resowan sg: taniec w edukacji, psychoterapia taiicem i ruchem, taniec ekspresyjny, kontakt z naturg,
podréze do zrodet zycia. Tworca inicjatywy Taniec WPP — Taniec Wsparciem Procesu Pedago-
gicznego (2019) oraz zalozyciel szkoly tanca o takim samym profilu Criss-Cross Taniec i Natura
w Lodzi.
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dzie do stymulowania prawidtowego rozwoju. W ruchu zawiera si¢ motywacja, a ona
jest Zrodlem zycia kazdego czlowieka.

Tematem mojej pracy bylo dotarcie do poznania Zrédel na temat terapeutycznych
funkgji tanca, ktére moga wspomagac rozwdj osob z niepelnosprawnoscia intelektu-
alng oraz pomdc im w utrzymaniu jak najlepszej sprawnosci organizmu.

Taniec jako rodzaj ruchu uprawiany jest na catym $wiecie w wielu réznorodnych
formach. Mozna go spotka¢ na ulicy, w szkole, na scenie, w klubie dyskotekowym.
Jest on udziatem mlodych i starszych pokolen.

Taniec jest jedng z najstarszych dziedzin sztuki w dzialalno$ci kulturowej czto-
wieka. Szerokie zastosowanie tanca, jakie zostalo wykorzystane do budowania toz-
samosci cztowieka, ukazywane jest przez wiekowy rozwoj cywilizacji, prastarych
wierzen, kontaktu z otaczajagcym $wiatem, mnogosci stylow i technik tanecznych,
filozofii, budowania kultury wszelkich narodowosci catego $wiata.

Jest on zrédlem wyrazu emocji i przezywania wrazen estetycznych, ktére réznie
mozna odbiera¢ iinterpretowaé. Nielatwo prosto ijednoznacznie go zdefiniowac.
Ogodlnie rzecz biorac, jest to rytmiczny ruch wykonywany przy muzyce. Ruch i rytm
sg §cisle ze soba powigzane. Na rytm zycia odpowiada cztowiek ruchem. Inspiracje
tanca daje przyroda, zwierzeta — chdd, bieg, skakanie. A rytm to wszystko, co nas
otacza, pory roku, kotysanie drzew na wietrze, bicie serca, oddychanie. Ruch wyko-
nywany przez czlowieka jest zalezny od jego osobistych mozliwo$ci. Jest zwigzany
i uzalezniony od trybu jego zycia. Taniec zawiera w sobie wigksza tajemnice, ktora jest
odkrywana wraz z czasem jego do$wiadczania i przezywania. Pierwszg znang nam ze
zrodet definicja tanca jest ta zaproponowana przez Rzymianina Lukiana z Samosa-
te, ktdry pisal: ,Taniec polega na wiernym wyrazaniu przezy¢ duchowych i zjawit sie
réwnoczes$nie z powstaniem wszech$wiata, a jego Zrédtem jest odwieczna mito$¢™.
Inna ze znalezionych definicji moéwi, Ze taniec jest jak ulotny srodek ekspresji. Jest
realizowany w okre$lonym stylu i formie, ktére przedstawia ludzkie ciato poruszaja-
ce sie w przestrzeni. Idac dalej, wedtug Matej encyklopedii muzyki taniec jest zespo-
fem zjawisk ruchowych, transformacja naturalnych ruchéw ciala, ktére powstaja pod
wplywem wyplywajacych bodzcéw emocjonalnych, skoordynowanych z muzyka?®.
W ten sposob moze ksztaltowac si¢ pewne wyobrazenie o tancu, ktdry nalezy do cze-
go$ intymnego, osobistego. Nie jest jednak prawda, Ze to jego jedyna wlasciwa wizja.

