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INTRODUCTION

C

ontemporary pedagogy departs from the tradition dominant in the twentieth
century, in which the focus was primarily on the organization of school life, the
teaching process (whereas the learning process to a much lesser extent), the activities
and competences of a teacher and students’ school-related responsibilities. In a civilization called the society of knowledge, in which it is information and then knowledge
that become key assets in the economic development, the aforementioned problems
are still significant. Today, however, pedagogy is not exclusively limited to school
problems, but covers the whole period of human existence – from the youngest years
to the senior age. It is not limited to the school situation only, either. Instead, on one
hand, it takes into account the centuries-old tradition focusing on the upbringing of
a person (the education process being a part of it), as well as extends its reach outside
school (e.g. issues related to the proper use of leisure time, the problem of helping
adults deal with their everyday, also non-educational, dilemmas). In this volume, the
authors’ attention focuses on the above-mentioned issues. As in the previous editions, it contains both theoretical analyses concerning the directions of development
of contemporary pedagogy, as well as empirical research, which the authors draw
particular conclusions from, concerning both the current state of affairs (as it is) and
the future (as it should be).
Pedagogy, as any other scientific discipline, is not born in a vacuum. Pedagogical research is limited by the imposed research framework (in this sense pedagogy
constitutes a practical science), and – similarly to the humanities – refers to the theoretical achievements, classics deeply rooted in the deliberations. Finally, pedagogy
refers to the socio-cultural conditions that define the framework for the existence of
people constituting the subject of its analysis, therefore pedagogy is a social science.
In their research, the authors refer to the achievements of pedagogy, as well as other
disciplines of the human and social sciences, but also they take advantage of methods
used in pedagogical research. Their theoretical analyses are based on key references,
which are not only thoroughly scrutinized, but are used to derive original, often innovative conclusions, too. As far as empirical analyses are concerned, in addition to
the aforementioned key findings concerning the subject of the topics discussed, the
authors use pedagogical methods and techniques well-established in the methodology of pedagogical research.
Education cannot ignore the socio-cultural conditions in which it takes place. In
this sense, it is not universal, but dominated by the “spirit of the time.” For people
living in every historical period, what proved to be the most important was the current conditions, whereas history – the past, fulfills the condition of the bygone era,
which might inspire and teach, but will always have a secondary role in relation to
the present. In contemporary times, too, we are dealing with the specificity which
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sets trends today, but was insignificant in the past. What has come to the fore here
is postmodernism, with its positive and negative features. Well-used individualism,
not limited to the perception of freedom or responsibility in a negative way (“I am
free from... others,” “I am limited only by law or other coercive measures”), but
developed in a positive way, as an opportunity to implement many models of living
inaccessible to people in previous centuries, is one of the benefits of our times. Its
creative use for the good of man is one of the greatest challenges that contemporary
educators face. The state of contemporary education is influenced by other issues,
widely elaborated on by the authors of papers collected in this issue, such as multiculturalism, the post-modern discourse and women’s activity (influenced by the
women of the past). Balancing the rights and obligations of various entities and
social groups, characterized by various life goals and aspirations, seems to be a particularly important issue, which results in both behavioral and educational problems
(e.g. searching for the answer to the question of which elements of the so-called
“hidden curriculum” are the models of our culture, and which are only a relic from
the past). An equally important issue, typical of contemporary considerations, is
the influence of the “Internet society” on the existence of a modern human, since
it has become a part of our everyday life. At the moment, as some of the problems
related to it are already gone (e.g. whether virtual reality will replace the real one),
new ones emerge, among which those regarding the positive and negative aspects of
virtuality and its impact on human education are especially important for pedagogy.
Therefore, does the Internet society bring more positive, educational opportunities
that exist, but are still not used in the practical activities of the school, as well as the
family, or do its negative aspects prevail, such as the decay of social ties, uncontrolled
flow of information (not always reliable) and widespread decline of the “culture of
thinking,” which manifests itself in the domination of stupidity, the inability to use
the language correctly both in speech and in writing, or the lack of the ability to
formulate convincing arguments and conclusions resulting from them?
Pedagogical thought has always been concerned with the problem applying to
the education of a human being. How to use conscious influences for the benefit
of a young person in order to lead to his or her full development, the essence of
which will be achieving their maturity (in the mental sense, rather than registal),
so that education can be replaced by self-reliance (replacing external influences by
the internal ones)? What the authors suggest is not only to educate so the negative
behaviors are corrected, but to perceive education as dominant in contemporary
pedagogical thought, i.e. as leading the pupil to independence by noticing his or her
autonomy from an early age, highlighting the importance of their subjectivity and
individualism. To achieve these objectives, the authors emphasize that it is important
not to limit oneself only to didactic influences, and in education – to influencing
a young person’s psyche. The principle of good education is anthropology, based on
the perception of a human as a holistic being, where all the aspects of development
are equally significant. Hence, education should not be limited to the interactions
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in the mental sphere only. It also refers to the development of spirituality, through
which a young person discovers the most important aspects of their existence, i.e. the
meaning of life. For this to happen, it is important to pay attention to the axiosphere,
i.e. to those values that are really important for the pupil, and not only those that the
society considers to be important, hence it is believed that effective education ends
with the child recognizing them. As far as education and upbringing are concerned,
what makes the pupil come alive proves to be really significant, i.e. presenting him or
her with such a world of values that is attractive to them, showing them role models
who will become their heroes and authorities, whose lives will be found important
and worth following. Finally, modern education and modern civilization alike, are
both dominated by the concept of success. Hence, this issue contains answers to the
questions of what success in modern understanding is and how to raise children from
an early age so that the success they achieve is internal, that is, consistent with what
a person wants to really achieve in life, and not exclusively leading to an unhappy
life, yet perceived positively by the society (material success, appropriate standard of
living, career, etc.).
Despite the problems of contemporary pedagogy outlined above, covering the
socio-cultural environment and affecting problems related to the upbringing of
a human, the problems connected with the sphere of teaching have not disappeared
from the considerations concerning education. Educators still wonder how to make
the teaching-learning environment more attractive, i.e. how to facilitate the learning
process. What to do to make it more pleasant, but also more effective. What measures to take to enable a young person to function in an environment of information
overload. What to do to make them choose what is really important for them from
the data available. And finally, how to understand the creativity of a modern human
and prepare him or her to process information into knowledge, serving both the student and the whole society. It is, after all, searching an answer to the question of how
to motivate students effectively, so that they want to exceed the apparent overload,
that is currently clearly visible, and realize their full potential.
In the outlined conditions, the role of the teacher, combining the function of an
educator and a tutor, is of particular importance. A teacher who, in unfriendly times,
can become a person who will inspire the young generation and will turn into an
authority for young people. In this dimension, the teacher seeks space for fulfilling
their traditional role in the contemporary conditions. At the same time, the authors
show the hardships of the profession – overloading with duties, the problem of stress
and burnout, and indicate effective ways to overcome the negative sides of the job.
It is a simultaneous ability to see the positive sides of the profession of one’s choice,
despite the masses of work, and to respect (contrary to the social opinions) the work.
It is every teacher’s work on the prestige of the whole teacher community, in which
it is particularly important to build up one’s self-esteem and realize one’s strengths,
which constitute the foundations of one’s career and are the source of satisfaction
from the professional activities performed.
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Contemporary influences on an individual do not end – as it was the case in the
past eras – with the pupil leaving school. Today, what we are dealing with is the
sphere of work and education intermingle each other until the end of one’s professional activity and continuing education at the retirement age. Hence, the educational needs of adults have gained an important place in the field of contemporary
pedagogy. Continuing education at the time of having a whole range of professional
experiences, as well as the educational development of the elderly create new challenges for educators. Each of the adult groups of students has their own individual
educational needs, which they are not only well aware of, but also able to clearly define and articulate, expecting the educators to fulfill them. The issues are also related
to the upbringing and development of an adult human being. As of today, many
problems concerning creating comprehensive educational provision that would satisfy adult learners remain unsolved.
The authors of the papers collected in the semi-annual journal attempt to answer
a number of questions raised in the introduction. Their analyses constitute a contribution to the contemporary pedagogical thought – often an unfinished contribution,
stimulating further reflection and deepening particular threads. At the same time, it
is an important contribution, as it focuses the readers’ attention on the problems
significant to contemporary considerations in pedagogy, encouraging them to raise
their own questions about the issues discussed, enter into a discussion with the authors, as well as reach their own, many a time undoubtedly innovative conclusions.
Aleksandra Kamińska

I
THEORETICAL FOUNDATIONS
OF PEDAGOGICAL PROBLEMS –
DISCUSSION AND POLEMICS

Krystyna Duraj-Nowakowa*

WHY IS IT WORTH IT?
WHY SHOULD WE RETURN TO THE ISSUES OF
SOURCES AND APPROACHES IN PEDAGOGY?
INTRODUCTION
I offer the readers to follow the tracks defined in the title, i.e. by looking for explanations and their argumentation, because such wandering is a provocation, causes
dilemmas and questions, but also mobilizes for the analyzes of encountered doubts
and attempts to find solutions through literature and authorial interpretations (Duraj-Nowakowa, 2016b).
In the title of this study, I used three key terms: 1) “sources;” 2) “approaches” and
3) “in pedagogy.” The third of them places the central space of analyzes.
First let’s deal with the first of the terms, i.e. the term “sources.” It requires stating
what content I put within this very ambiguous concept. Starting with the Dictionary
of the Polish language, generally speaking, but in figurative shades of meaning, this
concept will be of interest to us here as: a) “cause” and b) “starting point of something, a place where something begins, from which something comes” (Skorupka et
al., 1968, p. 1027). Already – as you can see – even these general linguistic shades of
meaning of the concept of sources lead us to the proper clues of understanding this
term in our subject. This second meaning – even only lexically – also closely refers to
our second key concept, i.e. the term “approaches” in “3. shade of meaning, treating
something, course of action.”
Approach in the shade of meaning 2. is “the space that you cover walking uphill, the road leading up the hill” (such as the initiation of tourist treks in the Tatra
Mountains by Prof. Kazimierz Denek during the Tatra Seminars/Scientific Symposia
– so for us it is both literal and metaphorical meaning, and even – let’s honor the
merits honestly – symbolic meaning); 3. shade of meaning – here the closest to us
factually and literally – is the “way of treating someone, the way of expressing something, course of action.” (But not in the meaning); 4. “trick, ruse, betrayal, deceit;
get something...” (Skorupka et al., 1968, p. 577). Both concepts of sources and
approaches have here both factual and methodological meanings. At the same time,
*

University Ignatianum in Kraków.
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the notion of source has also a procedural, or workshop meaning, since it is used
to describe the origin of methods for obtaining data or methods for describing the
suitability of materials already acquired. Therefore, among key concepts marked in
the title and their synonymous terms, they have the status of concepts that are most
important for the entire study, supported on the material of definitions prepared as
a result of empirical and theoretical cognition.
I treat the issues of sources and approaches here on the epistemological-gnoseological background, i.e. I do not dissent from their philosophical and methodological
premises. From among these premises, I chose a holistic paradigm in systemological
interpretation, which is rarely described by pedagogues, but if they mention it, in the
last quarter of the century they do it too briefly and superficially (I will not mention
the names of authors already fascinated by foreign, or other – not so-called great –
paradigms). Nowadays, we see attempts to apply this paradigm even more rarely, and
as a successful attempt one can evaluate and recommend a successful authorial task
(Ciekot, 2007) and a task undertaken by the team from Kielce University (Kaliszew
ska, Klasińska, 2010).
“Systemic thinking is one of the disciplines constituting «an outline of theory and
technology that must be studied and perfected so that they can be applied in practice. Discipline is a path leading to the acquisition of certain skills or competences».”
Peter M. Senge included to the disciplines understood in this way “personal mastery,
thought models and systemic thinking, building visions, team creativity” (quoted
after Poskropko, 2017, p. 177).
The systemological thinking that I prefer is the ability to convey the image of the
whole system to the subconscious, not its parts (as separate objects), in the observed
or target state (designed, assumed) along with the structures and processes ensuring
its functioning and generating changes. Systemic thinking is de facto the application
of the theory of systems and the use of systemic models in the creative process.
The theory of systems and systemic analysis is a way of learning and analyzing phenomena, regularities of complex things that govern them (Duraj-Nowakowa, 2005;
Poskropko, 2017, p. 177). In addition, in systemic thinking, we use the principles
of communication in systems (cybernetics, now also the theory of information), the
dynamics of systems and the chaos theory (Duraj-Nowakowa, 1997).

SOURCE AS THE STARTING POINT
AND THE DONOR OF THE APPROACH
TO THE RESEARCH MATERIALS
The key term source, expertly speaking, first after historians: “this is the material
from which historical cognition is derived, abstracted, it is no different than in most
sciences, at the same time the direct subject of cognition” (E. Bernheim). The source
is a fixed trace of thought (M. Handelsman)” (Świeżawski, 1978, p. 182).
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Authorized by analogy to the methodology of history, you can also by methodology in pedagogy (apart from being the departments of methodology, they are also
stages of research work on written sources, so speaking more correctly – in a study
work) suggest taking over the following methods:
1. “heuristics (from Greek heurisko – looking for, finding) the ability to
search and collect historical sources containing information about facts
from the past;
2. criticism – the ability to extract information from sources;
3. elaboration – also sometimes called synthesis – establishing facts, organizing
them, or classifying them, detecting relationships between them and generalizing them (including, among others, examining the manifestation of
developmental rights)” (Świeżawski, 1978, p. 182, see also the newer handbook: Pawlak, Serczyk, 1999).
In addition, I propose to assume in pedagogy that the source is a state of affairs or
description that gives information, but only after its reconstruction or interpretation,
which is emphasized by Buksiński (1991). The source itself is not yet a provider of
information, but it remains informationally neutral. Without interpretation or reconstruction, the source is silent, i.e. the source becomes the “provider” of information only to a degree dependent on the interpreter. This, in turn, sounds like a warning to us, because it confirms the thesis that interpretation is not always a reliable
research procedure in the sense of high probability. It is tinged with personal views
and their specific explanations. Interpretation can sometimes deform the reading of
the source. This happens when the interpreter does not have the right competence to
interpret the materials or the situation with regard to the source.
Not only on the basis of historical cognition, but in general humanistic one, on
the basis of sources, research procedures such as reading this source, source reconstruction and source interpretation are usually performed. All of them are sometimes
referred to as a more general, but narrowed term “source analysis,” which is not precise enough. For it slims down these processes of reasoning and discourse, deprives
them of comments and explanations. That is why it becomes so important to realize
different varieties of sources subject to not only analysis, but also interpretation.
We can distinguish, for example, depending on time – historical and contemporary
sources or depending on the subject of our interests – for example pedagogical or
psychological, while the latter can be both historical and/or contemporary. Therefore, let’s take a closer look at them.
Historical sources are related to human history and, as a rule, have genetic interpretation. Therefore, they can be viewed diachronically or synchronously. The source
is analyzed diachronically when we follow its cognition in the sequel of time. In
other words, we examine its existence chronologically in time. It is, of course, about
historical time.
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Let us, therefore, consider for our pedagogical use that the diachronic examination of the source will mean its analysis and making comments on the passage of
time. In contrast, the synchronous examination of the source is a static approach.
The aspect of the passage of time is thus omitted. The synchronous research of the
source concerns the presentation of convergent phenomena, facts and events and
their conditions, i.e. circumstances, at the same time.
Contemporary sources, i.e. existing at the same time as us, refer to the era for
the phase or stage that is current for us. They are, somewhat, given now. Due to
their topicality, they are particularly difficult to interpret. It is true that there is no
language barrier (the source is written in modern language), however, the process
of interpretation is hampered by the lack of a certain cognitive perspective, because
there is still a lack of proper distance.
As Buksiński (1991) writes further, a big problem for the interpreter is then
a considerable indeterminacy and evolutionary nature, i.e. – I will add – continuous,
gradual changes. In addition, the time frame of this contemporariness may be different, the ranges of understanding this contemporariness, they differ depending on the
age of the individual, for example, they are different for a 20-year-old student, and
quite different for his academic teacher, le us say a 60-year-old man.

THE SPECIFICITY OF SOURCES
IN PEDAGOGICAL COGNITION
Pedagogical sources, therefore, may – I repeat – be connected with the present, but
also with the past, they are also related to the evolution of educational ideas in the
context of their historical process. Thus, in this context, there is a wide spectrum of
pedagogical sources. These sources can take on a different form (the form of scientific
scope and the degree of expression, so – as you know, let us remind – they may be
so-called inter-subjective insights and theorems, regularities and/or laws and concepts or even theories or only individual materials, for example diaries, or individual
records of events (for example with the participation of pedagogues) or monographic
studies (for example, texts devoted to methods of upbringing or education). Pedagogical sources also include methodically their working forms, such as plans and
programs for education and upbringing, guides or textbooks for pupils or (students)
and teachers, aids, or teaching aids, descriptions of the development of the system
and organizational structures of education, educational and care institutions, etc.,
and moreover – documents, for example legal provisions, regulations and statutes
regulating the activities of educational and upbringing institutions and professional
functioning of teachers.
In search of the sources of reflection on education, one of the most effective paths
for the development of contemporary pedagogy as a scientific discipline is to make
the most of the philosophical distance to the pedagogical issues. Philosophy was (and

Why Is It Worth It? Why Should We Return to the Issues of Sources and Approaches...

19

remains) the foundation and source of pedagogical discourses even in the pre-scientific period, starting from ancient philosophers. Philosophy gives the opportunity
to philosophize, that is, considerations about people, about art, about science and,
among other things, about education.
The philosophical perspective is so important because it is a confirmation in the
light of the development of civilization, culture and science that education is a human phenomenon which is of great importance to man. Immanuel Kant said that
man is what he is due to education. Philosophy and education as objects of scientific
cognition and practical activities not only have their common origin, but they still
remain inseparable from the earliest times. Philosophy after all has paved the ways
for a long time and inspired the development of the theory of education. Nowadays,
philosophy is considered by pedagogues as a philosophical knowledge about education, or as a philosophical way of thinking about education or a philosophy of education. So we have threefold chances for the application of philosophical messages.
Contemporary pedagogy develops in a close and manifold (but already coupled, that
is, mutually?, or balanced?) connection with many philosophical sources.
Stefan Kunowski (1993, p. 42-43) convincingly presented the sources of pedagogy
on the material side. Here the cognition of the subject of the study in the sciences is
not direct, but consists in the elaboration of materials from which statements about
facts are formulated and relations between them are established. The same applies to
pedagogy, which, for example – in order to establish educational facts, draws its material from various sources in order to develop and use it later for its varieties of critical, normative or theoretical pedagogy. The numerous sources that are used by contemporary pedagogy include mainly the following four sources: practical knowledge,
experiential (empirical) knowledge, normative knowledge (ideology) and theoretical
knowledge. And so: 1) the source – I stress tautologically – primary, initial, is essentially all kinds of practice (materials supplied from this source in pedagogy include
practices and customs of dealing with students, relations with them, but also instruments, means, devices, methods and educational techniques together with views and
opinions that work or prevail in the beliefs of parents, teachers and educators); 2) the
source is, besides active practice, a passive empirical experience related to experiencing
and reflection, observation and research of educational phenomena (every human
being raised by others has personal experience from their own lives, similarly teachers
have not only stricte professional experience, compare so-called myths and/or superstitions), and the researchers of phenomena related to education generate scientific
experience that make up the whole of empiricism and pedagogical theory. Another
(3) source – modern pedagogy must use as its fount (expressing metaphorically) of
materials in the normative field; these are all kinds of ideologies referring to education
as pedagogy in the form of applied: the philosophy of values, worldviews, socio-political doctrines, the ideas of culture and, for example. painting, and pedagogy. In
contrast, the theory of human development not only draws material from pedagogical
practice and empiricism, but also using the educational ideology, must additionally
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make use of material taken from the next (4) source, which are all theories about the
essence, nature and existence of man, as biological, psychological, sociological and
philosophical or theological theories, in order to build from this theoretical material –
in accordance with educational practice, experience and ideology – knowledge about
comprehensive human development (Kunowski, 1993, pp. 42-43).
Although it is not possible to ignore all four sources of pedagogical cognition altogether, in this study we deliberately reach first of all the sources in their last, fourth
sense. These theoretical sources serve us directly as material, and I refer to the first
three as to the background of the issues, which, after all, come from all of them, result, bind to each other. Let us consider this gradation of their essence as well as both
scientific, factual and technical meaning.
Let us point out that it is only “the elaboration of facts from the materials provided by abundant sources of practice and pedagogical empiricism, ideology and
theory about human nature and life leads, as in other disciplines of cognition also
in pedagogy, to gathering the whole knowledge about human education and development” (Kaliszewska, 2009, p. 38). I emphasize – the whole – for it is about such
a comprehensive approach in this study.

TYPES AND HIERARCHIZATION OF WRITTEN SOURCES
The classification of written sources, or most often those already published, may be
particularly useful to pedagogues. As a result of contamination, i.e. intersection of
various divisions, I suggest not for the first time – recalling – the following arrangement of these types of the origin of sources of basic materials from the literature of
the object of interest:
• dictionaries, lexicons, encyclopedias;
•

textbooks of a given discipline and related disciplines, so-called cooperating
with our pedagogy (it would be desirable not parasitically, but interchangeably, but it still is not so, although it more often happens);

•

monographs, dissertations, studies;

•

articles, essays and communications as well as scientific reviews published in
scientific journals or collective studies;

•

other materials according to the above groups, but more and more specialized from the given and – what is important – related cognitive disciplines,
including journalistic articles, contributing studies, press releases, yet other
data (e.g. statistical, archival documents, etc.).
The order of searching for data is not indifferent to the data obtained.
It should be emphasized that the types of sources mentioned here relate to the
object of cognition, i.e. the chosen subject of interest, but they can come from only
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one discipline, for example pedagogy, or from several other disciplines of knowledge.
They can also originate from one field (i.e. the superior areas over various disciplines), for example humanities, or from different fields, or even from the borderline
of several fields and disciplines simultaneously, and often also their subdisciplines.
Examples here could be interdisciplinary and transdisciplinary sources of such
subjects of study as pedagogical research methodology or modern pedagogical trends.
This is also the case with the subject of this text, in which I reach for the content of
various literature sources, regardless of the discipline boundaries between them, but
searching for the service data in relation to the discussed topics of the description.
What does it mean to choose sources? This means, for example, “from my point of
view (which always means subjectivity and the limited perspective), which many of
us forget about” (Lewowicki, 2004, p. 19). This means the right to personal choice
of the scope and the level of depth, as well as the source perspective extracted from
the literature.
Cognitive processes in the humanities are started on the basis of literature sources,
while in works only theoretical are also conducted on them. And even in empirical
works (after their prior methodological conceptualization – I stage), first on the basis
of theoretical premises, or assumptions (theses), only then the research is carried out
on the practical and experimental material (II stage).
Let us use an example here. Thus, the author of the pedagogical textbook of the
older date, S. Kunowski (1993, p. 88-93) classified the sources, e.g. of educational
systems, by discerning ideological and philosophical assumptions in the view of the
same structural elements of education in two of their contexts.
However, it is only the specific elaboration of the pedagogical sources perceived
by the prism of a given author that may give them meaning and purport. This interpretative aspect of the works was already emphasized here after historians. Now let
us look at the arguments of the pedagogue in this matter, here Kunowski, enriching
our consciousness, put it in the following way: “The usefulness and cognitive truth
of pedagogical knowledge results from the method of developing the material from
which this knowledge is to be created. Therefore, in terms of the elaboration of facts,
one should distinguish individual and social knowledge from scientific knowledge.
The first – is created by individuals sometimes with ingenious educational intuition, but most often it is subjective, limited to random and fragmentary experiences
uncritically generalized. Therefore, the second – social knowledge about education
– may have more value because it expresses a certain tradition and collective experience passed down from generation to generation in family or local environments”
(Kunowski, 1993, p. 43-44).
However, such common knowledge about education often contains also the already mentioned myths, even superstitions and its folk wisdom, included for example in proverbs, is therefore uncertain. So, let us be aware of the contrast that
the highest cognitive and practical value is possessed by scientific knowledge, which
arises on the basis of the systematic and logically correct collection, gathering and
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elaboration of facts from the material extracted from various sources of pedagogical
cognition by means of strictly defined research methods adapted to the proper subject of cognitive interest, which I present, simultaneously summarizing and commenting on Kunowski’s thought (Kunowski, 1993).
Obviously, the degree and scope of this methodical accuracy of works depends
on the type of scientific approach, but this problem was dealt with in the whole
monograph (Duraj-Nowakowa, 2005), so here I am only indicating this issue briefly,
pointing to the beaten tracks.
I am deliberately discussing the second key concept “approach” more briefly, because it will serve us to seek answers in the sources of these approaches in the sense of
methods, processes and results of cognition for the use of pedagogy. Since the term
“approach” did not yet have a good or unambiguous connotation* and descriptions
in pedagogy (Duraj-Nowakowa, 2009), it still and all the more requires – in my
opinion – a separate and broader reflection, consideration and reworking, and more
and more new attempts of its application and wider discussions around it.
Here, I only propose to adopt the most concise definition of many shades of
meaning of the concept of “approach” and under numerous names, which are names,
almost synonymous, defining this scientific term. Sometimes even just for stylistic
reasons – replaced. Approaches are also defined by the following terms: views, patterns, models, paradigms, assumptions, which do not yet exhaust the nomenclature
used in the literature. However, they can introduce us to the heart of the definition
project, adopted as the original one and then used in the authorial monographs (Duraj-Nowakowa, 2015, 2016a).
Approach is a point of view of a various degree of distance from the object of cognition. It is a previously accepted set of assumptions, from which you can consistently derive (and then adequately for them derive) the assumptions for your own – authorial – visions of cognitive processes. However, first, literature theses, and later – to
formulate (again adequately for them) hypotheses to empirical research processes (if
the chosen approach requires it). Even from this concise description, the extent and
“distance” of the term and the phenomenon of approach break through in relation
to the more familiar and more commonly used conceptual categories, for example
the hypothesis and verification of hypotheses in the methodology of research cognition. The notion of approach also has considerable “prior” usefulness to the research
procedure, since the adoption of a given approach determines a coherent statement
of theses, that is theoretical assumptions, which then should directly determine the
harmonized approach to hypotheses for their verification in the course of research.
* Connotation, let us recall – from Latin: 1) “conceptual association”; 2) “[co]mean something”,
i.e. attributes [co]denoted together by name, creating its content, meaning: [co] denoted group of the
characteristics of the word, associating with its main meaning (Tokarski, 1989, p. 275). It would be
worthwhile to compare connotation with denotation which is understood as the meaning range of the
name; compare referent (Tokarski, 1989, p. 114.)
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The stages of cognition presented here hierarchically, also in the chronological sense
the procedures of this cognition, allow – to return – understanding yet another circle of terms from the same conceptual, terminological and definitional system (or
map) that specialists use to better illustrate the possible ranges of meaning of these
approaches in science.
The circle of the terms also includes the notions: primary assumption, pre-assumption and correct assumption (Kaczyńska, 1992) (which personally allows me,
by analogy, to use also the concepts reformulated here deliberately: primary approach, pre-approach and correct approach). Such arranged systems of approaches
in mutual relations between types suggest their size of both the ranges of content and
the degree of distance from what we have traditionally and expressly understood by
assuming for a long time. “We assume that...” – this is the form of a thesis which,
while not yet a hypothesis, still does not require verification in research. For assumptions are derived in the course of developing the state of knowledge about the subject
of cognition, so they have their own individual authors (groups or entire scholarly
schools) who have proved or at least argued their scientific truthfulness or at least
some degree of probability.
That is why I propose to deal with several – according to two different classifications – great, or general, theoretical and methodological conceptions which are
given among others the above mentioned names of approaches or paradigms by
the contemporary science studies. This is about the intentions aimed at identifying
a set of potential and/or actual opportunities for the application of these three key
words “sources” and these “approaches” “ to pedagogy” as a science and subject of
socio-professional practices. It is not only up to me whether these sources of approaches were, are and/or will be used. Rather, it is desirable to postulate here to
draw a framework for such perspectives by their possible personal comparison with
the state of knowledge about a personally or collectively chosen subject of interest.

ENDING
When merging on the way the comments made on the subject of the explained issues, we need to explicate – rudimentarily and repetitively – the content for the use
of mainly our adepts for the profession of a pedagogue often expressed in word and
in writing. Therefore, the legitimate motion can be explained by the fact that the
merits of the text have a feature of usefulness for the twofold benefit – oral and written recounting of reports on study and/or research work, regardless of the strategy
chosen, i.e. speaking very briefly - quantitative and/or qualitative.
Because I dare to postulate some improvements, even a higher level of perception
of expressing thoughts, I will add the following justifications, resulting from the professional – purposeful and also occasional – observation as well as personal reflections
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and those of direct and indirect co-workers (i.e. the authors of works recalled and
not mentioned here). Therefore, I would encourage you to follow the tracks that are
proposed in the existing situation:
• assessment of the state of knowledge;
•

release of collected information resources;

•

rapid increase of knowledge – necessary erudition;

•

cheap, effective letter distribution;

•

ease of expressing one’s own thoughts;

•

written word frees minds, opening to abstraction and logic;

•

blessing and catastrophe – Internet and digitization of content;

•

overload of the intellect, and atrophy of feelings;

•

further departure from the arcade of oral culture (video, photos, memes);

•

overwhelming with colossal knowledge;

•

disappearance of the content selection and gradation of its meanings;

•

inflation of saved words and sentences;

•

primitivizing the written word;

• fall, the transition to the era of new barbarism (compare: Lewowicki, 2004).
Having made some generalizations, having formulated some conclusions, however, I will deliberately not close the text with the postulates, rather to start disputations around the topic and the discussions described around it – with hope for
not only reading reflections, but also “eye,” direct discourses, and/or indirect, for
example in publications. There is no question that we are basically touching here the
essential arrangements for the conceptions and effects of scientific cognition, of not
only adepts of pedagogy.
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WHY IS IT WORTH IT?
WHY SHOULD WE RETURN TO THE ISSUES
OF SOURCES AND APPROACHES IN PEDAGOGY?

Keywords: pedagogical sources, approaches to pedagogy, the functions of sources and approaches in pedagogy
Abstract: The issues of sources and approaches are treated against the epistemological-gnoseological background, or in close connection with the scientific and methodological premises of philosophy of pedagogy. The analyzes and interpretations of chosen issues are carried out
according to the tendency of totality conceived in a systemological way. For cognitive proceedings, an adequate selection of sources is significant. The specificity of pedagogical sources
is based on the simultaneous consideration of humanistic and social elements. Pedagogical
sources are practice, experience and ideologies, worldviews, political doctrines and ideas: of
culture, pedagogy and psychology. Only the abundant and multiple sources of empiricism
and theory lead to cognition, to the gathering of all knowledge about upbringing, about man
and the description of pedagogical phenomena in the systemological approach. The sources,
in the aftermath, may favor and serve changes improving pedagogy.

DLACZEGO WARTO?
DLACZEGO NALEŻY WRACAĆ
DO KWESTII ŹRÓDEŁ I PODEJŚĆ W PEDAGOGICE?

Słowa kluczowe: źródła pedagogiczne, podejścia do pedagogiki, funkcje źródeł i podejść
w pedagogice
Streszczenie: Kwestie źródeł i podejść podejmowane są na tle epistemologiczno-gnoseologicznym, czyli w ścisłym związku z naukoznawczymi i metodologicznymi przesłankami
filozofii pedagogiki. Analizy i interpretacje wybranej problematyki prowadzone są według
tendencji do całościowości pojmowanej systemologicznie. Dla postępowania poznawczego
znaczący jest adekwatny dobór źródeł. Swoistość źródeł pedagogicznych polega na jednoczesnym uwzględnieniu pierwiastków humanistycznych i społecznych. Źródła pedagogiczne
to praktyka, doświadczenia i ideologie, światopoglądy, doktryny polityczne i idee: kultury
oraz pedagogiki i psychologii. Dopiero obfite i wielorakie źródła z empirii i teorii prowadzą
do poznania, do zgromadzenia całości wiedzy o wychowaniu, o człowieku i o opisie zjawisk
pedagogicznych w ujęciu systemologicznym. Źródła w następstwie mogą sprzyjać i służyć
zmianom usprawniającym pedagogię i pedagogikę.

Monika Miczka-Pajestka*

THE PROBLEM OF DISCURSIVE OPENNESS IN
THINKING ABOUT UPBRINGING AND EDUCATION
THE STARTING POINT AND THE SITUATION OF OPENNESS

P

ostmodern socio-cultural situation leads to a number of transformations and changes in the area of thinking about education, teaching and upbringing. It essentially
leads to the deepening of the discourse on them on the philosophical, anthropological
and pedagogical grounds, but also on social and cultural grounds. There reveals a kind
of shift towards postmodernist pedagogy, adopting the situation of postmodernism –
as Tomasz Szkudlarek points out – for “[...] the starting point for the construction of
a new discourse, a new theoretical paradigm and a new vision of practice” and further
“It does not necessarily have to mean a radical break with the past: but it certainly
must include a revision of its experiences” (Szkudlarek, 2009, p. 82).
In the context of cultural changes, a kind of openness to postmodernism is manifesting, which is expressed mainly in the critical thought. According to T. Szkudlarek: “The situation of discursive openness resulting from the breakthrough nature
of the postmodernist thought is only one part of the conditions enabling the inclusion of educational theories in [...] the trend of cultural criticism.” In turn, the
second of them is connected – as he goes on – with the current state of the pedagogy
itself and “a certain openness of its discourse to a radical change” (Szkudlarek, 2009,
p. 86). This applies in principle to the broad field of knowledge and science, which
in the postmodernist perspective has become an area of openness and transformation in relation to the category of reason and rationality. The aforementioned author
analyzes mainly the openness in pedagogy, which is connected with the inclusion of
educational theories in the trend of cultural criticism, openness to postmodernism
in the area of critical pedagogy (as already mentioned), striving to redefine the categories: knowledge, reason, rationality and openness to the category of difference, and
more specifically, the transition from one-dimensional models to multidimensional
concepts. Significant is the fact that “In place of the subject understood as a central
and autonomous structure, there appears a multidimensional structure, dispersed,
entangled in contradictory conditions” (Szkudlarek, 2009, p. 98).
*
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OPENNESS IN CRITICAL PEDAGOGY
AND ITS RELATIONSHIP WITH THE POSTMODERNITY
Critical pedagogy itself – as Henry A. Giroux points out – is expressed in two ways,
namely in the worst and best meaning. In the first one it is seen as “a form of educational criticism,” completely shaped “by the modernist discourse” (Giroux, Witkowski, 2010, p. 224). In the second one: “it is developed [...] as a practice of culture
enabling teachers and all others to understand education as a political, social and
cultural project” (Giroux, Witkowski, 2010, p. 225). Especially in the latter approach, it reveals the ways of openness, creating a broad context for education and
upbringing. Paying attention to transformations in the area of understanding and
comprehension of social issues and the whole society, the way of thinking about
culture, language, public life, the relationship of power and knowledge, it allows for
the openness to the category of difference. Forming, inter alia: “a border pedagogy of
postmodern resistance” (compare Giroux, Witkowski, 2010, p. 225).
Important, for the postmodern thinking, openness in critical pedagogy is visible,
among others, in changing the concept of the subject – the appearance of “multiple
subjectivity” (compare Szkudlarek, 2009, p. 98). The discussion about the subject
and its subjectivity, both on the grounds of philosophy and pedagogy, is extremely
complex and would require separate analyzes. However, what constitutes the openness and indicates some changes in the recognition of the subject concerns primarily
the space of pedagogy. Although the inability to provide clarification and the problem of introducing man as a subject into institutional practice brings it closer to
philosophical questions about the subject.
Nevertheless, multiple subjectivity, according to the considerations of T. Szkudlarek, involves describing it as based on unrelated and dispersed “positions” and subjective situations (compare Szkudlarek, Śliwerski, 2010, p. 47). It is also important
to take into account in its meaning the multitude of contexts of its functioning,
and thus: to recognize the thesis of the multidimensionality of discursive practices
of shaping subjectivity and the turn towards texts of culture (compare Szkudlarek,
2009, p. 98-99).
All this in a visible and clear way connects with the postmodernist thinking, with
the postmodernity in the understanding of Wolfgang Welsch. Its basic experience in
his approach: “is the recognition of the indisputable right to various forms of knowledge, concepts of life (Lebensentwürfe), patterns of behavior” (Welsch, 1998, p. 9),
which translates into the area of education and upbringing in the postmodern era. It
can be assumed after W. Welsch that the old model of uniform thinking is no longer
valid and everything that is subject to postmodern reason is affected by multitude
and diversity. In his conviction: “[...] postmodernity offensively defends multitude
and strongly opposes it to all old and new usurped hegemony. It defends the multitude of diverse concepts, language games and ways of life (Lebensformen) – not from
carelessness and cheap relativism, but in the name of historical experience and the
pursuit of freedom” (Welsch, 1998, p. 9). In this way, it visualizes and updates itself
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on the basis of pedagogy, and although it is difficult to indicate one fundamental
direction of its development, one can see the main assumptions that reveal through
the thicket of thought and meaning horizons. The foreground includes such values as
knowledge, reason and rationality or freedom. As W. Welsch writes: “Its philosophical impetus” is revealed as “also deeply moral” (Welsch, 1998, p. 9), which probably
results from the fact that it is based on the belief that all claims are equal, both in the
field of discourse and everyday life.
One can not disagree with the statement that “Its option is the pluralism – of ways
of life and forms of action, types of thinking and social concepts, systems of orientation and minorities” (Welsch, 1998, p. 9-10), which does not mean, however, that it
accepts everything uncritically, on the contrary, in every discourse of postmodernity,
its critical spirit is clearly revealed.
This is necessary for the discursive openness, and extremely important in thinking
about education and upbringing, especially when taking into account – on the one
hand – closed and one-sided schemes, systems, models rooted in the mentality of
many societies, and on the other – rapid socio-cultural transformations related to the
presence of a number of phenomena, such as the spread of technology, virtualization
or hybridization, taking place also in the area of education.
It turns out to be significant that the postulate of modernity assumed in the
postmodernity has been extended to the whole reality and all its aspects of “being”
and human life. Education and upbringing, like every space of this life, have been
marked by pluralism, breaking the limited perception of their own field and space of
action as separate and closed.

ASSUMPTIONS OF CRITICAL PEDAGOGY IN H.A. GIROUX’S
APPROACH AND THE POSTMODERN REALITY
The analytical perspective of the considerations undertaken in critical pedagogy by
H.A. Giroux also seems important. It allows not only a critical approach to the possibilities and ways of explaining the socio-political, economic and cultural reality,
but also to the unmasking approach to educational practice and not only, which is
emphasized by the words: “The co-thinking of H. Giroux with the Frankfurt School,
already on this one – among many others – example of the programmatic anti-positivism, shows that the critical social theory functions for it as a worldview matrix
out of which the pedagogically radical thought can explain and evaluate the cultural,
socio-political and economic reality and unmask ideological aspects of the approach
to educational practice, the theory and practice of education, understood as elements
of the system of social control aimed at maintaining the existing structures and processes of the influence of power” (Kruszelnicki, 2017, p. 8).
The already mentioned T. Szkudlarek writes about the postmodernist education in
the approach of H. Giroux with reference to the main themes and theses of his concept,
pointing to nine important issues, some of which are worth quoting. The first of them
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concerns the project of pedagogy in relation to the issues of the policy of postmodern
states; based on the perception of education as “production of knowledge” and “production of political subjects” (Szkudlarek, 2009, p. 107), and thus the understanding
of the educational process and school tasks in a broad socio-cultural context. This is
related to questions that arise in the context of this critical thought and which are worth
quoting after T. Szkudlarek, namely: “[...] what citizens should be brought up by a public school functioning in the conditions of postmodernism; what kind of society is to
be created as a result of current cultural reshuffle; how is the category of difference and
equality to be reconciled – with the imperative of freedom and justice?” (Szkudlarek,
2009, p. 107). It is worth adding – is it possible to reconcile these categories with the
imperative of freedom and justice on the basis of the existing institutions? One must
first ask about their ways of understanding and comprehension. These questions determine the direction and the axis of the issues of ethics discussed by H. Giroux, which are
to be the basis of pedagogical activities, as well as the already mentioned difference. The
difference understood in two ways – on the one hand as an identity category, revealed
and updated in relation to multiple relationships and social and cultural identifications;
on the other – as a category differentiating and separating social groups located in given
systems, structures and relations, creating society.
In order to implement these assumptions, it is necessary to “work out a language
that allows for competing identifications and political languages to be included in
the discourse of pedagogy so that the issues of power, justice, struggle, inequality
are not subordinated to some new form of «prevailing narrative» […]” (Szkudlarek,
2009, s. 108). It is equally necessary to develop new forms of knowledge allowing
interdisciplinary activities and supporting them, which is associated with a revision
of the category of reason, not only in relation to the discovery of truth and cognition,
but mainly due to the adoption of the assertion that multitude and diversity constitute the domain of postmodernity, and hence – become determinants of postmodern
daily life.
As T. Szkudlarek writes explicitly: “The revision of the concept of reason should
enable the analysis of the so far omitted forms of learning and the creation of specific
subjective positions related to the experience acquired in specific social situations [...]”
(Szkudlarek, 2009, p. 109). This translates into the way of perceiving and functioning
of a human being as a subject in all these relations and situations, but with an emphasis
on the understanding of the subject as responsible and committed, critically considering both their own as well as the community experience and activity.
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DIALECTICS AND TEACHING PHILOSOPHY TOWARDS
POSTMODERNIST REFLECTION AND OPENNESS
In the face of postmodern thinking, the words of Theodor W. Adorno turn out to be
relevant: “Today, no theory will escape the market. Each of them is offered as one of
the possible opinions among other competing ones, they are all to choose from, all to
swallow” (Adorno, 1986, p. 9). However, the dialectical character of the postmodern
discourse can not be undermined. The market is in line with the assertion about
the contradictory principles of scientific cognition, which is reflected, for example,
in the teaching of philosophy aimed at visualizing the question of thinking. “To
think – as T.W. Adorno writes – means to identify,” and this is associated with the
creation of a certain conceptual order which is built at the intersection of what is real
and what is apparent. In this the contradiction is revealed, which is “[...] the clue of
the untruth of identity, the untruth of the fact that what is conceived coincides with
the concept” (Adorno, 1986, p. 10). This allows for making the assumption that
“Contradiction is what is not identical in the aspect of identity,” and “the primacy
of the principle of contradiction in dialectics measures what is heterogeneous with
a measure of thinking in terms of unity. It, while colliding with its own border, exceeds itself ” (Adorno, 1986, p. 10).
Heterogeneity is also a feature of transversal reason, allowing for simultaneous
diversity and complexity, both in the cognition and in the “being” itself in the world.
According to W. Welsch, man as a subject exists in the presumed ultimate heterogeneity, perceived just as diversity as well as complexity, and in the irreversible dispersion (Welsch, 1998, p. 407-408), which constitutes the initial contradiction of
the postmodernity and reveals the need for dialectics. However – as T.W. Adorno
indicates – dialectics can not be reduced only to the “purely logical formula of contradiction,” because it reveals “[...] the full variety of what is not contradictory, just
different” (Adorno, 1986, p. 11).
It can be assumed that through dialectics there is a certain openness to multitude.
The path to this openness is revealed within the dialectics itself, but not without
external connections. There develops a distinction in it, “the distinction between
what is general and what is special,” which makes itself present “in the consciousness in the form of the dichotomy of the subject and object,” which, however, does
not lead to separation, but “wants to find its end in reconciliation.” According to
T.W. Adorno, the indicated reconciliation “[...] would free what is not the same,
free it from coercion, including intellectual coercion, and thus reveal the multitude
of what is different, the multitude over which the dialectics would no longer have
power.” This reconciliation would involve “making oneself aware of the multitude”
(Adorno, 1986, p. 12), that is, it would mean – in a sense – the recognition of the
multitude, not only as the result of crossing internal contradictions but also as the
principle of reality.
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Openness to the multitude, if it can be called that, would have its consequences in
thinking about education, which until now was largely associated with entering the
right of the cognizing reason in common order – social, political or economic, thus
allowing the production of knowledge. Philosophical thinking marked by a critical
approach cuts off from this production.
Critical approach is simultaneously active, therefore philosophy, claiming after
Jean-François Lyotard “exists only in act.” And as he contemplates further in The script
on the teaching of philosophy, “education and teaching do not seem to be […] neither
more nor less «philosophical acts»,” therefore, philosophy as such is not only an area
of knowledge in the space of various disciplines, and “the teaching of philosophy” is
not just shaping skills. In his opinion, “[...] around the word education, Bildung, and
therefore around pedagogy and reform, a fundamental game takes place in philosophical thinking [...]” and “It is based on the assumption that the human mind is not as
it should be and that it must be reformed.” What has its part in it is “childishness”
that sets the direction of education, revealing that “the mind is not given at once.”
Therefore, teaching “[...] means that the teacher helps the potential mind, being in
childhood in a state of waiting, to realize itself ” (Lyotard, 1998, p. 132).
In the teaching of philosophy or philosophical teaching there also reveals the inability to break away from the relationships with childhood, the period of – as it is
called by J.-F. Lyotard: “various potencies of the mind.” This is related to the fact
that in the teaching itself “You have to start again and again. A philosophical mind
can not be a mind (including the mind of a professor of philosophy) that approaches
a problem with a ready solution, and when teaching, does not always begin from the
beginning” (Lyotard, 1998, p. 133).
According to Lyotard, the key to teaching and education as well as upbringing is
the chil’s mind, and basically childishness. As he emphasizes: “The child monster is
not the father of humanity, it is a departure from the rules [...]” (Lyotard, 1998, p.
133). But can the philosophical openness of the mind and the awareness of the need
to continually start from the beginning become the assumption of a discursive openness in thinking on the ground different than philosophical? If in critical pedagogy
a discursive openness to postmodernity has revealed, and thus – to the subject and
category of difference, it seems possible to open up in thinking about upbringing
and education, and thus to undertake interdisciplinary dialogue.

IN THE SPHERE OF CONCLUSION
It is worth considering the words of T. Szkudlarek regarding postmodernist thinking about education, teaching, and consequently – upbringing, facing the current
question about the entanglement of knowledge in the relation of power. The aforementioned author writes: “If knowledge, entangled in the relationship of power,
enslaves and if critical knowledge is to be a way to liberation, then the content of
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education turns out to be the central point, the key moment of the ongoing process of the cultural transformation: a focal point in which all dynamic tensions of
contemporary issues of knowledge and freedom should be focused” (Szkudlarek,
2009, p. 110), and it is worth adding – with an emphasis on inquiry and striving
for knowledge as well as understanding and respect for the freedom of the subjects
of education and teaching.
Despite the fact that the discursive openness in thinking about upbringing and
education has become a fact on the ground of critical pedagogy, it remains a challenge. It is difficult to find oneself in a discourse undermining the basics of traditional normative thinking, as among others the aforementioned H.A. Giroux does
(compare Szkudlarek, Śliwerski, 2010, p. 46-48).
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THE PROBLEM OF DISCURSIVE OPENNESS
IN THINKING ABOUT UPBRINGING AND EDUCATION

Keywords: openness, upbringing, education, postmodernism
Abstract: The article discusses the problem of discursive openness in thinking about postmodern upbringing and broadly understood education. Particular attention has been drawn
to considerations concerning postmodernist pedagogy and philosophy, yet with reference
to the broad perspective of the postmodern reality. Furthermore, the author of the article
discusses the issues related to the general discourse in the area of the aforementioned sciences
and the openness appearing in them, along with the matters connected with the dialectics
and the teaching of philosophy in the context of the postmodernist approach to and reflection on openness in both a scientific and socio-cultural discourse. Reference was also made to
the thoughts of, among others, Tomasz Szkudlarek, Henry Giroux, Theodor Adorno, JeanFrançois Lyotard.

PROBLEM DYSKURSYWNEGO OTWARCIA
W MYŚLENIU O WYCHOWANIU I EDUKACJI

Słowa kluczowe: otwarcie, wychowanie, edukacja, postmodernizm
Streszczenie: W artykule rozważony został problem dyskursywnego otwarcia w myśleniu
o ponowoczesnym wychowaniu i szeroko pojętej edukacji. Zwrócono uwagę zwłaszcza na
rozważania na gruncie pedagogiki postmodernistycznej i filozofii, jednak w odniesieniu do
szerokiej perspektywy rzeczywistości ponowoczesnej. Poruszono również kwestie związane
z powszechnym dyskursem w obszarze wspomnianych nauk i ujawniającym się w nich otwarciem, ale też łączące się z dialektyką i nauczaniem filozofii w kontekście podejścia postmodernistycznego i refleksji nad otwarciem zarówno w dyskursie naukowym, jak i społeczno-kulturowym. Odwołano się do myśli m.in.: Tomasza Szkudlarka, Henry’ego Giroux, Theodora
Adorno, Jeana-Françoisa Lyotarda.

Justyna Ratkowska-Pasikowska*

PEDAGOGY TOWARDS THE PROBLEM OF
INITIATION. THE FIRST INSTALLMENT:
FROM CONCEPT TO APPLICATION, AN ATTEMPT
TO RECONSTRUCT LITERATURE ON THE SUBJECT.
THREADS SCATTERED
INTRODUCTION

T

he content of this text opens up an important space in the pedagogical discourse. The category of initiation can be an important area of interest in pedagogy, which at the same time will fill the gaps in its narrative. The words of Lech
Witkowski included in the third volume of the triptych Between pedagogy, philosophy
and culture. Studies, essays, and sketches became the inspiration and at the same time
the opening to the perspective of incorporating the category of initiation into/for
pedagogy, in which we read: “[...] far from appreciating the importance of this category in thinking about our contemporary times, and in a situation where the rank
of initiation into death, sex, and other spheres and aspects of culture more and more
often appears to us beyond pedagogy as a major educational challenge, requiring
a new perspective of thinking about the quality of our interactions and offers introducing into the culture of young people. Not every introduction to culture is the
initiation. It is necessary to emphasize the experience of mystery, pain generating
catharsis and giving what we most often care about and what we can rarely reach,
i.e. that intellectual contact with the content of culture translates into emotional
contact, an experience that shapes sensitivity” (Witkowski, 2007, p. 176-177). The
article is the first installment of the description of the initiation category, trying to
gather as many observations as possible, reflection on it; building in this way, by
means of a mapping strategy, certain fields, areas, thereby finding clues that will
help to establish the category of initiation in pedagogy. This kind of pedagogy will
become at the same time a pedagogy of new impulses, which by opening up to diversity, multi-paradigms, enriches its “own room,” as Virginia Woolf (1997) wrote,
followed by Monika Jaworska-Witkowska (2011). It can thus come to taming the
category by category.
*

University of Lódź.
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The clues and traces presented in the text are inspired by the thesis put forward
by Mircea Eliade that “an experience important existentially must have the character
of an initiatory experience” (Witkowski, 2007, p. 35). This initiatory experience, as
a kind of awakening (Hesse), is an important factor allowing for constant renewal,
transgression and constant entry into new existential areas. Initiation, as an action
that always starts something new, requires a look at everyday life in initiatory terms.
As Anna Janko wrote in her book, one could say that all life consists not only of
these explosive and maximizing initiations, but all kinds of specific transformations
of everyday life can constitute an initiatory impulse: “When I look around in my
life, I have the impression that it consists only of the beginnings. Nothing but beginnings, starting from scratch, initiations, prologues and introductions, estimates
and projects. Good or bad beginnings, but some Sundays start well!” (Janko, 2012,
p. 42). So perhaps it is also time for pedagogy to claim the category of initiation as
an attempt to open itself to the category of rebirth, to enter into the perspective of
death, sex and the sacred.