M. Wiszniewski w ksigzce Taniec jako terapia przedstawia zbior wiedzy, ktéry po-
zwolil mu na wydanie pracy. Istotne dla moich badan jest w niej przedstawienie teorii
tanca terapeutycznego, ktora opisuje jego podstawowe i najwazniejsze zalozenia. Jak
pisze autor, istnieje wiele idei i kierunkow spojrzenia na taniec terapeutyczny. Jedne
nawiazuja do psychoterapii, psychologii, inne do pracy z ciatem, fizykoterapii, sztuki

' O. Kuzminska, Taniec w teorii i praktyce, AWF, Poznan 2002, s. 25.
2 S. Sledzinski, Mata encyklopedia muzyki, Polskie Wydawnictwo Muzyczne, Warszawa 1981,
S. 346.
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performance, tancow etnicznych, teatru, rytuatu, praktyk szamanskich, doswiadczen
duchowych. Podstawa rozumienia tafica terapeutycznego jest realizacja ruchu, ktora
wplywa na cialo i umysl. A wigc to, co robimy z cialem, ma wplyw na nasze myslenie,
a to, co robimy z naszym umystem, jest uwidocznione w ciele. Taniec moze wptywa¢
na zdrowie naszego ciata, stan umyslu, ale jednoczesnie zmienia¢ nasze emocje oraz
samopoczucie.

M. Wiszniewski wymienia nastepujace korzysci tej formy ruchu:

- rozladowanie nadmiaru energii oraz odprezenie psychiczne,

- poprawa relacji z ludzmi,

- rozwdj swiadomosci ciala,

- rozwdj inteligencji emocjonalnej,

- poprawa ogolnej sprawnosci organizmu,

- pobudzanie organizmu do wydzielania endorfin, tzw. hormonoéw szczescia,

- lepsza kondycja fizyczna i koordynacja wzrokowo-ruchowa,

- rozwoj kreatywnosci,

- rozwdj umiejetno$ci wyrazania siebie’.

Taniec terapeutyczny jest powrotem do starozytnych korzeni tanca. W tym tan-
cu sg zawarte te same idee, jakie towarzyszyly cztowiekowi sprzed tysiecy lat. Taniec
postrzegano jako forme terapii, uzdrawiania i rozwoju osobistego. Tradycja ta zagine-
ta w Europie i zachodnim kregu kulturowym na wiele stuleci. Powrét do tych zapo-
mnianych znaczen tanca odkrywa przed nami nadzieje na wspieranie rozwoju czlo-
wieka i spoteczenstwa.

Poszukujac niezmiennie uzytecznosci tanca dla spoteczenstwa i edukacji, pragne
przytoczy¢ pojecie terapii z Encyklopedii pedagogicznej XXI wieku. Terapia zajmuje
sie organizowaniem oraz wspomaganiem wychowanka w jego wychowaniu, reduko-
waniu zaburzen rozwoju czy zaburzen zachowania za pomoca wszystkich dostepnych
metod i srodkéw pedagogicznych. Istota tej pracy jest takie organizowanie czasu, by
przez wyzwalanie pozytywnych zmian motywujacych go do dziatania usprawniat za-
burzony proces, nietypowe zachowania, kompensowat braki poszczegdlnych swoich
funkcji. Wazna w sposobie tej terapii jest wspdtpraca podopiecznego z osobg prowa-
dzacq zajecia®. Terapia pedagogiczna, o ktdrej mowa w tytule pracy, pojawita si¢ w pe-
dagogice specjalnej i okre$lona zostala mianem pedagogiki dopiero w XX wieku’. Jej
uzyteczno$¢ jest rozumiana przeze mnie jako wsparcie calo$ci procesu wychowania
i holistyczny sposob niesienia pomocy osobom z niepelnosprawno$ciami.

* M. Wiszniewski, Taniec jako terapia, Zacharek Dom Wydawniczy, Bialystok 2016, s. 17.

* T. Pilch, Encyklopedia pedagogiczna XXI wieku, t. IV, ,Zak”, Warszawa 2007, s. 645.