INITIATION – CATEGORIAL PRELIMINARIES*
“Having a concept” about what to write about (see Witkowski, 2007, p. 241), is
associated with a cognitive perspective of having interpretative tools. According to
Lech Witkowski, already mentioned in the text, having a concept means: “to understand, to comprehend, to associate, and not having a concept means not to understand, not to realize in a proper way. Secondly, having a concept stands for having
tools, means necessary to be able to understand, that is, to capture, seize, catch in
the field of vision” (Witkowski, 2007, p. 241). Thus, following Witkowski’s idea, it
seems important when “introducing” a concept, to try at the same time to find an
important place for it in the pedagogical discourse, which in turn requires constant
training in perception. To have the ability to look and at the same time to see, because to look is not always to see.
The term initiation means: “a set of rites and oral teachings whose aim is to lead
to a radical change in the religious and social status of the initiate. In philosophical
terms, initiation is the equivalent of the ontological transformation of the existential
situation of man. The novice comes out of the test he has been subjected to as a completely new person: he became different” (Eliade, 1997a, p. 155).
Eliade divides initiation into three types: “the first covers collective rituals through
which the transition from childhood or youth to adulthood is made, applying to all
members of society [...]. The second category of initiation covers all kinds of rites of
entry into the secret society, Bund or brotherhood [...]. Finally, the third category of
initiation is distinguished: the one characterized by the mystical vocation, i.e. at the
*

Preliminaries – concept taken from Lech Witkowski (2007).
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level of primitive religions, the vocation of a «quack» or a shaman” (Eliade, 1997, p.
17). Eliade also emphasizes that between these three types of initiation there is some
kind of integration that makes them similar to each other (Eliade, 1997, p. 17).
An important clue, which is emphasized by the author of Initiations, rituals, secret
societies, is the fact that the central point of initiation is man, his development, progress, transformation. As he continues, initiation “is an act that engages not only the
religious life of the individual in the modern sense of the word «religion», but his entire life” (Eliade, 1997, p. 18). Initiation also means “death or resurrection” (Eliade,
1998, p. 56), as well as the “process of spiritual maturation” (Eliade, 1999, p. 156).
And as Eliade wrote: “initiation puts an end to «the natural man» and introduces the
novice to culture” (1997, p. 13).

PROBLEM CROSS-SECTIONS.
INITIATION AND ITS EPISTEMOLOGICAL TRACKS
AROUND THE REFLECTION OF THINKERS – JUNG, ELIADE,
AND ERIKSON – AS BOTH IMPORTANT AND ALARMIST
CATEGORIES. THREADS SCATTERED
At this point, I would like to point out that along with an enthusiastic approach to
the category of initiation in/for pedagogy there is also a fear that is connected with
the prospect of creating a conceptual hybrid that will disturb the way in which it is
understood. Certainly the understanding of the category of initiation goes beyond
the commonly accepted way of identifying it with archaic societies, for which initiation is an element related to the transition from childhood to adulthood. As Katarzyna Przyłuska-Urbanowicz wrote in Pupilla, it is an element of larva’s transformation
into a beautiful creature (2015). Therefore, I am trying to undertake an attempt to
reconstruct the concept of initiation for pedagogy with all its attributes.

ABOUT FORMS AND REBIRTH AS TRACKS
FOR INITIATION IN THE APPROACH OF CARL G. JUNG
In Jung’s approach initiation takes on a mystical character, strongly associated with
spirituality, religiousness, and this is also associated with the sacraments. As we read
in the book Freud and psychoanalysis: “baptism is, of course, the rite of initiation
and consecration. Therefore, we must collect all the memories in which all initiatory
rituals are preserved” (Jung, 1961, p. 146). The initiation process in Jung’s approach
is included in the category of individuation which is defined as the “process of the
“ego culturalization,” reaching for patterns rooted in the collective unconscious, dialogue with symbols and archetypes. The leading thresholds of individuation are
the construction of the ego, the construction of persona and its dethronement, the
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recognition and crossing of one’s own psychological type, the organization of the
ego axis – archetypes, and above all the ego relation with the archetype of the Self ”
(Dudek, 2012, p. 5). It is also Interesting that the “hero” is revealed, that is, the one
who chooses the path he is following, experiencing different contexts of initiation on
his way. This is how Dudek writes about it: “[...] a great initiation is to discover the
true path of the hero on one’s way. The challenges I face are not only my little story,
but also a great story that spans the boundless time and cosmic space. That’s how
we are made to think about ourselves and our personal path by archetypes, which
are a reflection of the deep unconscious mental structure rooted in symbols, as well
as timeless and supra-historical culture. The center of consciousness moves from the
ego to the Self. Following the path of the hero, we can stumble, hurt ourselves, fall
into the abyss, go crazy and lose life. These are negative initiations, initiations for the
role of victim, convict, madman and damned person. In order to reverse the destructive and negative initiations into their positive and constructive counterparts, you
must be a double hero, first save yourself, defeating the outer enemies and your own
Shadow, and then build your own story to measure your talents and abilities. It’s not
only about life as an existence, but also about its meaning” (Dudek, 2012, p. 5-6).
Jung also emphasizes his interest in the issue of initiation, especially of the ritual
one, also because of his patients, in whom he encountered this type of symbolism
in a dream (Jung, 1961, p. 337). Noteworthy are also his reflections on the mystical
and divine relationship between man and spirituality, as well as the thread that:
“[...] for thousands of years, the rituals of initiation taught rebirth from the spirit;
however, surprisingly, man forgets again and again about the meaning of divine
procreation. Although this may be a weak testimony to the strength of the spirit, the
punishment for misunderstanding is neurotic decomposition, bitterness, atrophy
and infertility. It is easy to throw the spirit out of the door, but when we did so, the
meal lost the taste of the salt of the earth. Fortunately, we have proof that the spirit
always renews its strength in that the basic teaching of initiation is passed down
from generation to generation. From time to time there are people who understand
what it means that God is their father. Equal balance of body and spirit is not lost
to the world” (Jung, 1961, p. 340).
When talking about the initiation in the reference to psychoanalysis, and in this
case to Jung’s conception, it is quite important to refer to the category of archetypes,
and more specifically the archetype of rebirth. Jung mentions its following forms:
metempsychosis, reincarnation, resurrection, rebirth of sense strictiori, indirect rebirth (Jung, 1981, p. 125-127).
Metempsychosis is defined by Jung as the “journey of souls.” It is a kind of transformations and co-optation through “different incarnations” (Jung, 1981, p. 125).
In turn, Jung describes reincarnation as “personal continuity,” which means that
the state of reincarnation does not erase the existence of our personal continuity,
on the contrary we remember, and “our ego has the same form.” And that means
that reincarnation is about “rebirth in human bodies.” The third form of rebirth is
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the resurrection that Jung describes as “the renewal of human existence after death.”
He points out that there are other contexts as well, such as “transformation, transmutation or transformations of being.” Transformations in the resurrection can take
the form of proper and improper transformations, which Jung describes in the case
of the first one, “when the resurrected being is someone else,” and in the case of the
latter, i.e., an improper transformation, when firstly the conditions change in relation to the previous one, and also “when we are in another place or in some other
body that is differently built.” The rebirth of sense strictiori is another example of the
form of rebirth that Jung characterizes as a “rebirth within an individual period of
life” (Jung, 1981, p. 126). The author of Archetypes and Symbols also recalls the notion of rebirth, which is a reference point to the description of the idea, in which it
is possible to see “renovatio-renewal or even improvement of something by magical
action.” Indirect rebirth as the last form mentioned by Jung refers to the “transformation [which – J.R.-P.] does not occur directly due to the fact that man himself
dies and is born again, but indirectly through the participation of the individual in
some transformation process conceived as taking place outside of him” (Jung, 1981,
p. 127). In fact, as Jung points out, it is about the participation in transformations,
as well as the very observation of such rites.

RITUAL TRACK AND THE MYTHICAL IMAGE
OF INITIATION IN THE REFLECTION OF MIRCEA ELIADE
Eliade, being strongly influenced and at the same time fascinated with mysticism and
rituals connected with archetypal societies, as well as the functioning of traditional
cultures, outlines a wealth of interpretative possibilities. For him, initiation is an important, perhaps the most important set of considerations. Due to the fact that his
reflections are constantly invoked in the text, which makes it possible for the reader
to follow the presented intentions of Eliade regarding the category of initiation,
I would not like to describe all the truths cited by Eliade here, but I would certainly
like to take into account the ones that in my opinion are the most interesting. At
this point I would like to emphasize that I will show a thorough analysis of Eliade
himself in the nearest texts which will complement the first installment referred to
in the title.
I would certainly like to draw attention to two key categories in determining
what initiation really is, invoking after Eliade the metaphor of ladder, labyrinth and
mandala. And so, in one of his books, i.e. Images and Symbol. Studies in religious
symbolism, Eliade writes: “[...] stairs and ladders play such a significant role in initiation rituals and myths, as well as in funeral rituals, not to mention royal, priestly or
marriage rituals” (Eliade, 1952, p. 50).
Climbing the rungs always guarantees a transformation, in a situation when it
is not possible to come to the very top, due to external or internal blockades, we
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certainly have guaranteed existential challenges that can be noticed. In addition to
the ladder, the path of transition as the path of initiation, whose goal is also transformation, is presented in the literature by means of a labyrinth. The labyrinth as
a metaphor for putting a man to the test, entering, crossing and leaving the labyrinth
is also to be an existential challenge, and at the same time an element of rebirth. As
Monika Kusek writes: “in the European tradition, the labyrinth is associated with
the path that is supposed to lead to the center, the hero traversing it, enters a new,
higher stage of existence, overcoming his own weaknesses, is subject to initiation.”
Next Kusek, pointing at the author of the Transformation of myths, writes that “the
initiatory experience opens. It allows us to get to know the surrounding reality as
something that has its own activity independent of our will, which is the process in
which we are involved. Something that speaks to us and what we should listen to.
The lack of this kind of experience means that people remain closed” (Kusek, 2016,
p. 25). In turn, Agnieszka Izdebska, in her text on the Gothic labyrinths, emphasizes
the fact that: “[...] the labyrinth retains its sacral and initiatory significance in this
case, it is connected with the movement, with the cognitive process. It is perceived
as a space to cover, to control, to conquer, to overcome, to go through in order to
achieve self-knowledge and initiation. The consequence of the labyrinthine initiation
as the fulfillment of the duty of the ritual rite of transition was to be the rebirth, in
a transformed form” (Izdebska, 2002, p. 35). Eliade, in turn, sees links between the
labyrinth and the mandala: “[...] placing the neophyte in the mandala can be compared to initiation by entering the labyrinth: some mandalas are clearly labyrinthine
in character. Approval of the mandala can be considered at least twice as large as in
the case of a labyrinth. On the one hand, the penetration of the mandala drawn on
the cave is equivalent to the initiation rite; and, on the other hand, the mandala
«protects» the neophyte against any harmful force from the outside, and at the same
time helps him to concentrate in order to leave his «center»” (Eliade, 1952, p. 53).
Generally, the idea is for the convert to go “into different zones and gain access to
different levels of the mandala” (Eliade, 1952, p. 52).

INITIATION TRACK IN THE CONCEPTION
OF THE LIFE CYCLE OF E.H. ERIKSON
Erik H. Erikson’s conception is invoked by pedagogues, sociologists and psychologists. Unfortunately, still appreciated by a few. Fascinating and both phenomenal
reconstruction of Erik H. Erikson’s conception was made by Lech Witkowski (2000,
2004, 2009, 2015). In the last book titled Versus. O dwoistości strukturalnej faz
rozwoju w ekologii cyklu życia psychodynamicznego modelu Erika H.Eriksona (Versus.
On the structural duality of the phases of development in the ecology of the life cycle of the
psychodynamic model of Erik H. Erikson), the author tries to resolve the key category,
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which is also the title of the book, pointing to the fact that “man is inevitably in the
field of vertical tensions, in all eras and all cultural spaces” (Witkowski, 2015, p. 25).
My goal here is not to recall and describe all stages of the development of the life
cycle, but to try to find a place for the category of initiation, which may just become
a correct and appropriate approach, and not overinterpretation.
Recalling here the words of Eliade that through initiation “man becomes who
he is and who he should be: a being based on the life of the spirit, participating in
culture” (Eliade, 1997, p. 18), allows to formulate the thesis that consecutive crises
represent a specific element of initiation in the life cycle. Initiation is the driving
force and triggers successive stages of transition, which starts a certain scheme activating vital forces which are a specific element determining the transition, as well as
the modalities typical for specific crises and also the category of initiation. Therefore,
one could speak of initiation into trust, initiation into will, initiation into initiative,
initiation into professionalism, initiation into the complement of identity, initiation
into intimacy, initiation into care and initiation into wisdom.
However, taking into account the polarity of the concept of Erik H. Erikson, the
initiation may also take the other side, i.e. of the negative pole. So initiation into distrust, initiation into shame and doubt, initiation into guilt, initiation into a sense of
inferiority, initiation into identity confusion, initiation into isolation, initiation into
stagnation, initiation into despair. Which of the poles will be reached, of course, is
established by the decision on the line of crises. Although deciding on positive – negative continuum is not about the determining perspective of taking side of a party, it
is rather a “second attempt of «social birth» in response to the identity crisis and the
task of solstice” (Witkowski, 2015, p. 261). This relation “does not require removing one pole as spontaneously harmful and advocating the other as self-beneficial
developmentally” (Witkowski, 2015, p. 255). At the same time, Witkowski points
out that “polarity or duality can thus be a source of either pathological antagonisms
that reduce references, but also escalate some link from a tense pair, leading to almost
sectarian fractures and a dualistic... split (giving further complications) or creatively
mobilizing duality, igniting new forces from the poles confrontation, each of which
brings with them and for the understanding of the other new impulses of important,
though difficult, integration up against... doubling efforts to face the challenges [...]”
(Witkowski, 2015, p. 53). In addition, the poles aspire to equilibrium, despite the
constant tensions between them (Witkowski, 2015, p. 255). Witkowski also draws
attention to the “functional dominance of a certain existential task” (Witkowski,
2015, p. 160), as well as the fact that the existential solution consists in “resolving
what type of tension accounts for a periodic unstable equilibrium in the triple structure of references to corporeality, psyche and the social context (soma – psyche – ethos)
in the basic pair of polar interwoven opposites, expressing the main aspect of the
vitality of a given period [...]” (Witkowski, 2015, p. 260).
As part of the above-mentioned reflections, one can see an important element
that includes the categories of initiation into the circulation of Erikson’s conception.
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For example, because of the existential tasks that stand before man as part of his development. Certainly, subsequent readings of the texts of both Erikson, Eliade and
Witkowski will open the spectrum of interpretation possibilities constituting the
basis for postulating for the presence of the initiation in the field of pedagogy.

INITIATION – INTO FEMININITY,
INTO MOTHERHOOD, INTO LOSS
The starting point in this part of the considerations are the stories of women who fit
into the title context related to the initiation. Looking at this problem opens another thread of seeing the broader perspective that the title initiation opens before us.
This is not an easy analysis because of the relationship, which is not directly visible,
between femininity, motherhood, loss and initiation. Certainly these considerations
do not constitute the closure of cognitive perspectives in subsequent searches on the
tracks and traces of pedagogy, this is only the first installment that is penetrating
the area that demands and asks for its presence. The openness of discipline which
is pedagogy to areas that are difficult to define and at the same time constantly
demanding attention, is an important, perhaps the most important element of the
study of the category. In this case, the reference to literature in search of the inspiration for the description of the initiation phenomenon makes it possible to follow the
path charted by Justyna Bargielska in Obsoletki (2010) or Anna Janko in Dziewczyna
z zapałkami (Girl with matches) (2012). The path that allows you to observe the “lost
dimension of the world and individual existence or symbolic death as a phenomenon
that restores the value of life through understanding and acceptance of the fullness of
its life-giving tragedy” (Jaworska-Witkowska, 2008).
The first installment is the initiation to the role of the mother. The heroine of
Dziewczyna z zapałkami (Girl with matches), who “after all gives life and should always be beside” (Janko, 2012, p. 65). And having offspring by her is associated with:
“Child. Child. I must have a child. [...] The child will build a house for me, the child
will take care of me. The child will find friends for me. It will tame my mother-inlaw and father-in-law. It will be mine. It will be Paw’s. It will be ours. It will be like
a beautiful bow that will bind us and decorate ... I decided to have a child. It is not
difficult to have a child” (Janko, 2012, p. 62).
As I think, the quotation presented above shows the non-individual motives that
women are sometimes guided by - a strong need associated with being loved, sometimes just becomes dominant, even paranoid and compulsive. In turn, Obsoletki – as
Bargielska writes – are: “beyond all medical connections – a convenient literary form
for those who do not like to forget. For those who value not only good memories,
because one of the methods of searching for meaning for them is the analysis of loss.
Finally for those whose awareness that loss can come at any moment, from every
side lets them achieve happiness” (2010, cover). In one of the stories described in
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Obsoletki we read: “[...] I want to prepare for little Peter’s death, playing with my
own children and feeding my own children [...] [because] little Peter is supposed
to be born rather dead. [...] Little Peter has left-sided isomerism, that is, displaced
organs left-right, he has half of the heart [...], that is, he has two pulses. [...] That’s
what Peter’s mother says, who Peter also has, [...] I want to prepare properly and
make up through Peter’s death for this pathetic, pathetic, pathetic unpreparedness
that we once presented” (Bargielska, 2010, p. 85). Initiation into loss indicates
a category of transgression in the role. The change of the social role that is being
the mother of a dead child is a very important element that transforms the identity
of a woman. What kind of woman am I after losing my child? Am I still a woman?
Social ostracism in the face of a given role may be a proverbial social lynch. Support
is replaced by the rating. So what initiation is it about? A kind of re-intimate initiation. Monika Jaworska-Witkowska (2011), who also refers to Bargielska’s prose in
her book, writes: “Bargielska creates or rather opens a focusing zone common for
obsoletes. And she invites to this united space of thinking and reflection of parents,
pedagogues, psychologists, husbands, children – who – live. Although Bargielska
seems to be saying that it is impossible to prepare for such events, in her prose there
is implicite the potential of educational hope, awakening reflection and motivating
to rethink the whole system of introducing women and men in overcoming the next
thresholds of intimate initiation” (Jaworska-Witkowska, 2011, p. 191). This kind of
intimate initiation is only important: “[...] now it is very morning, I am sitting in the
kitchen and I am looking for the star that needs to be pressed to stop” (Bargielska,
2010, p. 10). How do you stop it when: “I had an ultrasound scan on the ward. The
doctor warned me that I would hear different sounds, but that none of them would
be the heartbeat of my child. – Oh, I know – I flinched. – My child’s heart is in
a jar.” Women after the loss are joined by a common tragedy and the feeling that “for
some time they were a grave” (Bargielska, 2010, p. 28).
This opens the next thread of initiation as existential dramas that can also be found in
Anna Janko’s prose. Following the reflection of Monika Jaworska-Witkowska, I quote:
“In Janko’s prose, we will implicite find desperate questions: where were they... parents,
pedagogues, educators, tutors when the fear of femininity, the shame of puberty and
drastic initiations in the secrets of sexuality and their pathologies were barriers beyond
which she could not get out of her namelessness, beyond the initial of her name as
a shameful cryptonym of identity” (Jaworska-Witkowska, 2011, p. 195). In Janko’s
prose we read: “So I was for myself the initial, H – a letter after which no myself followed. I really needed some phonic code to catch my identity. I waited for an invention
that will open me for myself and for someone else” (Janko, 2012, p. 10).
Julita Orzelska, writing about Trzy kroki w stronę przemiany statusu cierpienia
(Three steps in the direction of changing the status of suffering), refers inter alia to the
works of Mihály Csikszentmihálya, whose reflections can be an important step in the
initiatory dimension of dealing with suffering. Thus, Orzelska, following Csikszentmihályi, writes: “[Csikszentmihályi – J.R.-P.] highlights the concern that a man can
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autotelically reevaluate sufferings afflicting him, and even tragedies into experiences
that maintain the ability to see the meaning of life with them, including noticing in
them the generators of new horizons of self-realization and existential satisfaction.
Pointing to the importance of learning the approach to suffering, which will give it
such explanations and understanding that it will release «positive life themes», mobilizing existentially” (Orzelska, 2014, p. 221). Besides, he draws attention to the possibility and the chance to reformulate one’s identity when accepting the fact of being
a person in pain, as he himself calls it getting away beyond the „neurotic reaction to
suffering” (Orzelska, 2014, p. 221), and, more specifically, it is about „transforming
a hopeless situation into an optimal experience” (Orzelska, 2014, p. 221). Remaining under the influence of such thinking, it would be worthwhile to use also the
thought formulated by Hesse, for whom “a man [...] is the one who learns to listen
and reveal in initiating sudden amazement and illuminations «The Eternal Principle
of All Things»,” discovering and shaping “a prepared soul to understand the chord
and harmony, everything that is alive” (Hesse, 2001, after: Jaworska-Witkowska,
2008, p. 41), to read “«nature’s stigmata», which inscribe «genesis» in the soul of
man, by giving him the burden, his own fate and the task of discovering his soul”
(Hesse, 2001, after: Jaworska-Witkowska, 2008, p. 5).
This is just the beginning, an attempt to find the threads of initiation in prose. Because of this, two books were taken into account for the analyses. The author intends
to provide a more in-depth analysis in the search for impulses to build a coherent
picture of the category of initiation. Using Eliade’s categories of revelation in sex,
death and the sacred.

CONCLUSION
The first installment of reflection on the category of initiation presented to the reader
is an attempt to include it in the discourse of pedagogy, and thus perhaps finding
a place for it “in” and “for” pedagogy. This text in its assumption presents only the
tracks that are certainly demanding to be complemented, and this is also the author’s
intention, who is guided by the idea that the epistemology of learning a given category is associated firstly with the principle of „watchful mindfulness” (Jaworska-Witkowska), secondly with openness to the text, as well as being sensitive to reading.
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PEDAGOGY TOWARDS THE PROBLEM OF INITIATION.
THE FIRST INSTALLMENT: FROM CONCEPT TO
APPLICATION, AN ATTEMPT TO RECONSTRUCT
LITERATURE ON THE SUBJECT. THREADS SCATTERED

Keywords: initiation, ritual, psychology of rebirth, Carl G. Jung, Mircea Eliade
Abstract: The article is the first installment of looking at the category of initiation, trying to
gather as many observations as possible, reflections on it. Therefore, by means of a mapping
strategy, we are building certain fields, areas in which it is possible to find tracks that will help
to establish the category of initiation in pedagogy.

PEDAGOGIKA WOBEC PROBLEMU INICJACJI.
ODSŁONA PIERWSZA: OD POJĘCIA PO APLIKACYJNOŚĆ,
PRÓBA REKONSTRUKCJI LITERATURY PRZEDMIOTU.
WĄTKI ROZPROSZONE

Slowa kluczowe: inicjacja, rytuał, psychologia odrodzenia, Jung, Eliade
Streszczenie: Artykuł stanowi pierwszą odsłonę, przyjrzenia się kategorii inicjacji, próbując
zebrać jak najwięcej spostrzeżeń, refleksji na jej temat. Budując tym samym, za pomocą strategii mapowania, pewne pola, obszary, w których to właśnie odnaleźć można tropy, które
pozwolą ugruntować kategorię inicjacji w pedagogice.

Aleksandra Kamińska*

TRENDS OF THE SO-CALLED NEW SPIRITUALITY
AND THE INCLUSION OF SPIRITUAL PROBLEMS IN
THE AREA OF PEDAGOGICAL REFLECTION
AND PRACTICE
INTRODUCTION

I

n the history of mankind, spirituality had only one meaning referring to human
religiousness (so-called traditional spirituality). It consisted of the inner experiences of the individual, whose ultimate reference was the Absolute. This sphere of individual experiences was constantly supported by the institutional form, i.e. the church
that gathered the faithful, provided interpretations of religious dogmas, and was
a support for man in his spiritual development, both in difficult and joyful moments
of his life. Nowadays, however, due to the changes that have taken place in social
life, including those relating to spiritual human matters, such an understanding of
spirituality is considered to be reductive, too limited in meaning. For example, according to Irena Heszen-Niejodek and Ewa Gruszczyńska, traditional religiousness
is “a very narrow, poor and insufficient concept of spirituality” or “reductionist view
of spirituality” (Heszen-Niejodek, Gruszczyńska, 2004, p. 15, 24). Thus, nowadays,
apart from the traditional spirituality described briefly above, there are a number
of trends that we refer to as “new spirituality” or “post- spirituality.” These trends,
however, are not uniform, introducing many, sometimes mutually exclusive interpretations of the term spirituality. The purpose of this article is a review of contemporary trends belonging to the new spirituality (which results in the author’s typology
of these trends described below) and a reflection on their pedagogical application.
The aim of the author’s research is to find such a formula of spirituality that would
be a pedagogically significant category, applicable to general education. The author
regards the situation dominant in the contemporary school as unfavorable, where the
spirituality is not taken into account or the discourse about it is taken on the edge of
pedagogy (Znaniecka, 2016), which is why its importance in the full development
of man is not taken under consideration. The basis for discussion in this text constitutes the concept of man developed in the framework of humanistic psychology,
*
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which emphasizes that man is a holistic being composed of three mutually interacting dimensions – biological (responsible for the impulse sphere, satisfying the basic
needs of man as a species belonging to the outside world), mental (responsible for
emotions, but also aspirations, life roles, or social activity) and spiritual, otherwise
known as a noetic dimension, which is a dimension characteristic only for man. Man
can not be reduced to any of the above dimensions, but only the spiritual dimension
gives fullness and meaning to his existence. “In other words, «spiritual» should be
understood as human in man” (Frankl, 2012, p. 41). The fate of man is not limited
only to the material dimension, the fulfillment of needs, i.e. “psychophysical reality,”
which could be perceived as a kind of fatalism (Frankl, 2012, p. 46). His authentic
existence is inside him, constituting the spiritual dimension of human existence,
while psychophysical phenomena are its outside surface. According to researchers
belonging to the mainstream of humanistic psychology, a person “[...] «possesses»
a psychophysical sphere, while he himself «is» something spiritual” (Frankl, 2012, p.
46). On this basis, the final part of the text is devoted to conclusions for pedagogy,
which arise from the considerations of understanding the concept of spirituality recognized in the trends of the new spirituality.

CONTEMPORARY SEMANTIC SCOPES
OF THE CONCEPT OF SPIRITUALITY
On the basis of the literature on the subject of spiritual transformations, the effect
of which is a man’s departure from the spirituality associated with traditionally understood religion, we can distinguish the following understandings of the term “new
spirituality” (“post-spirituality”):
Spirituality as extended religiousness. Contemporary man living in the culture
of individualism is reluctant to accept the interpretations of faith given him by the
institutional church. He believes that he has the right to understand faith “in his own
way” and treat it selectively, that is, accept what he likes, while omitting elements
that do not “suit” him, are inconsistent with his beliefs or lifestyle. It is worth noting
that the beliefs of man, the system of his values no longer find their sources in the
truths of faith, thinking based on religious dogmas. Therefore, the spirituality of
modern man in this sense is not based solely on the dogmas of faith propagated by
the institutional church, although the individual who favors this form of spirituality
considers it as religiousness, because he defines himself as a believer, a representative of a specific institutional church. Man grants himself the right to individually
interpret the content of the faith and gives himself the opportunity to discuss the
interpretation of religious doctrine with representatives of the institutional church,
as well as the right to criticize the official position of a particular church. Such a man
is considered a searching and creative individual. As a result, he chooses what suits
him from the religion he is a believer, at the same time rejecting what is too difficult
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for him or does not match his system of values and beliefs. Man treats institutional
religion as the basis of his spiritual thoughts, creating various forms of eclecticism or
religious syncretism, which means that he does not avoid influences from other religions and religious traditions, even those that are distant from him culturally. This
type of spirituality begins with irregular participation in religious practices, regarding
himself for example as “a believer but a non-practicing person.” It is associated with
the loss of faith in the authority of the institution of the church, on which spirituality
is built as self-religiousness, which – according to Aldona Mikusińska: “[...] refuses
to obey any external authorities. Instead of beliefs or dogmas, we talk about internal
experiences and feelings. The individual freed from the valid versions of sanctity
fills up his private cosmos himself, at the same time he is dealing with the progressive diversification of religiousness models” (after: Znaniecka, 2016, p. 43). What
characterizes this type of spirituality is the reference to religiousness associated with
a specific institutional church, and thus this traditional religiousness is the reference
point for building this type of spirituality, which is why it permanently becomes connected with traditional spirituality. Its representatives still show a strong connection
with the institutional church and have a specific religious identity (such a person
describes himself e.g. as a Catholic, a person of an Orthodox religion, etc.). The
belief system, professed truths of faith or values depend on the free will of man, the
institution and its requirements are less and less important to him. This approach to
spirituality can be found among the classics of pedagogy, for example at Johann H.
Pestalozzi or Bronisław F. Trentowski. In the opinion of the first of them, a man does
not need a church as an institution to realize the need of spirituality, but an inner
spiritual attitude by means of which he is able not only to accept but also to interpret
religious truths. Therefore, Pestalozzi emphasizes the strength and necessity of an
individuated, internalized religion. In turn, according to the second of the authors
mentioned, man realizes God in his life in an individual way, by revealing the divine
ideal contained in his potency (Znaniecka, 2016, p. 69-75, 78-79).
Post-church spirituality. Post-church spirituality is also based on the existence of
the sacred sphere and belief in non-empirical reality, including the afterlife. However, it is sought out of the institutional religion dominant in a given society, in
which a given person was socialized. The religious tradition in which a given man
was brought up seems unattractive to him, it is connected with too many limitations and duties, as a result of which the person presenting this kind of religiousness
cuts himself off from it, searching for religious influences in completely different,
foreign cultural traditions. People in this trend become followers of, for example,
Buddhism, Zen, Taoism, New Age movements, in which they see attractive forms
of the realization of spirituality, although they are so foreign to their cultures that
knowledge of them and their observance also have a selective status, because their
“followers” are not able to understand all the cultural achievements that accompany
them. This form of spirituality also applies to the deity, the sacred. The fascination
with a particular religious tradition or religion accompanies the process of self-educa-
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tion, independent exploration of the interesting tradition (both singular and plural,
because also here there may be various kinds of syncretism of elements derived from
different traditions that are fascinating for a human being). This form of spirituality
is matched by the definition of Halina Mielicka-Pawłowska in whose opinion the
concept of contemporary spirituality started to include all forms of faith in the existence of non-empiric reality of which people are convinced because of the intuitive,
independent of the state of religious knowledge, experiencing the presence of supernatural power more powerful than they are [...]” (Mielicka-Pawłowska, 2017, p. 23).
As critics of this approach emphasize, this is not finding oneself in the heretofore
culturally foreign religious tradition, but “[...] simplifying and trivializing complex
religious systems, treating them as instruments in therapy and means to achieve
temporal purification and stress relief (catharsis)” (Dobroczyński, 2009, p. 24-25).
Such a form of spirituality can be defined as “rejection of the transcendent sacred for
the immanent, impersonal sacred, appearing pantheistic ideas, motifs and magical
and occult practices, psychotechnologies centered around different states of consciousness, rejection of the modern idea of progress for traditional (thus ecological)
methods of producing means to life” (Pasek, Skowronek, 2011, p. 74). This formula
of spirituality is connected with the need for transcendental experiences understood
as mystical experiences related to enlarged states of consciousness, i.e. “the feelings of
opening horizons, greater power and at the same time greater helplessness, elation,
amazement and fascinating fear” (Pasek, Skowronek, 2011, p. 76).
The above-described forms of spirituality result from the need of human contact
with God, for which man does not need the mediation of an institution (church).
Such approaches to spirituality arise from the phenomenon that is linked to the
secularization of the Western world, and Halina Mielicka-Pawłowska calls it the “religiousness out of church” (Mielicka-Pawłowska, 2017, p. 20). Placing the new spirituality among the theories of secularization forms after Thomas Luckmann the view
that “religion does not die, but changes its form” (Pasek, Skowronek, 2011, p. 72).
If the above-described approaches to spirituality can be combined with religiousness
(although it is currently described as spirituality, and the concept of religiousness is
left to forms consistent with the teaching of churches), they have the character of
a personal, private experience, hence the emphasis is put on the individual – his right
to individual feeling and experiencing the sacred.
In turn, in relation to the individualism of modern man, we can distinguish:
Spirituality as a psychological need of man. Spirituality is considered to be
a feature inherent in human nature, an attribute of a man, which is independent
of his religious faith or its lack. Hence the popularity of the forms of spirituality
described above, which have less and less in common with religiousness understood
as attachment to church institutions. In spite of the progressing secularization, man
does not cease in spiritual searches, because they are inherent in his nature. Spirituality, even if it has ceased to be associated with religiousness, is considered to be “inherent in the very core of humanity” (Jackowska, 2010, p. 46). Man has a strong need
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for self-improvement concerning, for example, his moral existence, which translates
into deepening his internal life. The spiritual development of the individual results
not only from the need to learn about himself but also from the sense of functioning in the surrounding reality. It can be mentioned here after Trentowski that man
is capable of developing his inner being that far exceeds the empirical world based
on rational cognition. On this basis, man has the opportunity to realize himself
through full, multifaceted cognition, including the non-empirical world (Znaniecka,
2016, p. 78-79). Thus, spirituality understood in this way is “the mental dimension
of man” (Znaniecka, 2016, p. 29). Thus, “psychologists have noticed the spiritual
dimension of the human psyche, treating it as the culmination of the evolutionary
development of man” (Pasek, Skowronek, 2011, p. 75). We will include here the
self-awareness of man, his striving for mysticism.
Existential spirituality, which is associated with spirituality as a man’s mental
need. It is a need to give sense to the surrounding reality, which is not limited to
short-sighted and short-term explanations. It is also a need to give meaning to life,
not to limit human reality only to the rational, material dimension. The sense of
existential spirituality is best reflected by the words of Zbigniew Bokszański, for
whom it is “[...] such an attitude towards the world that aims at searching in connection with transcendence the sense of the existence of the world and the meaning of
human existence.” In the author’s opinion, contemporary spirituality (the so-called
“new spirituality”) “refers to unorthodox approaches to transcendence and non-institutionalized ways of achieving understanding of the sense of the existence of the
world and the meaning of human existence” (Bokszański, 2010, p. 36-37). This form
of spirituality is an expression of “realizing the need for meaning, belonging or ritual
outside the religious sphere” (Pasek, Skowronek, 2011, p. 73). In this sense, man is
left with the right to make himself the meaning of his life as a result of creating other
meanings. Because the individual is a seeker for himself, he strives to become an authority for himself instead of looking for patterns outside (Pasek, Skowronek, 2011,
p. 74). Existential spirituality is the self-development of man, the pursuit of wisdom;
the will to understand both the world, his place in it, and the value and meaning in
the existence of other people and their impact on our lives. In this sense, we will not
avoid the emotionality of a human being. It means treating life as a passion, a gift
given to us, seeking joy in it, while not avoiding suffering. Suffering is understood
here as a necessary element that creates the fullness of humanity, giving meaning to
his existence regardless of the external conditions in which he must function. In the
described approach, a man is considered to be the creator of his own existence which
is a purposeful and sensible phenomenon, i.e. it contains meaning in itself, but in
addition man gives it an individual sense* and purpose. The emphasis is put here on
* In literature, the subject of which is the analysis of the meaning of life, there is no consensus as
to whether man gives meaning to his existence, or whether this sense exists objectively, and the task
of man is its discovery in specific circumstances, but this problem is not relevant to the considerations
taken in this article.
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sensitivity as the value of humanity. In this interpretation, there is a clear opposition
to the perception of man only as part of the ideology of success which “flattens” his
existence and exposes him to unnecessary stress and suffering. Instead, we observe
the emphasis on noticing the beauty of life and the beauty of the world, and in its
framework, on giving sense not only to goal-oriented activities, but to human existence as such. The emphasis is on the need for aesthetic and emotional experiences,
admiration for life and the world in which man functions. This is accompanied by
openness to knowledge, a willingness to learn (not institutional, but understood as
an internal need to develop, translating into the understanding of his existence). It is
a search for satisfying answers to existential questions about both life – its beautiful
sides and dilemmas, as well as the sense of death as its end. Therefore, this approach
emphasizes that the self-realization of man is not limited only to the material sphere.
The spiritual development of man leads to the acceptance of himself and others.
What is important here is the need for a deep life experience, which involves, among
other things, creating deep, non-superficial relationships with other people.
Spirituality as a culture in which man functions. Although Zbigniew Bokszański wrote that “[...] an important feature of the new spirituality is that the spiritual
dimension can include within its scope everything that is most important for the
individual, and thus everything that constitutes a potential medium of the existential
sense” (Bokszański, 2010, p. 39) and referred it to the above-defined existentialist
spirituality, some authors go further in their deliberations, considering that the entire
culture, all its aspects from mass, popular culture to higher culture can be considered
spiritual. Hence the assumption that spirituality can and/or should “become one
of the key concepts defining culture [...]” (Pasek, Skowronek, 2011, p. 71). On the
one hand, the above position of authors not only clarifies the importance of the new
spirituality for man in the modern world, but also stresses that the spirituality in the
life of the individual can not and should not be limited to religious considerations,
excluding people who do not identify themselves with a specific tradition. However,
the scope to which the authors extend the concept of “spirituality” on the basis of
the above assumption causes concern, for spirituality becomes e.g. spirituality of
art, spirituality of literature, which is still understandable in the sense that these
fields analyze the subject of spirituality, and their exploration serves to broaden the
spiritual horizons of a human being, which favors his development in this area. The
matter becomes problematic when we start talking about the spirituality of photography, the spirituality of mountaineering (or more generally: the spirituality of
sport), ecological spirituality, fashion spirituality, and even the spirituality of business, management, sex, etc. (Pasek, Skrowronek, 2011, p. 78-79 ). Specialists even
claim that participation in techno parades, extreme sports, listening to trance rock,
the cult of stars and pop culture idols, and even drug use or the pursuit of money –
are manifestations of an unsatisfied spiritual need. In this sense, even sex is referred
to as the only mysticism available to contemporary societies of material well-being
(Dobroczyński, 2009, p. 27). Therefore, the field of spirituality is accompanied by
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“ordinary, everyday, colloquial, seemingly «trivial» life practices” (Pasek, Skowronek,
2011, p. 76), which distort this term also in the pedagogical sense. Accepting this
understanding of spirituality, we come to the conclusion that everything is, or may
be, spirituality, and therefore spirituality has never been eliminated from pedagogical
reflection. On the contrary, it has always been there, is and will be, after all – continuing the reasoning adopted in this point – we are dealing with the spirituality of
pedagogy, spirituality of education, spirituality of didactics or, for example, the spirituality of teaching mathematics. Although according to the authors quoted above,
the extension of the term spirituality described in this point testifies to the fact that
“contemporary culture (at least in the European-American circle) is heading towards
a specifically conceived «spiritualising». For spirituality dominates, as if «colonizing»,
more and more «new territories», hitherto seemingly inaccessible to it” (Pasek, Skowronek, 2011, p. 79-80), according to the author of this text, just as the narrowing
of contemporary spirituality only to its religious meaning is not right, it is just as
dangerous to expand this term too far. The concept of spirituality has such a wide
range of meaning, which has been shown in this text, and at the same time is so
inconsistent semantically that its careless expansion into more and more new fields
will mean that instead of focusing on it as a man’s need (without which his existence
is not fully valuable), we will make it just the empty name.
On the basis of the above, we can conclude that contemporary spirituality becomes a “blurred” concept, “semantically «capacious»,” “extremely broad in meaning,” which “may include many phenomena” (Mielicka-Pawłowska, 2017, p. 23).
Nowadays, in order to distinguish spirituality as religiousness from its new meanings, the common name “new spirituality” or “post-spirituality”” is used for the latter. It is worth noting after Katarzyna Skowronek and Zbigniew Pasek that from
today’s perspective we do not know whether the new approaches to spirituality described above can be considered a permanent phenomenon in human reality, or
a temporary fashion resulting from the loss of meaning of the Church as an institution for a man (Pasek et al., 2013, p. 9). However, for the modern man, changes
in spirituality which we are currently observing are important – as the above-cited
authors write. They do not have “incidental, marginal or ephemeral character at all”
(Pasek et al., 2013, p. 7). “One could say that spirituality in its ontological layer is
a universal phenomenon, a generalized category that can be found in any culture.
It is a kind of shared, fundamental being. Its ontic layer, on the other hand, directs
us to the acknowledgement of its content as a different manifestation in various
beings – culturally conditioned traditions” (Znaniecka, 2016, p. 48-49). Therefore,
it is necessary not only to analyze them, but also – for the good of man – to include
them in pedagogical activities.
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PEDAGOGICAL CONCLUSIONS RESULTING FROM
REFLECTIONS ON THE CONTEMPORARY DEFINITION
OF SPIRITUALITY
According to Halina Mielicka-Pawłowska (2017, p. 23), the notion of spirituality in
its new, unreligious form has permanently entered the fields of humanities and social
sciences, such as anthropology, sociology and psychology. On the basis of the above,
it is also difficult to pretend that it has no reason to exist in pedagogy. Spirituality,
regardless of its religious or non-religious connotations, becomes a phenomenon
characteristic of people – all people regardless of their beliefs about the sacred. At
the same time – according to Marta Znaniecka (2016, p. 29) – on the basis of its
historical attachment to the religious sphere, this category is currently considered
as “boundary” in pedagogy, which, losing its religious connotations, has become
ambiguous in scientific discourse, which is why it can not regain its rightful place
or “unconditional acceptability” in the scientific reflection. Hence, according to the
author of the text, the following conclusions resulting from the division of the “new
spirituality” trends are relevant for pedagogy.
1. From the above list it is clear that not every understanding of spirituality can
be used in the activities of a public school. It results from the very character
of scientific reflection and the division of science into particular scientific
disciplines that deal with specific aspects of a given issue. “Due to the fact
that the concept of spirituality is extremely broad in meaning and may include many phenomena, it is used by representatives of various scientific disciplines. Depending on the adopted research orientation, attention is paid
to those aspects of spirituality that give the opportunity to operationalize
the concept in accordance with the research issues and conceptual apparatus
prevailing in a given discipline” – says Halina Mielicka-Pawłowska (2017,
p. 23). Therefore, if we assume, as in this text, that the formula of spirituality that is possible to apply in the conditions of a public school is sought,
then according to its spirit and institutional background (school as a state
institution is neutral ideologically), its activities should exclude both the
forms of traditional (i.e. religious) spirituality – apart from religious schools
and voluntary religious classes – as well as the forms of the new spirituality
which originate from changes and transformations in the sphere of religious
spirituality (i.e. spirituality as extended religiousness and post-church spirituality). As shown above, also the excessive extension of the term spirituality (i.e. spirituality as culture) not only does not favor the achievement of
a precise understanding of this concept, but also precludes such a definition
of spirituality from the considerations in the field of pedagogy. Therefore,
pedagogy should focus on a semantically limited (for some: reducing) term
of understanding “spirituality.” Thus, the understanding of spirituality as
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a mental need of man and existential spirituality is appropriate for pedagogy
as a science of upbringing and education as well as for school practice. These
dimensions of the notion of spirituality are not only part of the objectives
of education implemented in a public school (understood as striving for the
development of the full potential of a man), but even constitute a necessary
dimension of pedagogical practice. Spirituality understood in this way, as
well as pedagogical activities aimed at its development, will allow to develop
the full potential of a human being, teach him to discover the meaning of his
life. Because it is closely related to moral development, it is the values that
a person actually internalizes in his life that will affect his individual choices
in life, and thus will translate into taking actions that will give him real life
satisfaction and a sense of happiness. Therefore, spirituality is responsible
for the perception of the world by man, and above all for his self-knowledge. Thereupon, spirituality also builds one’s own image, and also sets the
directions in which a man is going. “Someone who develops spiritually is
able not only to feel this spirituality, but also to use it as the sphere that can
create the multiplicity and richness of completely new solutions inside us”
(Stasiak, 2010, p. 6). Spirituality is the search for a man who goes beyond
the material side of his existence, problematizing the reality that surrounds
him, and not recognizing it as a certainty.
2. From the first point one can conclude that since the basis of pedagogical
reflection on spirituality, as well as the basis of activities in pedagogy is spirituality as a psychological need and the existential spirituality connected with
it, pedagogy should seek the foundations for its solutions in psychology. The
same applies to other psychological theories that became the basis for building practical conceptions in pedagogy, e.g. Freudianism. Then psychology
proposes the conception of man, answering the question of who the man is,
and taking into account the most important elements in his development,
while pedagogy builds practical solutions based on psychological theories.
It would seem, then, that pedagogy should seek practical solutions for the
development of human spirituality in psychological solutions. However,
in this case the situation is more complicated. Of course, we have trends
in psychology (humanistic psychology) that emphasize the essence of human development in the spiritual sphere, pointing out that its omission will
make his full development impossible. However, there is no agreement in
the psychological literature about the status of spirituality in human existence. For some of them, as for V.E. Frankl (2012), spirituality is one of the
dimensions of humanity, so every human being must be equipped with this
aspect. Hence, in contemporary psychology, most authors dealing with the
subject of spirituality admit that “spirituality is an attribute of every human
being” (Heszen-Niejodek, 2004, p. 19). At the same time, psychologists are
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convinced – which is an important conclusion for pedagogy – that spirituality may be an unconscious aspect of humanity (Frankl, 2012, p. 43), and
thus has the status of disposition (Heszen-Niejodek, 2004, p. 19). Thus, on
the one hand, spirituality, without external stimulation (e.g. in the case of
traditional spirituality – the church institution, or school in cases of certain
forms of the new spirituality, and in all its forms – the family) may not exist
at all. At the same time – as in the case of other human qualities – in the
case of spirituality, different people have a differently developed need for
its development, which results in a varied quality and intensity of spiritual
life (Heszen-Niejodek, 2004, p. 19), and thus the same actions of the pedagogue, aiming at the development of the spiritual aspect of the student,
will bring different results – in the case of some people, satisfying for the
educator and motivating him to further work, and in other cases the lack of
visible results of his actions may be discouraging. Thus, the educator must
take into account the fact that the spiritual life is an individualized category,
considered in the context of the life situation and the needs of a particular
man, and therefore generalizations in the considered issue should be avoided. At the same time, spiritual life is a “dynamic category, evolving in time
and space” (Walczak, 2017, p. 9).
3. Lack of recognition of spirituality in pedagogical considerations, teaching
young people an appropriate, systematic approach to their development in
this area causes the emergence of new, irrational practices, such as the popularity of guides describing this subject matter. This results from the fact
that “[...] in matters of spirituality contemporary man is lost, distrustful,
divided, insecure, torn between skeptical cynicism and denied needs and
numerous fashions created by trendsetters and influential people of culture”
(Dobroczyński, 2009, p. 26). On the other hand, as shown above, spirituality is a human need which can appear and “demand satisfaction” in various
circumstances of life, previously remaining completely hidden. In this situation, the person who has not been taught how to deal with the reflection on
inner life, begins to seek explanations of what is unexplainable, or discover
the meaning of his life (give meaning to his life) through the means that
are available to him. In the absence of pedagogical tools, it refers to mass
culture. The market responds to all human needs, it also tries to respond to
those of a spiritual nature. Therefore, the seeker will have at his disposal a lot
of handbooks or books explaining distant religious systems in a simplified
way (Pasek et al., 2013, p. 12). The multiplicity of literature in this respect
and the works of mass culture that accompany it (films referring to finding
harmony in life by rejecting the dominant model in the Western world, e.g.
“Under the Tuscan Sun”) refer to the model of life attractive to modern man,
which says that the change of the existing, unsatisfying existence, based on
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a fast pace, the pursuit of duties and the lack of time for reflection, is within
his reach, but in practice hardly anyone is able to realize it. Hence, a man
experiencing spiritual needs, and deprived of pedagogical support, just as
in other areas of his life, has at his disposal a variety of possible solutions
that assumedly enable him spiritual development, but in practice he has no
support to systematically realize himself in this development. Therefore contemporary man is exposed to various types of “bursts” in spiritual searches,
which rarely translate into a coherent system of activities and permanent
practices in this area.
4. Forms of new spirituality referring to religious experience and the possibility of seeking them are reserved exclusively for adults. Man as a solitary
seeker is left on his own with this search, in the absence of any support,
including pedagogical support. Thus, contemporary man is a person who is
looking for the right way of life, not only in the material (e.g. professional
career) or emotional (e.g. successful relationship, successful family life, circle
of friends, etc.) dimension, but also in the area of spiritual search and the
need for development in this regard. These considerations fall within the
scope of the above-defined understanding of spirituality in pedagogy, because, according to Claudia Hammond in the preface to the book by V.E.
Frankl The Unconscious God... – in difficult moments, spirituality allows man
to change essential aspects of his existence, transforming existentially difficult experiences into satisfying ones, i.e. “[...] suffering into triumph, feeling
guilty into working on oneself, and awareness of the inevitable end into an
incentive to act” (Frankl, 2012, p. 10-11). Meanwhile, spirituality, even if
we assume that it is the last stage of human development, it does not mean
that it appears suddenly in his adult life. In earlier phases of life, spirituality
is also shaped, but not as a separate type of development, but it is related
to the emotional and moral development of a human being. Therefore, the
period of independent search in adult life should be preceded by a coherent
training, conducted under the guidance of an educator who will prepare
a man for independent development in the discussed area.