> M. Wolska-Dtugosz, [w:] T. Pilch (red.), Encyklopedia pedagogiczna XXI wieku, t. V1, JZak’,
Warszawa 2007, s. 648.
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Taniec w obliczu edukacji

Znany specjalista doktor psychologii, psychoterapeuta terapii behawioralnej
Detlef Kappert w ksigzce Tariczgc z dziecmi podkresla znaczenie sztuki w wychowa-
niu dzieci. ,Wydaje si¢, ze dzieciom potrzeba granic, ale nie ograniczen i zakazdw,
lecz przejrzystosci $wiata materialnego oraz pobudzenia ich wyobrazni przez innych
ludzi w zabawie i codziennym tworzeniu™. Autor ten szczegdlnie podkresla znacze-
nie tanca jako formy sztuki w wychowaniu. Jego zdaniem taniec stanowi naturalne
uspolecznienie w grupie. Jest skutecznym srodkiem zapobiegajacym alienacji dzieci,
ktoére z roznych powodéw moga by¢ wyltaczone z grupy.

Wedlug mnie Detlef Kappert w swojej ksiazce bardzo dobrze przedstawia potrze-
by edukacji dzieci z niepelnosprawno$ciami. W otaczajagcym $wiecie czesto konfron-
tujg sie one z brakiem akceptacji spotecznej, trudnosciami w nawigzywaniu relacji
czy duzym napieciem psychicznym zwigzanym ze swoim uposledzeniem umysto-
wym, ruchowym oraz innymi ograniczeniami. Autor przekonuje nas do opinii, ze
kazdy czlowiek zastuguje na szacunek. ,,Przy odrobinie szacunku nawet «dziwny»
moze swojg osobg wzbogaci¢ spoleczenstwo’, pisze Detlef Kappert. Kazdy cztowiek
bowiem - mniej czy bardziej uzdolniony - potrzebuje kontaktu z ekspresja fizyczna,
szalenstwem, innymi ludzmi, zwierzetami i prostymi formami tworczo$ci codziennej.
Taniec ksztaltuje za pomocg ruchu spoleczne zachowania. Uczenie si¢ w ten sposob
sprawia przyjemnos¢, bezstresowo poprawiajac umiejetnosci motoryczne i wywotu-
jac wewnetrzng motywacje. Fizyczne uczenie sie¢ poprawia samooceng i oceng swo-
jej sytuacji. Poprzez zabawe dzieci majg mozliwos¢ w bezpieczny sposob uczy¢ sie
zroznicowanego postrzegania i nieagresywnego dziatania. Kappert pisze rowniez, ze
taniec jest ksztalceniem estetycznym poprzez ciato jako doswiadczenie natury w czlo-
wieku. Moze zrelatywizowa¢ najwigksze zaniedbania wychowawcze. Autor ttumaczy
to tym, Ze taniec jest spotkaniem z samym sobg. Gdy poruszamy si¢ we wspdlnym
rytmie, maleja wszelkie bariery. Ten rytm, chociaz tanczymy oddzielnie, taczy. Stad
stwierdzam jednoznacznie, ze ruch w edukacji moze zajmowa¢ wazne miejsce jako
pomoc w holistycznym zrozumieniu niesienia pomocy dzieciom i mtodziezy biora-
cym udzial w zajeciach tanecznych.

No ale jak sie to tanczy?

Kluczowym i waznym elementem jest fakt, ze kazdy odpowiednio przygotowany
taniec moze mie¢ zalety wspomagajace rozwoj osoby z niepelnosprawnoscia intelek-
tualng. Prowadzenie zaje¢ dla takich uczniéw wymaga jednak dostosowania swoich
umiejetnosci i potrzeb do mozliwosci poznawczych oraz umiejetnosci tanecznych
swoich podopiecznych. Czesto zdarza si¢ nam, ze chcemy, aby co$ bylo jakie$ okreslo-

¢ D. Kappert, Taticzgcy z dziecmi, Kined - Joanna Zwolenska, Warszawa 2005, s. 14.
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ne, utrzymywalo nasze standardy i spelniato nasze oczekiwania. Dana technika tarca
wymaga od nas odpowiedniej postawy, charakterystyki ruchu, jej jakosci i wygladu.
W przypadku pracy z osobami z pewnymi trudnosciami mozemy napotkac proble-
my, co moze wprowadza¢ nas w pewnego rodzaju frustracje, wywolywaé niezrozu-
mienie i brak akceptacji tego, co widzimy. Jednak w pracy z tymi osobami ruch nie
opiera si¢ na technice figur tanecznych czy mozliwosciach akrobatycznych. Pigkno
w tym przypadku jawi sie jako ruch sam w sobie, determinacja tanczacego, zabawa,
swoboda i wolnos¢. Taniec pozwala tym osobom na spontaniczne wyrazanie siebie,
jakby zabierajac ich troski na ten czas. Taki taniec pozwala zapomnie¢ cho¢ na chwile
o swoich ograniczeniach i dyskomforcie.