SUMMARY
Today, we can recognize that spirituality is “an extremely important predictor of
psychological well-being, and in more general terms – psychological condition in
subsequent stages of life” (Jackowska, 2010, p. 47). Spirituality is an indispensable
element of life that we consider fulfilled (spirituality is realized in fulfillment), it is
responsible for our life choices and its shape. At the same time, it is difficult to talk
about a full program of spiritual development of a young man, which could be implemented in school life, and then it would become the basis for self-education in
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this aspect. In this text, it was noticed that, among others, problems with consistent
defining of spirituality are responsible for the above-mentioned state of affairs, which
was influenced, inter alia, by the development of trends hidden under the common
name of the “new spirituality” or post-spirituality. The article narrowed the concept
of spirituality to the categories of pedagogical importance, i.e. spirituality as a psychological need of a human being and spirituality understood existentially. It also
pointed to the basic conclusions that result from the current, broad understanding
of spirituality for practical actions in this area within the field of pedagogy.
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THE NEW SPIRITUALITY TRENDS AND THE INCLUSION
OF SPIRITUAL PROBLEMS IN THE AREA
OF PEDAGOGICAL REFLECTION AND PRACTICE

Keywords: new spirituality, spiritual development, pedagogy
Abstract: The author of the article in her research is looking for such an understanding of
spirituality, which would become the basis for undertaking pedagogical activities in the conditions of a public, ideologically neutral school. For this purpose, in the text, she analyzed
various understandings of spirituality, hidden under the common name of the so-called “new
spirituality,” consisting in separating spirituality from its religious understanding. With this
end in view, she identified the following approaches to the analyzed concept: spirituality as
extended religiousness, post-church spirituality, spirituality as a psychological need of a human being, existential spirituality and spirituality as a culture. Based on the analysis carried
out, it was stated that for pedagogical considerations which form the basis for activities aimed
at the development of spirituality in a public school, it is useful to understand spirituality as
a psychological need of man and existential spirituality. The last part of the article was devoted to conclusions for pedagogy that result from such understanding of spirituality.

NURTY TZW. NOWEJ DUCHOWOŚCI A WŁĄCZANIE
PROBLEMATYKI DUCHOWEJ W OBSZAR ROZWAŻAŃ
I PRAKTYKI PEDAGOGICZNEJ

Słowa kluczowe: nowa duchowość, rozwój duchowy, pedagogika
Streszczenie: Autorka artykułu w swoich badaniach poszukuje takiego rozumienia duchowości, które stałoby się podstawą do podjęcia działań pedagogicznych w warunkach powszechnej, neutralnej światopoglądowo szkoły. W tym celu w niniejszym tekście zanalizowała różne
rozumienia duchowości, kryjące się pod wspólną nazwą tzw. „nowej duchowości”, polegające
na odłączeniu duchowości od jej rozumienia religijnego. W tym celu wyodrębniła następujące ujęcia analizowanego pojęcia: duchowość jako rozszerzona religijność, duchowość
pozakościelna, duchowość jako psychiczna potrzeba człowieka, duchowość egzystencjalna
i duchowość jako kultura. Na podstawie przeprowadzonej analizy stwierdzono, iż dla rozważań pedagogicznych, które stanowią podstawę działań na rzecz rozwoju duchowości w szkole
powszechnej, użyteczne jest rozumienie duchowości jako psychicznej potrzeby człowieka oraz
duchowości egzystencjalnej. Ostatnią część artykułu poświęcono wnioskom dla pedagogiki,
które wynikają z takiego rozumienia duchowości.

Grzegorz Godawa*

COURAGE OF A STRONG-MINDED GIRL SCOUT –
GUIDANCE FOR THE EDUCATION OF TOMORROW

T

he characteristics shaped in the process of upbringing include courage. It is
often associated with bravery, heroism, determination, ability to cope with difficult situations or boldness (SJP, 2018). However, courage goes beyond the meaning
of these concepts at the same time deriving its content from each of them. Therefore,
in order to extract its basic meaning it is worth devoting attention to it. Courage
is a feature of character that is shaped under specific conditions. It is influenced by
the values and patterns that apply in a given environment. Therefore, it is justified
to distinguish an environment that is particularly conducive to the development of
courage. Finally, it is necessary to indicate the attitudes of specific people who can be
called courageous. These assumptions will be implemented in further considerations,
which will allow showing the importance of courage not only in history, but also
today and tomorrow of Polish education.

ESSENCE OF COURAGE
In order to capture the essence of courage one should look at the significance attributed to it in ancient times. The source concept from which courage is derived
is the Greek arete, which has many meanings, including virtue, bravery, and perfection.** It became a natural thread of Greek culture, and with the changes taking place
in the economic, political, social and cultural life of ancient Greece, the content of
this term underwent various modifications of meaning (Zgraja, 2010, p. 767). Since
the time of the Athenian polis, human perfection qualities have been identified with
a given social status, and especially with being a good citizen, and thus adapting to
the prevailing customs. It was only Socrates who perceived courage as the realization
of human rationality and consciousness, assigning ethical significance to arete. The
basis of courage is self-control, and gaining courage is the greatest benefit for man
(Zgraja, 2010, p. 774).
* University of John Paul II in Kraków.
** The discussion on accepting the best translations of the word arete for pedagogy is still going on.
Not all authors agree to translate it by the word courage (Juchacz, 2004, p. 27-28).
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Aristotle put arete at the center of ethics. As noted by A. Żywczok “ethical courage
conceived in the Aristotelian way is a permanent disposition to a certain type of resolution, consisting of maintaining the proper, average measure, which is defined by reason,
and in a way that would be described by a sensible person. It concerns an average measure between two faults, i.e. between excess and deprivation” (Żywczok, 2008, p. 40).
Aristotle drew attention to the need to find a balance in cognition and experiencing the world, and this is a manifestation of courage. This principle is referred to by
J. Tischner when he talks about the need for a compromise “between what you want
and what can be a compromise of desires with reality in a given situation” (Tischner,
2011, p. 416). Thanks to the compromise it is possible to refrain from the extremes
of ethical utopianism and fatalism. Utopism occurs when a person is sensitive to the
world of values but at the same time does not see the reality that surrounds him/her.
He/she can arouse admiration with values but is defeated when he/she tries to implement them. In turn, the fatalist is focused only on the world and his/her own fate,
and this causes that he/she cannot rise to the level of higher values. Between extreme
approaches, there is ethical realism that combines the ability to see values with a clear
view of everyday life (Tischner, 2011, p. 417-418). J. Tischner emphasizes that one
can distinguish two types of courage: towards oneself and to the world of values.
The first of these occurs when a person in an internal conflict situation, caused by
the need to make a choice requiring an internal sacrifice gains the choice of a certain
value and acts according to his/her conscience. When this choice is accompanied by
suffering and resistance, courage helps to overcome it. In turn, courage in the face of
the world of values manifests itself in the ethical situation of uncompromisingness,
i.e. in the attitude of choice that is particularly important to the other person. Sometimes this is associated with the necessity of giving up value, but this is only possible
with “sacrificial” values, since sacrificing the highest values would be unethical. The
choice of the value necessary for the other person is preceded by an internal readiness
to do him/her good and also assumes the ability to choose the appropriate circumstances, place and ways to implement the act. In this attitude and action courage is
necessary (Tischner, 2011, p. 418-425).
The courage understood in this way has educational significance. The essence of
upbringing in the spirit of courage consists first of all in shaping the basic reference
of a young person to moral values. In this context A. Żywczok writes “The attitude
of ethical courage is the attitude of respecting the human axiosphere and constant
readiness to defend the most significant transcendentals” (Żywczok, 2008, p. 48).
It is not difficult to find expressions of courage in the attitudes of people who are
educational models especially when the values achieved by them were associated with
the need for sacrifice, hardship and giving up pleasure. Janusz Korczak, John Paul II,
Mother Teresa of Calcutta, Dalai Lama and many others are examples of courageous
people, who accepted the willingness to sacrifice for a way of achieving value, and
instead of showing only courage they adopted a peaceful and therefore demanding
solution. Fortunately, there is no shortage of parents and educators, for whom eth-
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ical prowess is a significant direction of their own development and supporting the
personality development of the wards. Unfortunately, attitudes that differ from these
noble goals are increasingly promoted in upbringing (Waloszek, 2014, p. 223-224).

COURAGE IN SCOUTING
The concept of ethical prowess is also present in the programs of functioning of some
organizations that undertake the upbringing of the young generation. A special place
among them should be scouting, and among his representatives the figure of A. Kamiński, one of the prominent propagators of this form of life and education. His
life and achievements have been presented in numerous studies. “The authors writing
about Kaminski emphasize that he has made a huge contribution to the education of
young generations, and also to educators not only through his texts and actions, but
through a clear, legible, patriotic, scout and on this ground – pedagogical human attitude” (Olbrycht, 2017, p. 14). One of the important features of this activity was to
emphasize the importance of courage as an attitude indispensable in the life of a scout.
In the end of the book The Birth of Courage, A. Kamiński asks the readers questions
about the essence of courage, citing various life situations that are usually associated
with the fearless attitude of a human being. The author emphasizes that true courage
derives from awe-inspiring attitudes, but gives human action a deeper meaning, as it
refers to the close relationship between virtue and courage; “We, contemporary people, feel the notion of valor a bit differently. But how overwhelming echoes of past
influences we feel that our present-day modern courage must be permeated – if it is to
be real courage – with self-control and bravery, caution and justice. And although in
people we value mobility, entrepreneurship, boldness, resourcefulness, energy – we feel
perfectly that these features are like something external in a person, they are something
much more modest than the great feature of courage. Courage is like energy in the
service of moral values” (Kamiński, 1958, p. 144-145).
A. Kamiński’s scientific and educational activity was aimed at overcoming the
image of the world in which evil is expansive, resourceful, and passive and good is
helpless. He believed that people representing good should organize themselves and
work so that their values would not have to undergo the pressure of evil. He wanted
to bring up people who combined high moral values with the ability to help those
in need (Janowski, Kamiński, 2003, p. 517). An important area of assistance was,
according to A. Kamiński, the concern for the good of Poland, which can be developed by people with a suitably shaped character. He believed that the nature of the
Slavs, especially Poles, is distinguished by the fact that they take their lives seriously,
hence he postulated that “principle and a deeper reason” be the motives of their actions (Śliwerski, 2009, p. 75). He assumed that “there is no child completely devoid
of moral values” (Kamiński, 1948, p. 36), which is why he stressed the importance
of scouting education, which is the detection and development of moral talents and
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values. A. Kamiński believed that “the heroism of everyday life is just as great as the
heroism of struggle” (Kamiński, 1958, p. 145). B. Śliwerski emphasizes that the
scouting ideal and educational principles are still valid, hence the postulate of their
implementation in present times, in a free country and more favorable circumstances
(Śliwerski, 2009, p. 11).* Still, it seems reasonable to refer to history, and especially
to the period in which many young people who identified with scouting ideals had
to show their courage. Particularly noteworthy are the post-war years in which contemporary scouting was shaped.

COURAGEOUS GIRL SCOUT
One of the people who have experienced many difficulties in being a girl scout is
Teresa Święch, née Pindela, a resident of Myślenice. As a sixteen-year-old female high
school student she joined the ranks of the Secret Scouting Ensemble “Buki” in 1949,
acting as part of the Secret Polish Scouting Association (SPSA) from December 1948
to December 1949 (Rzeczkowska, 2011, p. 156). Shortly after her accession to the
organization at the end of 1949 the arrests of the members of the “Buki” and SPSA
“Sępy” started (Kalinowski, 2013, p. 222). T. Pindela was released from detention
in January 1950. After leaving for freedom, wanting to continue her studies in the
matriculation class she submitted to the necessity of self-criticism in the hall of one
of the Myślenice high schools. Together with other students who engaged in illegal
scouting she had to admit to a mistake, ask for forgiveness and bear the consequences of her decision (Konieczna, 2018). After passing her final exams she experienced
many difficulties in continuing her education and finding a job.
In an in-depth interview T. Święch expressed what she experienced as a graduate
during the participation in the activity of “Buki” and also after the arrest and later life.
The analysis of her statements is a testimony to the drama that she and her peers have
experienced, in which life the scouting ideals have been subjected to a very hard test.
She begins her speech with the recollection “In 1945 when the high school was
opened in Myślenice in April, soon afterwards the scouting team was formed, which
was as if a continuation of the pre-war scouting. Like many other friends, I signed up
to this team. And I can say that scouting had a very big impact on shaping my character. Scouting was such a great experience! I clung to my scouts with all my heart.
Unforgettable moments spent at camps, while getting scouting skills, grades... I have
a scout book, which I keep as a great relic. Here is the date of joining the Scouts in
1945. And I made a scouting promise. I also keep this scout cross. [...] And these
words of scouting promise. It was a promise that was made for a lifetime…”**
* Living in a free country brings specific problems resulting from the formation of the modern
scouting model. Among other things, they include the content of the scout oath, from which ZHP
(Polish Scouting Association) has canceled the promise of abstinence (Śliwerski, 2017).
** All quoted statements were taken from the interview given on March 1, 2016. The in-depth
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It is worth noting the importance that Teresa attributes to the role of scouts in
shaping her character. A return of remembrance to the great pre-war scouting period, as well as to the hope born in her when she joined the post-war team show the
girl fascinated by the idea of scouting and the values promoted by it. They also have
a great significance to Ms Święch today, when she shows the kept “relics” of past
events. The woman emphasizes that these values and the moral norms associated
with them have an objective meaning for her independent of the changing circumstances of life. Objectivism of values and universalism of norms have become the
determinant of her behavior. This is testified, inter alia, by the reference of Teresa
to the promise of abstinence during the time of being a scout and the statement “I
fulfilled this promise. It was only at my wedding that I drank half a glass of wine for
the first time.”
The decision to join the illegal scouting organization took place in a conspiracy.
The young girl, full of enthusiasm, entered the rhythm of the team’s meetings and
accomplishment of its goals, in diametrically opposite conditions from the previous
ones. They have contributed to the fact that the woman sums up her decision with
a bitter statement: “I did not hesitate, because I missed this scouting, I missed it so
much! If it is going to be a scouting, I did not hesitate. I did not realize what price
I would pay for it...”
The price mentioned by the interviewee was related to the consequences of the
working out and arrest of members of the “Buki” and “Sępy” groups. Although
the youngest members of the scouts, to whom Teresa belonged, did not constitute
a direct goal of searching for the security apparatus, they could have been a valuable
source of information on illegal organizations. Their arrest also had a propaganda
dimension, because it was to be a warning to others.
“I was just in high school. And one day in December, Hanka told me during the
break that someone had been arrested. From our group or from «Sępy». Well, I felt
such anxiety but I thought that maybe someone who is arrested will not betray others. In any case, I came home after school and I waited a long time when two men in
civilian clothes knocked on our door saying that I should dress and go. They led me
to the Security Office and to the cell. These were very small rooms in the basement
of this building. Basement, in which there was a storied plank bed. It was the whole
width of the cell. Then the metal door and the second part of the cell, where there
was a bucket of waste and a jug of water. Nothing more. Well, that’s how you slept
on bare boards, with your hand under your head. Nothing to cover or anything...
I found myself in a cell with Lusia, who was from “Sępy.” They specially separated
us so that we could tell something to each other and later during the interrogation,
that they would take it from us... Actually, we were not so terrified by these conditions, because the scouting hardened us to cope in every circumstance and it did not
bother us that we could not wash either. At once, without speaking, we realized that
interview was combined with the analysis of documentation illustrating the interview.
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we would say nothing. Neither me about “Buki” nor she about “Sępy,” because we
noticed that we are being eavesdropped in the cell. So to deal with something I say,
“let’s repeat something to each other. This is from history when Polish kings ruled,
from which year to which. It’s from literature, what writers were, what they wrote.
And we prayed, we prayed the rosary.”
The conditions in which young scouts were placed could not depress them. The
girls were prepared to live in harsh conditions. It is also interesting that they were able
to work out the rhythm of the day, which was based only on their activity, opposing
boredom, anxious thoughts and opportunities to pass confidential information to
the eavesdroppers. Repetitions from history, the Polish language, as well as common
prayer became the everyday reality of the girls. After some time, they will establish
contact with other prisoners using the Morse code. What is worth mentioning is the
independence of the girl scouts seen from the time of their detention throughout
their stay in prison. It proves the skills developed adequate to the acquired scouts’
skills. The interviewer attaches great importance to them, stressing how much effort
was needed to get them. Finally, the analysis of the research material allows us to see
the high courage and prudence of the girl scouts, who during the night interrogations were able to select the knowledge they can convey from the information they
were carefully concealing. Thanks to this attitude, they did not contribute to the
violation of the good of team members.
Suffering, which was particularly severe, was uncertain about the future of the
scouts “The worst was the hopelessness and this fear, what they will do with us,
how long we will be there. If it could be known that there would be a month, two
months, that there would be some hope, then everything would be bearable. And if
you did not know what would happen…”
Lack of sense of security, fear and hopelessness of the situation were the biggest
challenge posed by scouts. Expectation with no perspective of fulfillment gradually
weakened and hindered everyday functioning. Prisoners met this challenge, although
they had to bear the cost of their inflexibility.
The consequences of the intrepid attitude of Teresa and her colleagues went further than the traumatic memories of the prison. After the release of the scouts, they
had to humiliate themselves in front of the school community experiencing stigma
and marginalization. Admitting the alleged guilt, as well as taking responsibility for
alleged violations of the rules in force has been arranged to be a warning to the school
community and families, “Each of us was ordered to go on stage and submit such
self-criticism, apologize and promise that we will no longer be enemies of People’s
Poland, and that we ask for admission to school so that we can learn. So each of us
went out and said something like that to all the youth. But there was no other way
out because we wanted to go to school...”
The desire to continue education was so strong that it allowed Teresa to survive the
difficult time of the Matura exam, during which she was under special supervision
and received a special question from a representative of the Security Office. A suc-
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cessful passing of the secondary school-leaving examination only seemingly opened
the way for the young woman to study. In practice, it turned out that the infamous
scouting history will make it difficult for long to implement the life plans of Teresa
and other scouts.
Taking the entrance exams for the coveted Polish studies turned out to be a fiasco,
“It turned out that after submitting the papers I am not on the list admitted to the
entrance examination. Then it was explained why. Because my husband’s brother was
in the other organization, «Sępy». And when my husband tried to study, someone
sympathetic showed him the opinion of why he cannot be admitted to college. Because he was a bandit. Well, since he was a bandit brother, I was a bandit too.” Then
others did not get to college either. Taking up a job, starting to study in Wroclaw,
and then moving to Krakow has opened a long way to achieve the goals. When at last
Pindela was close to graduation, the MA thesis supervisor proposed her to assume
the position of assistant in his department. The good will of the professor in the face
of the ideological resistance of the dean’s office turned out to be too weak. Someone
else took the proposed position.
Another disappointment was the graduation ceremony. “I was to receive a diploma for the honorable completion of my studies. It was to be a great ceremony,
handing out diplomas in the hall of the Jagiellonian University. The date of the ceremony was approaching and I did not receive any notice. My aunt gave me a dress
for the occasion, because if this ceremony is to be great I should appear in this dress.
Meanwhile, the ceremony took place and I was not called there. I was unworthy to
take the diploma in public... I only received a notice to report to the dean’s office to
collect my diploma. Well, I was so disappointed. Well, it was not the end of the story,
because then I could not find a job. I asked about jobs in many places and I could
not find anything...”
Disappointment, a feeling of being lost and being stigmatized because of decisions taken in her youth became a companion to Teresa’s adult life. The undeserved
suffering she has experienced has left its mark on her perception of the world. When
after many years Ms Święch looks back, she sees many successes she has achieved
and still achieves despite her advanced age. She recalls the gratitude of the people
who helped her overcome the difficulties, and at the same time she cares that her
relatives and young people who constantly come to her home experience as much
good as she can offer to them. The kindness and willingness of help from a retired
teacher is of educational importance; it reminds of the need to create attitudes based
on courage, determination and bravery in the young generation. These character
traits are still awaited, despite the fact that these days they are not confronted with
Poland’s enemies.
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CONCLUSION
The analysis of the concept of courage in the context of a girl scout T. Pindela seems
fully justified. The assumptions guiding A. Kamiński, and earlier all that focused
their attention on the importance of moral courage focused in the life Teresa and
some of her peers. Looking at the heroic attitudes of young people you can admire their courage, maturity, persistence and uncompromising attitude. However, it
should be remembered that their source was an internal attitude towards the indestructible values contained in the scout vow. The motivation to act resulted from the
developed character traits that were able to oppose hopelessness, apathy and moral
evil. The preservation of the Aristotelian balance between desires and the possibilities
of their implementation resulted in the consistency of views and actions of the interviewee. Work on herself which was taken by a young girl scout, resulted in readiness
to accept the difficult consequences of her decisions. This readiness was not without
fear, a sense of unfulfillment or regret. But it was never undermined because it resulted from a very strong internalization of the values and norms passed in scouting.
And this is a manifestation of courage.
Concluding the deliberations, it is worth asking whether courage is important
for the future. Is it an attitude that is still needed and expected? The answer to these
questions seems obvious. There is still need for examples of courageous people. In
the context of the contemporary crisis of values, objective norms and authorities, it
is necessary to shape the attitude of courage which is expressed in the internal effort
of opposing external evil and own weakness. Courageous people are able to build the
future of education without overlooking its principia. As a result, it takes on more
human forms, because on the one hand education does not detract from the realities
of everyday life, and on the other hand sets the broad horizons of development of
the modern generation.
Looking into the future, it is worth drawing from the experience of Polish history
and the fate of its individual citizens. K. Denek confirms this thesis and he postulates
that in education there should be space for “out of date” values with good, truth,
memory and beauty at the head (2014, p. 40). Their implementation builds a courageous attitude, which is always focused on the future because it struggles with the
current state, expects its improvement. Courage is therefore inseparably inscribed in
the future of education.
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COURAGE OF A STRONG-MINDED GIRL SCOUT –
GUIDANCE FOR THE EDUCATION OF TOMORROW

Keywords: courage, scouting, education of tomorrow
Abstract: Human development is closely related to the process of shaping personality traits
e.g. courage which plays a particularly important role in life. The notion of courage refers to
the ancient understanding of the word arête whose meaning evolved and suggested the need
to be able to control oneself. It is worth presenting and deepening the modern understanding
of courage in the context of the scout educational program popularized by A. Kamiński. The
case study of a courageous girl scout who faced numerous consequences of protecting values
shows that courage is of great importance these days. The process of forming the education
of tomorrow should be based on human experience and ensure the transmission of the most
important values to the process of upbringing in the future.

DZIELNOŚĆ NIEZŁOMNEJ HARCERKI
JAKO WSKAZÓWKA DLA EDUKACJI JUTRA

Słowa kluczowe: dzielność, harcerstwo, edukacja jutra
Streszczenie: Rozwój człowieka wiąże się z kształtowaniem cech charakteru, wśród których
szczególne miejsce zajmuje dzielność. Nawiązuje ona do starożytnego rozumienia znaczenia
słowa arete, które ewaluowało i implikowało potrzebę kształtowania umiejętności panowania nad sobą. Warto przedstawić i pogłębić współczesne rozumienie dzielności, zwłaszcza
poprzez ukazanie jej w kontekście harcerskiego programu wychowawczego propagowanego
przez A. Kamińskiego. Także analiza przypadku dzielnej harcerki, która poniosła wiele konsekwencji opowiedzenia się po stronie wartości, pokazuje, jakie znaczenie ma dzielność dzisiaj. Kreowanie kształtu edukacji jutra winno nawiązywać do zdobytych doświadczeń i w ten
sposób zapewnić transmisję najważniejszych wartości do wychowania w przyszłości.

Teresa Neckar-Ilnicka*

UPBRINGING FOR SUCCESS
AS A CHALLENGE TO EDUCATION
INTRODUCTION

F

or many years pedagogical opposition to the culture of competition has been
intensifying, which co-creates the image of our customs, imposes the rules of
individual behavior and creates the methodology of education from preschool to
higher education. Pedagogy is in doubt; is it to serve the man or serve the idea of
progress? These goals are consistent, but – how to combine them, on what foundation of truths and values – these are the basic tasks of pedagogues today. The purpose
of the pedagogue’s work should be “to extract and develop all the capabilities of the
individual. The vision of the man of the 21st century is a vision of the creator of himself/herself and the conditions of his/her life able to self-perfection and improvement
the world that surrounds him/her” – emphasizes T. Pilch (1999).
Every man is born with the need to be “someone separate, strong, free, efficient,
competent, giving him/herself to others and valuable.” This naturalness of developmental needs “is not a sufficient condition for the best development of every child.” It
is necessary to “stimulate, create conditions for being active, independent subject and
provide various stimuli [...]” – Z. Kwieciński writes (2000, p. 7, 12). In the context
of the challenges of the modern world brilliant careers and successes of children are
an undoubted advantage of the institution in which they experience education and
are an important proof of the pedagogical successes of their parents and teachers.
A creative person is often perceived as an ideal pattern and a wishful effect of the
offered (advertised) activities of the organizers of various trainings, workshops, etc.
In the context of a holistic concept of education, from the pedagogue’s perspective, I make attempts to answer questions about education, about an educational institution as a place initiating the education/development of a creative person.
I am also interested in the problem of education for success in the context of the
education process. How to foster the creativity of a student – a good, educated and
self-fulfilling man?

*

University of Lower Silesia in Wrocław.
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CHILD AS A PERSON OF SUCCESS
The modern world of auditions and contests, brilliant careers – creates specific expectations towards human education (of all ages). These expectations are the wishful
figure of a graduate of every stage of education, which should be in the scheme,
a good student/laureate of an Olympiad gaining a pool of points (from final tests)
being a pass to the next stages of education or – further educational institutions. The
modern world can also provoke and encourage competitive behavior, impose rules
of individual behavior. But the condition of being a “successful person” from a pedagogical point of view should be developing (through an active subject) the ability
to realize him/herself in an accepted general area of activity, the ability to learn from
others and cooperation – recognized as the key skills of a modern European (Sobiepan, 1999). In children belonging to our cultural circle, a factual attitude towards
the real world and cognitive skills are shaped mainly by the words and actions of
their parents (Bernstein, 1990). Values recognized by significant people for the child
(parents, teachers), their attitude to work, influence the children’s attitude to these
values, assess the adult work world and perceive work in terms of values as adults
(Neckar-Ilnicka, 2007). Therefore, the updating of adult education participants in
this field requires updating. The unwritten dogma of modern school is “education
for success,” wrote K. Denek. “Education and its science – he emphasized – are
facing the need to seek a reasonable balance in preparing young people for life in
conditions of success and its lack” (Denek, 2005, p. 59).
Education for success is an important and important issue, updated in public media, especially in the context of major media events, such as sports competitions or
song festivals. However, discussions usually concern adults – their failures or careers,
brilliant successes, but a lot of considerations, public analyses concern the process of
shaping the “outstanding,” “capable,” “successful man” in the life cycle. The reasons
for success/failure are seen in environmental conditions, in innate traits, giftedness,
systematic work (trainings, exercises, etc.), sometimes emphasized “luck,” “chance.”
“The hypothesis of genetic inheritance cannot be excluded, but social inheritance can
probably be assumed,” says I. Białecki (2003, p. 3).
Popular culture often creates people who are random, easy and successful. “The
media is popularizing people whose only success is to overcome the barrier of shame
and indescribability, which does not require effort and improvement [...]. In Poland,
success is probably the more appreciated, the easier it has been achieved” – emphasizes K. Skarżyńska (2005, p. 71). Here you can give examples of numerous television
programs (contests, game shows, games of chance), where “one of us,” “random,”
“randomly selected” participant wins, succeeds and becomes “a person known for
being known.” The subject of pedagogical reflection may be the media image of the
“child of success.” TV programs Od przedszkola do Opola or Duże dzieci, Dzieciaki z klasą are an example of promoting the child’s image of success on the model of
the adult world – writes B. Łaciak (2003).
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Success is precisely defined e.g. in competitive sport. “The road to success” is clear
and transparent here. “The rules and criteria are unambiguous and unchanging in
sport for a long time. Being the first, the master is a rational fact” (Błajet, 2005, p.
33). Psychologists emphasize that higher hopes for success arouse positive emotions
i.e. curiosity, excitement, pride of own skills and they extinguish negative emotions
i.e. fear of failure, boredom and fatigue – feelings related to undertaking activity
focused on success. More positive emotions are associated with success perceived as
the result of internal, personal conditions i.e. ability, talent, effort, perseverance. At
the end of the 1990s Poles saw the reasons for their success rather in these “individual
human resources than in inherited resources (origin from a rich family, education of
parents) and «collectivist» (acquaintances, happiness or chance). This is an optimistic
result for our society: success has ceased to be for Poles primarily the result of a case
or the operation of external forces in relation to people” – emphasizes K. Skarżyńska
(2005, p. 72-73).
Success can therefore be a sure way to a “worthy goal.” It should not be limited
to a “single result.” It should be a “process and attitude. Success should not be an
element of life, but a full life.” It is not only the state of contentment, the feeling of
joy “in the situation of achievement,” but the art of noticing the joy of “pursuing the
goal, not only the result itself.” As long as we approach the goal, we are the people of
success. “Success is the art of life satisfaction «here and now» and not – «sometime in
the future»”. He should rely on “making the most of his abilities to satisfy his own
fully conscious desires while maintaining the universal moral code,” writes I. Majewska-Opiełka (2003, p. 15, 41).
The question remains: What are the likely educational scenarios for the success
of the modern man? Is it “vertical career” and “fast specialization?” The dilemma
of pedagogy is also the definition – what should be the education in preschool, at
school, while studying to make it a preparation for being a “man of successes?” “The
real challenge of our time is to finish the construction of a system that has already
begun to be created, that is, to build a creative society that would be able to use the
creative energy that we liberated and alleviate the turbulence and confusion caused
by it. Building a wide creative ecosystem that would mobilize numerous creative talents is a complex and multifaceted activity. We are just beginning to understand how
to do it. This will require a lot of time and many local experiments,” he emphasizes
(Florida, 2010, p. 10).
The contemporary world is more and more complicated, it is becoming harder
and harder for simple answers to simple questions. John Brockman (creator of Edge’s
intellectual salon on the Internet, where the most prominent scientists exchange
thoughts) writes about the “third culture.” It is made up of scientists and thinkers
from the world of empiricism, who through their inquiries and scientific publications occupy the place of the traditional intellectual elite, revealing the deep meaning
of human life. They redefine who and what we are (Brockman, 2009).
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“Human creativity is virtually unlimited capital. Every human being is in a way
creative. We all have the potential for creativity, which we love to use and from which
you can create something valuable.” “People are starting to pay more attention to creating a creative environment.” “In spring 2003, over one hundred people gathered in
Memphis, Tennessee to develop a list of principles for building such an environment.
As a result of their work, the so-called The Memphis Manifesto was created, which is
a set of guidelines. It can be a good starting point for communities and organizations
seeking to establish a program promoting creativity,” writes R. Florida (2010, p. 17).
Is it possible to effectively create a space favorable to the active functioning of
a creative subject in Polish society at the beginning of the 21st century? Does education practically implemented in schools and in other forms of education have
a chance to be creative education?
One of the interesting non-formal education programs in Poland is Odyseja
umysłu. It is an educational program implemented in the form of an international
competition, in which tens of thousands of students and students from all over the
world take part every year.* The Minister of National Education was the patron of
the Polish edition. The goal is to develop the creative abilities that each young person
has. “We teach children and young people creative and critical thinking, involving
groups of participants in the process of creative solutions to divergent problems –
that is, those that can be solved in many ways,” declared the organizers.
“Odysseuses learn to dream – boldly and on the basis of goals, think – independently and outside the box, and create – original and effective solutions at the
same time. We encourage them to act in the spirit of innovation – breaking patterns
and habits, and in a spirit of cooperation – with openness to ideas and opinions of
others [...].We pose challenges that require joining knowledge and imagination, science and art, hands and minds in practice.
We are convinced that nowadays it is worth educating initiators, not imitators;
risk takers, not replicants; originators, not subcontractors [...]. By solving complex
competition tasks – young people learn to critically analyze information to identify
the actual limitations and the core of the problem. Implementing interdisciplinary
projects – they must acquire and combine knowledge from various fields, and above
all apply it in practice” (Odyseja umysłu, 2017).
On the initiative of the Foundation for International Education and local government of the Lower Silesian Voivodship since 2001 – as part of the Lower Silesian System for Supporting Capacity, a scholarship program is implemented zDolny
Śląsk, serving “removing barriers in access to education and supporting talented
youth in the Lower Silesia Voivodship.” It was the first aid program for the most
talented in Poland (FEN, 2018). Through a strong relationship with Lower Silesia
* The idea was brought to Poland by Professor Józef Sołowiej (1932-2004), a creative psychologist
from the University of Gdańsk. The professor’s memory is devoted to the award given to trainers for
their special contribution to the development of the program in our country. The first work began in
1989, and the first national edition of the competition was organized in 1992.
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and the involvement of local government authorities, “the program builds partnerships of different environments, strengthens regional identity and contributes to the
strengthening of local social capital.” The program also promotes social activity and
civic attitudes of young people in addition to talents. To supervise the scholarship
program, the Foundation established “the Chapter of the Lower Silesian Council
for the Support of Talents, chaired by the Marshal of the Lower Silesia Voivodship.
It also included: a Lower Silesian educational curator, a representative of the college
of rectors of Wrocław and Opole universities, director of the Faculty of Education
and Science of the UMWD, director of the Lower Silesia Teacher Training Center in
Wroclaw and the President of the International Education Foundation.” The members of the Chapter and the team of experts called by the Foundation scholarship
team, assessed applications and decided to award scholarships (FEN, 2018).
An interesting project was also activities within the Talent Discovery Schools
(ORE, 2018). “The school year 2012/2013 was the year of promoting the idea of
a 6-year-old at school. We want all Talent Discovery Schools to take action to recognize and develop the interests and predispositions of the youngest students from the
moment they start their education at school” – emphasized the coordinator of the
project Developing Abilities of the Youngest Pupils at School (ORE, 2018).
Analyzing the dilemmas, solutions and challenges of education to the success of
21st century Poland, it seems to be an extremely important to update Z. Melosik’s
considerations on success. “Success in the modern world has two faces. The first of
them is power and money, the other is the fame gained thanks to the media. Regardless of the chosen form, the compulsion to achieve success is ubiquitous films, series,
commercials, reality shows... everywhere, they are praised for success, fame, power
and money,” writes Z. Melosik (2003, p. 88).
“Education understood as a social practice of constructing meanings that give
sense to human identity is not fundamentally different from culture it is its aspect, its
formative dimension permeating various cultural «productions»” – wrote the authors
of the book Kultura, tożsamość i edukacja. Migotanie znaczeń (Culture, Identity and
Education. Flicker of Meanings) (Melosik, Szkudlarek, 2010, p. 115).
In Poland at the beginning of the 21st century, social groups interested in education are beginning to notice, name and appreciate the role and importance of creating a creative local educational environment. Many initiatives, projects, programs,
actions initiated in various social groups related to education can testify to the huge
and valuable potential of personal (and factual) environments, which is a necessary
condition in the process of the birth of the creative class. Potential – in the form of
creative parents, open to cooperation – is the “strength” of educational reality, which
is the subject of disputes and discussions in its creation environments and the subject
of public/media debates.
How to ensure your child’s success? What can be taken away from his/her childhood? The list of questions can be extended, and books – manuals for parents, educators with advice and recipes for the success of a child (and an adult, because the
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successes of parents and teachers are measured by the successes of their children,
pupils) constitute a richer range on the Polish publishing market. Websites with pedagogical advice are another source of information and the area of potential “visits” in
discussion forums, where parents can directly get information about the possibilities
of supporting their child’s development.
In the pedagogical literature, you can find many ideas and practical solutions
conducive to supporting and developing the ability to think and act creatively, creating people of success. There are many publications (including manuals) addressed
to teachers and parents. There are deliberations in the area of creative pedagogy,
pedagogy of creative abilities, didactics of creativity, psychodidactics of creativity,
creativity psychology, creative pedagogy (e.g. Nęcka, 1998; Limont, 2004; Szmidt,
Modrzejewska-Świgulska, 2005; Zwolińska, 2005; Szmidt, 2013; Sajdak, 2008).
A higher level of pedagogical awareness of parents-educators should result in
a deepened pedagogical culture. It is good, therefore, that an unprofessional parent
can develop an individual style of education in his/her family using professional
opinions. A potential pedagogical problem can arise when looking only for the confirmation of one’s own vision of the path of success of their child, selectively treating
complex concepts with specific contexts.
In the world of the 21st century creativity and problem-solving skills are expected in a creative way from everyone, also from education participants i.e. students,
teachers, parents. On the basis of many studies – says R. Florida: “it can be assumed
that there is a close relationship between the place occupied by the profession occupies the hierarchy of prestige and the attribution of the value of professional work”
(Florida, 2010, p. 10). People whose profession enjoys high social prestige treat the
work seriously; it also brings them much more satisfaction. Political and economic
changes cause that the current determinants of social prestige also change. Instead of
the prestige of a profession, the prestige of a job is more tangible. Thus, “the prestige
of an employee depends on the organization that employs him/her, the type of activity, the degree of affluence, career opportunities, occupational fitness and the level of
his power” (Florida, 2010, p. 10).
In this context, the teacher’s work has been and is of interest to various sciences as
well as to public debates. It is also the subject of discourse within the professional group
of people involved in education and other participants of this process (and adults and
children). S.M. Kwiatkowski asks “is it one profession with many specialties, or is it
a few professions? [...] it can undoubtedly be said that this is a heterogeneous profession from the point of view of professional tasks” (Kwiatkowski, 2005, p. 324).
In 1995, the Polish Teachers’ Society developed the Code of Teacher’s Ethics. The
importance of the teacher’s duties and the size of his appointment were stressed. The
aim was primarily to mobilize it to meet the challenges of modern times. It emphasizes “values and ideals rooted in the pedagogical culture of both Poland and Europe.” The priorities assigned to the teaching profession were pointed out. It emphasizes “the dignity, authority and social rank of the teaching profession, which is to be
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a reliable, unquestionable model for their pupils. The teacher’s mission grows out of
calling.” It requires a special “personal instruction, thorough preparation for the profession, continuous deepening of its competences and cultivation of the mind, will
and heart.” It is “service to the other person” and, for this reason, is associated with
special responsibility. Responsibility is an indicator of human maturity. It means
readiness, duty, and even the need to respond, and therefore bear the consequences
for your own thinking, desires, words, attitudes and actions. It is a conscious and free
attitude of the acting (the perpetrator) to his/her deeds, to himself/herself and other
people and things, as well as the norms and sanctions that guard them. One responds
to “someone,” “for someone” or “for something.” A responsible entity enters into
a moral (and legal) relationship with the people or tasks entrusted to him/her.
At the same time, he/she expresses his/her readiness to carry out the actions taken. He/she is properly prepared for them. In such a highly exposed position as the
teacher’s mission, no ignorance of program, rules of good behavior, moral norms or
didactic and educational principles are allowed. Responsibility arises from the sense
of moral obligation, always connects with values and manifests itself most fully in the
duties undertaken (Rusiecki, 2004). Teacher’s responsibility – the same at the time of
profession as well as in his/her private life – is not only an individual value, but also
a social one, especially exhibited because of his/her didactic and educational mission,
still highly appreciated in the environment. “In relation to the past, the teacher is
responsible for transferring the most valuable, timeless cultural heritage assets to new
generations. In relation to the future – he/she takes responsibility for forming their
mature, creative attitudes, which shapes the human face of the world” (PTN, 2018).
Teachers’ work is often considered in three main areas of activity – due to its functions managerial, interactive and organizational (Arends, 2000).
In contemporary Polish pedagogical thought, the constructivist theory of education, the concept of active and efficient man is dominant (e.g. Gołębniak, Teusz,
1999; Brzezińska, 1994; Klus-Stańska et al., 2003). The constructivist teacher should
“be interested in the knowledge already possessed by the student on a given topic, accept and stimulate students” autonomy, allow taking responsibility, inspire students’
thinking by asking open questions, introduce students to the world of contradictions, encourage dialogue with themselves, as well as among other students, in the
dialogue with students should use cognitive terminology, in their work use a lot of
raw data, source materials, be patient in waiting for an answer after a given question,
leave time for students to build relationships and cultivate the natural curiosity”
(Michalak, Misiorna, 2003, p. 69). The teacher can be an extremely important factor
in creating (or inhibiting) creative search and experience of a child/student (and in
the institution, and beyond the compulsory time of “learning” in it). The teacher of
a small child as the organizer of his activity in an educational institution on the basis
of the results of the analysis of the websites of the institutions has detailed tasks and
responsibilities (Informator, 2018).
A. Nalaskowski wrote, “the ideal of education is filled with the attributes of wealth.
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You can compare it to the outfit. It is full of tassels, sequins, beads, bracelets, brocade
scarves, brooches and powders, perfumes and creams. However, the one who wears
jewels, looks at them or touches them, does not become more noble” (1998, p. 82).

FINAL REFLECTIONS
Transferring these considerations to the subject matter discussed, one may think that
the wealth (“specific affluence”) of educational and educational offers in a big city
may constitute a chance for development and the danger of distraction. It can be
so reassuring that by satisfying your curiosity by “visiting” websites or “being in the
neighborhood” of events, it is not a challenge for conscious, purposeful, creative inclusion in the activities of a potentially active subject. An attractive offer, “served on
a tray,” can also encourage quick consumption, without being ready to accept its
consequences. A question may be asked, does this free-time activity of their participants, i.e. young children, become the center (area, plane) and the means (instrument) of their development? Is it the source and area of self-realization and happiness? (Czerepaniak-Walczak, 1997, p. 24-25).
A. Lipski draws attention and emphasizes the paradox of free time as a compulsory
time of cultural consumption, fun, entertainment, recreation, and exciting experiences. A child-participant of planned events may have a chance to be creative, may
have an opportunity to experience a sense of risk, may have a sense of agency, may be
active on the move, but his/her activity should not result from the consumer desires
of his/her parents/guardians. Excessive appropriation and development of the child’s
time may be a specific example of a free-time trap of enslavement (Lipski, 2008, p.
205-223). It seems that both in the area of building awareness and raising the culture
of spending free time (including the youngest ones) it is possible to formulate and
define new tasks of education. Education for success should be an important area of
pedagogical research.
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UPBRINGING FOR SUCCESS
AS A CHALLENGE TO EDUCATION

Keywords: upbringing for success, education, success, teacher as organizer of education,
parents as participants of child’s education
Abstract: Upbringing for success poses a challenge not only for education. This is the area
of penetration for both the parents and other people involved in upbringing. Education at
every stage is the area where success of a human is created (both of a child and an adult – e.g.
a student). In the paper, I attempt to show the problem of education for success in the
context of various areas of education. Therefore, I formulate the question: Do education
practically implemented in schools and other forms of education have a chance to be creative
education? In the article I attempt answering the question.
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WYCHOWANIE DO SUKCESU
WYZWANIEM DLA EDUKACJI

Słowa kluczowe: wychowanie do sukcesu, edukacja, sukces, nauczyciel jako organizator edukacji, rodzice jako uczestnicy edukacji dziecka
Streszczenie: Wychowanie do sukcesu to wyzwanie nie tylko dla edukacji. To obszar penetrowany przez rodziców i innych osób biorących udział w wychowaniu. Edukacja na każdym etapie jest obszarem kreowania sukcesu człowieka (i dziecka, i dorosłego, np. studenta).
W artykule dokonuję próby ukazania problemu wychowania do sukcesu w kontekście różnych obszarów edukacji. Formułuję pytanie: Czy edukacja praktycznie realizowana w szkołach i w innych formach ma szansę być edukacją kreatywną? W tekście artykułu dokonuję
próby udzielenia odpowiedzi na to pytanie.

Anna Karpińska*

RESPONSIVE EDUCATION AS A CHANCE TO
DIFFERENTIATE THE TEACHING PROCESS
INTRODUCTION

I

n Propozycja założeń nowego modelu kształcenia przyszłych nauczycieli (Proposals of
assumptions for a new model of education for future teachers) prepared by the Ministry of Science and Higher Education, presented for consultation in the academic milieu at the beginning of 2018, there was: “A person who completes a 5-year training
cycle preparing a teacher for a specific subject is: [...] a reliable guardian characterized
by readiness to truly care for the sustainable development of his/her future mentees;
however, the care is not directive and giving teaching, but flexible and responsive use
and creation of situations conducive to identification and solving problems (cognitive, emotional, social, ethical) by students” (MSaHE, 2017). The cited document
emphasized the need to prepare future teachers for conducting responsive education.
From the point of view of the problems presented in the article, it is an extremely
important circumstance justifying the importance of responsive education and its
significance for the implementation of the idea of individualization and differentiation of the teaching process in contemporary didactics.

RESPONSIVE EDUCATION – ITS ESSENCE AND ATTRIBUTES
Reaching for the etymology of the word: responsiveness (Eng.: response, French: reponse), a person is responsive in contact with another person if his/her behavior and
spoken words are a response to the partner’s actions (Strelau, 2005).
The concept “responsiveness” appears most often in psychology and information technology as “a certain feature (of a human being or a system) manifested by
a quick reaction to stimulation, with sensitivity to intention, which means an interaction adequate to a trigger or stimulating action” (Dylak, Ubermanowicz, 2014, p.
102). The authors of the quoted study notice that because of a highly positive character of this feature, attempts are made to introduce it effectively into didactics. They
also add that the necessary responsiveness of teachers is usually emphasized in order
*
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to make them feel and adjust their actions to the needs of students. It also mentions
responsive students, responsive learning, but also responsive environment.
Responsiveness is connected with the way of communication, which can be named
“following.” Teachers are responsive in contact with other persons if their actions and
words are the answer to what the other person is saying and doing. Responsive education is based on conducting conversations in such a way that the statements are an
adequate response to the needs of the other party and that they accurately fulfil the
content of what the interlocutor expects. Responsive education is based on constant
interaction between the student and the teacher. This interaction is based on interests and an internalized and then externalized need to explore, discover and change
the world; where both the student and the teacher participate in the phenomenon
of immersion, i.e. immersion in the educational environment. The role of teachers
is completely different from the role as understood in the classical education. The
essence of responsive education determines the style of the teacher’s work, which
adjusts each behavior and action to the current needs, interests and difficulties of
students. Their task is to help young people discover the areas of knowledge that are
currently interesting to them. There is no place in responsive teaching – as Robert
Szymiec points out: “to the dictatorship of a classically understood teacher” (Szymiec, 2011, p. 185), because a teacher ceases to transfer knowledge according to
a predetermined plan, according to the syllabus. He becomes an adviser, coordinator,
guide for all student activities, often enthusiastic in following them. Responsive education therefore requires the creation of effective situations, “conditions for indirect
learning, where students build their own knowledge” – as Stanisław Dylak writes –
“where the teacher is only an architect, but seeing more, understanding deeper and
predicting – creates an educationally attractive and effective environment” (Dylak,
Ubermanowicz, 2014, p. 14).
“Let us pay attention to the importance of human-human relations in our profession,” Krystyna Duraj-Nowakowa proposes, “because in times determined ecologically, economically, automatically, etc., we neglect [...] the quality of these relations. [...] We forget about the highest values: happiness and dignity of a thinking,
sensitive, artistic human being” (Duraj-Nowakowa, 2011, p. 33). This emphasis
on human responsibility in a professional role as a personality is very characteristic
also for perceiving the place and role of teachers in arranging a responsive educational environment.

WITHOUT RESPONSIVE TEACHERS,
THERE CAN BE NO GOOD EDUCATION
“Contemporary school changes fit in well with the «old ruts» of the instrumental
style of teachers’ work conducive to reproduction,” says Józef Bałachowicz. “It is no
wonder that the current teaching practice neglects the importance of the complexity
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of life in the classroom and is not able to respond to the individual needs of students
and the needs of cultural changes” (Bałachowicz, 2016, p. 13). In this situation, the
proposed by the author directions of changes in the model of education should be
considered as valuable: 1) from the transmissive model of education (based on the
paradigm of cultural reproduction) to the transformative model of education (based
on the transformative paradigm of reproduction); 2) from directive education, uniformizing behavior to education that prefers commitment, participation and individual effort directed at self-creation and social action (Bałachowicz, 2015, p. 47).
From the point of view of the issue taken up in the article, it is worth noting
that in the transformative model of education it is assumed that knowledge is not
unambiguous and the same for everyone, therefore it cannot be centrally defined
by one curriculum or in the form of one textbook. Therefore, education should be
open to programs created from the bottom up, in the local environment, by the
pedagogical board and modified by teachers who, in accordance with the essence
of responsive education, in contrast to planned teaching, in which the central place
is occupied by the syllabus with the competency based teaching program, cease to
transfer knowledge according to a predetermined plan. In turn, the model that takes
into account the commitment, co-participation and participation of children recognizes the pupils as fully-fledged, free and responsible persons who are able to “bear
up” autonomy and confidence in “managing his leadership.” The children experience
the sense of subjectivity – agency, sense of competence, effectiveness and responsibility, experiences cooperation with adults, and not their firm management. Therefore,
teachers undertake supporting activities, not directive ones; they consult, negotiate, advise, agree with students. That is how a responsive teacher follows the child.
However, appreciating such a position of the teacher in the process of education, it
is worth remembering the various traps that in the opinion of Janusz Mastalski lurk
for the contemporary educator in the form of tendencies and processes still present
in education that seemingly are to lead to pedagogical success. These include: teachers’ imitative work, preference of encyclopaedism in teaching, professional burnout,
synergistic egoism, educational flaming, negativity among teachers and educational
trendsetterism (Mastalski, 2012). These traps are one of the causes of flannelization
of education, which the author defines as “the process of increasing indeterminacy in
the process of education and upbringing, as well as blurring of educational principles
and goals” (Mastalski, 2016, p. 39).

INDISPENSABILITY OF DIFFERENTIATION AND
INDIVIDUALIZATION OF EDUCATION
The differentiation of the educational process, presented in the contemporary didactics, becomes a determinant of personalized education (see Karpińska, 2011). Chance
for its implementation is responsive teaching, the basic feature of which amounts to
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constant curiosity and the desire to get to know both individual students and the
group as a whole. Another feature is the need for a thorough knowledge of each student’s skills and how to evaluate them, as well as selective information on the mistakes
made. Hence, the interest, care and individualized help of all students, especially
among students with special educational needs, grows to the rank of educational priorities. I am referring to both those who are particularly gifted and those with school
failures, among them children with specific learning difficulties (dyslexia, dysgraphia,
dysorthography) (PTD, 2017)*, as well as special care individuals, i.e. children with
varying degrees of disability and handicap. If these students are to be able to achieve
educational success, it is necessary to surround them, their parents and teachers with
psychological and pedagogical help, to ensure the most effective ways of preventing
failures in learning, to develop forms of corrective and compensatory help, to develop
prophylaxis aimed at early diagnosis of the probable causes of school failure: environmental, biopsychic and/or pedagogic nature (see: Karpińska, 2013).
Students in the course of education may/are entitled to receive psychological and
pedagogical help. It consists in recognizing and satisfying the student’s individual
developmental and educational needs and recognizing the child’s individual psycho-physical abilities, which may result from many aspects, such as disability, social
maladjustment, chronic illness, crisis or traumatic situation, specific learning difficulties, environmental neglect or school failures (Krajewska, 2011).
The school’s task is to adapt the conditions prevailing in the institutions as well as
educational requirements to the needs of specific students. By adjusting educational
requirements, one should understand the adaptation to the abilities and needs of
students, among others: the content and manner of task implementation, the method of communication and checking the knowledge and methods and forms of both
student assessment and its appropriate motivation. “The task of teachers in a modern
school – emphasizes Eugenia Karcz-Taranowicz – is to look for solutions that would
take into account individual differences between children. […] It is the school’s responsibility to organize school activities in such a way that all students can develop
in accordance with their abilities and needs. Adapting the school to the needs of
students means both the education of specialist teachers, as well as the development
of appropriate teaching methods and assessment of children and youth depending
on their capabilities and deficits. No less important is the creation of appropriate
organizational and material conditions” (Karcz-Taranowicz, 2017, p. 54). These actions are not always easy, especially in a class-lesson system. What is needed is also
the functioning of a responsive environment, for example, the network community,
* Statistics around the world give an indicator of 15-20% of the occurrence of developmental disharmony against the intellectual norm (resulting in specific learning disabilities) among the school
population (after: Jastrząb, 2004, p. 17). On the website of the Polish Society of Dyslexia, we read that
specific reading and writing difficulties apply 10-15% of European students, including 4% of cases of
severe difficulties, so-called deep dyslexia. Research in Poland determines the percentage of dyslexia at
9-10% (PTD, 2017).
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the Internet. Eugeniusz Piotrowski points out that “if we want to effectively support
students in the development of their own individuality and ensure their harmonious development, then a highly individualized education process is indispensable. It
should take into account the students’ individual abilities, which include: the level
of intelligence, creative possibilities, the dominant cognitive style affecting the way
of cognitive functioning” (Piotrowski, 2008, p. 425).
In the responsive teaching, one should first of all listen to the student and awaken
his individual inclinations. The teachers’ task is therefore to take into account the
interests of children, to differentiate the content, methods and spatial organization
of the class. The teachers should conduct the learning process in such a way that each
pupil would have a sense of self-worth, would be active as a learner, would know his
strengths and weaknesses, as this would become the source of internal motivation
for his own development. External coercion and imposing the same pace of work
on children instead of supporting them, negatively affects their development and
sometimes blocks it. In addition, the school’s ignoring the interests and cognitive
curiosity of students as well as focusing on the implementation of external program
objectives, textbooks and methodological guides reduces the effectiveness of education. The school should “lead to independent discovering of the world in accordance
with individual possibilities, to arouse natural cognitive curiosity, support in undertaking work for its own development” (Kryk, 2016, p. 25). After all, the purpose of
responsive education is to shape a positive attitude towards the subject that will be
discovered together with students.

THERE IS NO PLACE FOR CONVENTIONAL
METHODS IN RESPONSIVE EDUCATION
An interesting proposition that can strengthen the process of individualization in
education is pedagogy of experience, which is an “action-oriented method, which
through a characteristic learning process, when young people are faced with physical, mental and social challenges, wants to support their personality development
and enable them to shape their living environment with responsibility” (Michl,
2011, p. 13-14). Pedagogy of experience tries in the best, holistic way to connect
senses, head, heart, hands (Michl, 2011, p. 36). According to Jarosław Michalski, this is an interesting concept, because experiences are the resultant of strong
emotions connected with a situation, they cause a completely unexpected state of
functioning, reactions, taking over or consolidating something in the consciousness
(Michalski, 2016). Often students want to share their experiences – very individualized, even personal. It is important that they find interested listeners: parents,
teachers, so that they do not have the feeling that they have been heard formally.
It is important that they receive a response – “answer.” Pedagogy of experience can
shape this direction because it is based on the assumption “educate means to act.”
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In the process of education, the realization of its ideas serves the use of valorization
and practical methods to a greater extent.
In order to effectively reach students, one should remember about the complexity
of the human personality and through multilateral influence, not neglecting the will
and emotions, shape its intellectual side, because the unilateral building of the educational process is not very fertile even for acquiring knowledge. Neglecting any aspect of students’ personalities (especially the emotional aspect) is a specific reduction
of them as persons as well as the sign of the teachers’ ignorance as for the possibility
of a better and more effective impact on educational outcomes (Bielecki, 2015).
In the process of stimulating the development of human talents and abilities, it is
worth using the method of tutoring (Baranowska, 2014), which assumes a personal
approach to students, taking into account their individual needs and predispositions. The essence of this method is a concern for the aforementioned integral development of individuals. Therefore, it consists in supporting students in developing all
their abilities, not only those related to the intellect, but also to other spheres of development. In educational practice, there are three types of tutoring: developmental,
scientific and artistic. A tutor plays a very important role in tutoring, which is why
the catalogue of attributes that he must be distinguished by is very extensive. A good
tutor should show deep interest in the student’s affairs and be open to perception.
He should be convinced of the potential dormant in every human being. Often, the
necessary tutor responsiveness is emphasized, manifesting itself in the unusual gift of
sensing the students’ needs and following them.
The constitutive feature of responsive education is to focus on learners of the subject and stand up for their rights, to take into account their sense of security, learning
style, interests and preferences. Therefore, in the responsive teaching the method of
projects is valuable (see, among others, Chałas, 2000; Szymański, 2000), the application of which most closely approximates students to natural learning and prepares
them for later life: social, family and professional.

A RESPONSIVE STUDENT – A RESPONSIVE
TEACHER IN THE PARADIGM
OF CONSTRUCTIVIST EDUCATION STRATEGY
It is claimed that individualization as a principle and value in the education process
(see Karpińska, 2016) is present in the Polish school only at the declarative level. In
Dorota Klus-Stańska’s interpretation, the lack of an individual approach to students
is not teachers’ fault, but an educational ideology assuming learning the same by all
students in one class. Hence, “although 80 percent of pre-schoolers beginning their
education knows letters, and most of them can also read and understand the text,
the teacher teaches all children letters in the alphabet and reading, because... imple-
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ments a program that accurately defines the knowledge that students have to master”
(Klus-Stańska, after: Jurkiewicz, 2008, p. 18).
In this way, “school everyday life” shapes the subordinate students, passive towards those in power, passive in the education process, reactive, reproductive in the
majesty of unified education requirements (Soul, 2016). Hope in responsive education, which exposes the need to constantly “adjust to the students’ current needs”
(Szymiec, 2011, p. 187).
Responsive teaching is undoubtedly in the paradigm of a constructivist education
strategy. The use of the developmental and educational potential of the learning
subject by taking into account not only the cognitive learning strategies, but also
the values, views and own emotionality that make up the psychophysical whole,
is closely related to the holistic approach to learning that is so characteristic of the
constructivist learning strategy (Maciąg, 2018 in print). In its centre there is a student dynamically creating his knowledge through the exploration and processing of
information – a responsive student.
In the paradigm of constructivist learning a new dimension is taken on by the role
of a teacher – a responsive teacher, who should initiate the development of abilities
in pupils connected with readiness to create changes, as well as shaping Socrates’
skills of critical self-reflection, narrative imagination and strategic thinking. The vision of the learning process, taking into account the biographical determinants of
sensory, cognitive and emotional structures, allows us to go beyond the teaching
technology to “didactics of enabling” (Negro, 2013, p. 20), which aims to recognize
and use the children’s individual experience resulting from their developmental and
educational potential.

CONCLUSION
Instrumental treatment of education (especially school education), and thus also of
the learning process, does not support the much-needed differentiation of education
and is a contradiction to the idea of responsive education. Joanna Rutkowiak points
out the characteristics of this type of approach:
• instrumentalization – means learning treated as a tool to build your own
career; weakens the tendency to learn about autotelic, consistent with interests, exploration passion and the desire to socialize;
•

polarization, which is associated with the generation of school inequalities resulting from radical status-economic selection of quality and levels
of learning;

•

one-sidedness, appears in practice; it refers to the pragmatic model of the
learner’s functioning (important, useful, utilitarian, beneficial);
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•

simplification, including infantilization of learning, manifested in tendencies to simplify cognition, atomize and dichotomize;

•

passivization, i.e. the attitudes of learners to acquire knowledge without
much effort and intellectual mobilization; the approach “does not require
exceeding the level of one’s own development and in this sense anti-development” (Rutkowiak, 2010, pp. 165-166).
Therefore, the significant tasks of education – as Jolanta Maciąg indicates – include “equipping the child with the ability to learn by preparing for an independent
and conscious use of diverse cognitive abilities to experience the surrounding reality
and improve the ability, gained in this process, to systematize, verify and evaluate
the acquired knowledge” (Maciąg, 2018 in print). Responsive learning through intensive stimulation and animation should be students’ work style, externalized in
the participatory activity. It is the basis of responsive education, which is the space
of interpersonal meeting of the teacher and student personalities. In this context,
responsive learning is an opportunity to differentiate the learning process.
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RESPONSIVE EDUCATION AS A CHANCE TO
DIFFERENTIATE THE TEACHING PROCESS

Keywords: responsive education, responsive teacher, responsive student, differentiation of
the educational process
Abstract: The article presents responsive education along with its particular determinants:
teaching, learning, the teacher, the student, the environment. The essence and attributes
of responsive education have been signaled. The place and the role of the teacher and the
student in responsive education set in the paradigm of constructivist didactics have been
highlighted. The indispensability of differentiation and individualization of the educational
process in the modern school have been underlined. A thesis was put forward that responsive
education fits in the trend of personalized education and facilitates the differentiation of the
educational process.
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EDUKACJA RESPONSYWNA SZANSĄ
NA DYFERENCJACJĘ PROCESU KSZTAŁCENIA

Słowa kluczowe: edukacja responsywna, responsywny nauczyciel, responsywny uczeń, dyferencjacja procesu kształcenia
Streszczenie: W artykule przedstawiono edukację responsywną z jej szczegółowymi wyznacznikami w postaci: nauczania, uczenia się, nauczyciela, ucznia, środowiska. Przywołano jej
istotę i cechy. Wyeksponowano miejsce i rolę nauczyciela i ucznia w edukacji responsywnej utrzymanej w paradygmacie dydaktyki konstruktywistycznej. Podkreślono niezbędność
różnicowania i indywidualizacji procesu kształcenia we współczesnej szkole. Sformułowano
tezę, że edukacja responsywna, będąca przestrzenią interpersonalnego spotkania osobowości
nauczyciela i ucznia, mieści się w nurcie edukacji spersonalizowanej i sprzyja dyferencjacji
procesu kształcenia.

Teresa Parczewska*

EDUCATION OF A CHILD OUTSIDE
THE SCHOOL CLASSROOM IN THE CONTEXT
OF PEDAGOGY OF PLACE
INTRODUCTION

T

oday no one needs to be convinced that a close contact between the child and
the natural environment brings with it wealth of diverse experiences and benefits ranging from physical activity to creativity, mental and physical health, emotional, social and cognitive development, including the development of specific
performance skills that are considered to be necessary for a happy childhood and
a satisfying life. These skills include the ability to reason, plan, memorize, control
and solve problems. As the researchers point out, there is data that indicates that
“the level of executive functions is a stronger predictor of school performance than
the level of intelligence. The development of executive functions is conditioned both
biologically and environmentally” (Brzezińska, Nowotnik, 2012, p. 61). The cited
quote sheds new light on the role of the places where the child resides, and thus
shows new opportunities for effective learning and development. One of such possibilities is education outside the classroom, in the open space, which consists of
places, understood not only in terms of geographical boundaries, but also as areas
related to specific social relations and concepts that transcend the boundaries of time
and space.
Despite the knowledge of the benefits of being in nature, the pedagogical practice
lives its own life, regardless of the reality it refers to. Many researchers point out
that modern children are disconnected from direct experience, real problems and
places in which they grow, and instead they are condemned to education more and
more abstract, unnatural, stripped of the relationship with nature. School teaching:
“continues caged upbringing, which today begins in the family home. Huts, hiding
places, yards, hedges and caves have been replaced by playgrounds in accordance
with all standards, controlled playgrounds, kindergartens and children’s rooms. [...]
Learning in schools and colleges takes place in a sitting position; teachers take care of
students’ heads for half a day, and other parts of the body are not interesting for them
*
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and only interfere. The material is absorbed most often through the ears, sometimes
through the eyes. As a rule, the teacher transfers the teaching material frontally, in
artificial, closed and obliging situations” (Michl, 2011, p. 41-42).
The research results prove that the arrangement of space in pre-school and school
buildings, even those richly equipped with teaching aids, in no way equals the environmental diversity that is outside. For example, in England, outdoor education
since the mid-1970s has been a recognized form of educational practice, both in
formal education and in the community. In the literature on the subject, typically
external education has been presented as dealing with the personal and social development of young people in many areas, such as: self-awareness, teamwork, decision-making, responsibility, ecological, spiritual, physical and aesthetic awareness
and relations (Gair, 1997, p. 27).
In spite of the knowledge that the magic and miracle of forests, mountains or
meadows are something that all children deserve, in Poland there are few educational
institutions that conduct the education outside the classroom. There is an urgent
need for deeper thought on the nature of the place in the outdoor education, which
should be the target and reference point for educational practice.

SPACE AND PLACE
Space and place are seemingly typical, familiar, widely used concepts, but when we
try to concretize them, we feel a certain difficulty. It turns out that depending on
the perspective adopted by a given person, these terms are variously defined and interpreted. According to the dictionary definition, the space: “is a three-dimensional
extension, indeterminate and unlimited, in which all physical phenomena occur”
(Szymczak, 1984, p. 1009). In turn, the place means “free space that can be taken up,
filled with something where you can fit or put something” (Szymczak, 1984, p. 157).
With a place there is also a part of a specific space with which something happens,
something that is happening or taking place that matters.
Until recently, space as a subject of research was mainly the domain of geographers, architects, physicists and mathematicians. its absence in the social sciences
probably stemmed from the manner of previous research, which was based on the
positivist doctrine, and this proclaimed that social reality, like nature, exists objectively (Zwiernik, 2009, p. 18). Researchers, therefore, did not have a favorable climate to deal with the subjective sense of experiencing the socio-cultural context in
which a person lives. Significant, earliest reports showing space as a cultural dimension of human existence can be found in the works of Edward Hall (1987, 2001) and
Yi-Fu Tuana (1987). In recent years, in Poland, the issues of space and place began
to be addressed by, among others, such educators as: Elżbieta Siarkiewicz (2000),
Aleksander Nalaskowski (2002), Maria Mendel (2006), Jolanta Zwiernik (2009),
Marzenna Nowicka (2010).
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Geographers have long been interested in the concept of space. In particular, geographers of humanities – Yi-Fu Tuan, Edward Relph and David Seamon – adapted
the observations of philosophers – Edmund Husserl, Martin Heidegger and Maurice
Merleau-Ponty – to reveal the nature and quality of the experienced places. They tried
to show how people live in subjective worlds that not only influence their experiences,
but also guide their actions. Yi-Fu Tuan speaks about space: “Space is a symbol of freedom in the Western world. The space is open; suggests the future and encouragement
to act. [...] Closed and humanized space becomes a place. Compared to space, place
is a peaceful centre of set values. Both space and place are needed for human beings”
(Yi-Fu Tuan, 1987, p. 75). Everyday life of a man goes on between a safe shelter and
a risk and adventure, attachment to places and the freedom that space provides for us.
For Michel de Certeau, space is a “practical place,” “the crossing of bodies in motion”:
it is pedestrians who transform the space into a street geometrically defined by urban
planners as a place (de Certeau, 2008, p. 117). In turn, Edward Relph (1992, p. 37)
calls a place those fragments of human environments in which meanings, action and
landscape are closely related and mutually interpenetrating.
According to Maria Mendel (2006, p. 10), the place is our own space, our world,
touched and marked by our presence. Places not only set the framework in which we
can recognize the world as ours, but also open ourselves to us, build our identity, are
what makes reality real.
According to the socio-cultural paradigm of environmental psychology, the individual is treated “not as a completely autonomous creation, but as an element of
a society that in connection (interaction) with other people seeks meanings in the
environment and creates them” (Bańka, 2002, p. 97). The fundamental meaning of
this paradigm is to treat the environment as a space for the socio-cultural-physical
processes taking place in it, which are not only the result but also the cause of specific human behaviours. Assuming the active attitude of the researcher, an individual
marks space with his/her presence, which in time becomes a place for him/her.
The places where the man is are his space. We exist in places and through places
that exist thanks to us. This co-existence of a place and a human being is made up
of many diverse and complex experiences, it has its own internal structure related to
the diversity of the world around us. As Yi-Fu Tuan observes: “Open space has no
trodden paths and road signs. The usual patterns of human meanings do not apply to
it. It is like an empty card whose meaning can only be given. Closed and humanized
space becomes a place” (Yi-Fu Tuan, 1987, p. 75). Places as spatial entities are available to us externally – through the senses: sight, touch, hearing, and also internally
– through our consciousness or memory.
The process of integrating vast space into a familiar place can cause many problems for children who can recognize specific objects located in space, but poorly
associate spatial relations between them. So how much time does it take to get to
know the place? The knowledge of the place – according to Yi-Fu Tuana – can be
gained quickly, but taking the sense of the place takes more time. “They consist
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mostly of ephemeral and drama-free experiences, repeated day after day, for years.
It is a unique blend of sounds, sights and smells, a unique harmony of natural and
artificial rhythms, such as sunrises and sunsets, work and entertainment times” (YiFu Tuan, 1987, p. 229). Over time, we get to know the place so close that we treat
it as obvious. Each place – as Marc Auge (2010, p. 53) notes – can be defined as
identity-related, relational and historical. However, in the case of space, which cannot be defined as either identifiable, or as relational or historical, it is defined as
a non-place. The contemporary hyper-modern world offers non-places in an aggressive way: air routes, railways, highways, airports, large hotel chains, amusement
parks, supermarkets, gas stations, refugee camps, cable or wireless networks operating in the extra-terrestrial space, serving communication (Auge, 2010, p. 53-54).
Non-places are fluid, they do not encourage living or rooting, and people feel anonymous, homeless and lonely in them.
Children need more places for harmonious, comprehensive development. “They
search for a world closed in a certain area that they get to know, experience, and mark
with their actions. It is a world both close to the child, known and distant, mysterious, constantly being discovered; for an adult still unexplored” (Smolińska-Theiss,
1993, p. 12). Although Mendel writes: “open space cries, the world for us is real in
places [...]. The fragments of reality closest to us build us the most” (Mendel, 2006,
p. 22). In the educational context, a place should be understood as a meeting of the
experiences of students, teachers, ideas and ideals of a specific group and culture,
and the geophysical reality of a given space in which learning takes place (Wattchow,
Brown, 2011, p. 77).

THE ROLE OF A PLACE AS THE PEDAGOGICAL CONCEPT
Many researchers (e.g. Wattchow, Brown, 2011; Louv, 2014; Orr, 1992; Smith,
2010) combine education with staying outdoors, in the environment, outside the
school walls, with learning about the world through the integrating lens of the place.
Education based on the surrounding environment is by definition place-based education. And regardless of where we are, when we return to the classroom, we bring
our place and the history of this place with us. Unfortunately, modern children
spend most of their time in educational institutions that are merely collections of
buildings in which education takes place. They do not have any special function.
A typical school, academy or university is organized around the resources of knowledge connected in disciplines or subjects. When browsing the educational offer of
kindergartens and schools, we will not find many classes dealing with ecology, hydrology, geology, economics, politics, energy consumption, principles of nutrition,
waste management and architecture related to a given area and its community. The
same applies to the activities that can give young people knowledge related to the art
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of good life in a given place. A large part of what is considered to be knowledge is
only an abstraction built on another abstraction, disconnected from tangible experience, real problems and places in which they reside. Many years ago, John Dewey
wrote: “Real experience does not know the division into human matters and the
purely mechanical physical world. Man’s house is nature, fulfilment of his intentions and goals depends on natural conditions. Detached from these conditions,
they become empty dreams and lazy fantasies. [...] man is a component of the continuity of nature, and is not a stranger, entering into its processes from the outside”
(Dewey, 1963, p. 303).
The meaning of the place is largely vague for the pedagogue, because we are delocalized people, for whom the nearest places are no longer a source of food, water,
maintenance, energy, materials, friends, entertainment or religious inspiration. We
are – as Raymond Desmann wrote – “people of the biosphere,” making most of our
surroundings, but more of environments spread all over the world, which are largely
unknown to us. We consume a huge amount of time and energy to travel to other,
different areas. Our life revolves around the architectural expressions of our delocalization – a shopping centre, neon exhibitions, a fast-moving route, a glass office
building – and a unified development. The problem is that they do not arouse in us
the sense of rooting, responsibility and belonging (after: Orr, 1992, p 184).
As pointed out by David Orr, education outside the school walls may be an antidote to the belief that learning is a passive activity taking place in a closed room
(1992, p. 183). In contrast to the tendency to treat scientific disciplines in a separate
way and to separate the intellect from the closest surrounding, the researcher proposes a model of integration of personality, pedagogy and place. In this approach,
the pedagogy of the place is opposed to abstraction. It is a natural environment that
embodies learning principles including direct observation, research, experimentation
and a variety of manual skills. It can be said that in accordance with this concept
a place is perceived as a kind of laboratory providing materials for direct learning
through experiencing a variety of environments and their own experiences offered
by communities. The pedagogy of place puts emphasis on culture, human history,
philosophy, social science, political science, geology, biology, ecology as elements
that create a complicated mosaic that expands our perception of the possibilities of
practical use of these disciplines and deepening the perception of time.
The idea of a place as an important educational tool is evident in the work by John
Dewey, Democracy and Education. The researcher proposed to extend the scope of
education, which he considered to be too highly specialized, one-sided and narrow,
outside the school walls, to intensify and strengthen the relations with the wider
community and the natural environment. According to Dewey: “Outside the school,
students encounter natural facts and principles in connection with various forms
of human activity. In all the social activities in which they participate, they must
understand the material and the processes it contains. In school, the disruption of
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this close relationship interrupts the continuity of thought development and makes
the student feel unable to describe the lack of reality in the subjects taught [...]”
(Dewey, 1963, p. 304).
In 1940, Lewis Mumford developed the idea of exploring the nearest region,
which appealed to a broader concept of the role of a place in education. According
to Mumford himself: “Exploration does not have to be added to an already overloaded curriculum. It is rather (potentially) the basis of a drastically renewed teaching
method in which all aspects of the exact sciences and humanities are ecologically related at every level and in which they connect directly and constantly in the student’s
experiences related to his region and community. The exploration of the nearest
region must begin with the infant’s first discovery of his backyard and neighborhood.
Then it must expand and deepen, at each subsequent stage of development, until
the student becomes able to see and experience, and above all to see the relations
between separate parts of the environment, which until now have not been noticed
or dispersed, integrate them and operate them” (after: Orr, 1992, p. 185). Such exploration was associated with an intensive study of the local environment by teachers
and school-aged children. The study of the region as the focal point of the education
process was intended to create the habit of interdisciplinary thinking and to remove
the boundaries between facts and values, past and future, and nature and society. In
addition, Mumford saw the exploration of the nearest region as a basis for rational
coordination and planning and a way to ensure active social participation.
Maria Mendel (2006, p. 22), assuming that the places are pedagogical, gave an
overview of the possibilities that education in a close relationship with them creates.
Quoted by her, David Gruenewald (after Mendel, 2006, p. 23) notes that places are
what people do them, and therefore they should be understood as a primary cultural
artefact. Thus: “From a pedagogical point of view, this is about the need to shape
closer links of education with the places in which it is going” (Mendel, 2006, p. 23).
The integration of place and education is important for several reasons. First
of all, it requires a combination of intellect and experience. A typical classroom is
a place of lecture and discussion that is important for intellectual development. The
study of the place includes additional dimensions of the intellect: direct observation,
insightful analysis, experimentation and the ability to use the knowledge in practice. These additional dimensions are often seen in terms of vocational education.
However, for Mumford and Dewey, practical and manual skills were an important
aspect of experience, good thinking and translated into the overall development of
the person. Both researchers perceived the acquisition of manual skills as important in sharpening the intellect. Dewey wrote: “We cannot ignore the importance
of having a close and intimate acquaintance with nature at hand, with real things
and materials, with real processes related to their use and knowledge of their special
needs and use. There is a constant exercise of observation, ingenuity, constructive
imagination, logical thinking and a sense of reality acquired through direct contact
with real things. The educational powers dormant in spinning and weaving at home,
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in the saw mill, in the grain mill, in the cooperage and smithery were still efficient”
(Dewey, 1981, p. 457). Alfred North Whitehead also expressed a similar position:
“The action of the senses and thinking are coordinated. Similarly, brain activity and
creative activities influence each other. In this reaction, hands play a special role. It is
a question of dispute whether these were the human hands that created the human
brain or the brain created the hands. Certainly, the relationship between them is
close and mutual” (after: Orr, p. 185). In the relationship of reciprocation between
thinking and acting, knowledge loses much of its abstractness, becoming applicable
to specific places and problems tangible and direct.
Places are laboratories of diversity and complexity that combine social functions
and natural processes that have their own history, are part of an ecosystem that contains a variety of microsystems. According to Mumford (after: Orr, p. 186), a place
cannot be understood from the perspective of a single discipline or specialization. It
can be understood only on its own terms, as a complex mosaic of phenomena and
problems. The classroom and the closed laboratory room are ideal environments to
narrow down reality and focus on its details. However, the study of the place allows
us to broaden the perspective and look at the interrelationships between disciplines
and extend our perception of time.
It is important that science does not end at the moment of intellectual understanding. Students should be encouraged to take action on the basis of information
gained during the exploration of the nearest region, to create opportunities for interdisciplinary learning through experience, in relation to different disciplines and real
problems. If a given place also includes natural areas, forests, streams and agricultural
areas, then the possibilities of learning about the natural environment increase accordingly. Places – as Relph notes – are “significant centres of our direct experience
of the world” (Relph, 1976, p. 141).
Another reason why a place has pedagogical significance is to educate children in
the art of good living where they stay. The distinction between habitation and residence is important here. A resident is a temporary tenant, not admitting too many
roots and investing little in the closest place, knowing little about it and not very
caring about it. However, a resident is in a relationship with a place where they both
take care of each other. Good habitation is an art that requires a thorough knowledge
of the place, observation skills and a sense of caring and rooting. The child must
therefore have the opportunity to soak up the place in order to feel an inhabitant
and not a resident. Therefore, the knowledge about the place – about where you are
and where you come from – intertwines with the knowledge about yourself. It can
be said that the physical landscape shapes the landscape of the mind. The devastation
of the place also devastates in the psychological sense, as it reduces the potential for
growth and habitation (Orr, 1992, p. 187). The lack of the sense of place can lead
to social and ecological degeneration. In the world where many things are missing,
problems that should be investigated are those related to the places where we live,
we learn and work.
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CONCLUSION
An important pedagogical challenge of the 21st century seems to be thinking about
education with the awareness of the place. Despite the dramatic social and environmental changes that our world faces today, the place remains significant, both as
a dynamic conceptual structure and an indispensable part of everyday human life.
The pedagogy of place affirms our relationship with nature, helps us understand
who we are, how we perceive the places we live in, and what meanings we give them.
The idea of the article is to inspire teachers to verify program content – at all levels
of education – and to include the potential of a place in educational programs. This
place is nature, which should be integrated with as many classes as possible in the
classroom, so that learning will be practical, real and more suitable for children who
will certainly understand that nature is their school: there are no walls, the sky is
a ceiling, but they are still learning. At the same time, it should be remembered that
the outdoor spaces used in the learning process must balance the challenge and security, private space with public space and present needs with yet undefined needs that
will appear in the future.
Although people are born with a genetic predisposition for direct contact with the
natural world, many small children living in the modern world do not benefit from
this experience. I hope that the issues raised in the article will encourage teachers and
other adults responsible for educating children to reflect on the role of the place in
experiencing education outside the classroom.
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EDUCATION OF A CHILD OUTSIDE
THE SCHOOL CLASSROOM IN THE CONTEXT
OF PEDAGOGY OF PLACE

Keywords: education, child, nature, space, place, pedagogy of place
Abstract: The aim of the article is to draw attention to the essence and values of learning and
teaching children outside the school’s walls and to the pedagogy of the place, which refers to
an alternative vision of the practice of outdoor education in an open space. The current theory and practice of education outside are influenced by cultural traditions and psychological
theories of personal and social development. Taking into account the educational needs of
contemporary young people struggling with serious social and ecological problems in a dynamically changing world, there is a need to re-invoke the idea of outdoor education and the
idea of places that are the main dimension and problem of our being in the world.

EDUKACJA DZIECKA POZA KLASĄ SZKOLNĄ
W KONTEKŚCIE PEDAGOGIKI MIEJSCA

Słowa kluczowe: edukacja, dziecko, natura, przestrzeń, miejsce, pedagogika miejsca
Streszczenie: Celem artykułu jest zwrócenie uwagi na istotę oraz wartości uczenia się i nauczania dzieci poza murami szkoły oraz na pedagogikę miejsca, która odnosi się do alternatywnej wizji praktyki kształcenia na zewnątrz, w otwartej przestrzeni. Na obecną teorię i praktykę edukacji na zewnątrz wpływ mają kulturowe tradycje oraz psychologiczne teorie rozwoju
osobistego i społecznego. Biorąc pod uwagę potrzeby edukacyjne współczesnych młodych
ludzi, zmagających się z poważnymi problemami społecznymi i ekologicznymi w dynamicznie zmieniającym się świecie, zachodzi potrzeba ponownego przywołania idei edukacji na
zewnątrz oraz idei miejsc, które stanowią główny wymiar i problem naszego bycia w świecie.

Dorota Ciechanowska*

THE APPLICATION OF AUSUBEL’S MEANINGFUL
LEARNING THEORY IN THE ORGANIZATION OF
KNOWLEDGE REPRESENTATIONS ON CONCEPT MAPS

I

n education for over 25 years have been used the term concept maps. The rich, varied experiences of educational practice confirm the wide range of applications and
valuable educational effects. Concept maps were created by Novak and Gowin (1984).
They are a tool to represent a set of cognitive representations embedded within the
framework of the issue. Conceptual maps are based on the assimilation of the theory
of learning with understanding created by David Ausubel in 1963. Ausubel’s assimilation learning theory (1963) contains elements of cognitive and constructivist
learning. According to Ausubel, in the process of thinking and learning students use
concepts. Thanks to relationships that occur between concepts, learners build mental
representations that are consolidated as the basis for learning with understanding.
The mental representations of the world arise as a result of the processing of incoming information on a regular basis or the processing of previously memorized
information. These representations are responsible for the functioning of the knowledge of a given person. They are a basic element of Bartlett’s schema theory. Mental
processes, e.g. memorizing, problem solving, use mental activity based on the previously acquired knowledge. Thanks to it, it is possible to interpret incoming data.
“The knowledge we already have is organized into schemas (mental representations)
containing the generalized experience of the subject about a given object, and at the
same time these schemes help to organize new knowledge about the world. These
schemes facilitate the interpretation of new information in the process of learning” (Dylak, 1995, p. 56). Cognitive representations are permanent and persistent
constructs that consist of many integrated elements. Giving and reorganizing the
meanings that Gowin sees in the learning process are a related process described in
the schema theory. Learning understood in this way is active giving meanings and
reorganizing previously acquired patterns of meanings. To learn means to define the
connection between what the subject is to learn and what the learner already knows
about a given issue (Dylak, 1995, p. 57). In order to effectively shape the new structures of concepts, we need such work methods that will actively involve the already
acquired knowledge, prior, in the process of implementing new information to the
*
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learner’s personal knowledge. At the same time, it is necessary to start productive
thinking, open to building new relations between new and existing components.
Ausubel was the creator of the theory of meaningful learning. He distinguished
traditional approaches to school learning, which is learning by heart, from meaningful learning, i.e. learning with understanding.
Learning by heart is memorizing information based on repetition. Ausubel defines
this type of learning as literally adding new concepts, ideas to an already existing
cognitive structure (Novak, 1993). In his opinion, this is not a meaningful or significant process, because the information that comes into the cognitive framework
of the learner does not affect his level of understanding. A new piece of information
acquired through learning by heart is usually not understood by the learner, therefore
its influence on prior knowledge may be opposite to the intended one. Such learning
can consolidate errors and build inappropriate associations, creating erroneous structures. The material that is learned only by heart, without attempts to understand and
a sensible implementation into the structures of knowledge, is quickly forgotten. The
basic process involved in sensible learning is the incorporation of new concepts and
notions into a hierarchically arranged framework of the cognitive structure. Typically, this incorporation includes more detailed, less inclusive ideas that are part of
the conception, which combine issues and assertions into cognitive structures in
a wider way. The idiosyncratic nature of cognitive structures made Ausubel call this
process a subsumption to emphasize that “sensible learning is a very specific way of
learning” (Novak, 1993, p. 5). Examples of learning by heart include memorizing
the alphabet, numbers and tables of multiplication. Teachers in school practice still
believe that memorizing is a necessary step in the learning of certain subjects. It
is also a widely used technique of learning and quick preparation for the test. We
meet this approach of teachers in all countries. Although memorization is not the
most effective way of learning, it seems to be firmly rooted in educational culture
and despite many critics and innovative methods of work, learning by heart still has
a strong position in educational practice at all latitudes.
By analyzing the learning process, Ausubel clearly separated discovery learning
from learning through the reception. Discovery learning takes place with a large autonomous involvement of the learner, while learning through the reception is learning without a deeper reflection and desire to understand the material. In his texts,
Ausubel also distinguishes learning by heart from meaningful learning.
In order for learning with understanding to be a learner’s participation, it is necessary to remember about important issues that Ausubel defines as the conditions for
learning with understanding. First of all, the material to be learned by the learner
must be presented in a transparent manner, in a language that is understandable to
the learner and which refers to the acquired prior knowledge. Another condition is
that the learner must have prior knowledge necessary to understand a given problem. The last condition of learning with understanding mentioned by Ausubel is the
readiness of the learner to learn with understanding. The teacher supports the learner
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in this process by motivating to work and giving instructions on the application of
appropriate strategies (Novak, Cañas, 2008).
Ausubel’s theory of learning has a fairly narrow scope. Its creator limited it “to the
nature and conditions of meaningful learning, verbal learning and forgetting” and
made a clear distinction between learning by heart and discovery learning (Ausubel,
1962). According to Ausubel, meaningful learning appears if and only if materials
can be associated with already existing concepts in the learner’s cognitive structure
(Ausubel, 1962, p. 215). He defines learning as “[...] a change in the current availability of teaching material or its future reproducibility” (Ausubel, 1962, p. 218).
Most of Ausubel’s works concern the importance of advanced ways of organizing
content that facilitates learning with understanding. Such learning allows for the
quick recalling of acquired declarative knowledge and placing it in the structure of
readily available information. Ausubel in his theory underlines the importance of
changes that take place in cognitive structures as a result of sensible learning. Progressive differentiation occurs when the meanings of concepts are gradually explained
and hierarchically organized, and concepts and assertions are better understood.
Integrative reconciliation takes place when the state of delimiting the similarities
and differences between related ideas has been clearly achieved (Novak, 1993, p. 8).
Ausubel’s concept has become part of the wider current of epistemological departure
from the views of behavioral psychology. It was replaced by the views of cognitive
psychology. It assumed that individuals construct their own meanings and that the
construction of these new meanings depends on the adequacy of prior conceptual
knowledge. Constructivist views were shaped at the basis of such assumptions of
learning. Cognitive theories, which emphasize the structure of knowledge, underlie
the concept of education and assessment of knowledge structures using mapping.
Anderson (1984) argues that structure is the essence of knowledge, and the process
of constructing a map of concepts focuses the learner’s attention on the structure of
knowledge and the importance of its integration. Conceptual maps can be used to
explain the representation of knowledge and the organization of a student’s ideas –
the characteristics of understanding are also related to the student’s ability to engage
in higher-order thinking (Rebich, Gautier, 2005, p. 359). Based on the theory of
transformative learning of D. Ausubel (Kumagai, 2013), Novak and Gowin conducted their research on learning and building the learner’s knowledge. Ausubel’s
theory gave the theoretical basis to the so-called concept maps of Novak.
Concept maps are graphic tools for organizing and representing knowledge. They
include concepts, usually contained in circles or fields of a certain type, and relations
between the concepts indicated by a line connecting two of them. Words in a row,
called connecting words or connecting phrases, define the relationship between these
two concepts. The concept (notion) is defined as the perceived regularity in events
or objects or the records of events or objects marked by a label (word, key concept).
Labels-key concepts are usually expressed in words, although they may also appear
in the form of symbols such as + or %, and sometimes more than one word is used
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to formulate them. Key concepts are statements about an object or event in the universe, naturally occurring or constructed. Proposals include two or more concepts
that are logically combined and creating a phrase in order to form a meaningful
statement. Sometimes they are called semantic units, or units of meaning (Novak,
Cañas, 2008).
Concept maps are a way of using a non-linear, spatial representation of the basic
issue and the concepts that are its parts. They are a practical, direct and easy to implement way of mental work in education as well as in business, which serves to create
ideas and solve problems. It is a way that, while maintaining the common sense and
discipline of a given task, breaks patterns and mental barriers, making work on the
issue easier and more attractive. Concept maps are a way of looking for new ways of
thinking through playing, creating and transforming, discovering new ways to manipulate ideas. Individual approaches, as well as group work, are not subject to the
discipline of using only keywords that may limit the potential and productivity of
a person using this technique. Concept maps are a way of working for learners who,
either in group work or individually, create the structure of the subject studied. Concept maps, through showing relationships and dependencies occurring between components of the analyzed issue, create an opportunity to understand the whole process
(Ciechanowska, 2016). This is a completely different quality of learning, overcoming
all the limitations of learning through the simple acquisition of facts and data.
An important feature of Novak’s concept maps is that the concepts are represented
hierarchically from the most general concepts at the top of the map to more detailed,
less general concepts that are hierarchically below. Novak and Cañas, describing the
way of constructing concept maps, indicate that the hierarchical structure of a given
map depends on the context in which the substantive material is used or considered.
Therefore, it is best to construct concept maps in reference to a specific question
that the learner is trying to answer, which the cited authors call a focusing question.
The concept map can refer to a certain situation or event that the learner is trying to
understand by organizing the issues that make up the main problem. The method of
organizing them in the form of a hierarchical map of concepts gives it a meaningful
context (Novak, Cañas, 2008).
Concept maps were created on the basis of a constructivist theory of learning
assuming that the learner is building his knowledge (personal – a note by D.C.).
It is an approach in which the understanding of “knowledge” is opposed to the
earlier understanding, according to which the student’s knowledge was the range of
knowledge required by teachers, acquired through direct memorizing from books or
lectures. The constructivist approach also assumes the acquisition of knowledge from
the sources external to the student, but then the knowledge arises through combining and organizing new incoming information with the already existing information
that constitute the framework of his/her existing knowledge.
Concept maps proved to be an effective tool to facilitate learning (Novak, Gowin,
1984). Over the years, many digital tools and software have been developed and
integrated with the idea of concept mapping, which facilitate the creation of graphical
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mapping of complex issues. The application of concept maps in education is diverse,
it covers all fields of knowledge and all levels of education. Concept maps are used
as tools for evaluating authorially defined learning dimensions, they are also used
as graphic representations of the structures of knowledge. In Western literature, the
word knowledge should not be translated in every case as knowledge in the sense we
give it in our pedagogical literature. While we talk about knowledge at school when
it is a set of integrated, understood and memorized information that a student has,
the term knowledge in Western texts often refers to the material being taught. The
nuances of meaning and especially their interpretation and practical application, are
crucial in order not to make superficial interpretations or to draw false conclusions
from available scientific sources. In this sense, when we talk about the application
of concept maps to illustrate the structure of knowledge, we often encounter a description of a method that serves a reliable illustration of the structure of issues,
the supremacy and subordination of individual elements and the presentation of
individual elements that make up the taught material (called knowledge). Such an
approach is illustrated by examples of the application of concept maps for evaluating
learners’ information (Vaishnavi, Ravi Prasuth, Shobana, 2016).
Another understanding of the concept knowledge is found in the application of
concept maps, which assumes that the map of concepts is a reflection of the cognitive structure of the person who creates this map. Such a map is an illustration of
the individual concepts of the learner and presents his knowledge on a given topic.
Such an understanding of the term knowledge corresponds to the understanding of
knowledge that we adopt in the native pedagogical literature. The use of concept maps
to organize the structures of knowledge is becoming increasingly popular (Friedman,
Smiraglia, 2012). It is related to the idea of Personal Knowledge Structures (Cie
chanowska, 2017), which are a technique for visualizing the personal knowledge of
the author. The structures of personal knowledge constitute a unique, individually
created, dynamic structure of information integrated with the internally functioning
system of knowledge, which together create a new, unique, temporal quality. It is
an individually created construction of internalized knowledge that arises through
the sensible incorporation of new information into the already existing structures of
personal knowledge. Personal Knowledge Structures are an authorial technique of visualizing the author’s personal knowledge. The superior idea is to show a unique way
of perceiving the issue, which shows the relationships and dependencies that make
up this structure. It is a way that, while maintaining the reason and discipline of the
task set, breaks the patterns and mental barriers, making the conceptual work easier
and more attractive. It opens the way to looking for new ways of thinking through
the fun of creating, transforming and discovering ways to manipulate ideas. Individual approaches, as well as group work, are not subject to the discipline of using
only keywords that may limit the potential and productivity of the person using this
technique. Noticing the relationships between the elements of gathered knowledge
opens up the perspective of understanding the complexity of issues.
The use of concept maps in the academic education process confirms the import-
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ant role of this method in facilitating students’ learning process of new, complex
issues. The task of building a hierarchical structure of issues that are presented in
a scientific text helps the student to identify individual scientific concepts, realize
their meaning and place them in the structure of prior knowledge in a sensible and
logical form, and most importantly an individually unique network of personal
knowledge connections.
Studies have shown (Cañas, Reiska, Möllits, 2017) that not all learners achieve
such a level of skills in using concept maps to make learning with their use beneficial.
The reason for this situation may be under-prepared teachers. Preparing learners to
apply concept maps is a very important element. The exercise of creating maps on
a simple, transparent and at first little complicated material is necessary in order to
make it possible to use the easily acquired proficiency in the search for connections
and relationships between components of the map could be used on a more difficult
material. An important factor of the educational usefulness of the map of concepts
is the way in which it is used in the education process, the tasks that are set for the
learner and the fact whether it is the subject of a closed or open task.

Figure 1. A map of concepts prepared by a student of the second year of MA studies in pedagogy
Source: Mrs. Aneta Motycka, based on a text by P. Jarvis (2012).
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THE APPLICATION OF AUSUBEL’S MEANINGFUL
LEARNING THEORY IN THE ORGANIZATION
OF KNOWLEDGE REPRESENTATIONS ON CONCEPT MAPS

Keywords: meaningful learning theory, concept maps
Abstract: The creator of the meaningful learning theory ‒ D. Ausubel – understands the
learning process as creating cognitive schemas by implementing new cognitive representations to the schemas of prior knowledge. He distinguished traditional approaches to school
learning, which is learning by heart, from meaningful learning, that is learning with understanding. According to Ausubel, the effectiveness of learning depends on advanced ways of
organizing the content that facilitates learning with understanding. Such learning allows
for quick recalling the acquired declarative knowledge and placing it in the structure of
readily available information. Concept maps by Novak are graphic tools for organizing
and representing knowledge, the theory of which originated from Ausubel’s Meaningful
Learning Theory.
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ZASTOSOWANIE TEORII ZNACZĄCEGO UCZENIA SIĘ
AUSUBELA W ORGANIZOWANIU REPREZENTACJI
WIEDZY W MAPACH KONCEPTÓW

Słowa kluczowe: teoria uczenia się ze zrozumieniem, mapy konceptów
Streszczenie: Twórca teorii znaczącego uczenia się ze zrozumieniem – D. Ausubel – rozumie
proces uczenia się jako tworzenie schematów poznawczych poprzez implementację nowych
reprezentacji poznawczych do schematów wiedzy uprzedniej. Odróżniał on tradycyjne podejścia do uczenia się szkolnego, jakim jest uczenie się na pamięć, od znaczącego uczenia się, tj.
uczenia się ze zrozumieniem. Według Ausubela efektywność uczenia się zależy od zaawansowanych sposobów organizowania treści, które ułatwiają uczenie się ze zrozumieniem. Takie
uczenie się pozwala na szybkie przywoływanie nabytej wiedzy deklaratywnej i ulokowanie
jej w strukturze łatwo dostępnych wiadomości. Mapy konceptów (concept maps) autorstwa
Novaka są narzędziami graficznymi do organizowania i reprezentowania wiedzy. Ich teoria
wyrosła z teorii znaczącego uczenia się Ausubela.