Whioski

Z otrzymanych wynikéw badan przeprowadzonych na grupie 16 respondentéw
(ucznidéw, z ktérymi mam przyjemnos¢ pracowac), ankiet dla grupy 16 rodzicéw oraz
20 nauczycieli pracujgcych z tymi osobami wylonito si¢ pie¢ najchetniej wybieranych
funkcji tanca. Sg to:

poprawa koordynacji wzrokowo-ruchowej,
- sprawianie radosci,
wyzwalanie emocji,

uczenie zasad wspolpracy i wzajemnego szacunku,

poprawianie komunikacji wéréd dzieci i relacji spolecznych z réwie$nikami.

Z badan wynika, ze dzieci, ktore chodzity na cykl zaje¢ tanecznych, bardzo je
lubily. To wazny wniosek z punktu widzenia pedagoga i rozwoju struktury dzialan
w szkole. W ten sposdb otwieramy dziecko na nowe do$wiadczenie. Jest nim kontakt
w duzej grupie réwiesniczej, ktory nie jest mozliwy na codziennej lekcji w trakcie
szkolnych zaje¢. Poza tym dziecko pelne pasji jest chetniejsze, by dzieli¢ si¢ swoimi
przezyciami. To wspanialy pretekst do budowania z nim relacji. Ciekawym przykla-
dem mogg sta¢ sie rowniez opinie nauczycieli na temat zaje¢ tanecznych.

Bardzo ciekawym przykladem sg opinie nauczycieli na temat zaje¢ tanecznych:

Bo to co$ innego, co$ dla nich i przy okazji mogg si¢ zintegrowac.

Sa radosne w czasie tanca, spontaniczne. Taniec redukuje napiecia w ciele dzie-
ci, pomaga pokaza¢ emocje.

Chetnie biora udzial w zajeciach.

Lubig stucha¢ muzyki i tanczy¢.

Poniewaz taniec sprawia dzieciom przyjemnosc¢ i wyzwala emocje.

W dniu zaje¢ méwig o nich od rana. Pozniej opowiadajg o nich w domu rodzicom.

Sprawiaja rados¢ i pozwalaja rozwija¢ swoj talent.
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Integracja z réwiesnikami, wyciszenie trudnych zachowan, poprawa kondycji,
ruch pomaga w dotlenianiu komoérek, taniec daje im tatwos¢ nawigzywania ko-
munikacji z innymi.

Zajecia taneczne sprawiajg dzieciom wiele radosci, wida¢ to w zachowaniu

dzieci. Sq wesole, usmiechniete, chetnie tez opowiadajg o takich zajeciach, cze-
kajg z utesknieniem na nie.

Dzieci chetnie braty udziat w zajeciach tanecznych i aktywnie w nich uczest-
niczyly.

Taniec jest najczesciej wymieniang przez dzieci forma spedzania czasu.

W opiniach badanych rodzicow powtarza si¢ zdanie, ze wigkszo$¢ z nich lubi tan-
czy¢. Wérdd nich znalazto si¢ siedmioro, ktorzy prowadzaja swoje dzieci na dodatko-
we zajecia taneczne.