Maria Katarzyna Grzegorzewska*

HOBFOLL’S RESOURCES
AND THE TEACHER’S STRESS

A

multidimensional identification of the concept of stress and different approaches to the problem are related to the fact that the perception of the issue changes
both with time, and as a result of cultural transformations. One of the most popular
concepts of stress, developed by Lazarus, says that it is the result of a specific transaction, the relationship of an individual and the environment, which is changeable
(Grzegorzewska, 2006). Stress is associated with a subjective perception of this relationship, with the individual’s judgment, whether it will be possible for them to cope
with the challenges posed by the environment or not. Cooper and Payne (1987), in
turn, define stress as a requirement that necessitates the use of adaptive resources
or as a result of the dynamic mismatch of an individual to their physical or social
environment, or as an effort to maintain basic functions at a required level. As far as
work-related stress is concerned, Siegrist proves that the source of stress is the lack
of balance between an employee’s effort and rewards received at work (after: Dudek,
Koniarek, Szymczak, 2007). Stress affects both mental and physical condition of
a person, shapes the way they function in the society and in the professional environment, regulates health, therefore it should be studied in a holistic way.
The phenomenon of stress plays a vital role in the teaching profession. The article
attempts to evaluate the interaction between Hobfoll’s resources, job satisfaction and
social support modifying the perception of stress. However, to understand its background, it is necessary to analyze many different factors that can constitute the cause
of stress. In order to determine the psychological model related to teachers’ work,
a group of 132 (n = 132) primary and secondary school teachers aged 26 to 63 were
evaluated. The second group (a control one) was constituted by people not related
to education (n = 132). The research was anonymous and random. The essence of
the study was to determine the impact of Hobfoll’s resources (i.e. the resources being
objects, conditions, personal characteristics and energies).
The aim of the research was to check whether there is a relationship between
the level of professional burnout, stress and social support in the group of teachers
in comparison with other professions. To measure the variables, the Occupational
Burnout Questionnaire by Christina Maslach was used, as well as the Social Sup*
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port Questionnaire by Krys Kaniasty and Stevan Hobfoll’s Conservation of Resources-Evaluation Questionnaire.
In order to examine the impact of professional burnout on the level of the perceived social support and the stress level of the respondents, based on the theories
relating to stress, social support and burnout in the context of Hobfoll’s Theory of
Resources, research hypotheses were formulated. The thesis which the present paper was focused on assumed that there would be differences between the group of
teachers in comparison with the control group in terms of the level of occupational
burnout, social support and stress.
To verify the above-mentioned research hypothesis, a Multidimensional Analysis
of Variance (MANOVA) was carried out. The results of the analysis show that for at
least one analyzed parameter there is a significant difference in mean values for teachers and for the group performing other professions. The statistics values are: Wilks’s
lambda = 0.61 F (7.118) = 10.6, p = 0.00, eta2 = 0.39.
The complexity of the concept of stress gives every reason to elaborate on it, including all the determinants of an individual’s life. All the fields that study the back
ground, sources, and effects of stress, present separate discourses, which, however, treated only inclusively and comparatively, can give a complete overview of the
phenomenon and its significance. It is no coincidence that for centuries the issues
related directly to human health have been analyzed on the basis of the theoretical
coexistence of medicine and philosophy (Głowacki, 2009).
Currently, stress shaped by the work environment constitutes a multilaterally analyzed subject, which is associated to the awareness that any negative effects of this
environment affect both the employee and the institution they work in. This influence is becoming stronger and stronger. Dudek, Koniarek and Szymczak (2007)
present Spielberger’s research proving that within five years, between 1985 and 1990,
twice as many employees in the US began to find their work stressful. In 2015, the
Polish National Labor Inspectorate issued a special publication for employees, being
a kind of compendium of knowledge about stress, differentiating between positive
and negative stress and explicating the mechanisms of stress formation. The relationship between stress and health were indicated, too, and individual features that
increase vulnerability to stress were characterized. In practical terms, it was recommended that the processes taking place in the work environment and in the em
ployee should be observed in order to shape the ability to recognize symptoms of
stress and indicate ways of dealing with it.
For many years, when mentioning professions particularly exposed to stress, the
focus was primarily put on healthcare, jobs related to social assistance, and lawyers.
Business development in the second half of the twentieth century influenced a large
increase of the number of managerial positions in this group. It was much too late
that the profession of a teacher began to be perceived as being at high risk of stress.
According to Szczepankowska (2007), a British psychologists from the University of Cambridge – C. Kyriacou and J. Sutcliffe have a significant contribution to
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the analysis of teachers’ stress. The researcher states that teacher’s stress is “generating negative emotions (such as anger or depression) in teachers, which are usually accompanied by pathological biochemical and physiological changes (such as
cardiac acceleration, the secretion of adrenocorticotropic hormones or increase in
blood pressure), which are the result of the performed profession and conditioned
by the perception of the set requirements as threatening their self-esteem and good
well-being, as well as a coping mechanism to reduce the perceived threats” (Tucholska, 1999, p. 227). The authors also draw attention to the intrapsychic features
in the formation of occupational stress, which include patience and the ability to
show emotions that affect how the stressor is perceived and the way of reacting to it
(Szczepankowska, 2007).
It should be noted that in the case of, for example, businesspeople, the increase
of stress related to their work is a derivative of the rapid development of this area of
human activity, whereas the paradox referring to school as a workplace lies in the fact
that it is difficult to consider it in the context of rapid progress. Since the 1990s, numerous reforms have been introduced in Poland, but teachers’ opinions clearly indicate that they are not associated with the improvement of the situation. Each reform
aroused controversy in the teaching community and reservations from the teachers’
trade union. There were many voices criticizing the use of the school as a tool to implement the assumptions of the successive political groups (Grzegorzewska, 2006).
Regarding the 1999 reform, for instance, attention was paid to the rush in its implementation and the desire to achieve numerous goals, many of which difficult to
reconcile. As Zahorska points out (1999), the reform was to satisfy the aspirations of
the parties that introduced it – parties distant from each other, i.e. the conservative
and the liberal one. The objectives that the reform was supposed to achieve were
a compilation of aspirations based on contradictory values. In the face of such
a reform mechanism, what cannot be ignored is the fact that it was the teachers who
turned out to be in the most uncomfortable situation, as they were the party to implement the assumptions, ill-considered in terms of both logistics and their purposefulness. Subsequent attempts to introduce change in the Polish school system also
seemed to concern all the aspects of school functioning, except for positive changes
improving the teachers’ working conditions.
Teachers’ situation is very difficult. They are subject to pressure from the authorities, whose recommendations they implement, constituting a link in the system built
completely regardless of them. They also feel the pressure exercised by the school
leading bodies and parents who treat teachers as first-contact persons regarding the
education and upbringing of their children. Finally, there is pressure from the students themselves, who are more and more aware of their needs, have their expectations towards the school, which often – just for the reasons of systemic solutions
– simply cannot be met. Being situated in the very central position in this chain of
pressure is a sufficient argument for teachers to be indicated as a professional group
that is threatened by work-related stress. It affects not only the teacher directly, but
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above all the students, as it is extremely difficult to separate the sphere of duty from
the teacher’s internal condition. It should also be noted that the evolution of the
school is not parallel to the evolution of pedagogy as a field of study. Thus, from the
perspective of the research into teachers’ stress, herein lies the most serious problem.
Referring to Suchodolski’s reflections on the education and upbringing, Kujawiński (2010) draws attention to the area of educational activity, to perfecting the pupil,
motivating him or her to change, to develop and even to create their attitudes, which
are the result of pedagogical interactions. The author emphasizes the importance of
the transformations that have occurred as far as the tasks of pedagogy are concerned,
being at first the art of leading a pupil – without a theoretical basis or assumptions,
then becoming the creator of education and upbringing, finally concentrating on the
values, goals and the contents of care and education in every period of a person’s life
(Suchodolski, 1993).
Taking into account the systemic circumstances, which every teacher is well familiar with and can evaluate, referring to individual feelings and needs, it can be stated
that the school as an institution employing workers – the teachers – can be a source
of numerous stressors. However, in the face of new responsibilities and challenges
and a novel approach to stress, apart from the traditional understanding of the issue,
e.g. according to Lazarus, it is reasonable to reflect on teachers’ stress through the
prism of the Conservation of Resources Theory by Stevan Hobfoll.
What is characteristic of Hobfoll’s theory is the fact that stress is the result of
a situation in which a person is faced with the risk of losing the resources he or she
needs to survive. These resources are related to the person’s functioning in a group:
the family, the community. What can be considered a valuable resource for an individual is subjective – resources are invested by people – employees – with a view to
generate profit. When what the employee receives in return for what he or she gives
does not satisfy them, they suffer loss, which becomes the source of stress (Hobfoll,
2001). A typical school situation can serve as an example, in which a teacher increases their skills and qualifications through lifelong learning in order to improve the
quality of work, they engage in the development of their knowledge and skills, but
do not receive the expected gratification, neither from pupils (in the form of involving in classes, receiving good grades, achieving successes in competitions, etc.), nor
from systemic solutions (financial gratuities, improvement of working conditions,
social prestige, etc.). Tucholska (1999) confirms that the sources of teachers’ stress are
as follows: inappropriate student behavior, noise, difficult students, naughty behavior, too many students in classes; time pressure (concerning mainly the lack of time
for individual work with students), poorly designed textbooks, insufficient school
supplies and equipment; the need of work satisfaction (especially little chance of promotion), insufficient salaries, the lack of recognition for a properly performed job;
bad relationships among colleagues, behaviors of the teaching stuff. The threat of
losing one’s resources, which Hobfoll refers to, is very real; the loss occurs frequently,
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which, in a subjective perception, has a greater impact on the individual’s well-being
than the gain (Ennis, Hobfoll, Schroder, 2000).
In recent years, the problem of teachers ‘stress has been considered more frequently from a scientific perspective, which can be confirmed by an increasing number of
publications on the subject, but it is worth realizing that teachers’ stress is also influenced by their social perception, which is not based on researchers’ investigations. As
far as teachers are concerned, the loss of resources, i.e. objects, conditions, personal
characteristics and energies necessary to survive or to realize one’s objectives, occurs
under the influence of the environment whose judgments and attitudes are based on
subjective feelings and common opinions. This can be pointed out as a serious problem: the research of teacher’s stress and its results still remain in the narrow sphere
of theoreticians’ interest, their practical implementation is not sufficient enough, so
teachers might find themselves isolated and left to deal with their problems on their
own, whereas the public opinion, shaping the teachers’ status after all, reaches for the
knowledge unfrequently, too. The result is that, in many cases, a teacher who puts
a lot of passion and commitment to his or her work, but at the same time has a low
resistance to the criticism they face, starts to lose their resources. According to Hobfoll’s Conservation of Resources theory, some people are more likely to lose resources
than others – it depends on how much they possess (Hobfoll, 2006). Character or
personality traits are an individual matter. It is crucial that teachers are perceived as
a group, the representatives of an institution which the society has many reservations
about. It goes as far as to say that they must work twice as hard to earn their authority, which itself might also constitute a source of stress.
What proves to be of great importance is stress appraisal, which Hobfoll devotes
a lot of attention to. Describing factors that cause stress, he uses an iceberg metaphor
whose top symbolizes the appraisal of stress (Dudek, Koniarek, Szymczak, 2007).
However, achieving the goal is not easy – it requires a lot of self-awareness and special
competences. In this respect, it should be noted that there are large deficiencies when
it comes to coaching or other forms of acquiring knowledge on the subject. The emphasis is on improving the teaching skills related to sharing knowledge and achieving
the school’s goals, but not on strengthening the teacher’s awareness of stress. How
amazing it is – if the publications on teacher’s stress emphasize the significance of
such internal reinforcement, there should be found a place for such training in the
teacher’s work organization system, especially taking into account the assumptions
and visions of a modern school. If the ultimate goal of education in such a school is
“comprehensive and harmonious development of the integrated personality of students” (Kujawiński, 2010, p. 38), it seems obvious to take care of the harmonious
development of the integrated personality of the teacher.
School reality (as regards the system) is variable and it is difficult to count on the
fact that without support, basing only on internal predispositions and personality
traits, teachers will handle it well. The importance of employee support regarding
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their internal integration is evidenced by the popularity of training courses dealing
with: assertiveness, coping with stress, communication in a team, etc. The J. Nofer
Institute of Occupational Medicine in Łódź, one of the most important scientific and research institutions dealing with the environmental health determinants,
among others, addresses the subject of improving working conditions. An important example is a publication – a guidebook for social workers having a significant
title: A workplace that meets expectations. In the introduction the authors describe
the deteriorating situation of employees of all occupations exposed to stress: “The
psychosocial factors present in the workplace and the stress associated with them
have been recognized as a significant threat to the health and safety of employees in
many countries around the world. This is due to the fact that stress has considerable
effects on employees, businesses and the state alike. It contributes to the formation
and exacerbation of many disorders and health problems, is conductive to the occurrence of accidents at work and reduces productivity, which disrupts the functioning
of a company and brings it to significant material losses. As a result, the state incurs
costs related to the treatment of employees and sickness benefits due to their health
deterioration. The situation raises an increased concern and interest of both governments and non-governmental organizations appointed to work for the safety and
health at work, as well as employers and employees. Therefore, international and
national organizations established to take care of the working conditions and health
of employees, also include this aspect in their activities” (Waszkowska, Potocka, Woj
taszczyk, 2010, p. 3). It seems that the attention paid to teachers in terms of the
aforementioned problems is still too small.
Hobfoll’s theory is one of many that indicate the path of action to fight against
stress and to learn how to both combat and prevent it. In the teaching profession
stress prevention is extremely important, as the main goal of the job is to act for
the benefit of another person. Teachers’ work is based on interpersonal contacts, in
which empathy, openness, and proper communication are crucial (Sęk, 2004). It is
by no means a revelatory statement that a stressed teacher will not be able to fulfill
this vocation – for it cannot be forgotten that the task of the teachers is primarily to
accomplish the mission. They must be unconditionally convinced of its advisability,
but can a teacher, whose resources are neither appreciated nor properly remunerated (in the material, spiritual and intellectual dimensions), be unconditionally convinced that the mission makes sense? Hobfoll’s factual analyses constitute a scientific
basis for the negative answer to this question.
The results of own research presented above confirm the hypothesis that there are
differences between the group of teachers and the control group concerning the level
of occupational burnout, social support and stress. The main result is important at
the statistical level. The results of the research have their justification in Hobfoll’s
concept (2006), which assumes that there is a link between occupational burnout
and the loss of resources. The result of poor resource distribution is the intensification of emotional exhaustion and depersonalization, while experiencing negative
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emotional states and failure at the same time. The reason for the aforementioned
problems is a situation in which the loss of teachers’ resources results in life failure
and the lack of professional success. Moreover, according to research, social support
also constitutes a significant moderator influencing the phenomenon of burnout
and stress. Due to low social support level, teachers are exposed to various stressors,
which in turn may lead to the occurrence of the occupational burnout syndrome.
The article has attempted to evaluate the interaction between Hobfoll’s resources,
job satisfaction and social support modifying the perceived stress. In conclusion, it
should be stated that there is an occupational burnout model in terms of depersonalization, emotional exhaustion and the sense of achievement and sources of tension.
Determining the factors that constitute the cause of teachers’ burnout allows establishing a final model indicating the risks and opportunities in preventive actions reducing stress and teachers’ professional burnout. The problem of burnout will never
be avoided, by implementing a good psychological model, however, it is possible to
minimize it by avoiding factors responsible for its occurrence.
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HOBFOLL’S RESOURCES
AND THE TEACHER’S STRESS

Keywords: Hobfoll, theory of resources, teacher, stress, school
Abstract: Stress, related to a work place, is gradually becoming a common scientific theme
among specialists from different domains. It is quite important because that problem can be
explained taking into consideration different perspectives. Basing on the effects of research,
many sources, causes and symptoms of stress in different professions can be defined. Teachers, as an occupational group, are significantly exposed to stress because they have to work on
system assumptions (which are not always a logical whole) and meet expectations of a leading
authority and pupils. In the context of this complicated situation, the research on teachers’
stress, in terms of the theory of Hobfoll’s resources, is crucial.
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ZASOBY HOBFOLLA A STRES
W ZAWODZIE NAUCZYCIELA

Słowa kluczowe: Hobfoll, teoria zasobów, nauczyciel, stres, szkoła
Streszczenie: Stres związany z oddziaływaniem miejsca pracy to coraz częściej temat badań
i dociekań specjalistów z różnych dziedzin. Jest to bardzo ważne, bowiem pozwala na ujęcie
tego tematu z wielu perspektyw. Analizując wyniki tych badań, można określić rozmaite źródła, przyczyny i objawy stresu w różnych zawodach. Nauczyciele są grupą zawodową szczególnie narażoną na stres, bowiem ich zadaniem jest realizowanie założeń systemowych (nie
zawsze tworzących logiczną całość) oraz spełnianie oczekiwań zarówno organu prowadzącego,
jak i wychowanków. W kontekście tej skomplikowanej sytuacji istotne jest zbadanie nauczycielskiego stresu w związku z teorią zasobów Hobfolla.

Janusz Morbitzer*

INTO IDIOCRACY – PEDAGOGICAL
REFLECTION ON THE EPIDEMIC OF STUPIDITY
IN THE GENERATION OF THE INTERNET ERA
I did not realize how many idiots there are in the world
until I looked into the Internet.
Stanisław Lem (1921-2006),
a leading Polish science fiction author,
philosopher, futurologist, critic

INTRODUCTION

W

hile reviewing the comments of Internet users on Polish Internet portals, such
as Onet, Wirtualna Polska and others, it is difficult not to agree with the
above-mentioned reflection by S. Lem. This thought from over a dozen years ago is
now even more up-to-date than when it was formulated. Today, it only needs to be
completed with omnipresent malice, primitive criticism and Internet hate, that is
dislike for everyone and everything, while the very word “hate” might perhaps sound
too strong. Nowadays, many more and less important events focus the attention of
Internet users who seem – in their own opinion – to be real Renaissance people.
Regardless of the topics being tackled, they are experts – whether in the field of politics, economics, medicine, history, mountaineering or Olympic sports. In a situation
where, according to the most recent global surveys, 73.3% of Poles have the access to
the Internet (we are slightly out of the average for Europe, which is 80.2%, but far
ahead of the global average – 51.8%) (Internet World Stats, 2018), and national surveys show that over 93% of Polish teenagers use the Internet, 31% of them for over
five hours a day (Kamieniecki et al., 2017), it can be stated that the global network is
an emanation of knowledge, opinions, mentality and ways of thinking of the young
and middle generation.
We are living in an era of various paradoxes, the most important of which is the fact
that the unprecedented ease and speed of access to huge collections of information is
not accompanied by an increase in the intellectual level of people. Therefore, we do
*
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not use the possibilities of our own development offered by the spectacular development of technology – at hand (holding a computer mouse) there are bricks of information, constituting the basic building blocks of knowledge, but – in the vast majority
of cases, we do not manifest any initiative to become a good architect, and the next
category – wisdom – is in short supply these days. The problem of crowding out higher
axiological categories – knowledge and wisdom – by information already appeared in
the middle of the last century, and was strongly revealed in the Internet era. A British
poet, philosopher, essayist, laureate of the literary Nobel Prize (1948) Thomas Stearns
Eliot (1888-1965), was one of those who foreshadowed it, as he wrote:
Where is the wisdom we have lost in knowledge?
Where is the knowledge we have lost in infomation?

The aforementioned paradox – a huge discord between the ease of access to information and the intellectual level of modern human – is now manifested in irrationalism, the lack of critical thinking, questioning scientific authorities (e.g. calling
into question the validity of vaccines, believing in flat Earth, etc.). While ignorance
and stupidity might have been the result of the lack of access to information and
education, nowadays it is often an informed democratic choice and – what is worse
– it has ceased to be a reason for embarrassment, becoming a norm. Thus, an aphorism by Henry Ford still seems to be apt: “Thinking is the hardest work possible and
probably that’s why so few people take it” (superstarsi.pl, 2018).
Educators, media experts and – simply – thoughtful and wise people draw attention to the worrying development of the global epidemic of stupidity – idiocracy.
This concept was borrowed from a 2006 American movie directed by Mike Judge,
belonging to the science fiction genre. The film shows the world in 2505, in which
both the intellectual level and ethical standards of people have been significantly
reduced. Unfortunately, it turned out to be a sad prophecy, as the vision outlined
in the movie was fulfilled only ten years after its premiere. This phenomenon is of
concern to the majority of educators, but it also requires an in-depth analysis of its
causes and search for remedies.
The subject of stupidity has been already taken up in my 2017 article entitled
Sokrates odwrócony, czyli o Internetowej głupocie (English: Socrates Reversed: on the Internet Stupidity) (Morbitzer, 2017), concerning the issue of the Internet foolishness.
In the present study, I return to the topic, but with a slightly different perspective
– more philosophical and socio-cultural, as the problem is becoming more and more
up-to-date and constitutes an immediate challenge of contemporary education, and
– in a broader sense – the future of social development. The subject is very sensitive
and delicate.
Stupidity is not an easy-to-define concept, though seemingly intuitive and universally understandable. For obvious reasons, it is necessary to take a scientific-objective
approach to the subject, hence the formulation of the concept must be free from
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political contexts in the first place, secondly – it must not affect or hurt anyone, and
thirdly – it should be, as far as possible, free from emotions.
The fulfillment of the above-mentioned conditions is extremely difficult, as the
issue essentially involves all the enumerated contexts. The aim of this article is to
encourage reflection and stimulate the development of both smart people and the
representatives of the remaining group, since we are never perfect enough so as not
to have to develop anymore.

STUPIDITY – AN OLD ISSUE
The concept of stupidity is not unambiguous. The Polish Dictionary defines it as
“a lack of knowledge or thoughtlessness” (SJP, 2018). However, this is not a valid
definition, as most of us do not have knowledge in the fields and areas that we do
not deal with and are not interested in, and yet it is not a determinant of stupidity.
An important clue may constitute an aphorism by a Roman author, speaker, politician, military commander, philosopher, lawyer and priest – Marcus Tullius Cicero
(106-43 BC): “Any man is liable to err, only a fool persists in error. To live is to
think” (Wikipedia, 2018a). Therefore, stupidity does not mean a lack of knowledge;
stupidity is stubbornness in one’s ignorance, a lack of willingness to comprehend,
persistence in overestimating one’s knowledge and intelligence, reluctance or inability to think rationally (see Definicja głupoty, 2018).
It is astounding, but also testifying to the universality of human nature, that this
brief characteristic ideally describes many contemporary Internet users who seem
to have knowledge of everything or believe they can know everything at any time
because of the ease of access to information resources. Such naive faith in their own
wisdom proves to be in complete contradiction to the humility and modesty of the
Socrates’ confession, “I know that I know nothing.” For stupidity is not only the
“scarcity of reason manifesting itself in the lack of sharpness, the inability to recognize the essence of things and cause-and-effect relationships, to make predictions and
associations,” but also the lack of self-criticism (Definicja głupoty, 2018). This last
determinant of stupidity seems to be the dominant one these days.
The problem of stupidity is neither a new one, nor characteristic exclusively of
modern times. Over the course of history, it has been addressed in literature so many
times that it has almost become a classical trend. In his greatest work, devoted to
the aforementioned problem, entitled Praise of Folly, Erasmus of Rotterdam (1466-1536), a Dutch writer, philosopher, educator, one of the leading Renaissance humanists, a Christian thinker and a propagator of the ancient culture, criticized the
Renaissance society and its vices, such as bribery, hypocrisy, promiscuity and stupidity. Such disadvantages as pettiness, duplicity, weakness of character, oiliness and
informing, all contributing to the foolishness of a society, were emphasized by Nikolai Gogol (1809-1852), a Ukrainian author, who wrote in Russian, in his play The
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Government Inspector. In a well-known phrase from the play: “What are you laughing
at? You are laughing at yourselves!” the author explicitly shows the lack of criticism
of the Russian society of the first half of the nineteenth century.
As far as domestic authors are concerned, it is worth mentioning the History of
Stupidity in Poland by Aleksander Adolf Maria Bocheński (1904-2001), a younger
brother of the Dominican friar Józef Maria, believed to be a sage, who somehow in
contrast, wrote the famous Handbook of Wisdom of the Ordinary World (Bocheński,
1994). In the History of Stupidity in Poland, the author presented selected aspects of
our history, mercilessly revealing the mistakes, meaninglessness and ignorance when
making decisions by a number of Polish politicians and leaders of the 19th and the
first half of the 20th century (Bocheński, 1996).
The motif of stupidity has also been present in the statements by many famous
people. Due to the limited scope of the article, only two most classic ones will be
mentioned. The first one is a thought formulated by a great physicist and Nobel Prize
winner Albert Einstein (1879-1955): “Only two things are infinite: the universe and
human stupidity, and I’m not sure about the former” (Fedirko, 2009, p. 80). The
second one is a sentence by a French poet, playwright, film director, painter and
stage choreographer Jean Cocteau (1889-1963): “The drama of our era is that the
stupid have started to think” (Wikipedia, 2018b). This thought, formulated in the
middle of the last century, needs to be developed so as to be up-to-date. Nowadays,
the stupid have acquired a powerful tool – the Internet, which has become a kind of
catalytic agent for radically accelerating the social circulation of stupidity.
It would not be rational to blame the Internet for the epidemic of stupidity. In
the fields of social studies, which both pedagogy and media studies belong to, one of
the most important principles is the so-called Saint Matthew’s principle. Its essence
is contained in the conclusion of the Gospel parable of the talents: “For to everyone
who has will more be given, and he will have an abundance. But from the one who
has not, even what he has will be taken away” (Matthew 25: 14-30). Therefore, in
the case of intellectually rich, wise people who can rationally use the resources of
the Internet, the global network will constitute a tool for intellectual development.
They will build a solid knowledge taking advantage of the online information bricks.
For the intellectually poor, in turn, who often do not understand the content they
copy, the Internet might turn out to be a tool of intellectual degradation. Moreover,
such mindless copying information can expose these people to legal problems, as
plagiarism, or the theft of someone else’s intellectual property, is a crime. Thus, the
impact of the Internet and all the ICT tools on the intellectual functioning of people
depends mainly on how reasonable they are used (see Morbitzer, 2017), and only
their irresponsible use, usually due to ignorance and lack of preparation, can result in
negative consequences in the form of acquiring and copying untrue or simply stupid
content. It is undoubtedly a harmful phenomenon, but definitely not a new one, as
it was Georg Christoph Lichtenberg (1742-1799), a German professor of physics,
thinker and prominent representative of the Enlightenment, who said: “In the world
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we live in, one fool creates many fools, but one wise man – barely more wise men”
(after: Fazlagić, 2007).

ON SELECTED REASONS
FOR THE EPIDEMIC OF STUPIDITY
In my article Sokrates odwrócony, czyli o Internetowej głupocie (English: Socrates Reversed: on the Internet Stupidity), I pointed out that the causes of the spread of the
epidemic of foolishness are numerous, and the phenomenon itself has a multidimensional character (Morbitzer, 2017). Also, I described in detail and characterized the
most important ones. Therefore, I do encourage the interested Readers to familiarize
with the above-mentioned article. As for now, I will present a few other reasons,
those which are more hidden and less legible for the average user of media.
Some of them are of a technical nature, whereas others are associated with a person – their mentality, intellectual efficiency, narcissistic attitudes and diligence. The
latter category is particularly significant, but cognitively more difficult. Technical
reasons can strengthen or weaken human actions, as technology does not force us
to anything, only offers certain possibilities. It can also be used by some particular
groups of people to influence (usually in a negative way) others. Such mechanisms
of manipulation are described in an excellent book by an American media critic and
sociologist Herbert Irwing Schiller (1919-2000). In The Mind Managers he says:
“The managers of American mass media produce, process and shape the images and
information that create and reinforce our beliefs and attitudes (and, as a result, our
behavior, too) and guide the circulation of this information.” And further, in the
words of a Brazilian teacher and representative of the radical emancipation pedagogy
– Paulo R.N. Freire, it is signalled that “Manipulation of human minds is a «tool of
conquest», one of the ways by which «the dominating elites are trying to subordinate
the masses to serve their goals»” (Schiller, 1976, p. 13). It is worth noting that the
quoted works come from almost fifty years ago. However, they have not lost their relevance, as these days we possess much better tools and techniques of manipulation,
the repertoire is definitely wider (information, shopping, education, ticket booking,
social networking, etc.), as well as the temptation media users face and their willingness to freely submit to it at the cost of losing their privacy in return for the services
offered to increase the comfort of life. This remark concerns especially the representatives of the young generation, the so-called digital natives, but almost everyone has
become a homo mediens – a media man.
An additional factor accelerating the circulation of stupidity is the wrong interpretation of democracy. A vast majority of people seems to have believed that this
concept means common equality in all aspects, and therefore also in the aspect of
knowledge, wisdom, talents and opinions, especially that in democracy everyone has
the right to own views. However, democracy stands only for the equality of citizens
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before the law and it is completely unfounded to assume the identical intellectual
potential of all Internet users. People confuse the same (almost) access to rich sources
of information (e.g. the popular Wikipedia) and their search tools (e.g. Google) with
understanding the information or the ability to draw logical conclusions from it. The
current universality and easy access to information is conductive to the disappearance of differences between laymen and experts, between dilettantes and those with
extensive knowledge, which leads to negative consequences, including the rejection
of science and rationalism, which an American national security professor – Tom
Nichols refers to as the agony of knowledge (Nichols, 2017). People seem to not be
aware of the fact that the access to information alone is not an automatic getaway to
extensive knowledge and the ability to use it to solve difficult problems.
This aspect of the negative influence of the media on people is highlighted by an
Italian philosopher and medievalist Umberto Eco (1932-2016), in his latest book,
published after his death, in which he noted that “The omnipresence of the electronic
eye seems to be winning with the ability to think and causes serious mental changes,
also for civilized people” (Eco, 2017, p. 131). What is characteristic of this statement
is the reference to “civilized people,” and thus to the citizens of the global society of
the liquid-modern times. It has a deep sense, because today we are witnessing a new
form of imperialism – the cultural one, or, more precisely, the cultural imperialism
of the Internet. Imperialism is a policy of superpower states aiming at extending their
political, military, economic and cultural influences to areas that do not belong to
them (https://pl.wikipedia.org/wiki/Imperializm). Already quoted above, H.I. Schiller defines cultural imperialism as “a sum of processes by which societies are absorbed
into the framework of the contemporary world system, and their dominant layers are
persuaded, forced, and sometimes bribed to shape social institutions in accordance
with the system of values and structures of the dominant center of the system and to
propagate them” (Schiller, 1978, p. 12). The concept of cultural imperialism of the
Internet suggested by Magdalena Szpunar (2017) is a new, special version of cultural
imperialism, in which – according to the French sociologist, anthropologist and philosopher Pierre Bourdieu – symbolic violence consists in imposing a specific way of
perceiving and evaluating reality (Bourdieu, Passeron, 1990, after: Szpunar, 2017),
whose hidden goal is to reduce the intellectual level of the “conquered” areas. While
real territories (geographic areas) used to be literally conquered in the past, today we
are dealing with the colonization of the minds and souls of users and shaping their
system of values. It is therefore legitimate to use the term “electronic colonialism”
already introduced in 1981 by Tom McPhail – a Marshall McLuhan’s student of
(Wikipedia, 2018d).
Modern cultural imperialists of the Internet, or – more broadly – media imperialists, who have the greatest impact on people, are world’s five leading companies with
the highest value:
• Apple (which provides branded hardware);
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•

Google (the main information provider);

•

Microsoft (the producer of the most popular software in the world);

•

Facebook (which provides Internet users with contacts);

•

Amazon (which provides everything).
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HOW TO PREVENT THE OUTBREAK OF STUPIDITY?
Remedies to prevent the outbreak of stupidity should be sought outside the field of
technology – mostly in good education. The improvement in the outlined situation
lies in opening to another person, the willingness and readiness for dialogue, the
inclination to listen to their opinions with emotions silenced to an extent that it
would be possible to rationalize the arguments of the other side, with wise kindness,
without offense and without humiliation (see Erikson, 2017). It is necessary to shape
a student’s cognitive curiosity and his or her aspiration to discover their own truth,
and – in a broader sense – shaping the responsibility for their own development.
Tomasz Szlendak, a professor at the Nicolaus Copernicus University in Toruń,
emphasizes the change of the paradigm of modern illiteracy. It is no longer a lack of
reading and writing skills, as they have become common, but the inability to judge
the information found with the use of Google and its selection, closing in a peculiar
information bubble by drawing information from Facebook wall or Instagram – perceiving the world mainly through the prism of friends’ posts, moving only within
the circle of people with views similar to ours, which uncritically strengthens the
conviction of their uniqueness and rightness. Understood thus, cultural and social
illiteracy destroys the possibility of establishing agreement and understanding with
other people (Cywilizacja, czyli maszyna..., 2018).
The main problem is therefore preparing the young generation for rational and
responsible use of information and communication technology tools. This form of
education, understood as preparation for functioning in the media world properly,
should be carried out almost from the cradle, since by providing such tools to small
children we shape them intellectually and equip them with a specific cognitive apparatus. The latest reports show that 6-month-old children already use ICT tools these
days (FDN, 2015). It is necessary for children to learn about the world in a balanced,
holistic, full and polisensoric way, as this is what the world is like. Exploring it with
a flat screen leads to a large cognitive impoverishment. The American Pediatric Society calls for children under 3 years of age not to have access to ICT tools at all. What
is also important here is the mechanism of mirror neurons – responsible for learning
by imitation and developing higher feelings, such as empathy, which requires human
presence and is not possible to develop while having contact with a machine. Preparing a child for proper social functioning should take place in the world of culture,
nature, art and other people. It is about forming a young person to be sensitive to

132

Janusz Morbitzer

beauty, to the harm of others, a person who is curious about the world, intellectually
awakened, physically fit, thinking rationally, open to dialogue – especially with wise
people. It requires dedicating time and attention to the young person. It is worth
mentioning a thought by a Vietnamese Buddhist monk, Zen master, teacher, author of many books, poet and peace movements activist – Thích Nhất Hạnha (born
in 1926): “The most precious thing that can be offered to another person is one’s
presence” (Uważność, 2018). This aphorism is simple in its form, but so difficult in
terms of its practical implementation. For we live too fast and too intense, and our
thinking is shallow and time horizons narrow. What must be acquired is the ability
to perceive problems, processes and phenomena in a broad context, in the richness
of connections with many other issues, which requires broad knowledge and logical
thinking – simply wisdom. Wisdom, understood as the ability to make accurate and
socially valuable choices, requires reflection, time to think. These days, it is becoming
one of the most scarce assets, it was much easier to find it in the times of ancient philosophers, an era when haste was not people’s inseparable companion. Is today – the
time of constant changes, high pace of life and omnipresent speed, not conducive to
hasty actions, not given due thought – or stupidity indeed?
Is not this a sign of the times that some of the most important politicians communicate with the world through Twitter? They convey their views or facts from the
field of politics, economics and many others – sophisticated, deep contexts (and requiring knowledge for full understanding) reduced to 140 characters. Sound knowledge and strong expertise has been replaced by shallowness and even primitivism,
building among less-conscious people (and such is the vast majority) the impression
that politics is something easy and boils down to a few simple slogans. It is dangerous, because this illusion of simplicity fosters people’s emotional involvement in
politics. What can be observed at present is – probably an intentional creation –
the triumph of emotions over rational attitudes, which can be best evidenced by
the universal functioning of post-truth and the so-called fake news. This constitutes
a historical regularity, since the development of civilization is a transition from the
old, cold and conservative hierarchy to the contemporary hot, emotion-saturated
network (see Morbitzer, 2015).
The shallowness of thinking is one of the most crucial tendencies enforced and
reinforced by the Internet. A good metaphor of the global network is an almost infinitely long informative buffet where we can see “[…] one dish after another, each
of them more tasty than the previous one, so we miss the moment to breathe between bites” (Carr, 2013, p. 12). Obviously, such abundance of information imposes
a strategy of shallowness in its acquisition and processing. This shallowness is indicated by research results – the use of media for communication and entertainment
prevails among junior high school students (Michniuk, 2018). It is easy, connected
only with shallow information processing. Learning, however, requires deep processing, reflection and time. What is equally disturbing is the fact that the catego-
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ry of self-development is absent from the young generation’s lives. This constitutes
a special challenge for modern education.
The key to rational use of media is the following thought by Steven Paul Jobs
(1955-2011), the co-founder and former president of Apple Inc.: “Technology is
nothing. What’s important is that you have a faith in people, that they’re basically
good and smart, and if you give them tools, they’ll do wonderful things with them”
(EFNTiIwE, 2018). Jobs emphasizes the particular significance of two axiological
categories – wisdom and good. But what does it mean to be wise from an educational
point of view? It is necessary to recall the distinction between two components of
the human brain: intellect and reason, existing in philosophy since antiquity, and
strongly popularized by the German philosopher of the Enlightenment, Immanuel
Kant (1724-1804). Intellect (Latin intellectus, German Verstand), which is a tool in
its character, emotionally uninvolved, axiologically neutral, fulfills revealing functions leading to cold discovering the truth. Reason, on the other hand, (Latin ratio,
German Vernunft) is associated with the axiological layer, provides reflection, evaluates and indicates what is right and what is wrong. It is a concept close to wisdom.
Intellect is necessary for a person to be an inventor and discoverer, but it is the mind
that determines how they will use these achievements. A German educator and philosopher Otto Friedrich Bollnow (1903-1991) indicated very aptly that “the intellect
will teach us how to build a house. But that’s not enough. Only reason will teach us
how to peacefully live there together” (after: Gadacz, 2017). What constitutes an educational problem is that contemporary education values intellect more than reason,
so you can be intellectually fit, yet thoughtless (Gadacz, 2017).

CONCLUSIONS
The modern epidemic of stupidity has complex causes. Information and communication technology tools only serve as a catalyst, and the main reasons lie in the
human – and such negative traits as: the lack of criticism and reflection, laziness and
the lack of willingness to explore the world, as well as the lack of responsibility for
self-development, closing in an information bubble and staying within a circle of
your own views, resulting from the lack of openness to new ideas and other peoples’
way of thinking. To a large extent, the existing state of affairs is also borne by the
educational systems which prepares for the use of ICT tools only from the technical
side, almost neglecting its cultural and philosophical aspects. They do not shape the
essential skill of information selection, and, above all, the separation of real and valuable pieces of information from the useless, untrue and harmful ones.
As it was presented in the article, stupidity has always been an inseparable companion of humanity. However, an excellent Polish literary and film critic, poet and
prose writer Karol Irzykowski (1873-1944) was right to have stated that “Stupidity
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is also a way of using one’s mind” (Irzykowski, 1975, p. 34). A medium has now
come into being which makes it extremely easy to publicize even the most absurd
views that will always find followers – a kind of support group. This encourages the
escalation of such activities and drives the mechanism of spreading the epidemic of
stupidity. As a result, what we are experiencing today is a social acceptance of stupidity, since it has supplanted wisdom, and idiocracy has become an applicable standard.
What can be done, then? Against the so-called political correctness, we must not
remain silent before the problem – it is necessary to point stupidity out, because
universal consent to evil means strengthening and prolonging the life of what is
wrong. Such lack of consent should occur everywhere – at home, at school, in social
circles, in various institutions. But such attitude would require a concept of a society encouraging self-development, which seems almost utopian, as every pursuit of
perfection is difficult and requires sacrifices, and many people are not willing to do
so. As a result, we will have societies (because the problem is global) of two speeds –
a minority boosting progress and understanding, or trying to understand the complexity of the modern world, and the vast majority benefitting from the progress
unthinkingly and very selectively, not caring about understanding the world. The
latter group has not even noticed that the Internet, which used to be advertised as
the most democratic tool of freedom, has soon transformed into a tool of totalitarian
control and enslavement.
Referring to the already quoted H.I. Schiller’s book The Mind Managers, we can
say that today’s mind managers are getting better and better, becoming less and less
conscious at the same time, whereas their inferiors – the media community – are getting easier to control. It is not surprising, therefore, that e-fools team is being eagerly
joined by new groups of members and together they head towards the new world of
Internet stupidity – the idiocracy (see Ziemska, 2017).
Perhaps, it is worth taking up the fight against the epidemic of stupidity, for the
sake of future societies and in the sense of responsibility for the fate of the world.
Are the ruling elites – of the world and individual states – interested in the wisdom
of their societies, though? This constitutes a particularly significant question that
should be asked in the context of contemplating the outbreak of foolishness and
searching for measures to prevent it.
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PEDAGOGICAL REFLECTION ON THE EPIDEMIC OF
STUPIDITY IN THE GENERATION
OF THE INTERNET ERA

Keywords: stupidity, cultural imperialism, “idiocracy”, mind, intellect, wisdom
Abstract: A disquieting phenomenon of stupidity’s epidemic can be observed at present. Stupidity has always been an element of human existence and the issue is widely described in the
literature. The paper is a continuation of the discussion initiated in my work of 2017 Socrates
Reversed or the Foolishness of the Internet, where I have analyzed the causes of that phenomenon. In the present paper, further philosophical, social and cultural aspects are studied. This
timely issue is an urgent challenge for education and the future society’s development. The
stupidity’s epidemic is connected with many factors, e.g. with Internet cultural imperialism.
The paper presents chosen causes of the phenomenon and methods of prevention.
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W STRONĘ IDIOKRACJI – PEDAGOGICZNE
REFLEKSJE NA TEMAT EPIDEMII GŁUPOTY
POKOLENIA EPOKI SIECI

Słowa kluczowe: głupota, imperializm kulturowy, idiokracja, rozum, intelekt, mądrość
Streszczenie: Współcześnie obserwujemy niepokojące zjawisko epidemii głupoty. Głupota
towarzyszy ludzkości od zarania dziejów, problem ten jest szeroko obecny w literaturze. Artykuł jest kontynuacją tematu podjętego w mojej pracy z roku 2017 Sokrates odwrócony, czyli
o Internetowej głupocie, gdzie analizowałem przyczyny tego zjawiska. Obecnie powracam do
tematu w ujęciu filozoficzno-społeczno-kulturowym. Temat jest bardzo aktualny, staje się
pilnym wyzwaniem dla edukacji. Jest on też istotny z punktu widzenia przyszłości rozwoju
społeczeństwa. Epidemia głupoty związana jest m.in. z imperializmem kulturowym Internetu. W artykule omawiam wybrane przyczyny oraz sposoby jej zapobiegania.

Kazimierz Ślęczka*

TROUBLE WITH MULTICULTURALISM
IN THE EYES OF A PHILOSOPHER OF CULTURE

W

hen a Pole leaves a ferry in Dover, he/she knows that they will continue their
journey on the left side of the road. For many arriving, this is not a comfortable situation. But it does not occur to them to claim their rights, human rights, the
rights of every human being, to live in harmony with their own culture. They found
themselves in a country with left-hand traffic. British quirkiness? Almost the whole
world drives the right side. Well, but not the British. And they are the hosts there.
Two different traffic cultures collide there, two different ways of doing the same
thing, both possible and equally effective, but – mutually exclusive. Here the compromise is impossible; this cultural contradiction cannot be solved by finding some
form of indirect solution or allowing both ways of driving (i.e. both cultures) on
equal rights to operate side by side in the same area, in the same society. This kind
of cultural contradiction is a disjunctive alternative – one or the other, and probably
also tertium non datur. None of the two possible ways of moving on the road is better
than the other, both equally effectively leading to the goal, but one of them must
be chosen. And which is decided by something accidental from the point of view of
the technique of movement, cultural trajectory, not necessarily blind, because it has
some historical track of events, blind from the point of view of the effectiveness of
public driving techniques, because each of both choices would be equally good. It
seems to me that in the United Kingdom there has been such a choice in the past
and its opposite in the continent. I no longer want to say that Great Britain insists
on its culture, and for example Sweden has given up this difference and has adapted
to most European countries.
Not always a cultural contradiction is so drastic, but this particular is. You cannot get over it and sort it out somehow. To live it is necessary to abolish it, and it
requires a complete concession of one of the parties, total resignation, surrendering.
The winner takes everything. Theoretically, there is a certain form of concession to
be considered, practically not used anywhere, but the separateness of the alternative
remains. That is, if the Poles in a certain district of the English city constituted the
vast majority (possibly with visitors from other countries of the world, in which
also the right-hand traffic applies), one could assume that in this district or a clearly
*
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marked housing estate their traffic system would apply, and besides that this area
the one which is valid throughout the country – throughout the whole country, but
still excluding the territory in which the cultural minority constitutes the majority.
Although in road traffic, no such compromise has been used anywhere, but in the
case of many other cultural contradictions, such a situation is not only conceivable
but it has a place. Of course, if the cultural difference leads to contradiction at all,
because in many cases it does not. Not always two different cultures dictate behaviors
remaining in relation to each other in a relationship of contradictions, so that one of
them impedes the performance of another and in extreme (as above) case it prevents
them. Sometimes culturally different behaviors do not make any sense at all and
can be realized in parallel side by side, sometimes even interwoven in time and in
the same territory. And sometimes – what’s even more interesting – supporting each
other and improving the implementation of the other party’s goals.
Take for example the differences in clothing. In every society there are rules for
a certain way of dressing, but depending on the type of culture, they tend to be stricter, narrowly determined, or looser. If freedom is significant, the emergence of outfits
dictated by another culture may not cause any confusion, especially where fashion
is already varied and makes permanent changes. When, therefore, women appear in
the streets of London and those who are shrouded from head to foot in tight wrapping robes sometimes covering their faces, nothing special happens. Just one more
option has been realized here. You can dress to reveal something; you can also dress
to cover different areas and parts of the body. On cold days, not only Muslims wrap
themselves up to the tip of their noses. And when it’s hot? Their problem. One can
see clothes fulfill other, supposedly religious function. We can only be sorry for them,
but if they want to suffer from overheating, it’s their business. They do not make it
difficult for anyone else. If they want, let them cover their faces.
Although in the latter case it is not quite so. When women hide their faces (let us
emphasize: in contrast to covering all other parts of the body), it can in certain situations give rise to tensions, because it interferes someone in the course of performing
activities assigned to a specific function by the prevailing culture (this is another example of cultural behavioral contradiction, similarly as discussed at the beginning).
There, where the identification of the other person belongs to the official duties – in
the bank, at the border crossing, and more broadly – in general at the offices, the
official in his/her behavior encounters an obstacle resulting from the behavior of
another person dictated by another culture. The examiner with a veiled student has
a similar problem. There is a cultural contradiction in the sphere of behavioral patterns that changes into conflict, when either side or both insists on their rights; the
conflict solved differently in various countries. In the future, in this case, another
method of identification may come with help, e.g. through voice analysis?
In general, the religious or ethno-cultural order to cover the face – but the face,
and not the other parts of the body – is somehow conflicting, if it is carried out in the
public sphere. It weakens the feeling of security among other participants in social
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life. That is why more and more Western countries no longer tolerate it. However,
covering women’s faces in private, in their own home, seems to be a cultural difference that does not make life difficult for the public. Just like the custom of the Discalced Carmelite nuns – if they do not leave the monastery grounds in their uniform.
In any case, the cultural diversity of the Muslim women’s attire, except for covering the face in certain specific public situations, does not lead to behavioral contradictions in society. This does not mean that it does not lead to other cultural
contradictions. For example, state law may be violated, even though this violation
does not make life difficult for anyone. In secular states like France, where public
demonstration of religious affiliation is forbidden by law, Muslim women’s attire is
seen as such a demonstration of a religious symbol and may be forbidden (not for security reasons). There are also environments in some countries where women’s clothing in Islam is believed to violate the human dignity of these women, in other words,
it hurts them somehow. And even if they themselves voluntarily, sometimes quite
willingly wear these outfits, certain feminist groups are demanding a ban on wearing
them anywhere. Feminism of a milder variety requires only that women shouldn’t
be forced to do so. However, if the state does not see any reasons to engage in
a dispute, it only leads to inter-group conflicts, not on the scale of the whole society,
to conflicts that could be called behavioral-mental conflicts, because someone’s behavior does not get in the way of other behaviors, consistent with a different culture,
but only causes a negative mental reaction in the followers of another culture, it is
morally stigmatized. For the majority of members of society it remains an indifferent
matter, on the basis of “it doesn’t harm anyone.” The greater the freedom of choice
of forms of behavior and demonstrating beliefs in a given country/society, the fewer
problems are created by the type of cultural differences under consideration, whether
in the field of dressing or in terms of feeding, playing, etc.
For now, in the example above, we are talking about one side of cultural contradiction, and there is another one. The Muslim costume may not disturb the hosts.
But the Muslims may be disturbed by the outfit of the hosts, or the types of drinks
drunk by them, or something else, which in itself does not make it hard for Muslims
to pursue their own cultural patterns. There is a certain dramaturgy of growing demands and tensions (especially publicized in the nationalist media narrative).
We have previously presented Muslims only as a party who after arriving and
settling in a Western state would like to live in their own way in a way dictated by
their religious culture (which in Islam with its prohibitions and orders fills the space
of life, incomparably more tightly than in Western cultures). And when they try
to do it, they encounter obstacles. And this – in their opinion – hurts them. They
do not see at all what their lives, normal human lives, would bring any damage to
the host society. The dress of “their” women is an important element of their way
of life. The feeling of discomfort grows when their number grows and away from
their homeland, on foreign land they recreate their own cultural, mainly religious,
community. Why should they give way? They become full citizens – this is especially
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the case in the second and subsequent generations. They are a minority, it is true.
But at least where they live together and form a majority, their territory is created
and their cultural norms should apply there. Not only are they allowed to live their
lives fully in their own way, but others entering their territory should also adapt to
them. At least the more radical of them are beginning to speak out like that. Because
it is them Muslims who already live here at home, who for example, are offended by
the way Western women dress are hurt by their improper behavior. They are hurt
by gay people tolerated by this country, hurt by others drinking alcohol. All this is
something bad and therefore forbidden in their culture. The fact that the existing
natives, indigenous inhabitants, i.e. the current hosts, do not interfere with Islamic
customs is not the reason why Islamists should not interfere with the behavior of
the so-called native hosts. And not only in Islamic settlements. Everywhere where
there are Muslims, e.g. at universities, where they study. They find it disturbing that
male and female students sit in the same benches in the lecture hall, mixed up. They
have the right to expect that their beliefs will be respected, and the Muslim women
students will be able to sit in benches where they will not be exposed to the men’s
neighborhood. They find disturbing drinking alcohol in student clubs and canteens.
Of course, no one forces them to drink, and they do not drink, but they are offended
by the view of other drinkers. And, of course, they must have halal meat canteens.
And they do not even want to see pork etc. on their friends’ plates, etc.
And this is not the end. The culture of existing hosts is so tolerant that it creates
a free place for the culture of minorities. But from the point of view of consistently
conceived Islam – especially in radical leaders or pretenders to leadership – tolerance
towards other cultures is not at all good. There should be no place for other ways of
life except for one proper – Islamic. Islam is not, should not and cannot be tolerant,
because it would mean that it closes its eyes to evil and to the wrongdoings unintentionally caused by other people. As soon as God gives strength, one will have to put
everything in order. For the good of all. Because Westerners do not know the Truth,
and they do not know what Good is. Tolerating the way of life of the current hosts,
when the community of newly arrived and their children will already constitute
a strong political force to fight, would be harmful for the hosts. No wonder that
lately the critics of the custom of arranging marriages (sometimes even under-age
partners, sometimes against their will) one of the British Muslim leaders answered in
a rhetorical fashion: And in which marriage system is the higher divorce rate, ours or
maybe yours? Which marriages are lasting? By implication: and are therefore better.
Follow our example and do not criticize our culture.
Of course, one should not draw far-reaching conclusions. Presumably, the average
Muslim would gladly remain opportunistically tolerant: Live as you want, allow us
to live our lives. Anyway, this applies to the contradictions in general – as the basis
for conflicting statements and actions appearing in the mouths of spiritual leaders or
perhaps even more in radical fighting for such leadership, average believers of immigrant cultures would probably be completely satisfied if they were simply left behind
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in peace and were not interfered with their way of life. Unfortunately, even this approach, and on the part of all culturally diverse communities living in one common
society, must sometimes lead to purely behavioral contradictions and conflicts.
The clash of Islamic cultures with Western culture abounds in particularly expressive (often but exaggerated) examples and is most often cited in discussions on
multiculturalism as an exemplification of what multiculturalism leads and can lead.
It means the emergence in one leading systemic culture in the society – of others who
are dangerous especially in the case of non-European or non-Western cultures that
bring competitive norms of behavior in the same social situations. The encounter of
two cultures discussed here goes far beyond the simple clash of two interfering ways
of behavior in one area, as it was mentioned at the beginning of the meeting of two
different road traffic systems. In addition, it shows the frequent lack of symmetry in
these clashes. The tolerance of one culture to the other does not have to meet a symmetrical answer. And contradictions in the sphere of beliefs, in the mental sphere, are
not necessarily exhausting in this sphere, they often turn into behavioral contradictions or contradictions in the distribution of goods and resources (for the time being
omitted in this introduction), and necessarily lead to conflict behavior and struggle,
the ending of which can be varied.
Multiculturalism can be troublesome. It has, of course, its good points, especially
visible at the beginning, when the immigrants arrived, they are grateful to the heavens and everyone around them that they could get away from somewhere where they
felt bad or in any case worse than in their new place of residence. They usually take
jobs that the locals do not get into, and they do it much cheaper and sometimes
better. Some hosts residents (rather richer or from the intelligentsia) are beginning to
enjoy – often unexpectedly – coloration of their previous lives. Culinary, aesthetic,
moral... Often, it also gives them tangible economic benefits (although from the
point of view of the poorer classes it can be a threat). But then the trouble begins –
for the host inhabitants, and for the recently arrived ones, guest inhabitants. Guests
who, however, are more and more evasive, the announced return to their homeland –
if it was assumed at all – postponed, settle down for good, change into tenants, then
residents, and their children, sometimes even they themselves, eventually become
fellow citizens and co-hosts in the new – initially treated only as “substitute” or temporary – homeland. Often still not treated as a real homeland, and in any case not
as the only new, because relationships with the country that was left, sometimes far
away, are not broken or even markedly weakened. One can just drop in and refresh
all your ties, today cheap airlines allow for it. And without this, the satellite TV and
the Internet cause that after crossing the threshold of your own apartment you return
to your homeland, leaving behind the door of the foreign host country. Not only
everyone here speaks in your native language, but you can hear your favorite, well-known music, you can see distant and familiar landscapes on the screen, and hear
the latest news, thanks to what the native hosts of this country live, sometimes living
just behind the wall but more often encountered at work and during further trips
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to the city, loses any meaning compared to what is happening in your own country.
And when around, often in all the apartments of the block of flats, in the whole
communal estate, in the shops downstairs and at a nearby marketplace, everywhere
live the same countrymen, the rebellion against restrictions dictated by the followers
of local culture is born, which initially, after arrival was accepted without murmur,
being grateful for the hospitality.
And it is certain that the troubles start. For sure – for at least a large part of the
hosts, mostly not those to whom multiculturalism was mainly associated with joy
or intellectual satisfaction. The obvious and inevitable until now, because objectively
occurring cultural contradictions turn into subjectively experienced obstacles and
difficulties in leading a normal, familiar, indigenous life. They are transformed into
conflicts. Especially when these differently behaving newcomers take their jobs, social
and communal flats, take care of the attention of social assistance centers, consume
a large part of the funds allocated for this aid. Yes, someone might think that these
problems are not so difficult to remedy – all you need to do is get the natives to go
a little bit and give way to a bit of space at work, at home, in public life. And they
will limit the universal validity of certain prohibitions and orders to themselves,
freeing the newcomers applying them. But the newcomers want more and more!
And they stop asking, they start to demand. Now they know about their equal rights
– because they have learned from their hosts – human rights, including the right to
live in harmony with their own culture. They already felt “at home,” and not without
grounds. Unfortunately, such a simple solution for new fellow citizens means for
the old, now also only fellow citizens, often difficulties and obstacles in running life
in the way that they used to. And the conflict does not disappear so easily because
everyone wants to live “normal life” in other words, as their culture defines. Cultural
contradiction remains unresolved for some time, new ones join it, and tensions on
both sides accumulate. And it was supposed to be so beautiful. It was supposed to be
colorful, enriching and “multicultural.”
I mainly came up with an example of contradictions and cultural tensions in
Western society, in which there appears and develops, among others significant Islamic minority, with varying state provenance and a different versions of Islam. The
common denominator of religion – Islam in a simplified sense treated as something
homogeneous, which deviates far from the truth – is a strongly imposed by media
iunctim, omitting diversity and thickly exaggerating cultural conflicts as a “clash of
Islam with the West.” (Anyway, similar primitivism threatens to connect everything
on the other side as “culture or civilization of the West”). This media practice, especially the particularly appealing call to the apocalyptic vision of Huntington’s “clash
of civilizations,” encounters a very fertile ground from those who feel somehow
socially lost and gladly link this loss to newcomers with a different religion, where
Islam draws the most attention, because it is itself proselytized and used by many
terrorists as the supposed premise of their aggression. I took over this narrative on
the level of facts, not evaluation, because despite the exaggeration and dislocation
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of proportions, it nicely captures the negative side of processes launched for half
a century by the constantly growing influx of culturally different migrants. Other
cultures are less often picturesque and unambiguous for depicting the alarming
“conflict of cultures.”
There is no doubt that the transformation of a society from a monocultural to
a multicultural is always connected, though with various intensities, difficulties,
sometimes even torments, in the life of its current members and, as it turns out,
also newcomers. Perhaps the worst contradictions are not generated at all by the
cultural diversity of new fellow citizens, but simply by the mere fact of the increase
in the number of people interested in accessing the same shortage of goods. But
because the cultural diversity of the new competitors is striking as their quality, it is
blamed for everything. And that the phenomenon of multiculturalism of societies
in the present time, in the era of globalization, has taken on and continues to take
on the intensity, it is even better to look at it both descriptively and, intentionally,
with a pragmatic intention. Will problems related to multiculturalism disappear and
resolve themselves? Is it necessary and possible to implement special steps, so far not
used, to give this process a more human-friendly character, maybe even somehow
change its direction? In a word, the situation requires a special, new form of political
practice, maybe even at the level of governance (if it can be affected), and certainly
at the level of management – governance of processes leading to the formation of
multiculturalism and influencing its character and management already existing and
still expanding and intensifying multiculturalism.
The strictly cultural contradictions can sometimes be removed with purely technical methods before they can even become social conflicts. It is worse with those
that are not cultural at all and only represent the next phase of tensions and social
conflicts known for a long time in monocultural societies, only now that competing
or opposing groups of rivals wear t-shirts of different cultural clubs. However, these
are the same contradictions that occur in every more complex society in the context
of competition for the best satisfaction of their own needs. The division according
to different cultures joins the commonly known other divisions: class, gender, age,
professional, territorial etc. Also here, as in other cases, social contradiction can be
transformed into an intensifying social conflict. This is the case when the already adopted solutions stop after time – for example in the next generation – to be accepted
by one or both parties, moreover, there are often more parties in this conflict. Or
when a minority – and sometimes majority – begins to make demands that nobody
would have thought of before.
It is worth recalling that contradictions and social conflicts are nothing new in the
life of societies. Sometimes images of the idyll of old life “at home, among themselves
in their own country,” where foreigners were rare and only as guests or employees of
embassies, is a fairy tale that can be easily believed by indigenous people tormented
by clashes with culturally different communities. You do not need to import people
from new cultures to make conflicts appear. Often, social conflicts “among our folks”
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are much more dramatic and lead to a revolution. Cultural conflicts can overlap –
and then cultural differences are in fact their source. They can also directly result
from colliding cultural patterns of behavior, cultural hierarchies of values and beliefs
or cultural ideas about how to meet needs. Only then can one speak of specifically
cultural conflicts.
Depending on the real nature of the so-called contradictions and possible cultural
conflicts – which means in the broad sense associated with the cultural diversity
of the parties involved in them – the ways and possibilities of solving them will
look differently. In the history of contemporary multiculturalism, various policies of
governance and multiculturalism emerged, ranging from the forced or spontaneous
elimination of multiculturalism through assimilation to the latest program school,
ideologically embedded in human rights, called multiculturalism. For a decade, it
has been said, not without grounds, about the crisis or even the defeat of multiculturalism. An interesting but burning problem arises: What then? The migration of
peoples continues polyculturization involves still new societies; problems do not always disappear with the appearance of subsequent generations in cultural minorities.
An interesting theoretical problem also turns out to be a very important practical
problem. Also in Poland. No, we will not be protected from it by banning immigrants. Different cultures already exist in Polish society. And in the eyes of one of
these cultures the other is considered to be a kind of minority immigrant culture, the
effect of immigration from the West ideas, views, behavioral patterns of “not ours,”
as it is often emphasized. Immigrations of cultures can also take place without the
followers bringing them, and the cultures themselves can also immigrate.
From this point of view, considerations in this prologue cease to be something
exotic to the Polish situation.
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THE ACTIVITY AND PEDAGOGICAL VIEWS OF
WOMEN AT THE TURN OF THE 19TH AND 20TH
CENTURIES – HISTORICAL EXPERIENCES
FOR THE CONTEMPORARY TIMES
INTRODUCTION

F

or the scientific development of pedagogy and pedagogical practice it is necessary to use the knowledge gained in the course of research in the field of the
history of education and pedagogical thought. For many years in Poland historical
and pedagogical research was discredited, which was related to – as pointed out by
S. Palka – an ambiguous definition of the relationship between pedagogy and the
history of education (Palka, 2004). The understating of the role and significance of
historical and pedagogical research was also due to the fact that it was forgotten that
the pedagogical subdisciplines had their own history created by eminent people.
Kamila Mrozowska, in her reflection on the history of education, stated that “the
creators and co-creators of pedagogical subdisciplines must not be forgotten” (after:
Szulakiewicz, 2008, p. 658).
One of the areas of interest in the contemporary history of education are the biographies of outstanding figures who contributed to the development of pedagogical
thought, educational reforms, school history, educational and schooling institutions.
Researchers emphasize that “human biographies are a source of knowledge about
the role of individual life events and their functions in the process of upbringing
and socialization. The educational dimension of the experiences contained in the life
cycle is therefore the value which is believed to be of a particular pedagogical significance. This is to be a way to find out the extent to which a man, on his individual
way of life, has surrendered to the shaping of more or less external factors: from the
socio-economic situation, through the family, the immediate environment, to objective events that have influenced (also) his internal world” (Wawrzyniak, Wypiorczyk-Przygoda, 2012, p. 217).
Władysława Szulakiewicz emphasizes the use of biographical research for creating individual and collective biographies, the ones of groups or generations (Szula–
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kiewicz, 2013). Women, the precursors of social and educational work in Poland,
presented in this study, can therefore constitute a collective portrait in historical and
pedagogical research.
In Polish historiography, there are studies devoted to the issues of women and their
pedagogical activity. These include works, among others, by W. Jamrożek (2001),
J. Suchmiel (1994), D. Żołądź-Strzelczyk (2001), and K. Jakubiak (2000). There is,
however, no synthetic study showing the contribution of women to the development
of educational activity and pedagogy as a science. The presented article is a portrait
of women who at the turn of the 19th and 20th centuries were involved in caring
and social activities among children and adults. They also made a significant contribution to the development of pedagogical thought whose lasting value is found in
contemporary pedagogical views.