Podczas przygotowywania zaje¢ i programu tancow nadajacych sie dla mlodziezy
z niepelnosprawnoscia intelektualng tak zorganizowatem zajecia, by zespo6t ruchow,
choreografii, tancow wyzwalal w uczestnikach pewng rame i dyscypline, a jednocze-
$nie pozwalal na swobode¢ wykonywania ruchéw po swojemu. Chodzilo o to, by czuli,
ze poruszaja si¢ ze wszystkimi i catkiem dobrze im to wychodzi. Ograniczeniem zaje¢
tanecznych nie byla niepelnosprawnos$¢ intelektualna, a podejscie do zorganizowania
zaje¢ i przygotowania takiej przestrzeni, by uczniowie mogli wyraza¢ siebie i swoje
zdolno$ci. W badaniu nauczyciele jednoznacznie twierdzili, Ze zajecia taneczne moga
skutecznie wspomagaé proces terapii pedagogicznej mtodziezy z niepelnosprawno-
$cig intelektualna.

Taniec ze wzgledu na swa specyfike, ktdrej istote stanowi spontaniczne powig-
zanie ruchéw ciala z towarzyszaca muzyka, moze stworzy¢ naturalng sytuacje tera-
peutyczng. Nalezy da¢ szanse tanczenia kazdemu, kto choc¢by chce przebywac w tej
przestrzeni. Nie raz widzialem, jak dzieci, mlodziez, a nawet dorosli, ktdrzy na pozér
nie byli zainteresowani ruchem, tanczyli ze wszystkimi. Jedng z pozytywnych obser-
wacji podczas zaje¢ tanecznych bylo dwukrotne przytaczenie si¢ uczestnikéow do gru-
py tanczacych - najpierw jedna z uczennic dotgczyta do wspdlnego ruchu niezaleznie
od swoich nawykéw. Druga sytuacja dotyczyta ucznia, ktory w jednym z tancéw po-
zwolil na chwile znikna¢ glebokiemu napigciu w swoim ciele, czego nie sposéb byto
zaobserwowa¢ u niego od co najmniej szeéciu lat, odkad go widywalem. Uczestnik
ten zostal wzmocniony pozytywnie przez grupe wielkimi oklaskami.

Podsumowanie

Obserwujac osoby z niepelnosprawnosciami na dyskotekach, wystepach,
we wspolnej zabawie ruchowej, gdzie to uczniowie sg prowokatorami ruchu, odkry-
walem pigkne talenty taneczne. Byly nimi takie umiejetnosci jak krecenie mini swi-
pe znanego z break dancingu, stanie na rekach, twerking, ktérego nie powstydziliby
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sie w Brazylii, kobiecos¢, jaka potrafily ukazywaé niektore dziewczyny w miekkosci
i swobodzie ruchu. Nie przeszkadzaly im w tym trudnosci liczenia w zakresie do
10 czy zaburzenia mowy. Te osoby nie odczuwaly w tanicu swojej ,,inno$ci’, ktora
czesto jest nieadekwatnie podkreslana przez réwiesnikow bez niepelnosprawno-
$ci intelektualnych. W tancu ta miodziez mogta wydoby¢ i uwolni¢ swoje emocje.
Taniec wyzwalal w nich endorfiny i wywolywal usmiech na twarzach. Uwazam, ze
duza frekwencje na zajeciach zawdzieczam réwniez tworzeniu atmosfery zabawy,
nazywaniu moich podopiecznych tancerzami, uzywaniu tanecznych sloganow, eks-
ponowaniu zalet mlodziezy - to wszystko wptywato na ich poczucie wartosci i na-
turalnej radosci.

Moje badania ujawnily, ze zajecia taneczne z mlodzieza z niepetnosprawnoscia
intelektualng przyczynily si¢ do poprawy ich relacji spotecznych z réwiesnikami.
Przetamywaly izolacje tych dzieci. Dzieki taicowi dzieci cze¢$ciej komunikowaly sie
ze sobg, czuly si¢ wolne, nieograniczone przez nakazy i zakazy. W tancu realizowaly
swoje podstawowe potrzeby bycia w jednosci z grupa, bycia razem. Czasami ich spo-
sOb nawigzywania relacji w spontanicznym tancu moégt wydawac si¢ niezrozumiaty
(podskoki, wydawane dzwieki, ganianie si¢). Dla nas takie zachowania mogty by¢
nieakceptowalnymi wyglupami, uznawanymi za niepotrzebne, nieadekwatne, niepo-
prawne. Zastanawiamy sie, czy tak powinno si¢ robi¢, czy to dobrze. Jakg wartos¢ ma
jednak w tym przypadku zakazywanie, je$li nie dajemy nic w zamian?