THE EMANCIPATION MOVEMENT OF WOMEN
AT THE TURN OF THE 19TH AND 20TH CENTURIES
In the nineteenth century, on the wave of liberalism, the postulates of women in the
field of equal access to education were implemented, supported by emancipation and
feminist movements. Although this process was slow, the legacy of the Enlightenment, recognizing the woman “as a free citizen,” came true in the field of education
only at the turn of the 19th and 20th centuries (Draus, Terlecki, 2016).
On the Polish territory, girls in the Duchy of Warsaw (1807-1815) were the first
to obtain access to elementary schools, when the Education Chamber introduced
the school obligation in 1808. In the field of girls’ education it was Klementyna
Tańska Hoffmanowa who made a special contribution (Gawlik, 1995). Thanks to
her initiative, schools for young girls began to be founded, and in the second half
of the nineteenth century, female gymnasiums. In the autonomous Galicia, there
developed secondary female education and female teachers’ seminars. From 1868,
Higher Courses for Women were active in Krakow, which initiated the fight for
women’s access to university studies. Anna Żarnowska writes: “Higher education in
the case of women played a special role. Giving them a high, social prestige, it gave
them a unique status in society [...]. Higher education – especially in the first period
after women gained access to universities – was perceived as predestining them to
perform a specific civilization mission in society (Żarnowska, 2014, p. 288). Women’s aspirations for equality in terms of education were an important stage in the fight
for political rights, in particular for electoral rights. “Polish women received electoral
rights in 1918. In the Polish Parliament (Sejm) elected in 1919 there were nine female deputies. The Polish constitution of March 1921 recognized the equal rights
of women in social and political life. With the appearance of women in the Polish
Parliament (Sejm), work began on changing laws discriminating against women”
(Sala, 2011, p. 243).

The Activity and Pedagogical Views of Women at the Turn of the 19th and 20th...

151

THE SOCIAL AND EDUCATIONAL ACTIVITY OF WOMEN
Women’s aspirations for equal rights in access to education, initiated in Poland, were
directly connected with the initiation of social and educational activities by them.
Women undertook numerous roles at various levels of pedagogical work, both practical and theoretical. At the beginning of the twentieth century these were among
others: Józef Joteyko, Urszula Ledóchowska, Aniela Szycówna, Stefania Sempołow
ska, Maria Weryho-Radziwiłłowiczowa, and later Natalia Han-Ilgiewicz, Maria
Grzegorzewska, Janina Doroszewska and many others. For the purpose of this study,
the biographies of S. Sempołowska, A. Szycówna and M. Weryho-Radziwiłowicz are
analyzed, assuming that the reconstruction of their life events will explain the impact
they had on their own times and the subsequent ones.
Stefania Sempołowska (1870-1944). The pedagogical activity of Stefania Sempołowska was inextricably linked to the changes in socio-political life. She participated in the works to create and reform Polish education and professional teacher movement in the interwar period. Sempołowska combined teaching with broad social and
educational activities, among others in the Warsaw Charity Society, the Flying University, and the Women’s Education Circle for All People (Mackiewicz-Wojciechow
ska, 1939). In the Circle, together with, among others, K. Kulikowska, R. Brzeziń
ska, F. Morzycka, W. Umińska, she led the organizational and lecture work, engaging
in a movement aimed at popularizing knowledge among women. The activity of the
Circle focused on conducting secret teaching among young people and adults, supplying them with books, setting up shops and restaurants in the countryside, in order
to “help the people and facilitate access to them” (Wawrzykowska-Wierciochowa,
1960, p. 52). S. Sempołowska, being a member of the pedagogical section of the Circle, conducted classes on courses for teachers from rural areas. She also participated
in the organization of library sets for the participants of the courses.
Until 1905, Sempołowska stayed in Krakow and only after the outbreak of the
revolution she returned to Warsaw, actively engaging in the educational activity.
During this period, the area of her interests and work included out-of-school education for youth and adults in the countryside. She participated in the works of
such organizations as: Association of Courses for Illiterate Adults, University for
Everyone, Polish Teachers’ Association, Reading Society of Warsaw (1906). At the
same time, she was involved in organizing care and assistance for political prisoners. Sempołowska started this form of activity at the end of the 19th century,
engaging in the defense of those who fought for national liberation. These activities
were pioneer in nature, because at that time there were no organizations involved
in providing help to prisoners. Justifying the need for such action, she wrote: “The
complaint coming from prisoners turned my thought towards them, aroused the
feeling of duty, deed, and rescue” (Mortkowicz-Olczakowa, 1961, p. 55). She
claimed that helping them was in the nature of the human soul, treating slavery as
one of the greatest human tragedies.
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In 1905, Sempołowska started to work at the Assistance Office for Political Prisoners. In the booklet We – taking care of political prisoners, she wrote: “The best,
most powerful period of my spiritual life was swallowed up by prisons, prisoners
and their fate. I was bound to it with an inseparable knot” (Wawrzykowska-Wierciochowa, 1981, p. 75). The necessity of providing help for prisoners is most accurately
explained in the memories of S. Sempołowska by J. Rogowska-Doroszewska who
writes: “What inclined Miss Stefania to help political prisoners was the awareness
that they needed help and that few would have courage to provide it. But still this
hot conviction, which she constantly expressed, that not only should they be defended because they are usually treated badly in prison and that in this way the lawlessness of prison or court officials is carried out over them, but also because in general
those whose only «offense» is the service of their ideas should not be in prison. And
finally, Miss Stefania used to help these people because she felt spiritually related
to them” (Rogowska-Doroszewska, 1959, p. 42). Her activity in this area also had
a personal dimension because she was imprisoned three times for participating in
the secret educational movement, in the school strike in 1905 and in the action of
providing help for political prisoners.
An important element of her protective activity was providing care for children
deprived of their family during the war. She organized material aid, and after 1918,
she repeatedly requested protection for them from the state (Karcz, 2000). During
the Teachers’ Council in 1919, Sempołowska spoke about the fate and harm of the
child deprived of home by the war, the fate of parents and the need to support them,
called for the creation of a state apparatus for taking care of these orphans and the
homeless. Until the end of her life she was involved in the political activity, assistance
for political prisoners, and after 1940, help for Jews. She died on January 31, 1944
in Warsaw.
Aniela Szycówna (1869-1921). She occupies a leading position in Polish pedagogy at the turn of the 19th and 20th centuries. Her educational aspirations and
in the adult life also professional, developed in her family home. Szycówna graduated from Helena Budzińska’s private school and in 1886 she obtained a teacher’s
diploma, so-called a government patent that gave the formal entitlement to teach
(Wawrzykowska-Wierciochowa, 1967). Acquiring the diploma enabled her to start
teaching work and at the same time she became a student of the Flying University, training herself in the field of pedagogy, psychology, literature and philosophy.
A significant influence on the development of her pedagogical interests was made
by a lecturer Jan Władysław Dawid (Leżańska, 2017). From 1890, she cooperated
with Przegląd Pedagogiczny (The Pedagogical Review) and from 1900 with the socio-political journal Głos (The Voice). The cooperation with The Pedagogical Review,
edited at the time by J.W. Dawid – as W. Leżańska emphasizes: “[...] was a turning
point in her professional career. Thanks to Dawid she was among her former professors, including: Stanisław Norblin, Piotr Chmielowski, Ignacy Chrzanowski, Adam
Marhrburg and Ludwik Krzywicki” (Leżańska, 2017, p. 26). On the initiative of
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Szycówna in Warsaw in 1905, the organizational committee of the association was
established, which on 27 April 1907 adopted the statute and the name of the Polish
Society for Research on Children. Szycówna was its chairman. “At the first meetings,
the board and the chairman – Aniela Szycówna were elected and the first resolutions were adopted, which regarded, among others, opening a library and a reading
room for members of the Society, a program of scientific and research activities. The
number of members in the first year of activity increased from 34 to 81 people. The
members of the Society were dominated by women, mostly teachers, and many doctors among men” (Bodanko, Kowolik, 2007, p. 21). Members of the Society focused
their activities on research in the field of psychology, experimental pedagogy and
popularizing pedagogical knowledge among teachers and parents.
W. Leżańska also characterizes other forms of social and educational activity of
Szycówna, writing that: “Despite health problems, Szycówna was an extremely energetic and hard-working person. She cooperated with the Lublin Educational Association Light, giving lectures on the initial teaching methodology. She taught the
issues of broadly understood initial education at Pedagogical Courses for Women.
She cooperated with the School Office in organizing a uniform public school and
uniting the teachers’ movement. From 1919 she also ran the Department of Pedagogy at the Free Polish University (Leżańska, 2017, p. 27). Szycówna’s pedagogical
activity, her scientific and practical achievements were mainly aimed at the reform
of Polish elementary education. She died on February 4, 1921 in Warsaw and was
buried in Powązki.
Maria Weryho-Radziwiłłowiczowa (1858-1944). An important contribution to
the popularization of progressive preschool pedagogy at the turn of the 19th and
20th centuries was made by M. Weryho-Radziwiłłowicz. Early orphaned by her
mother, she was forced to take over part of the care of her younger siblings. This fact
had a significant impact on her later interests in taking care of a small child. She was
a graduate of the government gymnasium in Pskov and Higher Pedagogical Courses
for Women in St. Petersburg (Moliere, 1982). S. Moliere writes: “Studies were a hard
life trial for Maria Weryho and took her seven years (1877-1884). And it must be
added that she had a lot of luck, obtaining a diploma at the last minute, just before
entering in 1884 the regulation on the suspension of the activities of all women’s
universities, which was then valid until 1890” (Moliere, 1982, p. 456). The need to
improve her own skills and qualifications made M. Weryho complete two-year preschool teaching courses run by Justyna Strzemska and gymnastics courses organized
by Dr. Piotr Lesgaft (Ordon, 2000).
In 1884, Weryho started working at Henryka Czarnocka’s school for girls. At
the same time, she was looking for other opportunities to develop interest in the
pedagogy of a small child, which was aroused in her by Justyna Strzemska – a future
longtime co-worker and co-author of works in the field of preschool education (Bobrowska-Nowak, 1978, p. 262). The result of Weryho’s interests was the opening of
her own private preschool at Chmielna Street in Warsaw. It was an exemplary pre-
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school which served not only as an educational institution for children, but also as
a place for educating candidates for educators. B. Moraczewska emphasizes that
“this experimental institution enabled Weryho to realize her own pedagogical ideas –
here she was able to implement the program for the comprehensive development of
a child, in accordance with Froebel’s assumptions of raising young children. The kindergarten was organized in a very modern way for those times, and physical exercises,
fun and games were one of the most important elements of education. Weryho’s
lectures for parents and educators were also a novelty” (Moraczewska, 2015, p. 219).
In 1903, Maria Weryho married Rafał Radziwiłłowicz, a psychiatrist, head of the
hospital in Tworki, specialist and intellectual, with whom she shared social and educational activities. Until the outbreak of the First World War, she led a very lively
organizational activity aimed at popularizing preschool education. Among others,
she was the chairwoman of the Preschool Education Society, organizer of the Course
for Childcare Teachers in Pruszków, State Seminar for Childcare Teachers (Bobrow
ska-Nowak, 1978, pp. 266-267).
During the Second Polish Republic, M. Weryho-Radziwiłowicz was actively involved in the organizational work of preschool education. She presented her postulates in this regard, among others, at the Congress of Delegates of Polish Teachers’ Societies, which took place in Warsaw on January 3-4, 1919, and the Teachers’
Council meeting on April 14-17, 1919. M. Weryho-Radziwiłowicz died on November 4, 1944 in Krakow. Her involvement and work led to the consolidation of the
position of preschool education in the Polish educational system not earlier than in
the People’s Republic of Poland.

WOMEN – PRECURSORS AND PEDAGOGICAL WRITING
S. Sempołowska complemented her social activity with writing. Works devoted to
the problems of education and care, and in particular Niedola młodzieży w szkole
galicyjskiej (Misery of youth in the Galician school) (1906), Reforma szkolna 1862 roku
(School reform of 1862), Organizacja szkolnictwa elementarnego (Organization of elementary education) (1915) or Rządowy projekt reformy ustroju szkolnictwa (Government project to reform the school system) (1925) aroused great interest in education
circles. She often presented her pedagogical views in articles published in the press.
Being upset by the harm of the youngest children, the demoralization of adults, she
demanded state protection for them. In the study I want a payment out of a million,
she writes: “The most terrible of all human wrongs is the harm affecting the child.
Look at it, unsentimental people, calmly and soberly looking at the world: this harm
not only strikes an innocent, helpless and vulnerable child, but it will also strike you,
peaceful citizens, because the child’s harm takes revenge on the whole society” (Sempołowska, 1962, p. 214). She claimed that through the prism of relation to a child
one can talk about the degree of culture of a given society. She gave examples of other

The Activity and Pedagogical Views of Women at the Turn of the 19th and 20th...

155

countries where there was a developed institutional care for children. That is why
she criticized the actions of the Central Welfare Council, showing its ineffectiveness.
She claimed that the Council is limited to social fundraising. “The spiritual matter
of abandoned and orphaned children was looked at not from the social position
towards the members, but from the position of «charity» [...]. With a total lack of
organization, everything turned against children here. They are guilty of everything.
They are guilty of this hell. The educationalal system pointed out straight: «punish,
beat»” (Sempołowska, 1962, p. 225). Sempołowska represented the view that all
children due to their social affiliation, their life and existence have the right to receive
a physical, moral and intellectual education appropriate for their age.
The pedagogical views of A. Szycówna focused on the issues of the younger school
age. They were formed under the influence of the so-called paedology as a direction
of research on a child, which in the early twentieth century had many followers,
and Szycówna was the author of a dissertation on paedology, published in 1910
(Szycówna, 1910). She devoted a lot of attention to the issues of initial teaching.
Her works, mainly Nauka w domu (Learning at home), Przewodnik dla wychowawców
(Guide for educators) (1895) set the direction of initial teaching in the period preceding the First World War. Her personal experiences contributed to forming views
on the organization of learning at home and the home teacher. Her other works
include: Rozwój pojęciowy dziecka w wieku lat 6-12 (Conceptual development of a child
aged 6-12), Badania nad dziećmi (Research on children) (1899), O zadaniach i metodach psychologii dziecka (On the tasks and methods of child psychology) (1901), Kobieta
w pedagogice (A woman in pedagogy), Matka (Mother) (1908). During the war and
in the first years of independence, Szycówna was very active in the work on the organization of public education. She expressed her views in this area primarily in the
book O powinnościach nauczyciela i jego kształceniu (About the teacher’s duties and his
education) (1915), in which she identified five sub-sections: teacher educator, teacher
towards science and teaching, teacher as an artist, teacher as a citizen of the country
and teachers’ education. She wrote in it: “Among the numerous needs that we feel
most strongly in today’s crucial moment in the life of the nation, the future Polish
school is on the first place” (Szycówna, 1915, p. 3). She devoted a lot of attention
to the figure of a home teacher and teacher of initial education. She emphasized his
role in educating and raising children. In her opinion, “The essence of education lies
in the continuous, purposeful and conscious influence on the developing mind and
character of the child, and therefore in the teacher’s personal influence, in his independent and creative work, for which all textbooks and methods will only serve as
tools and means to conduct clearly defined plans and goals” (Szycówna, 1915, p. 4).
One should also emphasize the importance of the activity of M. Weryho who over
many years created a rich literary output aimed at popularizing progressive preschool
pedagogy. In order to popularize knowledge in the field of preschool pedagogy, in
1895 she published a book Wychowanie przedszkolne. Podręcznik dla wychowawców
(Preschool Education. Manual for Educators) devoted to the analysis of the Froebel
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system and containing proposals and examples of the adaptation of his methods in
Polish conditions (Bobrowska-Nowak, 1978, p. 264). In the study she postulated
the role of free play, she recommended limiting the number of talks in favor of direct
observations of the surrounding nature, people’s work and the nearest social environment. In her views, she took into consideration the characteristics of the child’s psyche, she believed that his/her creative elements and brightness should be developed,
she promoted education in a relaxed and warm atmosphere.
Guidance for the upbringing of a small child was also included by M. Weryho-Radziwiłowicz in a publication published in 1921 Wskazówki dla osób zakładających i prowadzących ochrony (z planami budynków) (Guidance for people setting up
and maintaining childcare nursery schools (with building plans)). As the purpose of
these places, she mentioned providing help for parents in bringing up children. She
defined education as instilling in children the religious and moral sense, elements of
culture, as well as love for work, order, getting used to courtesy, helpfulness and stimulating mental abilities. The author also gave a short characteristic of the child who
in her opinion is sensitive to beauty, affectionate, curious and clever. She emphasized
that working with children should consist in familiarizing them with the surrounding world, but not only with the use of talks, but also through observing objects
and phenomena. Information acquired during various classes was to form a whole,
which is why she promoted that the childcare teachers would apply the principle of
concentration at work (Wróbel, 1967, p. 89). The views of M. Weryho-Radziwiłłowicz on the organization of the work of childcare nursery schools and the methods
of pedagogical work propagated in them were widely popularized during the period
of the Second Polish Republic. “The figure of Maria Weryho has a special place in the
history of our thought and practice of preschool education because of the versatility
of activities, deep understanding of the needs of the entire movement, ideological
commitment. Nobody else before and after her dealt with this issue with such regularity and consistency. Her tireless pedagogical, organizing, writing and social work
had one and only purpose – «to support the comprehensive development of a child
in the age preceding the beginning of school education »” (Moliere, 1982, p. 451).
The works of M. Weryho-Radziwiłłowiczowa, containing a multi-dimensional conception of upbringing and caring for a small child, can be an important source of
contemporary considerations on preschool education.

SUMMARY
The pedagogical views of S. Sempołowska, A. Szycówna, M. Weryho-Radziwiłowicz, as well as all their social and educational activities, developed in two different
historical periods - during the national captivity and in the first years of the Second Polish Republic. S. Sempołowska – a social activist, pedagogue, organizer of
the secret educational movement. A. Szycówna – a teacher, psychologist, publicist.
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M. Weryho-Radziwiłłowiczowa – a creator of preschool education. During the entire
period of their professional activity, they were involved in social and educational
work, initially secret, and in independent Poland, an open one. Their activity served
to raise the level of education and the culture of society. They reacted vividly to all
socio-political events that exerted impact on human harm. They repeatedly expressed
their views on pedagogical and social issues in the press and in numerous scientific
works. They concerned childcare, teaching and social work among adults.
The analysis of the achievements of the recalled women representing various areas
of educational activity is on the one hand bringing them to light from the „historical shadow,” on the other, looking at their achievements in a wider way. Since the
activities of the mentioned characters are part of a long-term process of changes in
terms of upbringing, teaching and care in Poland after the Second World War. Their
pedagogical works enriched knowledge in the field of pedagogy, including caring and
social pedagogy, pedeutology as well as psychology.
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THE ACTIVITY AND PEDAGOGICAL VIEWS
OF WOMEN AT THE TURN OF THE 19TH AND 20TH
CENTURIES – HISTORICAL EXPERIENCES
FOR THE CONTEMPORARY TIMES

Keywords: woman, pedagogy, scientific activity
Abstract: Although women have contributed to the development of science from the earliest
times, their participation has not always been noticed. The breakthrough in the career path
of women was World War I, in the consequence of which women gained the possibility of
studying at universities and pursuing the academic activity. The presented article is an attempt at bringing to light the memory of the women-pioneers and their scientific activity in
the field of Polish pedagogy at the turn of the 19th and 20th centuries.
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DZIAŁALNOŚĆ I POGLĄDY PEDAGOGICZNE
KOBIET NA PRZEŁOMIE XIX I XX WIEKU –
DOŚWIADCZENIA HISTORYCZNE
DLA WSPÓŁCZESNOŚCI

Słowa kluczowe: kobieta, pedagogika, działalność naukowa
Streszczenie: Kobiety wnosiły swój wkład do rozwoju nauki od najdawniejszych czasów, niemniej ich udział nie zawsze był dostrzegany. Momentem przełomowym na drodze kariery naukowej kobiet była pierwsza wojna światowa, w konsekwencji której zyskały one możliwość
studiów uniwersyteckich oraz działalności akademickiej. Prezentowany artykuł jest próbą
przywrócenia pamięci o prekursorkach i ich działalności naukowej w pedagogice polskiej na
przełomie XIX i XX wieku.
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FEMINISM AS... MULTICULTURALISM?
IRIS MARION YOUNG ON THE CONCEPT
OF MULTICULTURALISM
INTRODUCTION

W

hen, at the turn of the 1980s and 1990s, the doctrine of multiculturalism
was born in the USA and Canada, it was made up of representatives of contradictory trends in political theory and social philosophy. In the face of increasing
tensions caused by the multicultural character of both societies, they sought policy
programs that would solve some of the growing contradictions and conflicts, and on
this way they met under the roof of a jointly erected building – a newly emerging
family of program concepts, soon named together as multiculturalism. The differences dividing them did not disappear, but after mutual concessions they found
themselves in a common field of readiness to recognize the expectations and demands of cultural minorities. Liberals approached communitarianism, recognizing
that some needs of cultural minorities must find understanding in the form of necessary extensions and changes in common law, on the other hand, communitarians
admitted that the rights of communities to live autonomously defined by their own
norms and cultural patterns must to some extent be limited in terms of respecting
the law of all citizens in the given country, and based on the Western, liberal understanding of human rights. The first were ready to introduce these changes – in the
smallest possible scope, as far as it is absolutely necessary. The others were ready to
agree – vice versa – to trim some of the cultural minorities’ freedoms, but also to the
smallest extent possible. In other words, the first wanted to allow public recognition
of group cultural difference to the smallest, and others – to the greatest extent possible. They were all connected by recognition – impossible for classical, individualistic
liberalism – separate public and social needs and the rights of cultural minorities,
although the dispute was to continue. The doctrine which proclaims the need and
necessity of such recognition and the programs connected with it is today called
multiculturalism. Together, they shared the conviction that classical assimilationism
based on the liberalist understanding of human rights has actually lost its usefulness.
*
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What interests me in this article is the fact that in addition to the representatives
of both poles of the controversy at the time, the “founding fathers” of multiculturalism* can also be found equal to them in the coining of doctrine “founder’s mother,”
widely known then the feminist theorist just like the other multiculturalist scholars,
professor Iris Marion Young.** And no one was surprised at that time. Well, one
might ask: And should they be? Well, knowing what we know today about the relationship between multiculturalism and feminism, it seems almost inconceivable how
it could have been possible at all.
For today, and this state of affairs has been formed just a few years after the formation of multiculturalist doctrine, the occurrence of a significant contradiction
between multiculturalism and feminism seems to be for the most believers of both
doctrines, as well as for many politicians and the wider public something absolutely
evident. Both program doctrines, as feminism constitutes a doctrinal bundle, combine together a great deal, above all the fundamental opposition to assimilationism,
widely regarded as a proper program of coping with the torments of multiculturalism. But further, the roads soon diverge in certain matters and advocates of both
anti-assimilation concepts, even against their mutual sympathies, face the choice:
either freedom of life according to their cultures for cultural minorities or freedom
of choice of equal way for men and women, which is the foundation of feminism.
Is it possible to reconcile cultural practices of some minorities, such as life-threatening, physically and mentally abusing women like female genital mutilation
(FGM), forced marriages imposed even on young girls, forcing women to close their
own lives exclusively in the private sphere, privileging men’s divorce laws, etc. (the
list of cultural norms and patterns of practices and restrictions harmful to women
in their freedoms in comparison with men is very long in some cultures, it concerns
the overall position of women in a society dominated by men***). Is it possible to
implement such a model of life in cultural minorities and to force it on women
even when they do not want to, can this be reconciled with the feminist program of
* On the liberal side, let us list here above all Will Kymlicka and his two multicultural works: Liberalism, Community, and Culture (1989) and above all Multicultural Citizenship (1995), from the side
of close communitarianism of Charles Taylor the article of 1992 The Politics of Recognition, released
two years later in the book Multiculturalism with the voices of representatives of both orientations of
multiculturalism in a very lively discussion around this article. The creation of multiculturalism and its
many other creators and their publications can be found, for example, from a very competently written
compilation of Michael Murphy Multiculturalism: A Critical Introduction from 2012.
** She entered the podium of the founders of multiculturalism with the book Justice and the Politics
of Difference, which was later reissued, also very popular in feminism itself, published in 1990.
*** See. e.g., Birgit Sauer, Sabine Strasser (eds.), Zwangsfreiheiten: Multikulturalität und Feminismus.
The authors mention a long list of “forced marriages, honor killings, clitoridectomy, women trafficking
and coercion to wear a headscarf ” repeated in the feminist literature and state the contradiction between the multiculturalism program based on the recognition of the right to cultural self-determination
and the feminist program that demands equal treatment and equal rights for both sexes and protection
against gender-sponsored violence (2008, p. 7).
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women’s liberation from such oppression and the demand to equate all freedoms for
both genders in society?
And this right, the right to unequal, worse treatment of women, to their exploitation and oppression, and sometimes even to violence against them, is demanded by
the leaders of some cultural minorities that this is what their culture requires them
to do. And if this is the case, then multiculturalists, opting for the recognition of
minority rights to live in accordance with their own cultures, act eo ipso as opponents
of feminism.
A well-known contemporary feminist who at first, although not in such a prominent position as Young, was fully convinced in creating the doctrine of multiculturalism was the British scholar Anne Phillips. She writes in 2010 that “the belief
that gender equality is in conflict with multiculturalism has become today daily
bread both in common, publicly discussed debates, as well as in academic debates”
(Phillips, 2010, p. 1).
To understand how possible this misunderstanding was, if it was a misunderstanding at all, it is necessary to recall the main foundations of Young’s concept, its idea of
democracy based on group representations, in the hope that it will explain why it was
possible to include this feminist in the pantheon of Founders of Multiculturalism.

FEMINISM AT THE TIME OF THE FOUNDATION
OF THE DOCTRINE OF MULTICULTURALISM
Multiculturalism is born in a specific new social situation in the US and Canada.
The feminism of the new wave, began in the second half of the 1960s, is at this time
a doctrine firmly embedded in the consciousness and political practice of Western
societies, internally very diverse, clearly centered on the two lines. In addition to
liberal feminism (referred to by Young as a “humanist”), “gynocentric” feminism
(defined by Young) grew up and even dominated this trend. While liberal feminists
were still moving mainly on the basis of liberal human rights, fighting for the actual
implementation of these rights also with regard to women, “gynocentric” feminism
refused to recognize certain standards of liberal society in its classic form, above all
maintaining that there is no universal human being, inherent in every unit and constituting a hypothetical subject of these human rights. The gender difference turned
out to be so fundamental that it could not be disregarded, as e.g. the race. The gender
difference (occurring on the basis of various cultures in the form of socio-cultural
gender) requires – if equality of all people is to become a reality – just unequal treatment or, in other words, equal treatment of different needs of both genders. “Being
blind” to this difference, as proposed by the liberal concept of human rights, did not
make these laws neutral, equally benevolent for all people, because from the cloak
of the humanistic “universal person,” person-in general, a person of male gender
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was emerging. Allegedly gender-blind human rights turn out to be more of a man’s
rights, because it is the varies of a man’s species that they are cut up. Liberal feminism,
on the other hand, persisted in the conviction that the difference between the sexes
should in any case disappear in the public sphere and somehow become transparent.
“Gynocentric” feminism confirmed the strengthening of the so-called identity
trend (it concerns separate group identities of the sexes), convinced that gender difference in different gender variants is culturally defined in various ways, but has
a solid biological basis and we cannot count on its disappearance as a result of cultural assimilation. On the contrary, this difference should be considered permanent
and feminine gender as equally socially valuable as men’s gender, though different
from it. Separatist feminism, because it was called this way, mobilized social support
to fight for the equality of both sexes, and not for the disappearance of the difference
between them. The society should have changed so that both types of people, both
sexes, also more broadly, in all their cultural variants (gender), had equal recognition
in their otherness, in their separate cultural identity.
At the same time, in the 1970s and 1980s, the phenomenon of refusal of race
and cultural groups to assimilate into a mainstream culture gradually grew. Both
Afro-Americans and Hispanics, especially, and following their example, the Indians
began to demand recognition of their cultural diversity as equal to the culture of the
mainstream (after all, white and Anglo-Saxon at the root). They began to expect the
public to recognize their different cultural needs as worthy of equal satisfaction and
inclusion (e.g. Latin Americans began to demand that their language be recognized
as official, next to English). Only individuals managed to achieve success on the
way of assimilation and to join the mainstream with a good result. The majority
even trying to assimilate failed and willingly joined minority groups revaluating their
cultures as equally worthy and equally important, in the light of which their bodily
and cultural diversity appeared not as ugliness, disability, humiliating otherness, but
as something beautiful, noble, worthy of at least equal recognition in society. Also
in Canada, the French-speaking inhabitants of Quebec came back with redoubled
strength to their demands for far-reaching cultural and political autonomy; some
have never stopped dreaming of the independence.
Assimilationism – and it is the merit of Young, that in the program of liberal feminism she noticed the sexual version of assimilationism (women to men) – it ceased
to be a widely recognized life strategy. Instead, people began to demand political recognition of group differences (in law, in the range of social and customary norms accepted in society, etc.), recognizing and respecting the “group difference” (as Young
called), and it seemed that it was necessary to reconcile with this new situation and
give way to these demands. It is in this, the real political, practical meaning that the
famous Harvard sociologist with a rather neoconservative inclination, Nathan Glazer, announced in the title of his publication that today, “We are all multiculturalists”
(Glazer, 1997). Not with enthusiasm, as it is often mistakenly interpreted, but in
the act of political realism, he agreed that now there is no other way and cultural
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minorities should be considered equally important and that equally specific needs
should be met with mainstream members. It is the careless readers of Glazer (perhaps
the readers of the title itself, or duplicating the disintegration already circulated) that
popularized the title of his article as a slogan of joy from the ever-growing success of
the platform of political multiculturalism. In such a situation, both in the liberalist
trend, pushing all group differences in society to the sphere of private lives of individuals, and in the stream of communitarianism, which was willing to sacrifice most
of the individual freedoms on the altar of community good, the founders of the doctrine of multiculturalism appeared, proclaiming, whether under compulsion or on
the contrary, with enthusiasm, the necessity to see the existence of a group diversity
of public and civic society. They were joined by a feminist, who was in turn based on
what is important – “gynocentric” feminism, Iris Marion Young, a political scientist
of the Chicago university.

HETEROGENEOUS SOCIAL ONTOLOGY
AS THE BASIS OF CRITICISM
OF LIBERAL DEMOCRACY
(IRIS MARION YOUNG CONCEPT)
In the criticism of the society of liberal democracy and in the presentation of the
foundations of an alternative society of democratic cultural pluralism, the notion of
“group difference” plays a central role in Young. It is a difference that de facto constitutes social groups that each society shares. The nature of these differences is, to
some extent, variable, dependent on a particular society, especially its history (when
it comes to ethnic and cultural groups), on the other hand some differences are universally present (like sex or age). Unfortunately, despite such a fundamental role of
this category, it is difficult to find a definition of the concept in the author’s texts.*
Its content emerges, very ambiguously, from the theoretical entanglements in which
the notions of “group difference” and “social group” are used. Instead of definitions,
* Andrzej Szahaj finds something that in his opinion can be regarded as a definition of “social group”
in the Young meaning (I quote in his translation): “A social group is a collective of people who differ from at least one other group because of their cultural form, practice or way of life. Members of
a group have [a sense of ] specific kinship with each other because of similar experiences or a similar way
of life, which makes them associate with each other more than with those who are not identified with
the group or otherwise regarded as different. Groups are expressions of social relations, a group exists
only in relation to at least one other group” (Young, 1990, after: Szahaj, 2004, p. 35). It is rather a description of the group type to be distinguished from others. The following remark of the Polish author
sounds more promising when he writes: “a group according to Young is not an aggregate of individuals,
nor a voluntary association, because it has an identity that precedes individual identities of its members
and conditions them” (Szachaj, 2004, p. 35). It promises to direct the author’s attention to this “preceding” identity of individual group members, the nature of their cultural specificity.
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there is always enumerative exchange of these groups, which it seems, is not just an
exemplifying role, but actually almost completely covers the designatum of this term.
Here is a list that not all elements are enumerated at every opportunity: racial and
ethnic groups, women, gays and lesbians, old people, people with disabilities, people
who are ill.* On different occasions, the author emphasizes the cultural diversity of
these groups, which leads to their specific ways of behavior, as well as the characteristics that depict them, not always falling in the register of mainstream needs or
occupying other positions in the hierarchy of values.
This cultural difference creates such a strong impression, it is always present in
these groups, although the biological factors – sex, age, health status, etc. – are distinguishing them in some of these groups, but also the diversity of skin color or race
traits. The diversity of needs and behaviors always appears in the cultural form, but
one should pay attention to a significant difference. In the case of groups such as
women, the elderly, the disabled, the specificity of their needs is at the beginning biologically conditioned, while within specific societies adopts the form of specific cultural patterns, such as gender, while in other cases, the diversity of the needs of their
members is created only in cultural layer, and their biological diversity, even one that
is striking, is merely a historical circumstance, as is the case with African American,
Indian or Hispanic groups, not to mention explicitly and originally culturally funded groups like the French-speaking inhabitants of Quebec, who are hardly able to
speak of any more distinctive and significant biological specificity.
This ambiguity does not create any problems when it remains at the level of abstraction characteristic of the author. Directly in the social practice, the ontological
type of this group difference is already significantly important.
For the effects of certain biological differences are irremovable, they can be neutralized in social practice at most. For example, such neutralization and not the abolition of sexual difference would in the future be possible to resign from the woman’s pregnancy function. In other cases, such as age, the difference can not even be
neutralized, especially in the age group of children. In the case of differences of pure
cultural origin, their abolition (and not only neutralization) turns out to be quite
possible, even if they are accompanied by biological differences, which, however, give
rise to consequences only because of their cultural distinction. People of different
races may, as a result of socialization in their cultures other than their parents function completely in accordance with these new cultures, their “skin color” can actually
become something from the point of view of social place and roles “transparent,”
which one can be “blind” to. A person originating from the Francophone culture
in Canada can completely assimilate into the English-language mainstream. Such
assimilation seems completely impossible in the case of biological differences such as
gender or age, or, for example, disability. After assimilation to another culture, it will
* E.g. she writes: “Recent decades have witnessed a resurgence of this politics of difference not only
among racial and ethnic groups, but also among women, gay men and lesbians, old people, and the
disabled” (Young, 1990, p. 159).
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find its group counterpart (a Muslim woman can completely depart from Islam, but
not femininity), and assimilation to a different biological group generates at most
a new gender, e.g. “masculine woman,” “elderly gentleman pretending to be a young
man”, etc. This distinction, to which the author does not pay full attention, will
turn out to be fraught with consequences when cultures fundamentally differently
comprehend biologically determined relations, as societies that have become and
become multicultural due to the influx of immigrants cultivating cultures far away
from Western cultures.
In this critical remark, I will stop here and return to the presentation of the concept of Young. The thesis of heterogeneous character, of the inhomogeneity of society, of its group structure, is a strong argument in the polemic with the classic then
liberal conception of social justice of the type presented by John Rawls (1994) and
his supporters, and even polemicists.
The second point, which is equally critical of the concepts just mentioned – and
the classic assimilationism was based on them – is the author’s postulate regarding
the very point of departure of the social justice theory. Focusing on the just distribution of goods in society, as liberals do, could even be accurate if the society were
homogeneous about their needs and the differences in it would be disparate. But
since homogenous society is not, and is never homogenous even a monocultural in
the ethno-national-religious sense, society is still divided into significantly different
sexual and age groups, according to health, according to sexual orientation, etc., is
the starting point for liberal considerations over social justice is a failure from the
beginning. It is necessary to go beyond the problem of distribution, which is stratified in nature, resembles a ladder of many levels, but from a dualistic relationship
of power and servitude. If this relationship were also changed depending on one’s
abilities and merits, one could treat the power as one of the goods and refer to it also
the problem of distributional justice. But in a society with a group structure there
is another situation: one of the groups usually gives itself power and subordinates
the rest. And another imposes its own cultural vision, which justifies its power in
the unsuitability of the members of other groups to exercise it. This is “cultural
imperialism,” although the rulers, often even in good faith, are convinced of their
impartiality in the description of the situation. “Impartiality” turns out to be biased,
and “attributing to itself impartiality is fed only by cultural imperialism, enabling
the particularistic experience and perspective of the privileged group to parade in
the outfit of universality” (Young, 1990, p. 10) (that is why, as the author continues, the liberation from the bonds of the prevailing culture and seeing each other in
a different light, in the light of each group’s own, gaining an authentic group identity
in which what is presented as ugly, crippled, underdeveloped, stupid, bizarre, etc. in
prehistoric culture, turns out to be equally beautiful, fully harmonious, wise, human,
etc.). In a word, since it is different than assumed by liberalism, the distribution can
no longer be the starting point for building a social justice program. “I argue that instead of focusing on distribution, the concept of justice should come from concepts
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of domination and oppression. Such a change of perspective raises the question of
who makes decisions [in society], puts the division of labor and culture at the center,
and all this affects social justice, and it is often overlooked in philosophical discussions.” And he adds: “a typical situation is when philosophical theories of justice
refer to a social ontology in which there is no place for the category of social groups.
I show that where there are differences between social groups and some groups are
privileged, while others are oppressed, social justice requires explicit recognition and
addressing these group differences in order to bear the oppression” (Young, 1990,
p. 3). Already in the introduction he also writes (and further emphasizes this in
the book) that the division of functions in society should be changed into a dual
contrast, “task-defining and task-executing work” (Young, 1990, p. 7) – “assigning
tasks” and “carrying out tasks.” Those who define the goals of social work and life and
those who have the task of only implementing them create a bipolar relationship, not
a field of gradual transitions. And this is the relationship of domination. It sometimes exacerbates itself until the form of the group’s use of oppression and violence
against subordinate groups. This is not just about uneven distribution of goods. This
is not just about uneven distribution of goods.
It is Young who decides about the need to propose a different program of dealing
with social injustice than liberalism proposes. The liberals are only talking about
retouching in a hierarchically-laden distribution ladder and maintaining the rigor
of an impartial application of the same principles of differentiation for all. She is
about a thorough reconstruction of the whole society. And this reconstruction goes
not to replace the existing group with another group – because social injustice would
remain unchanged, and not towards the abolition of groups, which is also suggested
by liberals when groups even see – because the abolition of biologically different
groups/culturally simply cannot succeed. On the contrary, it is about the affirmation
of the diversity of society into groups, it is about “social equality that affirms group
difference and creates conditions for inclusion and participation for all groups in
public life” (Young, 1990, p. 11). This means the necessity of “creating procedures
that ensure that the voice of each group becomes publicly audible, thanks to the
establishment of a group representation institution” (Young, 1990, p. 12). Success
along this path would mean the emergence of a new type of society, which the author does not always call the same name, but one seems to prefer. This is to appear
“democratic cultural pluralism” (Young, 1990, p. 163), constituting a different new
“ideal of liberation” in emancipatory movements, “providing a positive meaning of
group difference.”
How would this new society look like? The author, despite her efforts, did not go
far to the point, which is hardly surprising. I do not devote much attention to this
matter, because just this positive side of the book later found some noticeable continuation (although some attempts were and are being made in this spirit).
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“DEMOCRATIC CULTURAL PLURALISM”
IN THE YOUNG PROGRAM
If I had to put the author’s position in this matter briefly, in my own words, I would
do it like this: Moving away from Scylla’s liberal multiculturalism, which is too willing to make concessions for a group difference, it is possible to get dangerously close
to the Charybda’s communitarian multiculturalism. Liberal Will Kymlicka is not
ready to depart too far from the ideals of a very homogeneous public society, but
nevertheless sees the need to correct state law in terms of making some accommodation for cultural minorities (to which, incidentally, only ethno-national and possibly
religious minorities count).
On the other hand, communitarians go too far in recognition of the separateness
and autonomy of groups, willingly agreeing with their striving for internal unification and cultural stiffening, which results in the abolition of minority oppression
across society by transferring minority oppression to previously oppressed groups,
usually managed by the patriarchal elders. For minorities defined by biological differences, such as women, people with a different sexual orientation, etc., it can mean
falling from the rain into the gutter, a complete release into even stricter cultural
norms than those that allow them to be oppressed in mainstream culture. This is
connected with the acceptance of the prevailing in these groups emphasis on community life, which in the understanding of the current culture of the group is based
on a far-reaching limitation of individual freedoms. Instead of the dictatorship of liberal Western culture in the whole society, the dictatorships of individual group cultures would result from the considerably more limited model of individual freedoms.
Therefore, the author sees the solution somehow in the middle of this field of
possibilities. She is fascinated by the model of governance and management in the
multi-group communities of residents of big cities, which too cleanses the real tensions in the cities on the one hand between different groups, on the other hand between the authorities of the liberal mainstream and groups wanting to live their own
way. It is at this level of local communities (but not in provincial-rural or small-town
communities that remain close to the ideals of insensitivity to the individuality of
communitarianism). At the level of multicultural cities, for some time there has been
forged civic self-government cooperation that creates a sense of life for residents “at
home,” and at the same time it is connected with some mutual understanding and
recognition of the different needs of other groups. However, there is no – or rather
could not be – sharp district autonomies, and cultural communities do not create
any hierarchy; their representatives operate on an equal level with each other. Units
can belong simultaneously to many groups without falling into conflicts this way,
because the groups have no separatist power.*
* A special role in this system would fall in the ‘neighborhood assemblies’ of which he writes, “I imagine
neighborhood assemblies as the basic links of democratic participation that could consist of representa-
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That’s more or less in my opinion an image of a positive solution to the problems
of multiculturalism emerges. This model would not have to embrace the whole of society at all levels. The author understands that more traditional solutions are needed
at the level of state authorities, as well as in certain aspects of state life. All in all, this
would be the society of this “democratic cultural pluralism” or maybe – as I would
like to call it – a representative multi-group democracy based on a group representation system.
This is not a clear picture, the author merely sketches it, although it often gets
into very detailed analyzes, but rather of existing situations, whereas in relation to
the proposed model, it remains on the floor of a greater generality or the comforting
spirit of metaphors. Therefore, it can easily be suggested by such a program outline.*
But let us give her the same voice in a few issues raised here. Liberalism, even
noticing the existence of separate groups in the society, stubbornly tried to push
them out of the public sphere, denied their public existence. This distinction and
the separation of the public sphere and the private sphere were meant to serve it,
among other things. In their view, “the public sphere represents universal citizenship
[where people are all equally people in general – my remark K.Ś] and individual
differences are located in the private sphere, which in turn leads to the exclusion
of [groups] from the sphere of the public.” In contrast to liberalism, “radical democratic pluralism recognizes and appreciates the public and political significance of
group social differences as a tool to ensure the participation and inclusion of each
individual in social and political institutions” (Young, 1990, p. 168). This threatens
to reinforce separatism in groups and is a threat. “Separation of the group and its
self-management bring with it the risk of creating homogenization pressure in the
groups themselves and create new privileges and exclusions” (Young, 1990, p. 167-168). But it is as if the author does not worry so much, because “contemporary
social emancipation movements have discovered in group autonomy an important
tool of internal strengthening and creation of a language specific and perspective”
(Young, 1990, p. 168). She certainly means the experience of feminism in the initial
period of the rebirth of this movement in the 1960s and 1970s. Then feminism also
applied the tactics of group separatism before it grew stronger and was able to cope
with external tensions. Summing up the considerations on the general outlines of her
own concept of a just society, she writes: “I tried to prove that the ideal of a just society as a society that eliminates group differences is both unrealistic and undesirable.
tion of jobs, councils of residents of blocks of flats, local churches and clubs, etc., as well as individual
units.” Later, representations of such neighboring assemblies would present it higher in regional assemblies (Young, 1990, p. 252).
* She sees the role of theoreticians in the processes of social change. They are not the ones who lead
them. They are not the ones who lead them. She writes about the concept proposed by her and her
chances for implementation. “Social change grows out of politics, not philosophy. All ideals are a fundamental step in the politics of emancipation, because they refute our assumption that it must be as it is.
They propose points of view from which one can actually criticize and inspire to launch the imagination
of alternatives” (Young, 1990, p. 256).
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On the other hand, justice in a group-differentiated society requires social equality
of groups and mutual recognition and affirmation of group differences. Caring for
a group of diverse needs and care that all groups have their representations, serves
this social equality and strengthens this mutual recognition which destroys the foundations of cultural imperialism” (Young, 1990, p. 169).

FINAL REMARKS
Concluding this brief sketch devoted to the very unique among the creators of the
multiculturalist doctrine Iris Marion Young, I will return to the question posed at the
beginning: How could such a symbiotic combination of her feminism and multiculturalism be even symbiotic which, I will remind you, was soon under the feminists’
fire, initiated by the famous article by Susan M. Okin (1990) and the violent debate
that arose by it (I want to devote another topic to this topic, to which this will be the
kind of introduction).
Today, there is no doubt that despite the significant convergence, even sharing,
of the same vision of a just society, based on a more or less recognized recognition
of the cultural and group diversity of the public sphere, there are many conflicts
when attempting to implement group freedoms for specific groups of people. It
seems that Iris M. Young was not yet dealing with cultural groups with a very deeply
rooted patriarchal inclination, at which the still occurring sexism and patriarchy in
Western cultures seems very mild. In this matter, the intensification of the ideologies
and practices of patriarchy in the minority cultures at that time was similar to that
characteristic of the society of the United States and Canada at the time. A real clash
of cultural patterns and cultural practices regarding gender roles, as well as ways of
treating children, animals and the environment took place a few years later, when in
the newly emerged multicultural societies, cultures of immigrant minorities began to
appear in a very decisive manner with a demand for recognition of their cultural and
group identity, much more distant from the host cultures. Young herself was beginning to perceive these dangers, but she definitely did not consider them particularly
troubling at that time. In her conception of a just society of cultural pluralism, it was
relatively easy to find a solution.

BIBLIOGRAPHY
Glazer, N. (1997). We Are All Multiculturalists Now. Cambridge – London.
Kymlicka, W. (1989). Liberalism, Community, and Culture. Oxford.
Kymlicka, W. (1995). Multicultural Citizenship. A Liberal Theory of Minority Rights.
Oxford.

172

Kazimierz Ślęczka

Murphy, M. (2012) Multiculturalism: A Critical Introduction. Abingdon.
Okin, S.M. (1999). Is Multiculturalism Bad for Women?. New York.
Phillips, A. (2010). Gender and Culture. Cambridge.
Rawls, J. (1994). Teoria sprawiedliwości. Warszawa.
Sauer, B., Strasser, S. (eds.) (2008). Zwangsfreiheiten: Multikulturalität und Feminismus. Vien.
Szahaj, A. (2004). E pluribus unum? Dylematy wielokulturowości i politycznej poprawności. Warszawa.
Taylor, Ch., Gutmann, E. (1994). Multiculturalism. Princeton.
Young, I.M. (1990). Justice and the Politics of Difference. Princeton.

FEMINISM AS… MULTICULTURALISM?
IRIS MARION YOUNG ON THE CONCEPT
OF MULTICULTURALISM

Keywords: assimilation, feminism, group difference, social group, cultural group, oppression, the politics of difference, recognition, cultural democratic pluralism.
Abstract: The conflict of feminism with multiculturalism seems to be inevitable to most
of theorists, especially on the side of feminism. It has been a staple in the debates for about
twenty years now. Surprisingly among the founding fathers of the doctrine of multiculturalism there was also one founding mother, academician and outstanding feminist, prof. Iris
Marion Young. How was it possible? Trying to find the answer to this interesting question
the author of this paper has reconstructed Young’s critical arguments, concerning both lines
of the then multiculturalism, the liberal and the communitarian one. There have been also
recalled main theses of her concept of society, which should have solved problems resulting
from multicultural structure of societies of US and Canada, the case objects of her interest. The model society, “democratic cultural pluralism,” is based on recognition of cultural
groups. Each society is in this sense heterogeneous. Such a society would be non-hierarchical;
all groups would be represented, in a horizontal manner, in the neighborhood and regional
assemblies. It seems likely that Young was overlooking the inevitable conflict between feminism supporting “gynocentric” point of view, and multiculturalism representing ethnic and
national-oriented point of view, because at the time of her investigations and conceptualizing
her model society (the end of 80s in US and Canada) the discrepancy between minorities’
and mainstream cultures in matters of gender was not very large. The situation changed later,
after a massive immigration of people representing cultures much deeper and more aggressive
in their patriarchic and sexist cultural rules and norms.
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FEMINIZM JAKO… MULTIKULTURALIZM?
O KONCEPCJI MULTIKULTURALIZMU
IRIS MARION YOUNG

Słowa kluczowe: asymilacja, feminizm, różnica grupowa, grupy społeczne, grupy kulturowe, ucisk (oppression), polityka różnicy, uznanie (recognition), demokratyczny pluralizm
kulturowy
Streszczenie: Konflikt między feminizmem a multikulturalizmem wydaje się wielu współczesnym nieunikniony i sytuacja taka trwa od ponad dwudziestu lat. Jednak wśród klasycznych
twórców multikulturalizmu wywodzących się zarówno z liberalizmu, jak i z tradycji komunitariańskiej (łączył ich sprzeciw wobec asymilacjonizmu), znalazła się też wybitna akademicka
uczona, feministka, Iris Marion Young. Jak to było możliwe? W artykule w poszukiwaniu
odpowiedzi na to pytanie przypomniane zostały krytyki, jakim I.M. Young poddała multikulturalizm w obu jego wariantach. Zostały też zrekonstruowane zręby jej programowej
propozycji zbudowania społeczeństwa „demokratycznego pluralizmu kulturowego”, opartego
na uznaniu heterogeniczności społeczeństw wynikającej z ich kulturowo-grupowej struktury.
Miałoby to być społeczeństwo nieuhierarchizowane grupowo, w którym władza opiera się
na poziomych zgromadzeniach reprezentacji wszystkich grup kulturowych. Fakt niedostrzegania konfliktu między patriarchalnymi kulturami mniejszości etniczno-religijnych a grupą kulturową kobiet i reprezentującym ją feminizmem można zapewne tłumaczyć tym, iż
w polu uwagi Young nie występowały wówczas jeszcze mniejszości imigranckie, wywodzące
się z kultur bardzo odległych od zachodnich, w których wzorce patriarchalno-seksistowskie są
znacznie głębsze i bardziej agresywne niż te, które występowały w owym czasie (początek lat
90.) w USA i w Kanadzie.

II
PRACTICAL APPLICATION
OF PEDAGOGICAL RESEARCH RESULTS

Anna Krajewska*

PROPOSALS FOR CHANGES IN DIDACTICAL
COOPERATION IN THE ASSESSMENT
OF STUDENTS AND TEACHERS

I

n the presented study, I address the issue of selected subjective determinants of
the quality of education in a university. The presented results are a selected, small
fragment of more extensive research. The subject of research here are proposals for
changes in didactical cooperation of teachers and students formulated on the basis
of their assessment. The aim of the analyzes is to present proposed changes in didactical cooperation in the phases of the education process and their justifications
expressed by students and teachers in open statements as well as the formulation
of conclusions.

THEORETICAL BASES OF RESEARCH – OUTLINE
Theoretical sources of research on didactical cooperation lie mainly in the theory of
social interdependence, in theories of social communication, in the praxeological
concepts of action and cooperation, in constructivist theories of education focused
on the student, as well as others. The indicated theories have already been the subject
of detailed analyzes (Krajewska, 2016, 2013), which is why I present their abbreviated characteristics below.
In the theory of social interdependence, it is assumed that the state of social interdependence is determined by mutual interactions of individuals, which results in
specific effects (Johnson, Johnson, 2005). Positive interdependence (cooperation)
contributes to the facilitation of interaction and occurs when individuals encourage
each other and help each other to make efforts to achieve common goals, and negative interdependence (competition/rivalry) usually results in mutual opposition and
their actions inhibit making efforts and achieving goals by each of them. This theory
emphasizes the importance of group and individual responsibility of individuals, as
well as their activity in the situations of positive interdependence, in cooperation.
In praxeological conceptions, it is assumed that cooperation is a positive multi-subject activity aimed at achieving common or compatible goals (Kotarbiński, 1975;
*

University of Bialystok.
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Pszczołowski, 1978; Zieleniewski, 1978). The cooperation of many subjects due to
their specific activities and goals occurs if each of these subjects helps the other or is
assisted by another of them, however, if a subgroup is distinguished in a given group
of cooperating subjects, then always one of its members helps someone who is outside of it or is supported by one of them. One subject helps the other if he tries to
enable or at least help him to achieve a goal, and the activities of cooperating people
are mutually conditioned. At the same time, it is assumed that practical assessments
and mixed cooperation evaluate his features characterizing the manner and result of
cooperation, as well as cooperating individuals.
Theories of education focused on students, depending on the approach adopted
by the author, appear in the literature under various terms: student – the center of
learning; an increase in awareness, responsibility and autonomy of students; cooperation in learning; interdependence between the teacher and students, as well as others
(Lea et al., 2003). In the concept of student-centered education the role of the teacher in the education process changes, his activities are directed at helping students to
learn, advising, providing help and multilateral support through the subjective treatment of students. The role of students is also changed, they become responsible for
the education process in common with the teacher. The student becomes responsible
for himself and the teacher for the effects of his work, for the actions taken or their
failure. He is expected to be active, independent and involved in common activities
undertaken with the teacher (e.g. Blackie et al., 2010).

METHODOLOGICAL BASES OF RESEARCH – OUTLINE
The research methodology has already been presented in detail (Krajewska, 2016,
2013), which is why I present its outline below. I assumed that didactical cooperation is a system of multi-subject complex activities in the education process, consisting of conscious activities of academic teachers and students oriented towards common or compatible goals – evoking changes in the personality of students (learners)
according to the adopted values and goals, in which they help each other through
their activities, enable or facilitate the course of interdependent phases of preparation, implementation as well as control and assessment.
The system of didactical cooperation in the preparation phase of the education
process determines the system of cooperation in its implementation, and these affect
the system of cooperation in the phase of control and assessment, which affects the
next preparation, implementation, etc. The cooperation system is characterized by
cyclicality, repetition in the time interval of actions and the activities of teachers and
students, and the obtained effects from interdependent phases determine the quality of education. At the same time, each of the phases of the didactical cooperation
system contains mutually related and conditioned elements – goals, subjects, object,
content, methods, means, organizational forms, conditions (internal and external)

Proposals for changes in didactical cooperation in the assessment of students...

179

and results. Therefore, didactical cooperation of teachers and students is mutual support, enabling or facilitating the activities consciously undertaken in its interdependent phases and in their interrelated elements.
In my research, in order to gather empirical material, I used the method of scaling,
questionnaire and interview (Palka, 2006). The use of the scaling method enabled
the development of three subscales of estimates for studying the state of didactical
cooperation and the quality of effects in the phases of the education process and
in their individual elements. The developed research tool – the questionnaire of
a survey (identical to teachers and students) included, among others open questions
regarding proposals for changes in didactical cooperation in the phases of the education process.
The subject of the research – as I have already indicated – are proposals for
changes in didactical cooperation of teachers and students in their assessment. The
aim of the analyzes is to present the proposed changes in didactical cooperation in
the phases of the education process and their justifications expressed by students and
teachers in open statements as well as the formulation of conclusions. I applied an
approach combining quantitative and qualitative research (Palka, 2018). The use of
open questions is an opportunity to get to know the individual experiences, expectations and preferences of the respondents in the field of didactical cooperation between teachers and students, but it also shows this process in a broader social context.
In addition, the open form of the respondents’ statements creates the opportunity
to learn about additional aspects of the analyzed problem, previously not foreseen.
The basic research, conducted in 2009-2011, covered 1166 students of pedagogy
faculty and 55 teachers from the University of Szczecin (US) and the University of
Białystok (UwB).

ANALYSIS OF THE RESULTS OF RESEARCH
In the questionnaire addressed to teachers and students, I included an open question
about whether, and if so, what changes are needed in didactical cooperation in the
phases of the education process. The analysis of the content of free statements made
it possible to identify at each phase of the education process groups of respondents
indicating the necessary changes in the subjective elements of didactical cooperation (regarding the behavior of teachers, students and the behavior of teachers and
students) as well as in subject-organizational elements. At the same time, a group of
respondents who did not notice the need for changes was established.
In the preparation phase of the education process, almost all (about 95% of
students and teachers) pointed to the necessary changes in cooperation, mainly related to the subjective elements – 85.5% of students’ indications and 80.3% of
teachers’ (Table 1). Students emphasized the need for changes in the behavior of
teachers – 42.2% of indications (teachers less often – 28.6%). Learners emphasized,
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among others the subjective treatment of students, understanding and appreciating
the importance of students’ needs, their interests, and argued as follows:
• “Subjective treatment of students, not only to talk about it, but to do it”
(student of the Pedagogy of Early Childhood Education, stationary studies
II00, high level of achievements, University of Bialystok).
•

“One should depart from the teacher’s domination, raise the importance
of students in planning” (student of the Pedagogy of Care and Education,
stationary studies I00, high level of achievements, University of Szczecin).

•

“Teachers should see students’ individuality, understand their needs, interests” (student of the Pedagogy of Early Childhood Education, non-stationary studies II00, low level of achievements, University of Bialystok).

•

“Subjective relations with students, not only in declarations” (teacher, PhD,
work experience 6-10 years, University of Szczecin).

•

“Overcoming stereotypes, students must be allowed to prepare the education process, currently it does not exist” (teacher, PhD, seniority 11-15
years, University of Bialystok).
Similarly, the needs for changes in the behavior of students and teachers in this
phase were often highlighted (33.5% of students’ total indications and 32.1% of
teachers’), mainly: a greater activity and commitment to the preparation of both parties, the need for subjective relationships, more mutual respect, understanding their
goals and needs. Some of the respondents’ statements are very interesting:
• “A higher level of cooperation is needed for the effects to be more fruitful
for both parties” (student of the Pedagogy of Early Childhood Education,
stationary studies I00, high level of achievements, University of Bialystok).
•

“The teacher should want to understand the role of the student, and the student should understand and appreciate the need for cooperation” (student
of the Pedagogy of Social Rehabilitation, non-stationary studies I00, low level
of achievements, University of Szczecin).

•

“More mutual understanding” (student of the Pedagogy of Care and Education, stationary studies II00, average level of achievements, University
of Bialystok).

•

“Students should participate more in the planning of education, but teachers should enable it” (teacher, master’s degree, seniority up to 5 years, University of Bialystok);

•

“More mutual interest in the needs” (teacher, PhD, seniority 6-10 years,
University of Szczecin).
In turn, the need for changes in the behavior of students in the preparation phase
of the education process was more often emphasized by teachers – 19.6% of indica-
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tions (students – 9.8%), and above all, greater motivation to study, greater ambitions,
more initiatives, own ideas, as expressed among others by the following statements:
Table 1. Proposals for changes in didactical cooperation in the education process
phases in the assessment of students (S) and teachers (T)
Phase of the education process

students’
behaviors
teachers’ and
students’ behaviors

Yes

subjective elements

teachers’
behaviors

Proposals for changes in didactical
cooperation

subject-organizational
elements
No
In total

preparation

implementation

control and
assessment

S

T

S

T

S

T

N

479

16

301

4

182

11

%

42.2

28.6

38.1

9.8

35.5

20.5

N

111

11

72

12

55

10

%

9.8

19.6

9.1

29.2

10.7

18.5

N

380

18

271

20

177

12

%

33.5

32.1

34.4

48.8

34.5

22.2

N

104

8

105

3

43

18

%

9.1

14.3

13.3

7.3

8.4

33.3

N

61

3

40

2

56

3

%

5.4

5.4

5.1

4.9

10.9

5.5

N

1135

56

789

41

513

54

%

100.0

100.0

100.0

100.0

100.0

100.0

The number of people who
responded

660

27

525

24

425

29

% of all respondents

56.6

49.1

45.0

43.6

36.5

52.7

* The number of indications does not add up to the number of respondents: not all
respondents answered, and some statements were multi-element.
Source: own study.

•

“Greater motivation to study and interest in the subject” (teacher, PhD,
seniority 11-15 years, University of Bialystok).

•

“More students’ willingness to be active” (teacher, master’s degree, seniority
6-10 years, University of Bialystok).
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•

“Students often do not know what they expect and are not active” (student
of the Pedagogy of Early Childhood Education, stationary studies I00, average level of achievements, University of Bialystok).
At the same time, the analysis of the content of the statements shows that the
respondents also indicated the necessary changes in the subject-organizational elements of didactical cooperation in this phase, and mainly more time to prepare,
explain the objectives of education, especially at non-stationary studies (14.3% of
teachers’ indications and 9.1% of students’). They justified it as follows:
• “More time is needed for students’ participation in planning, and the number of hours in the subject is getting smaller” (teacher, PhD, seniority over
20 years, University of Bialystok).
•

“More time for common planning, goals can be explained, already implemented content can be eliminated” (student of the Pedagogy of Early Childhood Education, non-stationary studies I00, high level of achievements, University of Bialystok).
In the implementation phase of the education process (similarly to the preparation) almost all respondents (about 95% of students and teachers) pointed to the
need for changes in didactical cooperation, but they mainly related to the subjective
elements – 81.6% of students’ indications and 87.8% of teachers’. However, the
analysis of the content of the statements shows that students primarily notice the
necessary changes in the behavior of teachers – 38.1% of indications, whereas teachers – 9.8%, and above all the subjective treatment of students, the teacher’s orientation for help and development of students, noticing students’ needs and providing
help, more diligent performance of duties, more concern for the effects of their work,
as evidenced by the statements:
• “I would like them to treat us as subjects, just as they teach it themselves,
and not as a group with which they have to bother” (student of the Pedagogy of Early Childhood Education, non-stationary studies II0, high level of
achievements, University of Bialystok).
•

“Greater involvement in helping students” (student of the Pedagogy of Social Rehabilitation, stationary studies III0, average level of achievements,
University of Szczecin).

•

“It is necessary to require that the student not only read the rules from the
notebook but also show that he understands them and can explain them
with his words” (student of the Pedagogy of Care and Education, stationary
studies II0, average level of achievements, University of Bialystok).

•

“The need for subjective relationships with students, but there are many of
them...” (teacher, Prof. PhD., seniority over 20 years, University of Bialystok).
At the same time, the analysis of the empirical material showed that especially teachers, but also students, emphasize the necessary changes in the behavior of
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teachers and students in the education process – respectively 48.8% and 34.4% of all
responses (more than in the preparation phase), in particular: increased engagement
of both parties, greater motivation to work, better preparation for classes by teachers
and students, better mutual support and understanding, treating each other subjectively. Here are particularly interesting statements:
• “More cooperation based on a two-way exchange of views, in which the
needs of the teacher and students are met” (student of the Pedagogy of Early
Childhood Education, stationary studies II0, average level of achievements,
University of Bialystok).
•

“More reliable preparation of students and teachers, mutual understanding”
(student of the Pedagogy of Social Rehabilitation, stationary studies I00, high
level of achievements, University of Szczecin).

•

“Students should trust teachers more and not be afraid to tell them about
their difficulties, and the teacher should try to understand and help” (student of the Pedagogy of Early Childhood Education, stationary studies II0,
average level of achievements, University of Bialystok).

•

“Subjective relationships in the education process is a challenge not only for
teachers, but also for students” (teacher, master’s degree, seniority up to 5
years, University of Bialystok).

•

“The need to increase reliability in the performance of the role of student
and teacher” (teacher, PhD, seniority 11-15 years, University of Szczecin).
However, the need for changes in the behavior of students in the implementation
of the education process was expressed more often by teachers (29.2% of indications)
than students (9.1%). The respondents emphasized: more systematic work and reliable preparation for classes, activity during classes, willingness to remove deficiencies, more behaviors that indicate a high level of personal culture, as evidenced by
the statements:
• “Increased activity and independence of students, not in declarations, but in
practice” (teacher, PhD, seniority 6-10 years, University of Bialystok).
•

•

„The need to increase the regularity and involvement of students in studying. The need to raise the level of personal culture of students, during many
years of my practice, its level is drastically reduced” (teacher, PhD, seniority
over 20 years, University of Bialystok).

“More reliable preparation for classes by students” (student of the Pedagogy
of Early Childhood Education, non-stationary studies III0, average level of
achievements, University of Szczecin).
In addition, the analysis of the content of the statements showed that the respondents also indicated the necessary changes in the subject-organizational elements
of didactical cooperation in the implementation of the education process – 13.3%
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of students’ indications and 7.3% of teachers’, and most often changes in educational programs, more content useful at work, practical classes, smaller lecture and
tutorial groups, justifying it as follows:
• “More practical classes, significant for the specialty” (student of the Pedagogy of Social Rehabilitation, stationary studies I00, high level of achievements,
University of Bialystok).
•

“Reducing the number of people in the exercise group. In a large group it
is difficult to get points for activity” (student of the Pedagogy of Care and
Education, stationary studies II0, average level of achievements, University
of Szczecin).

•

“Reducing the number of people in exercise groups will enable better, subjective relationships with students” (teacher, master’s degree, seniority up to
5 years, University of Bialystok).

•

„Too many students in groups – it has to be changed” (teacher, PhD, seniority 16-20 years, University of Bialystok).
The changes needed in didactical cooperation in the phase of control and assessment of the education process are noticed by almost all respondents (similarly as
in the previous phases), although more often teachers than students (95% of indications versus 89%) (Table 1). Once again changes in the subjective elements
of didactical cooperation are particularly highlighted, but more often by students
(80.7% of responses) than teachers (61.2%). Students indicate the need for changes
in the behavior of teachers (35.5% of responses), but teachers do so less frequently
(20.5%). This emphasizes, among others: the subjective treatment of students, enabling a greater participation of students in the assessment, increasing the activity
of teachers in explaining the assessment, discussing answers, indicating errors, more
objectivity in assessing, which results from the following statements:
• “The student is still treated as an object, only a lot is said about the subjective
treatment” (student of the Pedagogy of Care and Education, non-stationary
studies II00, high level of achievements, University of Bialystok).
•

•

“The teacher should discuss the mistakes in the works, justify the assessment” (student of the Pedagogy of Early Childhood Education, stationary
studies I00, high level of achievements, University of Bialystok).

“Increasing students’ participation in the assessment, but also more reliable
self-assessment” (teacher, PhD, seniority 16-20 years, University of Bialystok).
At the same time, during the control and assessment phase, the respondents exposed the need for changes in the behavior of students and teachers, although more
often students (34.5% of indications) than teachers (22.2%), especially a greater
participation of students in control and assessment, setting up methods, forms, criteria with the teacher, increased mutual trust between the teacher and students, more
reliability. Here are some of the statements of the respondents:
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•

“A greater participation and commitment of both parties in the assessment, but the teacher should enable it” (student of the Pedagogy of Social
Rehabilitation, stationary studies I00, high level of achievements, University of Szczecin).

•

“Teachers and students should cooperate in determining the scope, methods
and criteria for control and assessment” (student of the Pedagogy of Care
and Education, stationary studies III0, high level of achievements, University
of Bialystok).

•

“The need for teachers and students in such situations to treat each other in
a more subjective way and not as enemies” (student of the Pedagogy of Early Childhood Education, stationary studies II0, high level of achievements,
University of Bialystok).

•

“It is necessary to establish assessment criteria together and enforce them
by both parties” (teacher, master’s degree, seniority 6-10 years, University
of Bialystok).
In addition, the analysis of the content of the statements showed that the needs for
changes in the behavior of students in the control and assessment of the education
process were more often expressed by teachers (18.5% of indications) than students
(10.7%), mainly: greater involvement of students, more awareness of the need for
control and assessment, limitation of students’ deceits, lies, cheating (only teachers).
Some of the statements of the respondents in this matter are very interesting:
• “Students should realize that systematic control and assessment increases the
effects of their work and motivates them to study” (teacher, master’s degree,
seniority 5-10 years, University of Bialystok).
•

“More students’ involvement in a solid preparation for the exam, fewer
claims” (teacher, PhD, seniority 6-10 years, University of Szczecin).

•

“Changes should be made in students’ awareness in order to let them know
that for their own good they should talk to the teacher about their results,
to let them know where they make mistakes, they can not be ashamed!”
(student of the Pedagogy of Early Childhood Education, stationary studies
II0, high level of achievements, University of Bialystok).

•

“Control and assessment can not be an opportunity to deceit, which unfortunately occurs, but an opportunity to become aware of what we know,
what we are able to do, and what the shortcomings are” (student of the Pedagogy of Early Childhood Education, stationary studies III0, average level of
achievements, University of Bialystok).
The respondents also emphasized the changes needed in terms of the subject-organizational elements of didactical cooperation in the control and assessment phase (Table 1), whereby teachers more often (33.3% of indications)
than students (8.4%). The respondents first of all stressed the need for: smaller
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lecture and tutorial groups, (only teachers), applying not only efficient methods
and forms of control and assessment, but also objective, such an organization of
control and assessment, so that there was time to discuss the results. Here are some
of the statements of the respondents:
• “Reducing the number of people in groups will allow for more precise control
and assessment” (teacher, PhD, seniority 11-15 years, University of Bialystok).
•

“Too many students in lecture groups” (teacher, Prof. PhD, seniority over 20
years, University of Bialystok).

•

“The teacher should organize the time to discuss the results, not just announce the grades” (student of the Pedagogy of Care and Education, non-stationary studies II0, average level of achievements, University of Bialystok).
The analysis of the content of statements of the respondents regarding the necessary changes in the didactical cooperation of teachers and students in the phases of
the education process authorizes the following conclusions:
• the respondents recognize the necessary changes mainly in the subjective
elements of didactical cooperation in the education process phases, in particular in the behavior of teachers and students, and subsequently in the
behavior of teachers and the behavior of students, and much less frequently
in the subject-organizational elements;
•

in the preparation phase both groups of respondents indicated the need for
a greater activity of both parties, the subjective relationships, more mutual
understanding of their goals and needs; in the implementation phase, the
respondents also exposed the need to increase the involvement of both parties, greater motivation to work, better preparation for classes by teachers
and students; in the control and assessment phase, mainly students, and less
often teachers, recognize the need for a greater participation of students in
this process as well as the increase in mutual trust and greater reliability in
the undertaken activities;

•

students more often than teachers emphasize in the education process phases
the need for changes in the behavior of teachers (in particular the subjective
treatment of students, perceiving needs and providing help, the increase in
teachers’ activity in explaining the assessment, discussing answers);

•

teachers in the educational process phases (more often than students) see the
necessary changes in the behavior of students (greater motivation to study,
more systematic work, reliable preparation for classes, activity during classes,
conscious self-control and self-assessment);

•

the respondents relatively rarely indicated the necessary changes in the subject-organizational elements of didactical cooperation, but especially teachers postulate a reduction in the number of students in lecture and tutorial
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groups, and students a change in educational programs – more content
useful in professional work.
It turns out that the improvement of didactical cooperation between teachers and
students, mutual assistance, enabling and facilitating the actions undertaken in the
education process phases requires changes mainly in the subjective elements – in the
behavior of teachers and students. It is worth emphasizing that the introduction of
these changes is conditioned by many factors dependent and independent of the participants of the education process, including the number of students in the lecture/
tutorial group, placement and didactic load of the teacher, motivating students to
study through the prospect of finding employment, which should be the subject of
reflection not only for the academic authorities.
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PROPOSALS FOR CHANGES IN DIDACTICAL
COOPERATION IN THE ASSESSMENT
OF STUDENTS AND TEACHERS

Keywords: proposals for changes, didactical cooperation of teachers and students, education process
Abstract: The presented results are a selected, small fragment of more extensive research. The
subject of research here are proposals for changes in didactical cooperation of teachers and
students in their assessment. The aim of the analyzes is to present the proposed changes in
didactical cooperation in the phases of the education process and their justifications expressed
by students and teachers in open statements as well as the formulation of conclusions.

PROPOZYCJE ZMIAN WE WSPÓŁDZIAŁANIU
DYDAKTYCZNYM W OCENIE
STUDENTÓW I NAUCZYCIELI

Słowa kluczowe: propozycje zmian, współdziałanie dydaktyczne nauczycieli i studentów,
proces kształcenia
Streszczenie: Prezentowane wyniki są wybranym, niewielkim fragmentem obszerniejszych
badań. Przedmiotem badań są tu propozycje zmian we współdziałaniu dydaktycznym nauczycieli i studentów w ich ocenie. Celem analiz jest przedstawienie proponowanych zmian
we współdziałaniu dydaktycznym w fazach procesu kształcenia i ich uzasadnień wyrażonych
przez studentów i nauczycieli w otwartych wypowiedziach oraz sformułowanie wniosków.

Anna Maria Manek*

BETWEEN INVOLVEMENT AND BURNOUT.
HOW DO TEACHERS ESTIMATE
THEIR PERSON-ORGANIZATION FIT?

T

he issue of stress in the teacher’s work has been studied in detail, and although
the source of stress is mainly placed in the nature of their work it is also sought
after in organizational factors and in the general perception of the role of the teacher
in society. M.K. Grzegorzewska (2006) writes about the organizational approach in
the work of teachers, first of all referring to research in Great Britain. The author also
presents the professional stress model of C.L. Cooper (1996, after: Grzegorzewska,
2006, p. 71), who as the source of stress mentions, apart from the nature of work,
the following factors: the role of the individual in the organization, interpersonal
relations at work, career development, structure and climate of the organization,
work-home relations. The school has always been a social system, and in the era of
commercialization of education it has become even clearer that it is also an organization. The organization is created by interpersonal relationships, “people have created
organizations as an environment in which they can work together to develop what
is important to them” (Maslach, Leiter, 2011, p. 84). However, in the available literature on teacher’s stress, the subjective teacher’s assessment of organizational factors
is not taken into account as a significant cause of stress and occupational burnout;
the subjective assessment of the person-organization fit as a factor determining professional functioning.
The problem posed in this study is the question of how teachers assess the degree
of the person-organization fit to their needs. It is also a question about their overall
experience of working life and its impact on professional functioning on the continuum from the occupational burnout to full commitment.

MEDIATION (STRUCTURAL) BURNOUT MODEL
The mediation (structural) burnout model was developed and announced for the
first time by Ch. Maslach and M. Leiter in 1997. As a new understanding of occupational burnout (Maslach, Leiter, 2011, Leiter et al., 2010) the notion was expanded
by incorporating new components, as well as the relationship between them and ear*
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lier components of the burnout model. This model, in addition to the well-known
components of the burnout syndrome, i.e.: exhaustion, cynicism, depersonalization
and inefficiency, indicates the presence of contradictory components that make up
professional involvement, which are: energy, dedication and efficiency. As simple
oppositions to the three factors of burnout, they co-create a three-factor continuum
of psychological relations with work. The mediating factor between the three-factor
continuum points is the overall experience of a working life by an employee. The
model is based on several assumptions. The first one refers to the findings of positive
psychology, in which it was pointed out that although there is burnout syndrome
in the work environment, i.e. exhaustion, cynicism and depersonalization, lack of
effectiveness; it also has its opposite – full involvement in the work. One should be
focused more on building positive relationships with professional work.
The second assumption results from the findings of job demand/control stress
model by Karasek (Chmiel, 2003). This model emphasizes the employee’s ability
to control his/her participation in work thanks to autonomy and decision-making
possibilities. However, in the comprehensive theory of occupational burnout a linear
relationship is proposed: the ability to control burnout in a certain part depends on
the workload. So, occupational burnout is not only a matter of the individual but of
the organization as well. Other organizational factors, apart from the workload, are
also subject to reflection and evaluation of the employee. With their participation in
the creation of professional involvement or burnout they constitute an element of
mediation between burnout and involvement.
In the mediation model of occupational burnout a special position is held by an
intermediary element or assessment of the degree of the person – organization fit,
integrating workers’ professional experience in their subjective assessment of congruence of their personal and organizational values. “The central proposition of the
mediation model is that the employees’ assessment of their person-organization fit
values plays a major role in whether they experience occupational burnout or more
positive relationships in professional life” (Leiter et al., 2010, p. 60) and how they
will shape their career path.
Ch. Maslach and M. Leiter use the model and method of individual and environmental research of person-organization fit of Saks and Ashforth (1997, after: Leiter
et al., 2010) to the subjective assessment of the person- organization fit. On the scale
of measuring the person-organization fit of Saks and Ashforth, a high result means
a positive fit of the employee and his/her work environment, while the low result
means a mismatch, a lack of the fit. In theories of stress based on the paradigm of
the person-environment fit, one can tell the difference between the person-work fit
and the person-organization fit. The person-work fit determines to what extent skills,
abilities and interests are compatible (adequate, adapted) with the requirements of
individual workstations, and the person-organization fit determines the degree of
congruence of employee values with values recognized by most employees of a given
organization. Saks and Ashforth’s research allowed for the conclusion that positive
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assessment of the person-organization fit correlates positively with job satisfaction
and involvement, and negatively with stress (Landy, Conte, 2007).
Ch. Maslach and M. Leiter stress, based on the results of a number of studies,
that people approach their work with reflection, look for meaning, and holistically
estimate the organizational values that shape their social working conditions. The
authors considered six areas of the organizational environment to be important for
this main assessment of the fit: Workload, Control, Reward, Community, Fairness, and Values (Maslach, Leiter, 2011; Leiter et al., 2010). I use here the names
of areas of organizational life appearing in the book Ch. Maslach and M. Leiter
(2011). In the studies confirming the structural model of occupational burnout, it
turned out that the most important factor influencing burnout is Control, which
affects all three factors of burnout, and the only factor in the work environment
directly related to the burnout component, which is exhaustion, is Workload, but
it is previously moderated by Control. All three factors of burnout are significantly
influenced by Fairness and Values. The effectiveness is influenced by Control, Fairness and Values, but first of all the direct superiors (as indicated by M. Leiter et al.,
2010), and then Values.
The Workload scale refers to the person’s sense of how much burdened with work
they are. In the case of Control, the statements on this scale examine the possibility
of making independent decisions and making choices at a given workplace. The
Reward scale focuses on the degree of satisfaction with the rewards that a person receives in connection with their work; the statements included refer to both material
and social (non-material) prizes. The Community Scale offers the opportunity to
assess the quality of the social environment in the workplace, such as mutual support, the level of cooperation. On the Fairness scale the statements refer to whether
an employee feels that he/she is treated in a fair manner. The Values scale, on the
other hand, lets us determine if there is a conflict between the values in the life that
the employee is targeting and the values that are important from the point of view
of the organization.
The areas of work-life mentioned were more broadly described in the papers by
Ch. Maslach and Leiter (2011) and S. Tucholska (2009).

METHODOLOGY
The subjects are 66 teachers of 2 two secondary schools (vocational and general)
in a municipal location – 41 women and 25 men. The age range was as follows:
28-30 years of age – 2 people, 31-40 years – 22 people, 41-50 years – 28 people,
51-60 years – 12 people, over 60 years – 2 people. The general work experience of
the respondents is: up to 10 years – 19 people, 11-20 years – 26 people, longer – 21
people. In this school, 19 people work 1-2 years, and 47 people 3-5 years, which
proves high professional mobility.
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The procedure. The research was carried out in June 2016 in both schools, with
the knowledge and help of the heads of the schools. The teachers were asked to complete questionnaires in their free time during the week.
The research tool. The Areas of Worklife Survey (AWS) was created by Ch.
Maslach and M. Leiter. The Polish adaptation of this survey was prepared by J.F.
Terelaka and A. Izwantowska (2009).
The survey contains 29 statements divided into 6 scales: Scale 1 – Workload; Scale
2 – Control; Scale 3 – Rewards; Scale 4 – Community; Scale 5 – Feeling of Fairness; Scale 6 – Values assessed on a five-point scale from 1 – I strongly disagree with
5 – I strongly agree. For the purposes of this study, the name of the scale 5 has been
changed to Fairness. Negative statements are coded the opposite. The average score
on each scale below 3 points means mismatch (lack of fit), the employee’s maladjustment to the organization, and more than 3 points means that the person-organization fit in his/her subjective assessment. The survey begins with a metrics, in which
respondents answer the questions about their age, gender, and seniority.
The method of developing research results. The means and standard deviations
of individual questionnaire scales for the created groups were calculated and statistic for differentiation of averages, test F for groups created by gender or Anova by
one factor in the case of people of different ages and professional experience (Janus,
2017), a qualitative analysis of the test results was also carried out.
The research results and their interpretation. The following two tables present
the means and standard deviations in the created groups. In Table 1 these are average
results of men and women. Differences between groups are not statistically significant. However, some trends can be noticed. Let us pay attention to the most important results, i.e. the results in the Scales of Workload, Control and Values. Women, in
comparison with men, feel more burdened with work, have a higher sense of control,
and also show a higher degree of congruence of personal and organizational values.
All Control results are above 3 in all groups, although there is a trend of decreasing
the sense of control with age and length of professional experience. They are also
slightly higher than the average for the standardization group of Polish employees
(N = 1492), because in this case the average on the Control scale was 3.46 (Izwantowska, Terelak, 2009).
Table 1. The results of the study of women (N = 41) and men (N = 25) in all scales of
the survey, the Areas of Worklife Survey (AWS), the averages and standard deviations
Scale
Workload
Control

Gender

M

σ

F

3,14

,723

M

3,32

,629

F

3,82

,680

M

3,78

,695
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Rewards
Community
Fairness
Values

F

3,47

,838

M

3,54

,832

F

3,36

,717

M

3,32

,863

F

3,43

,708

M

3,36

,722

F

3,99

,545

M

3,78

,532

Source: own elaboration based on Januś (2017).

Table 2 presents the average results obtained in groups of people differing in their
age and length of professional experience. Regarding the age of life, statistically significant differences between groups concerned the scale of Values (see also Table 3).
However, there are some differences in the field of Workload. The oldest teachers feel
the most burdened, and the highest level of autonomy is demonstrated by teachers
aged 41-49. Teachers with the oldest age experience a lower level of compliance of
personal values with the values of the organization (see also Table 3).
In groups with different length of professional experience, statistically significant
differences between groups are related to the Community scale (see Table 4) and
Fairness (see Table 5). As far as visible trends are concerned, the sense of control
is highest in people with the longest seniority, and the lowest in people with the
shortest seniority, while the sense of workload is most evident in people with the
shortest seniority.
Table 2. The results of tests of teachers of different ages and of different length of
professional experience in all scales of the survey. The Areas of Worklife Survey, the
averages and standard deviations
Scale

Workload

Control

Rewards

Years
of age

N

N

M

σ Σ

Length of
professional
experience

28-40

24

2

3,29

,653

up to 10 yrs

41-49
50-64
28-40
41-49
50-64
28-40
41-49
50-64

24
18
24
24
18
24
24
18

4
4
8
4
4
8

3,20
3,12
3,78
3,87
3,76
3,49
3,52
3,47

,751
,679
,716
,664
,689
,740
,993
,748

11-20 yrs
> 20 yrs
up to 10 yrs
11-20 yrs
> 20 yrs
up to10 yrs
11-20 yrs
> 20 yrs

N
19
26
21
19
26
21
19
26
21

M

σ

3,43

,671

3,16
3,06
3,79
3,80
3,83
3,50
3,35
3,68

,578
,808
,611
,739
,398
,800
,865
,814
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28-40 24 4 3,27 ,797
41-49 24 4 3,36 ,880
50-64 18 8 3,42 ,585
28-40 24 4 3,50 ,753
Fairness
41-49 24 4 3,50 ,732
50-64 18 8 3,15 ,576
28-40 24 4 4,01 ,471
Values
41-49 24 4 4,01 ,651
50-64 18 8 3,64 ,397
Source: own elaboration based on Januś (2017).
Community

up to10 yrs
11-20 yrs
> 20 yrs
up to 10 yrs
11-20 yrs
> 20 yrs
to 10 yrs
11-20 yrs
> 20 yrs

19
26
21
19
26
21
19
26
21

3,48
3,05
3,58
3,64
3,15
3,48
3,96
3,85
3,94

,734
,781
,682
,508
,832
,648
,619
,491
,559

The Table 3 below shows the results on the scale of Values, statistically significantly
differing in age groups. The statistically significant difference is the scale of Values,
between the youngest and oldest groups (28-40) (50-64) p = 0.023, with the lowest
fit results shown by the group of people with the longest experience. In addition,
there is a significant statistical difference (p = .069) between the age groups 41-49
and the group 50-64. The employees of the oldest age group to a lesser extent indicate the person-organization fit in terms of personal and organizational values, which
is best assessed by the youngest employees.
Table 3. Average results on the Values scale of the teachers in the distinguished age
groups
Statements in the Values scale

Age
28-40 yrs
(N = 24)

Age
41-49 yrs
(N = 24)

Age
50-64 yrs
(N = 18)

My values and those that are
presented by the company overlap
3.6
3.8
each other
The company’s goals affect my daily
4.0
3.6
activities at work
My personal career goals are in line
4.0
3.8
with the organization’s goals
The company cares for high quality
4.1
4.1
Working here forces me to act
1.7
1.7
against my principles
Source: own elaboration on the basis of R. Januś’s research results (2017).

3.5
3.7
3.8
3.9
1.6

Let us now look at the results on the Community scale (Table 4) in groups with
different length of professional experience, and then on the Fairness scale results
(Table 5) in these groups. The validity of the results is emphasized, as the differences
between the groups in the scales mentioned were statistically significant. In the case
of the Community scale, the significance of the differences between the averages in
the groups is .043 between the group with the seniority of 11-20 years and the group
with the longer seniority.

195

Between involvement and burnout. How do teachers estimate their...

Table 4. Average results of the Community scale in groups of teachers with different
seniority

Statements in Community
scale

Length of
professional
experience up
to 10 yrs
(N = 19)

Length of
professional
experience
11-20 yrs
(N = 26)

Length of
professional
experience
longer
than 20 yrs
(N = 21)
2.9

Co-workers trust each other
2.9
3.2
The members of my team
3.7
3.5
support each other
Members of my team
effectively cooperate with
3.5
3.3
each other
Members of my team
3.5
3.2
communicate openly
I do not feel attached to my
2.6
2.2
colleagues at work
Source: own elaboration on the basis of R. Januś’s research results (2017).

3.1
3.4
3.4
2.4

In the scope of the Fairness scale (Table 5), the differences between the averages
at the level of .049 between the group of length of professional experience up to 10
years and the group with the length of employment 11-20 years were significant. The
sense of fairness is lower for employees with a longer period of service.
Table 5. Average results of Fairness scale in groups of teachers with different of length
of professional experience.

Statements in Fairness scale

length of
professional
experience up
to 10 years
(N = 19)
3.7

length of
professional
experience 1120 yrs
(N = 26)
3.2

length of
professional
experience
longer than 20
yrs (N + 21)
3.2

The goods are distributed
fairly here
The opportunities for
promotion depend strictly on
3.5
3.2
past merits
There are effective procedures
to appeal against an unjust
3.9
3.4
decision
Superiors treat all employees
4.0
3.3
fairly
Personal preferences
influence decisions made at
3.1
3.2
work
Not what you know, but who
you know influences your
2.0
2.5
career here
Source: own elaboration on the basis of R. Januś’s research results (2017).

3.4
3.6
3.5
3.4
2.5
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Because the detailed results in the Community, Fairness and Value scales have
been presented above, only the lowest scores in the Workload (Table 6) and Reward
scales (Table 7) will now be listed, as well as those that received the highest score
above 3, providing on the fit and, consequently, professional involvement, supplementing qualitative data for the interpretation of research results.
Table 6. The lowest and highest rated scores of the Workload scale by all persons
examined
Lack of the fit (M < 3.0)
I do not have enough time to work, which
I have to do
After work, I’m back home too tired to do
something for pleasure

Fit (M > 3.0)
I work intensively for long periods of time

I have so many classes at work that I
neglect my interests
Source: own elaboration on the basis of R. Januś’s research results (2017).

In the case of the Reward scale, the statement: “My effort usually goes unnoticed”
has the lowest score in the groups of teachers with the shortest and longest experience, and the highest in the group with medium length. It is also noticeable that the
respondents feel lower acceptance from their superiors than their colleagues.
Table 7. The lowest and highest rated scores by all subjects of the statements of the
Reward scale
Lack of the fit (M < 3.0)
My effort usually goes unnoticed

Fit (M > 3.0) (men)
The people I work with show me
appreciation

I do not receive recognition for all things,
which I contributed to the implementation
Source: own elaboration on the basis of R. Januś’s research results (2017).

CONCLUSIONS
The conclusions are limited to a limited research area, as well as a one-time measurement in a dynamic reality and a small group size. In all scales, the average scores are
higher than 3.0, which indicates the person-organization fit of the surveyed people
and the balanced organizational adaptation correlated with involvement rather than
burnout. All Control results are above 3 in all groups, although there is a trend of
decreasing the sense of control with age and seniority. They are also slightly higher
than the average for the standardization group of Polish employees (N = 1492), because in this case the average on the Control scale was 3.46 (Izwantowska, Terelak,
2009). The age of the respondents and length of professional experience proved to be
important factors. The sense of control is highest in people with the longest seniority,
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and the lowest in people with the shortest seniority, while the sense of workload is
most evident in people with the shortest seniority. Age and work experience turned
out to be important in the case of scale results that are instrumental to the scale of
Control: Values, Fairness, and Community. The data obtained on these scales are
predictors of cynicism, depersonalization and lower efficiency in the burnout model,
(Leiter et al., 2010), thus they constitute potential occupational burnout factors.
The employees have the ability to shape work processes with respect to the sense
of fairness perceived in the workplace, and also assess the compliance of the values
manifested in the workplace with personal values. Older teachers experience a lower
level of compliance of personal values with the values of the organization; this level
of conformity is assessed as higher by the youngest. The sense of fairness is also lower
in employees with longer seniority of service.
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BETWEEN INVOLVEMENT AND BURNOUT.
HOW DO TEACHERS ESTIMATE
THEIR PERSON-ORGANIZATION FIT?

Keywords: teacher, burnout, involvement, subjective person-organization fit, structural
model of burnout
Abstract: The content of the article presents the results of research on the person-organization fit of teachers (N = 66), employed in two municipal high schools in one locality with
the Areas of Worklife Survey by Ch. Maslach and M. Leiter in the Polish adaptation of A.
Izwantowska and J.F. Terelak. The data from the measurement of the person-organization fit
in six areas were interpreted as indicators of the overall experience of professional functioning
and predictors of burnout or involvement, in accordance with the structural model of professional burnout. The independent variables were: gender, age, length of professional experience. An important factor in the person-organization fit was the age of the respondents and
the work experience. The general level of professional functioning of the surveyed teachers is
balanced between occupational burnout and involvement.

MIĘDZY ZAANGAŻOWANIEM A WYPALENIEM.
JAK NAUCZYCIELE OCENIAJĄ
SWE DOPASOWANIE ORGANIZACYJNE?

Słowa kluczowe: nauczyciel, wypalenie, zaangażowanie, subiektywne dopasowanie organizacyjne, strukturalna teoria wypalenia
Streszczenie: Treść artykułu przedstawia wyniki badań dopasowania organizacyjnego nauczycieli (N = 66) zatrudnionych w dwu gminnych szkołach średnich w jednej miejscowości
Kwestionariuszem Obszary Życia Zawodowego Ch. Maslach i M. Leitera w polskiej adaptacji
A. Izwantowskiej i J.F. Terelaka. Dane z pomiaru dopasowania organizacyjnego w sześciu
obszarach zostały zinterpretowane jako wskaźniki całościowego doświadczenia funkcjonowania zawodowego oraz predyktory wypalenia zawodowego bądź zaangażowania zgodnie ze
strukturalnym modelem wypalenia zawodowego. Zmiennymi niezależnymi były: płeć, wiek,
długość stażu zawodowego. Istotnym czynnikiem dopasowania organizacyjnego okazały się
wiek badanych i staż pracy. Ogólny poziom funkcjonowania zawodowego badanych nauczycieli ma charakter zrównoważony między wypaleniem zawodowym a zaangażowaniem.

Małgorzata Kabat*

TEACHER’S SKILLS AND THEIR USE
IN PROFESSIONAL ACTIVITY
INTRODUCTION

I

n every profession, regardless of the conditions and time, the person performing
it is required to acquire appropriate qualifications and to develop specific skills. In
particular, those engaged in the occupation of a teacher must possess various abilities.
It was P. Coelho who has already written that work is a gift if it helps to understand
what we do, but it can be a curse if it becomes an escape from life. The quoted words
indicate that the teaching profession is a painstaking work that needs comprehensive
skills, which are employed by the teacher in numerous situations and moments of
his activity. They arouse various feelings, expressing a given way of understanding
and determining the meaning at the same time. Therefore, it is worth finding an
answer to the question of why the reality of the teaching profession and the skills
being formed focusses the attention of researchers who want to emphasize their significance and recognition.

RETROSPECTION OF THE TERM SKILLS
Teacher’s job is a peculiar and unusual profession with a long and rich history recorded in a number of volumes (Ochmański, 1991, p. 17). What can be learned
from them is that the job belongs to a difficult and important category, and at the
same time the one that is not respected. The polarity of feelings appearing in the
aforementioned sentence can be justified by the fact that in this occupation is chosen
not only by professionals, but also by other people accidentally following this career
path. What should be noted is that a teacher’s professionalism results from their
preparation for the job recognized as “a set of activities distinguished under the social division of labor, requiring appropriate qualifications” (Dz.U. 2010 Nr 82, poz.
537). T. Nowacki (1999, p. 39) and B. Śliwerski, in turn, define the profession as
“a set of specialist professional competencies necessary to perform work” (Śliwerski,
2014, p. 1-2). As educationalists, the authors explain the concept through the prism
*
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of professional qualifications. Psychologists, on the other hand, consider them from
the point of view of personality traits, whereas sociologists – as activities designating
the place in a community characterized by a mosaic of values and patterns of behavior. Such mainstream explanations can be found in encyclopedias and dictionaries.
Therefore, a person choosing the above-mentioned profession must be of impeccable
principle and broad horizons, a scholar in their specialty and expert in the souls of
young people, which J.W. Dawid (1959, for: Walewander, 2003, p. 621-623) used
to write about. What can be already noticed is the contradictions that appear, which,
on one hand, draw attention to the need to develop a variety of skills, on the other,
constitute an area of their manifestation in pedagogical activity.
Going deeper into literature, further definitions of understanding skills can be
come across. The Polish Dictionary of 1861 says that “a skill” is the knowledge of
things, being able to do something, knowing, which is the highest power that can be
obtained through a) “faith” (Old Polish “wiara,” Latin: credo); b) “thinking” (“myślenie,” mens); c) “searching” (“poznawanie,” scrutatio); d) “cognition” (“poznanie,” cognitio); “knowing” (“znanie,” notitia); e) and “being able to” (“umienie,” scientia). The
authors of the dictionary admit that the Old Polish language explained the notions
more clearly than Latin (Zdanowicz, 1861, p. 1766). According to The Polish Dictionary of 1919, in turn, skill “is knowledge, ability, but also a secret, art. In relation to
a person, skilled means knowledgeable, gifted, fluent, talented, adroit and qualified”
(after: Dunaj, 1998, p. 638). Diving into the history of education, the expression
„coś umieć” (“know, can, be able”) can be found, dating back to the fourteenth
century literature. It meant as much as having a practical knowledge of something,
being proficient in something, being able to do something (Boryś, 2005, p. 666).
According to W. Okoń’s Pedagogical Dictionary (1987, p. 329), skill is the ability to
use knowledge while performing particular tasks. On the other hand, K. Sośnicki
understands skill as any result of exercises and practice when it comes to both mental
and physical activities (Sośnicki, 1965, p. 49-50).
In education, the problem of developing skills already appeared in the times of
G. Kerschensteiner and was referred to as mental capacity and physical ability (by
E. Key). However, it always meant a certain range of activities that a person can do
(Wołoszyn, 1965, p. 788). The skills perceived during the education process are absorbed into the competence structures, where they play a key role of the indicators
of the teaching level. Therefore, in the previous educational system, education was
oriented in the first place towards knowledge, skills and values, as an essential component of attitudes. Nowadays, it is the attitudes are being put to the fore, before skills
and knowledge. A new hierarchy, which responds to the growing demand for creativity and initiative in the modern educational system, as well as the ability to think
and cooperate with individuals on a global scale (Radziewicz-Winnicki, 1999, p. 97).
In today’s education process, the most attention is paid to the group of competences called generic skills. They are often referred to as competences that are independent of the subject of teaching or the interdisciplinary competences. They are
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not related to any particular discipline and apply in many areas of an individual’s
activities, mentioned by St. Dylak (2014). Among the most important generic skills,
the following can be distinguished: communication skills, problem solving, logical
thinking, leadership, creativity, motivation, teamwork skills and the ability to learn.
The latter has recently aroused considerable interest in the context of lifelong learning
(Radziewicz-Winnicki, 1999, p. 97). J. Welford (2006) and complements this classification with the memorizing, time management, computing and juggling skills.
The road meaning of skills presented above refers to the characteristics and abilities of an individual developed as a result of completed education, training courses
or self-improvement. Therefore, it might appear better to distinguish between soft
and hard skills. The former take into account the capacities and personal abilities,
temperament, personality, experience that enable perceiving the environment and
taking actions, as well as determine the way of dealing with tasks or challenges. In
short, it is about determining what a person is like, how he or she works, how they
solve external problems, or what their psyche, personality and skills are, necessary
to function in a society, both as an individual and within a group. The latter – hard
skills – are more technical and connected with the education process. Thanks to
them, a person acquires specific qualifications useful for the pursuit of a chosen
profession, gaining experience in performing activities necessary in contemporary
conditions, which include the ability to process and reproduce information, logical
and creative thinking, team work, time management. They are necessary for the soft
interpersonal skills to be revealed.
The distinction was made in order to acquaint with the complex area of human
predispositions that a 21st-century teacher should have. For this professional group,
as R. Arends wrote: “[...] will be required to have wide expertise of the subject, as well
as pedagogical, social and cultural knowledge, as they will have to become reflective
creators and professionals” (1995, p. 17). Therefore, every teacher tries to strive for
perfection, as the ancient masters did.
The teache’s qualities described above have little to do with reality, although some
advantages can be noticed. This is due to the “massification” of the profession, which
included a narrow intellectual group with a low social rank. Nevertheless, there are
significant requirements imposed on the group, as they provide the young generation with patterns of behavior and experiences useful in the search and acquisition
of knowledge, which require a variety of skills. The teachers’ approach described
proves the responsibility for the expectations the society has with the very professional group related to preparing the young to meet the challenges of the times in which
they have to function.