Zajecia taneczne sprzyjaly rowniez uczeniu norm spoleczno-moralnych, dyscy-
pliny i poszanowania zasad wspolzycia w grupie. Wydobywanie tego potencjatu, ktd-
rym si¢ zajmowatem, nie bylo realizowane poprzez agresje i wymuszanie danych za-
chowan. Autorytet i zaufanie tworzy sie przez szacunek do drugiego cztowieka takim,
jaki jest, oraz poprzez budowang z nim relacje. Na zajeciach obserwowalem przejawy
empatii uczestnikoéw zaje¢ wzgledem siebie.

Na koniec dodam, Ze w zajeciach tanecznych dla mlodziezy z niepetnosprawno-
$cig intelektualng odkrywam site prostoty. Przedstawienie tematu wprowadzajacego,
opartego na wyobrazeniach i skojarzeniach z otaczajacego swiata pozwalato mlodzie-
zy fatwiej przyswajac ruchy, budzilo zainteresowanie dang postacig (np. niedzwiedz),
jesli mozna go jako$ okresli¢ (jest gtodny), tanczy (podskoki, zeby zrzuci¢ ul z drze-
wa), co$ symbolizuje (je midd), pozwalato na duzo wigksze zaangazowanie, swobode
i dobrg zabawe w tancu. Pracujac z badang mlodzieza, staralem sie dostosowywa¢
muzyke do wieku i potrzeb uczestnikéw. To dlatego tanczylismy tance rycerskie, po-
loneza, poruszalismy si¢ do muzyki zespotéw Pectus, Brathanki, November project -
piosenki Byby¢, wykonywaliémy choreografie do Theres Nothing Holdin Me Back
Shawn Mendes. Bardzo wazna w pracy terapeutycznej z mlodziezg jest znajomo$¢ nie
tylko jej ograniczen, ale rowniez mozliwosci.

Moje badania upowazniajg mnie do sformutowania wniosku, Ze taniec stanowi
uniwersalna forme zaje¢ w terapii pedagogicznej, ktéra stymuluje i aktywizuje rozwdj
fizyczny, psychiczny i spoleczny mlodziezy z niepelnosprawnoscig intelektualna.
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Stad ostatecznie wynika potwierdzenie zatozonych hipotez badawczych:

Zajecia taneczne z mlodzieza z niepelnosprawnoscia intelektualng przyczyniaja
sie do poprawy ogolnej sprawnosci fizycznej, koordynacji wzrokowo-ruchowej, do
lepszego funkcjonowania psychicznego, komunikacji z rowie$nikami, akceptacji sie-
bie i otaczajgcych ludzi.

Zajecia taneczne z mlodziezg z niepelnosprawnoscia intelektualna moga by¢
wazng czedcig cato$ci wychowania, ktérym objeta jest mlodziez z niepetnosprawno-
$cig intelektualna.
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Dance classes with teenagers with intellectual disabilities as a form
of pedagogical therapyy

Abstract: In this article I discuss the use of dance as a tool for helping in education. The
information contained in this study is derived from my undergraduate research, which
was carried out in the 2017/2018 academic year at the university of the Academy of Hu-
manities and Economic in £.6dz, Department: Dance, Specialty: Dance Pedagogy. The
title of the research work is “Therapeutic functions of dance classes with youth with in-
tellectual disabilities.”

Keywords: dance, integration, support, disability
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Obszar zainteresowan czasopisma naukowego ,Kultura i Wychowanie”
z zatozenia ma szeroki zakres. Odwotuje sie do zagadnien zwigzanych
zinterdyscyplinarna relacja kultury i wychowania.

Prezentowane wyniki badan naukowych, gtéwnie z obszaru pedagogiki,
ujmowane sa w dwa bloki tematyczne rozpraw: filozoficzno-historyczne
oraz teoretyczno-empiryczne.

Wersja internetowa, bedaca podstawowa forma publikacji, dostepna
pozostaje na stronie: www.pedagogika.pl
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