202

Małgorzata Kabat

RESEARCH IMPLICATIONS
The empirical study, accounting for an analysis of a selected set of teacher skills,
included teachers – postgraduate students enhancing their qualifications in the extramural mode at the Faculty of Educational Studies of the Adam Mickiewicz University in the academic year 2017-2018. 63 women took part in the research (two groups
with a specialization in elementary and pre-school education), at the age up to 30
(85%), working in a primary school (90%) in the region of Great Poland, characterized by a 5-year work experience, from a small town (40%), a big city (34%) and
a village (26%). The remaining respondents were aged 40 (5%) and over 50 (10%),
living in a small town and working in a kindergarten (10%), having work experience
of 20 years or more.
The main objective of the analysis was to identify individual teacher’s skills necessary to perform the oldest profession. Over the years, various predispositions have
influenced the quality of fulfilling the educational obligations in today’s dynamic
reality. It includes personal skills, referred to as the soft ones, which result from the
development of permanent and changing personality traits, interpersonal, social and
other skills that a teacher must possess. They are supported by those skills that an
individual will acquire while passing through various educational paths. The latter
ones are called hard skills, which the research attempted to scrutinize.
The research was carried out using the method of the diagnostic survey with two
questionnaires. It consisted of the certificate of origin, an open question identifying
the notion of skill and a few closed questions concerning the determination of how
significant the skills are in the profession, depending on age, job seniority and the
environment. Moreover, the respondents estimated the selected statements according to the importance of specific soft and hard skills used to perform the job. Among
them, they assessed more thoroughly the occurrence of interpersonal skills, which
included positive, negative and zero emissivity, social skills and the intensity of all
skills. The selected set of skills considered is conducive to the teacher’s taking the role
of a creator, interpreter, performer, organizer or ruler in relation to others.
After having conducted the research, the material was sorted into two groups
and analyzed at the level of qualitative and quantitative description. The following
explanations of the notion of skill were given by the respondents as far as the open
question is concerned:
• ways and methods for transferring knowledge (40%);
•

acquisition of competences and predispositions for creative activities through
education (16%);

•

combining the acquired knowledge and experience and the person’s character traits that allow for optimum development (13%);

•

properties acquired through education and life experience (11%);

•

particular predispositions providing for fulfilling professional obligations (11%);
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•

intellectual and didactic abilities that have been acquired through education (11%);

•

features and predispositions that a good teacher should have (8%);

•

ability to teach, educate and self-educate, thanks to which you can acquire
knowledge and pass it on (8%);

•

properties that allow you to deal with others;

•

the teacher’s abilities to show the students the world around them;

•

the ability to behave in every situation;

•

the features that make a person function and work;

•

innate abilities, which must be practiced later in life;

• the ability to understand students.
Subsequently, the data from the closed questions were sorted out and considered separately for each of the two examined groups. This procedure contributed to
a more valuable interpretation of the obtained research material. Hence, what came
to be determined first was the impact of how significant different types of skills
necessary to fulfill the teacher’s duties are. It turned out that in the first group, the
respondents aged up to 30 attributed a high importance to them – 80%, and 20%
very high. On the other hand, in the second group, high significance of skills was
indicated by 60.6% of people up to 30, and 30.3% stated it was very high for the
thirty-year-olds, 6.06% for forty-year-olds and 3.03% for fifty-year-olds. The results
were confirmed by both the significant value of the χ2 test (8.56) and the φ-Yule’s
coefficient (0.36) at the level of α = 0.05 (Ferguson, Takane, 1997), as shown in
Table 1.
Table 1. The comparison of the importance of skills and age in the research groups
Age
The importance of
skills

group 1 –
20-30 y.o.
N
%

group 2 –
20-30 y.o.
N
%

31-40 y.o.
N

%

over 50 y.o.
N

%

Very high

6

20

10

30.3%

2

6.06

1

3.03

High importance

24

80

20

60.6%

–

–

–

–

Total

30

100%

30

90.9

2

6.06

1

3.03

Source: own study.

Next, the importance of possessing skills depending on seniority was analyzed.
And so, in the first group, 73.3% of respondents at the age of up to 30 indicated
high importance, and in the second group – 45.4% of those having five years of
work experience. Regarding the very high importance of skills of people up to 30, in
the first and second group the results obtained were similar and amounted to 26.6%
and 30.3%, respectively. However, the increasing seniority of the respondents from
the second group caused fluctuation of the percentages from 3.03% to 9.09%. The
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calculated relationships were confirmed by the χ2 test (57.58) and the φ – Yule’s coefficient (0.95), which turned out to be significant at the level of α = 0.05, as shown
in Table 2.
The importance
of skills

Table 2. The comparison of the importance of skills and seniority in the studied groups
Seniority of respondents
group 1
– up to 5
years
N
%

group 2
– up to 5
years
N
%

10-15
years

5-10 years

15-20
years

over 20
years

N

%

N

%

N

%

N

%

Very high

8

26.6

10

30.3

2

6.06

1

3.03

3

9.09

–

–

High
Rather
low
Total

22

73.3

15

45.4

–

–

–

–

–

–

–

v

–

–

–

–

–

–

1

3.03

–

–

1

3.03

30

100

25

75.7

2

6.06

2

6.06

3

9.09

1

3.03

Source: own study.

Table 3 presents the results regarding the importance of skills and the respondents’ environment.
The importance
of skills

Table 3. Exposure of the environment

Very
high
High
Total

Environment
A big city

Group 1
A small
town
N
%

A village

A big city

N

%

N

%

Group 2
A small
town
N
%

N

%

A village

N

%

5

15.1

1

3.3

3

10

6

18.1

1

3.03

4

12.1

5
10

15.1
30.2

10
11

30.3
33.6

6
9

20
30

5
11

15.1
33.2

11
12

33.3
36.6

6
10

18.1
30.2

Source: own study.

The figures obtained show that the highest number of people from the first and
the second group indicated high importance of skills. The respondents came from
either a small town or a village. On the other hand, people from the first and the second group resident in the big city found the importance of skills very high. However,
the percentages in the remaining environments in both groups were distributed more
or less uniformly, at a low level. Significant dependence was expressed by the value
of the χ2 test (4.24 for group 1 and 5.8, for group 2) and the φ – Yule’s coefficient
(0.37 and 0.41, respectively) estimated at the level of α = 0.05 . Therefore, it can
be concluded that the environment, seniority and age determine the degree of the
importance of skills.
Subsequently, the respondents indicated the most desirable soft skills (Table 4).
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Table 4. Soft skills declared by the respondents.
Distinguished skills
Mental abilities (processing and reproduction)

Group 1

Group 2

N

%

N

%

12

8.3

18

8.9

Developing the mental sphere

7

4.8

12

5.9

Ingenuity and prudence

23

15.8

27

13.4

Self-confidence

14

9.7

20

10

Resistance to stress
Establishing the image of a person endowed
with many skills
Independent decision making

24

16.5

24

11.8

2

1.4

1

0.5

7

4.8

11

5.4

Fast and permanent memorizing

3

2.1

6

2.9

Regularity, accuracy, commitment, consistency

22

15.2

23

11.3

Chaos, mess, inconsistence

–

–

–

–

Good work organization

12

8.3

26

12.9

Teamwork skills
Having interpersonal skills: emissivity,
tolerance, receptivity
Other in group 1: patience, problem solving skills

9

6.2

17

8.4

9

6.2

15

7.4

1

0.6

-

-

Other in group 2: empathy

–

–

2

0.9

Source: own study.

Among the soft skills in the first group, the following came to the fore:
• resistance to stress;
•

ingenuity and prudence;

•

regularity, accuracy, commitment, consistency;

•

mental abilities (processing and reproduction);

• good work organization.
In the second group, the most important were the following:
• ingenuity and prudence;
•

good work organization;

•

resistance to stress;

•

regularity, accuracy, commitment, consistency;

•

mental abilities (processing and reproduction);

• teamwork skills.
Little importance groups was attached in both to such skills as: patience, conflict
resolution, empathy, Establishing the image of a person endowed with many skills,
fast and permanent memorizing or the existence of chaos, mess, and inconsistence
in their environment.
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The research has shown that what constitutes the most valuable features of the
contemporary teacher, and the respondents, too, are the intellectual qualities that
help them plan their work, or resistance to stress, which are both conducive to engaging in school activities, as well as outside. Such an approach and perceiving oneself
as a full-fledged personality, though deprived of feelings, empathy and the image of
a person endowed with various skills, is dictated by the fact of fulfilling the directives
of educational authorities, as well as the expectations of both students and parents.
Therefore, the effective and professional activity of the teacher is based on hard skills
and various competences, which lacks the so-called love of souls – as J.W. Dawid
would say (1959). The selection of the aforementioned soft skills are supported by
the hard ones, presented in Table 5.
Table 5. Hard skills declared by the respondents
The skills enumerated

Group 1
N

Group 2

%

N

%

Choosing the field of study

2

1.35

5

2.6

Obtaining university preparation for the job

15

10.13

18

9.57

Learning how to acquire subject knowledge

8

5.4

9

4.8

Developing the ability to combine theory and practice

9

6.08

19

10.1

Gaining practical skills while studying

16

10.8

21

11.2

Acquiring pedagogical knowledge

9

6.08

13

6.9

Developing the ability to use information technology

3

2.02

4

2.12

Adjusting tasks and requirements to the student’s level

24

16.2

25

13.3

Acquiring specialist qualifications and knowledge

12

8.1

19

10.1

Knowing the labor market and continuing education

6

4.05

8

4.2

Getting professional experience

19

12.8

21

11.2

Shaping skills necessary in the workplace

18

12.1

16

8.51

Developing the ability to respect others, achieving goals

7

4.7

10

5.3

Other: none

–

–

–

–

Source: own study.

The collected data showed that the people from the first group valued the following hard skills among the selected statements:
• adjusting tasks and requirements to the student’s level;
•

getting professional experience;

•

shaping skills necessary in the workplace;

•

gaining practical skills while studying

•

The respondents from the other group paid attention to the following skills:

•

adjusting tasks and requirements to the student’s level;
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•

getting professional experience;

•

gaining practical skills while studying;

•

developing the ability to combine theory and practice;

•

acquiring specialist qualifications and knowledge;

•

obtaining university preparation for the job;
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• shaping skills necessary in the workplace.
What turned out to be of little value for the beneficiaries of both groups were such
skills as: the choice of the field of study, the ability to respect others, the ability to
use information technology, knowledge of the labor market and undertaking further
education. Such a low level of prestige of the teaching profession, as well as the lack
of further training were both confirmed by Nalaskowski’s research dating back to
1997 (Nalaskowski, 1997).
Despite the differences in the respondents’ skills, it became necessary to develop a set of features that facilitate accomplishing tasks and challenges. The teachers’
choices led to the development of an individual model of qualities that allow them
to function in different spaces – both in and outside school. A balance in these areas
is maintained thanks to the teachers’ own energy, as well as the processed, stored and
reproduced information.
The distinguished features of a teacher’s profile have become the basis for developing three types of teacher designates, perceiving a person as the one who processes information or reproduces it, or only appreciates themselves. It turned out that almost
80% of the respondents in each group chose the set of teacher’s skills concerning processing information. The second type of traits included a teacher’s skills characterized
by reproducibility, emphasizing great memory for all information received, fast and
permanent memorizing (without recording) and quick information processing. It
was chosen by 13% of the respondents from both groups. The third array of trumps
describes a teacher who develops the characteristics by using individual predispositions through the implementation of appropriate tasks manifesting the possessed
virtues. People in this group reveal a lack of interest in their own presence in the
environment and their workplace and thus compensate for it by participating in
non-professional activities and taking up hobbies. In the first group, it was indicated
by 3% of respondents, whereas in the second group by 9%.
Likewise, the enunciations describing the compendium of personal dimensions
that predispose a given person to the teaching profession were composed. These are
interpersonal skills, which have been noticed by the respondents in previous questions only in a small percentage. They appeared in a research conducted by M. Kocór
and A. Strzebońska (2011, p. 9-11), confirming that employers expect significant
interpersonal skills, good organization of work, self-motivation etc. Therefore, the
emissivity, through which interpersonal skills were identified, was considered more
carefully. It constitutes an important feature for every teacher functioning in the
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school reality (both as an individual and as a part of a group) and beyond. Therefore,
the unprecedentedness of positive, negative and zero emission was emphasized. The
first one points to people who are open, creative and independent, yet altruistic, willingly sharing their feelings and experiences, bringing variety and fun to work, as well
as chaos and mess, though. In this case, 33.3% of respondents from the first group
chose positive emissivity, whereas 18% did so in the other. The respondents from the
first group are young people who want to introduce changes in their profession and
workplace. Hence they feel good in the role of a creator. The respondents from the
second group, on the other hand, are older people with a greater work experience.
They feel more comfortable in the role of an interpreter, allowing open situations in
their professional activities, requiring different ways of acting, playing and diversifying activities during classes.
Negative emission includes tendencies to acquire all kinds of incentives, i.e.; money, power, status or information. It is characteristic of pragmatic people who are practical and respect the rules that help aim the activities to achieve a specific goal. 9% of
people from each group chose it. It shows that the respondents felt well in the role of
an organizer, which corresponds to their possibilities and skills, as well as intellectual
abilities. Overestimating the intellect by the respondents may become the reason for
taking the role of a ruler over those under their charge. This relatively unfavorable
condition of the subjects diagnosed in this case, referring to their soft skills, should
be revised and critically assessed. It was chosen by 9 % in each group.
The third type – zero emissivity – refers to a teacher conforming to all applicable
rules and norms, characterized by punctuality, discipline and the thirst for justice.
Such a person tends to perform their tasks reliably and conscientiously fulfills their
duties. In the research, 66% of the people from the first group and 73% from the
other indicated zero emissivity. Such a large percentage in both groups proves that
they feel good in the role of a performer. The previously declared soft and hard skills
are closely related to this particular choice and the fact of obtaining professional
preparation to complement qualifications. However, it is not enough for a teacher
to be a professional performer only, as it is a part of the job to change one’s mindset,
modify the personal, interpersonal and social skills, that are associated not only with
work, but also with regard to the positive emissivity.
Analyzing the whole research it can be assumed that what the respondents valued more was the hard skills, combining preparation for the job, acquiring relevant
knowledge and practical experience, which support intellect and the personal, interpersonal and social predispositions. This complex of individual features predisposed the respondents to the fact that they mostly constitute people who process
information, but also those who recreate it or want to emphasize their own image
in the workplace and profession. This is confirmed by a set of personal values that
manifest themselves in the form of positive emissivity, characterizing creators, people
who are open and independent from the pressures and rules set by the authorities,
and the zero emissivity, referring to people who comply with the rules and follow the
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schemes. Few respondents indicated the negative emissivity (9%) which characterizes practical, pragmatic individuals wishing to acquire money, status or information
to gain certain benefits. The set of attributes and skills crystallizing in this direction
among the respondents leads to the state of manifesting power over others, which
does not always prove to be favorable in the educational environment. In this situation, a teacher should act cautiously so as not to develop selfish individuals who
are deprived of higher values and feelings (Kabat, 2017, p. 159-173). Nowadays,
the problem of axiological education is becoming more and more visible not only
in young people, but also in the teachers themselves. It was J. Dewey (2005) who
already wrote that every teacher should realize the dignity of his or her vocation and
the fact that they serve the society and the individuals.

CONCLUSIONS
The research has highlighted the scope of the formation of individual skills. What
gained the highest status among them was resistance to stress, intellectual abilities
and social skills related to the organization of work. Therefore, a picture of organized
people trying to reliably fulfill their duties emerges. The lack of patience, empathy,
underestimating the value of interpersonal skills and creating one’s own image all
constitute a shadow on that picture. Such an approach manifested by the respondents indicates too much attention paid to the intellectual sphere and neglecting
others. What strengthens the strategy is the set of traits associated with being a person who processes information, rather than reproducing it or promoting themselves
in their own environment. Therefore, many respondents stated that they are individuals appreciating hard skills and preferring positive emissivity that guarantees
creative, independent behavior at work, rather than being only the organizer of the
teaching and learning process or complying with the rules and regulations. Hence,
on one hand, young teachers should be provided conditions for strengthening the
role of the creator rather than a performer or interpreter. On the other hand, teachers should be made aware of the need to look carefully and critically at their development and introduce appropriate modifications. This is confirmed by the studies
referred to earlier. The shortcomings are observed particularly in the case of older
teachers. The symptoms should be perceived as a motivator of introducing changes
in the entire group of teachers. Moreover, it would be worth reminding everyone
about the basics of axiological education giving this professional group new charisma. Perhaps the argumentation allowed to demonstrate that the teaching profession
and its multiple skills are subject to continuous and exclusive processes, fostering the
formation of various dilemmas that facilitate or make it difficult to meet specific obligations. Changing external conditions sometimes constitute the cause of conflicting approaches to seeing the teacher’s profession and activities. Hence, the picture of
the teaching skills obtained during the research highlighted both the strength of the
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group and its shortcomings and ills. We do emphasize the ideal features or deficiencies in soft and hard skills more frequently than we present a set of beneficial properties existing in the literature and highlighted by brilliant oxymorons confirming
familiar stereotypes. J. Rudniański (1987), among others, mentioned the problem
already, elaborating on the model of a teacher as perceived by the authorities and
society. The teacher was described as a non-trustworthy person who, in addition, did
not meet the high professional standards indicated by A.C. Ornstein and D. Levin
(after: Śliwerski, 2014). The consolidation of the aforementioned opinions on the
professionalization or quasi-professionalization of one of the oldest professions is like
“lust for knowledge that is common to all people and which cannot be healed due
to the growing curiosity,” said Descartes (Złote myśli, 2014). And the profession of
a teacher and the skills formed over the years, regardless of different shades they
might have, will always constitute something beautiful and useful in all conditions
and at any time.
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TEACHER’S SKILLS AND THEIR USE
IN PROFESSIONAL ACTIVITY

Keywords: teacher, shades of skills, profession, research
Abstract: In the article, attention was drawn to the explanation of the concept of skills
that the teacher obtains regardless of academic and practical preparation for the profession.
Selected conditions for the formation of soft and hard skills teachers used in everyday work
were discussed. The distinguished features have become the basis for conducting research
in a group of teachers completing higher education. The material obtained was developed
in qualitative and quantitative terms. All the theoretical and research implications have
been summarized.
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UMIEJĘTNOŚCI NAUCZYCIELA I ICH
WYKORZYSTANIE W AKTYWNOŚCI ZAWODOWEJ

Słowa kluczowe: nauczyciel, odcienie umiejętności, zawód, badania
Streszczenie: W artykule zwrócono uwagę na objaśnienia pojęcia umiejętności, które nauczyciel zdobywa niezależnie od akademickiego i praktycznego przygotowania do zawodu. Omówiono wybrane warunki tworzenia się nauczycielskich umiejętności, miękkich i twardych,
wykorzystywanych w codziennej pracy. Wyróżnione właściwości stały się podstawą do przeprowadzenia badań w grupie nauczycieli uzupełniających wyższe wykształcenie. Otrzymano
interesujący materiał, który opracowano pod względem jakościowym i ilościowym. Całość
teoretycznych i badawczych implikacji podsumowano.

Joanna Ogrodnik*

IMPACT OF MOTIVATIONAL ORIENTATION
ON STUDENTS’ SCHOOL ACHIEVEMENTS
INTRODUCTION

P

upils’ school achievements are determined by many factors – both external, inherent in the environment, as well as internal ones related to the child’s physical
and mental development and individual characteristics. They could be included in
several categories well recognized in the literature (Bereźnicki, 2007; Boguszewska,
2008; Konopnicki, 1966; Kozłowski, 2013; Kupisiewicz, 2005; Sękowski, 2001,
Tyszkowa, 1964). These include a family environment in which an important role is
played among others by the participation of parents in child education (Kozłowski,
2013), support shown, as well as socio-economic status, learning conditions and
family structure. Another is the school environment, and in it the school climate,
the level of teaching requirements, the organization of the education process, but
above all the teacher – his/her commitment, the methods of education used, the way
of communicating with students, the style of educational management. A separate
category is the characteristics of the student him/herself – his/her predispositions,
heredity and acquired features, health status, motivation, commitment, educational aspirations, learning style or self-efficacy (Ogrodnik, 2017; Uçar, Sungur, 2017;
Zhang et al., 2017). In the present research it was investigated how the achievement of students is influenced by their motivational orientation – task orientation,
ego orientation, avoidance orientation – understood as a general tendency to adopt
a specific type of achievement goals in school situations (Nicholls, 1989).
Each of these orientations is associated with a different canon of behaviors manifested by students (Ogrodnik, 2006). Task orientation manifests itself in focusing
on gaining knowledge and raising own competences. For task-oriented students,
learning is a value in itself, it is important for them to understand the content being
processed, and competences are assessed according to individual criteria of personal progress, while convincing that success is associated with effort – depends on
learning in cooperation, interest in learning, effort and attempts to understand the
analyzed content (Archer, Scevak, 1998). However, ego orientation is characterized
by a focus on proving to oneself and others one’s above-average competences. For

*

The Jerzy Kukuczka Academy of Physical Education in Katowice.

216

Joanna Ogrodnik

students so oriented, social reference is essential in taking up tasks, and understanding the content is not important; the only thing that counts is getting the best result.
At the same time, they are convinced that success is associated with competing
with peers and depends on the student’s abilities and skills (Jagacinski et al., 2001,
Valle et al., 2003). The third type of orientation – avoidance orientation – is of an
amotivative nature, which manifests itself in minimizing effort, focusing on avoiding
engaging in school tasks and being bored with school work. At the root of such behaviors is the belief that success is related to the reduction of effort and is dependent
on luck and being cunning (Nicholls, 1989).
These behavioral patterns, characteristic of the three types of orientation, determine the functioning of students at school, because they are guided by different
goals in the education process, to which one should learn for self-improvement and
achieve mastery in a given field (task orientation), learning to defeat others in school
competition and present oneself as a talented student (ego orientation) and avoiding cognitive effort (avoidance orientation) (Covington, 2000). In the undertaken
research, it was found out which of these motivational patterns has the most positive
impact on students’ school achievements.

AIM AND SUBJECT OF RESEARCH
The aim of the research was to determine the effect of motivational orientation of
students – task, ego and avoidance – on the level of their school achievements. The
following hypothesis was put forward: H: Motivational orientation differentiates the
level of students’ school achievements. High performance in learning is favored by
task and ego orientation, while avoidance goals have a negative effect.
The research was conducted among 615 high school graduates (404 girls and 211
boys) from 6 schools in the Silesian province. A deliberate selection of schools was
established: two public high schools, two social high schools and two associated public high schools – one at the Association of Creative Schools, the other at the Active
Schools Association, which will be referred to here as associated schools.
The studies used a diagnostic survey method. A self-adopted Motivational Orientation Scale by John Nicholls (1989) was used to diagnose the motivational orientation, the reliability of which was verified in the pilot studies. Statistical analysis
showed that it is characterized by a high degree of reliability. Alf Cronbach’s coefficients for particular subscales were: for task orientation – 0.74, for ego – 0.74, for
avoidance – 0.83. The analysis of the documents was used to assess students’ school
achievements, in which the average score achieved from the first half of the year
was taken into account. Talks with students and teachers were used to recognize the
school’s climate.
Statistical methods were used to analyze the collected research material. The data,
which were subjected to statistical analysis, concerned quantitative (measurable) fea-
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tures – the level of school achievements and the level of task, ego and avoidance
orientation. Two independent tests were compared with the Student’s t test – a comparison of arithmetic averages of school grades in the group of girls and boys. For
more than two tests, the one-way analysis of variance (ANOVA) method was used.
This was done in the case of comparing the average grades of students from six different schools and for comparing the average grades in the subgroups of the three
motivation orientations. In the case where the analysis of variance showed significant
differences between the averages compared, a post-hoc Tukey test was performed.
These tests require that the assumption about normality or at least symmetry of distributions and homogeneity of variances should be met, which is why the normality
of distributions was assessed by the Chi2 conformance test and the symmetry by the
coefficient of skewness.
Correlations of continuous features were estimated by Pearson’s correlation coefficient (r). It was used to establish interdependence between the orientation of goals
and students’ school achievements. A linear regression analysis was also performed to
verify the influence of motivational orientation on school performance.
Statistical hypotheses were verified at the significance level α = 0.05. The calculations were made using the Statistica 13.1 program.

ANALYSIS OF TEST RESULTS
Analysis of the research results showed that the youth of general public high schools
obtains high teaching results. The average score from the first half of the year on
a scale of 1-6 in the study group was 4.24, with girls getting better results (4.29) than
boys (4.12); however, the difference was small (Student’s t test p < 0.001).
A significant part of the studied population (42.43%, n = 261) was characterized
by high school achievements maintained at the average level of 4.0-4.4 and very
high values ranging from 4.5-5.5 (34.47) %; n = 212). The average scores (3-3.9)
were 22.12% (n = 136), while below the average 3.0 only 0.98% (n = 6) of the
subjects (Figure 1).
This means that the majority of high school graduates (76.9%) are good and
very good students. Such high school achievements are related in part to the special care at this stage of the assessment, resulting from the desire to receive the best
school-leaving certificate.
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Figure 1. Students in individual performance bands (in percent)
Source: own study.

Students of particular types of schools did not differ from each other in obtained
results – at social, public and associated schools, they were at the same level (4.24).
However, two high schools emerged whose youth were distinguished by grades
(ANOVA F = 2.9, p = 0.01, Tukey post-hoc test p = 0.001). These differences concern two social schools – in one of the schools graduates achieved the lowest average grade (3.92). This is a school in which the good atmosphere and students’
satisfaction were overly by limiting didactic requirements and downplaying school
achievements. The students of the other high school achieved the best results (4,56).
This school has a motivational climate that is particularly conducive to the development of task orientation. The teachers focus on developing students’ interests, their
creativity, and emphasize the benefits of self-improvement. An important element
is also placing high didactic requirements with simultaneous consideration of their
independence in solving problems.
The next stage of this research was to verify how motivational orientation of students influences their school achievements. The results of the research show that the
task-oriented and ego orientation is the most beneficial for school achievements.
Students receiving the best grades simultaneously displayed the highest level of task
orientation (3.85 points), high level of ego orientation (3.25 points) and low level
of avoidance orientation (2.51 points). Along with the lower average of grades, there
was a noticeable decrease in task and ego orientation as well as an increase in the
avoidance orientation level. In pupils with low achievement, the level of all three
orientations was very similar – task orientation (2.93 points) and ego (2.75 points)
decreased, and the avoidance orientation increased (2.9 points) (Figure 2).
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Figure 2. Levels of student goals’ orientation depending on their school performance
(in points on a scale of 1-5)
Source: own study.

The increasing avoidance orientation is of particular importance for the decline in
school performance. This is in line with the objectives of the goal theory, according
to which uniquely oriented students try to avoid effort and are not interested in the
effects of their work. They are limited only to the minimum that guarantees positive
grades (Nicholls, 1989).
The conducted regression analysis confirmed that the level of motivational orientation is an important predictor of school achievements. She showed that the motivational orientation of pupils is a factor explaining the variability of the average of
grades in 7% (R2 = 0.74, F (3.611) = 16.318 p <, 001; Figure 3, Table 1). A higher
level of task and ego orientation and a lower level of avoidance orientation allow
predicting the increase in school achievements.

Figure 3. Motivational orientation as a predictor of the average school grades
Source: own study.
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Table. 1. Results of regression analysis for the variable of the average score taking into
account as the independent variable the motivation orientation of students – task, ego
and avoidance
Independent
variable:
motivational
orientation
TO

Dependent variable: average score
R = 0,27 R2 = 0,07 F(3,611) = 16,318 p < ,001
β

b

T (611)

p

0,17

0,12

4,15

<0,001

EO

0,14

0,08

3,44

<0,000

AO

-0,11

-0,07

-2,69

0,007

Source: own study.

We already know, therefore, that the levels of individual orientations affect the
student’s school performance. For pedagogical practice, it is also important to recognize what assessments are obtained by task, ego or avoidance oriented graduates,
i.e. those in whom one of the motivational orientations is dominant, although others could be at a similar level. The majority of the students surveyed showed the
most optimal task orientation (66.01%, N = 406), much less were ego (19.51%,
N = 120), and the least avoidance oriented students (9.11%, N = 56). In some
people (5.37%, N = 33), the dominant motivational orientation could not be determined and was excluded from this analysis.

Figure. 4. Task, ego and avoidance oriented students (in %)
Source: own study.

The comparison of school achievements shows that the highest marks were
achieved by people with task orientation (4.26) and ego orientation (4.25), while
the weakest (4.04) were avoidance oriented students (ANOVA F = 5.5, p = 0.004).
The difference in the average score is visible between task-oriented and avoidance
oriented students (post-hoc Tukey’s test p = 0.03) and between students who are ego
and avoidance oriented (post-hoc Tukey’s test p = 0.04). There is no difference in the
average score between task and ego oriented students (Figure 5 and Table 2).
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Figure. 5. Differences in the average score depending on the motivational orientation
of students
Source: own study.
Table. 2. Tukey’s post hoc test for comparing the average scores depending on the
motivational orientation
Motivational
orientation

Task
Ego
Avoidance
(average score 4.26) (average score 4.25) (average score 4.04)
p

p

p

Task
(average score 4.26)

–

0.975678

0.33914

Ego
(average score 4.25)

0.975678

–

0.049433

Avoidance
(average score 4.04)

0.033914

0.049433

–

Source: own study.

It also illustrates the percentage distribution of students. Among the task-oriented
and ego-oriented high-school graduates, the majority were students who achieved
good and very good grades (79.3%, N = 417), however, there were fewer of those
with low and average school achievements (20.7%, N = 109). The situation has
clearly changed in the case of avoidance orientation – nearly half of this group
(41.07%, N = 23) scored low and average in the first half of the year. Compared
to task and ego-oriented students, fewer were able to demonstrate high learning
outcomes (58.9%, N = 33). This means that task orientation (Pearson’s correlation
coefficient r = 0.23, p = 000) and ego orientation (r = 0.16, p = 0.000) contributes
to higher school performance. The avoidance orientation is related to their decrease
(r = -0.11, p = 0.005) (Table 3, Figure 5).
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Figure. 6. Students in different performance levels depending on the orientation of the
goals (in %)
Source: own study.
Table 3. Correlations (r) between the orientation of goals and school achievements of
pupils
Variables

Task orientation

Ego orientation

Avoidance
orientation

Average score

r

p

r

p

r

p

Total

0.2264

0.0000

0.1583

0.0000

- 0.1128

0.0050

Girls

0.1840

0.0002

0.2584

0.0000

- 0.0509

0.3077

Boys

0.2415

0.0004

0.0641

0.3545

- 0.1447

0.0357

Source: own study.

CONCLUSIONS
The conducted research confirmed the accepted the hypothesis that motivational
orientation differentiates pupils’ school achievements – task and ego-based orientation contributes to high grades, while avoidance orientation contributes to lowering
school achievements.
Good results of task-oriented graduates become an argument for creating conditions at school that shape the willingness to adopt learning objectives in the didactic
process. It is not surprising that they get the highest marks, since their main goal is
to improve their skills, improve their competences, understand program content and
solve problems (Nicholls, 1989).
The use of complex cognitive strategies contributes to long-lasting and operative
knowledge. This in turn results in higher achievements. Ego-oriented students may
also boast of good results of their school work. This tendency should be explained
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above all by the trend of positive presentation in the group typical of this orientation.
With this aim in mind, these students try to get the best grades as they ensure that
they get the best possible position in the class. These people, however, are characterized by a lack of perseverance, and retreat in the face of failures and focus on shortterm results that provide an immediate effect in the form of victory in intra-competitive rivalry (Maehr, Anderman, 1993). Although the ego orientation motivates to
gain high marks, it is based on less valuable motifs. It may, however, be valuable in
overcoming the passive attitude of students in the teaching process – learning and
becoming a factor mobilizing their cognitive effort. From the point of view of school
achievements, both of these orientations are favorable, but taking into account other
benefits, such as durability and quality of engagement in learning, task orientation
becomes a priority.
However, the avoidance orientation has a definitely negative impact on school
grades. Such oriented pupils showed a significantly lower level of school achievement than others. This is due to their lack of willingness to undertake any cognitive
activity and a generally negative attitude towards education and school (Covington,
2000). Higher grades of these students always corresponded with simultaneous high
task and ego orientation, which somehow minimized the negative effects of avoidance orientation. Thus, the goals adopted by high school students in the education
process have a diverse impact on their school achievements. The most promising
is the situation in which good grades are not a goal in itself, but a consequence of
a student’s specific attitude, expressing the willingness to learn. It is characteristic of
task-oriented people, for whom high achievements result from cognitive engagement
directed towards permanent self-improvement. Meanwhile, learning to gain rewards
in the form of good grades is characterized by ego-oriented students. Although they
win the desired goal, their interest in learning disappears with leaving school, when
they no longer have to strive to maintain the status of a talented student. Accordingly, the concentration of teachers only on the results of teaching is not enough. In
the process of education, it is not so much so that students want to participate in the
process of learning and get positive grades, but that they want to learn. The stimulation of this second type of motivation contributes to achieving better school results, but above all creates a permanent commitment to cognitive activity regardless
of the rewards.
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THE INFLUENCE OF MOTIVATIONAL ORIENTATION
ON PUPILS’ EDUCATIONAL ACHIEVEMENTS

Keywords: motivational orientation, learning outcomes, task orientation, ego orientation,
avoidance orientation
Abstract: This study investigated the relationship between the motivational orientation of
secondary school graduates and their educational achievements. 615 pupils form six Silesian
schools participated in the study. To assess goal orientations self-adopted Nicholls’ Motivational Orientation Scale was used. The results suggest that most pupils receive high and very
high marks, which are related to their goal orientations. Task and ego orientations seem to
be most conducive to obtain higher marks, while avoidance orientation is related to lower
educational outcomes.

WPŁYW ORIENTACJI MOTYWACYJNEJ
NA OSIĄGNIĘCIA SZKOLNE UCZNIÓW

Słowa kluczowe: orientacja motywacyjna, osiągnięcia szkolne, orientacja zadaniowa, orientacja popisowa, orientacja unikowa
Streszczenie: Przedmiotem badań uczyniono osiągnięcia szkolne maturzystów oraz ich związek z orientacją motywacyjną. Badania przeprowadzono w grupie 615 uczniów z 6 szkół
województwa śląskiego. Do rozpoznania orientacji motywacyjnej zastosowano samodzielnie
zaadaptowaną Skalą Orientacji Motywacyjnej Johna Nichollsa. Analiza uzyskanych wyników
wskazuje, że zdecydowana większość uczniów uzyskuje wysokie i bardzo wysokie osiągnięcia
szkolne, które są zależne od ich orientacji motywacyjnej. Orientacja zadaniowa i popisowa
sprzyjają uzyskiwaniu wyższych osiągnięć szkolnych, podczas gdy orientacja unikowa wpływa
na ich obniżanie.

Ewa Kochanowska*

PARADIGMS OF CHILD EDUCATION IN THE
AWARENESS OF EARLY EDUCATION TEACHERS –
PRACTICAL IMPLICATIONS
INTRODUCTION

T

he contemporary complex and multidimensional reality characterized by rapid
changes covering both the political, socio-economic, civilizational and technological spheres determines the necessity of human adaptation to ever new requirements and challenges referring to almost all areas of life. In the face of many changes
in the social and cultural space of human life, “education ceases to be an activity
separated from life, and becomes its integral part, a kind of dialectical game between
cognition, experience and action” (Malewski, 2010, p. 58). Changes in the sphere
of education have their sources in wider social changes and changing ways of perceiving an individual and their relationships with society (Malewski, 2010, p. 63).
The school must, firstly, find itself in a new situation and develop in accordance
with the direction of cultural development, and secondly, work out such methods
of action, thanks to which it will give students the opportunity to learn and shape
a new, complex reality based on ambiguity (Klus-Stańska, 2003, p. 47). Current
transformations of various areas of life in Poland contribute to many changes in the
system of education of a young child. Considering that early school education (and
pre-school education) is the foundation for further education of students and decisively determines their future successes or failures at school – as Stanisław Juszczyk
emphasizes – conducting systematic theoretical analyses and empirical research in
the field of integrated early school education concerning: teacher education process,
cooperation of the school with parents, school functioning in the local environment,
methods and forms of work of school teachers with children, teachers’ own research
work, implementation of the substantive content and upbringing and teaching programs and many other problems, is essential for the proper development of children
and implementation of their further educational aspirations, later also professional
ones. Therefore, research conducted in this age group of children, their parents and
teachers can be classified as socially important applied research (Juszczyk, 2011, p.
*

University of Bielsko-Biala.
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30) and should be the basis for the changes and reforms introduced on the discussed
educational system. The changes that have been proposed and recently introduced
in education concern the school system and are mainly related to the modification
of the structure, organization and functioning of schools. The abolition of compulsory schooling for six-year-olds and the new core curriculum for early school education introduced in 2017 (Journal of Laws 2017, item 59) have once again become
a contribution to the general social discussion on the vision of education meeting the
needs and expectations of the child and today’s reality in which different views on the
essence and goals of early education, the functions of the child and the role of the
teacher, and the ways of organizing the teaching-learning process coexist. Education,
understood as a continuous process and inseparably connected with other areas of
human activity, is immersed in numerous cultural discourses and shaped by changing relations between discourses (Bagnall, 1994, p. 269). Mirosław Józef Szymański
(2000, p. 65-66) points out that there is a great variety of ways of reading, defining
and interpreting educational facts and phenomena as well as proposing necessary
reforms and other measures to improve the effectiveness of education and upbringing. With regard to the education of a young child, many interpretative perspectives
can be adopted, thanks to which various descriptions of educational reality arise. At
the basis of education there are specific educational paradigms understood in this
approach following Zbigniew Kwieciński as “sets of general and final premises in explaining some area of reality, adopted in the community of scholars – representatives
of a given scientific discipline, and then disseminated as patterns of thinking in normal communities of science users” (Kwieciński, 1993, p. 18). According to Dorota
Klus-Stańska: “the paradigm can be significant in various ways: for example due to
its permanent presence, the potential for change, but also because of the popularity
of rhetoric or, on the contrary, because it is subject to criticism and animosity” (Klus-Stańska, 2008, p. 66).
In the most general terms, there are two basic ones in its definition layer, distant
from one another, though co-existent, paradigms in education. The first of these
results from the treatment of knowledge as a product and the related necessity of its
dissemination. The second encompasses knowledge as a process deeply embedded
in personal references, emotions and life experiences (Dylak, 2009). According to
the first attitude characteristic for the so-called traditional approach (adaptive, functional, behavioral) in education, referring to adaptive rationality (Kwaśnica, 2007),
positivism, cultural transmission, naturalism and functionalism, the student is the
object of the teacher’s influence, and therefore it can be expected that the teacher has
a chance to fully control the process of acquiring knowledge. The teacher’s responsibility includes the process of acquiring and transforming the knowledge in one’s
mind and communicating it to the student in an accessible way. The essence of
education understood in this way, based on the behavioral model, fully reflects the
following statement: “To remember instead of researching, to deal with banal things,
ignoring the fascinating, to say what the teacher wants to hear and not what one
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thinks; think like everyone, not in an own way, compete with people instead of cooperating” (Klus-Stańska, 2007, p. 27). A different perspective on education is outlined by a holistic approach (constructivist, emancipatory, critical-cognitive) which
refers to emancipation rationality (Kwaśnica, 2007), cognitive-social development
paradigm and views of J. Dewey and the constructivists: J. Piaget, L. Wygotski and
J. Bruner. The discussed approach requires tuning the rhythm of educational interactions to the rhythm of the developing student and treats teaching and development
as mutually conditioning processes. At the same time, it ascribes the enormous importance of the student’s own activity, understanding it as a factor determining its
development. The task of education is to prepare children for complex life tasks in
the future society, but above all to develop in them the awareness and skills of using
education as a means of realizing their development goals, ensuring a sense of success
and life satisfaction (Kawula, 2005, p. 63).
Based on the analysis of the aforementioned discourses, following Jolanta Nowak
it can be stated that “the current educational paradigms are arranged along the vertical axis, determined by the authoritarian orientation based on cultural transmission and liberal orientation, the determinant of which is readiness and openness to
change. The choice of educational ideology determines the way of thinking about
education, determines the teleological and axiological dimension of the educational
process, determines the direction, scope and procedures of actions implementing
pedagogical exemplifications” (Nowak, 2010, p. 330). Assuming that learning about
any proposals for changes in education or maintaining the status quo is not enough
to get to know their theoretical layer, because their practical functioning is equally
important (Szymański, 2000), and on the assumption that “educational ideologies
are reflected in pedagogical practice and in it, various concepts are finally being used
or discredited” (Skawiński, 2008, p. 444), the subject of research has been the ways
teachers think about the essence of children’s education at a younger school age and
their beliefs about the role of a student and teacher at this discussed educational
stage. Based on the analysis of the teachers’ statements on the indicated topics, one
can conclude on the educational paradigms that underlie their schooling practice.

PROCEDURE AND RESEARCH RESULTS
The aim of the conducted research was to get to know the ways of teachers’ thinking
about the essence of the education of a small child, and indirectly to explore what
educational paradigms lie at the basis of practical activities of teachers in integrated
early classes of primary school. The research was carried out in the academic year
2015/2016 through the students of post-graduate studies: “Pre-school pedagogy and
pre-school education” at the University of Bielsko-Biala. The basis of the analysis
was empirical data collected on the basis of surveys, which were carried out during
the pedagogical training performed by students of post-graduate studies with early
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school education teachers. The interviews were conducted with 64 teachers teaching
in primary schools in the following provinces: Śląskie, Małopolskie and Podkarpac
kie. The vast majority of respondents (57 people, i.e. 89.1%) had a Master’s degree
in Early School Education (Integrated Education, Initial Education), and 7 people
(10.9%) had a Bachelor’s degree in the same field (teachers during Master’s studies).
In the group of surveyed teachers, whose work experience with children was in the
range of 11-20 years, were most numerous. They constituted 43.8% of all respondents. The second largest group was made up of teachers who worked in primary
school classes over 20 years (21 people, i.e. 32.8%). In addition, 15 teachers (23.4%)
participated in the study, with work experience in early school education not longer than 10 years. The characteristics of the surveyed group are complemented by
the degree of professional promotion obtained by teachers. Qualified teachers (28
teachers, i.e. 43.7%) were the largest group. The study also involved 25 appointed
teachers (39.1%), 8 contract teachers (12.5%) and 3 trainee teachers (4.7%). As can
be seen from the cited data characterizing the surveyed population, the group of
teachers was different in terms of age and the level of achieved professional advancement, which allows us to assume that the opinions obtained may be representative
of the surveyed professional group. The research tool in the form of an interview
questionnaire, which was deliberately designed for the use of the research, served to
reconstruct the meanings that teachers give to the education of young children and
the role of students and their role as teachers.
The questions included in the interview questionnaire focused on the following
research problems:
• What educational paradigms are reflected in teachers’ thinking about the
education of children at a younger school age?
•
•

What are the main tasks of the teacher in early school education in the participants’ assessment?

What is the role of students in the initial grades of the primary school in the
opinion of the respondents?
The questions contained in the questionnaire were open to the public, which
allowed the teachers to comment broadly on the issues raised. In addition, the intention was not to influence the respondents’ answers suggestively. Due to the multiplicity and diversity of the threads contained in the responses formulated by the
respondents, each of the selected categories of answers was treated separately. The
collected empirical material was made subject to the quantitative and qualitative
analysis, which allowed to make some generalizations and gave grounds for deriving
conclusions for pedagogical theory and practice.
The educational paradigms underlying the practical activity of teachers were reflected in the attitude to the core curriculum and curricula declared by the respondents, the model of communication during classes, the type and structure of school
tasks carried out by children, preferred forms and methods of implementation of
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classes and functions attributed to assessing the progress of students. In the statements of all the respondents on the subject of the children’s education at a younger
school age, there were numerous references to the core curriculum as a document
that defines the goals and tasks of early school education. In accordance with the
provisions contained in the curriculum in force during the research (Journal of Laws
2004 No. 256, item 2572, as amended), in the teachers’ opinion, the primary goal of
early school education is to support the children’s comprehensive development. The
vast majority of the respondents (55 people, i.e. 85.9%) stressed in their statements
that early school education should be focused on the child (paidocentrism) and take
into account differences in the pace of their development and abilities. Here we find
references to the desired directions of changes in the education and upbringing process, which is shaping the paradigm of subject-based education, according to which
a student is an educational subject, and the organization of education is primarily
determined by children’s needs, abilities and interests. The key role of the core curriculum as a document defining both their activities and the role of students in the
process of education can be inferred from teachers’ statements. For this reason – as
it is written by Józefa Bałachowicz – the content of the core curriculum should give
“teachers a message at the level of meta-orientation that their professional activities
are aimed at creating a rich educational environment that supports the children’s activity in constructing its individual relationships with culture, creating opportunities
and places to shape its subjective and social competences, enabling children to successfully prepare for further learning and creative adaptation in the changing reality”
(Bałachowicz, 2011, p. 26). Meanwhile, the analysis of the core curriculum shows
that the operators used to formulate learning outcomes mostly indicate expected student activities, consisting mainly in listening, naming, underlining, mentioning etc.,
thus the teachers’ assumed functions are mainly: acquainting students with the new
material, consolidation of acquired knowledge, mastering the methods of its application and control and assessment of the level of knowledge acquisition (Klus-Stańska,
2009). In this context, teachers’ unreflective attachment to the core curriculum as
well as methodological materials can be a source of threats to the implementation
of the idea of subjectivity and the paradigm of education based on the assumptions
of humanistic pedagogy and constructivism. According to J. Nowak, teachers often
think that “the physical and mental anchoring of the student in the school desk and
the subordination of the educational process of implementing the program content
for a given age group is the only right way of giving young people the dowry for an
adult life” (Nowak, 2015, p. 42).
A large group of respondents (44 people, i.e. 68.7%) stressed in their statements
the need to equip children with knowledge and skills which – in their opinion –
form the basis for further education and decide on school successes. The analysis
of the statements of the discussed group of respondents shows that the knowledge
that children assimilate at school, and the skills learned should apply to their future
education and life, enable the students to function better in society. However, in the
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opinion of the respondents, the basic task of education is cultural transmission, that
is, transferring to children the achievements of past generations: knowledge resources, norms and values (Kohlberg, Mayer, 1993). Thus, the teachers, speaking about
the importance of the knowledge passed on to children and skills shaped at school
in the context of adaptation to life in society and the implementation of future life
tasks, clearly located the goals of education in the adaptive perspective. This is also
confirmed by other results of research carried out in recent years on socialization in
lesson in the initial grades (Nowicka, 2010), which show that the participation of
children in socialization practices at school is usually passive, oriented towards socio-cultural adaptation and acting according to specific imposed patterns. The child
is perceived much less often as a “unique entity constructing its individuality, social
relations and social networks, rich in the possibilities of social action and participation in its development” (Bałachowicz, Witkowska-Tomaszewska, 2015, p. 108).
Less than one-third of respondents (21 people, i.e. 32.8%) see the essence of early
school education in preparing children for a fast-changing world, in familiarizing
them, according to their age, with the challenges and problems of the modern world.
Nowadays, the role of a children’s teacher is interpreted in terms of “help in development,” which gives him confidence in his own competences, encourages to exceed
current possibilities with continuous stimulation and adequate support to needs
(Michalak, 2014). The teacher is responsible for choosing such teaching strategies
that will support the children’s development, take into account their abilities, predispositions and motivation. The changes taking place within each children’s life space
impose on teachers of early school education the obligation to undertake activities
aimed at shaping creative attitudes that are conducive to solving problems, attitudes
respecting cultural and reflective diversity. On the one hand, in line with the outlined expectations for the contemporary teacher, all respondents see themselves as
teachers supporting the development of children, showing concern for their sense of
security and acceptance. According to the humanistic-adaptive discourse in education, the statements of all the respondents clearly outline the vision of a teacher-carer
whose task is to create children’s natural development environment, follow the children and their developmental needs. On the other hand, the majority of respondents
(45 people, i.e. 70.3%), while characterizing their role as a teacher of early school
education, used terms such as: I pass on knowledge, I provide information, I teach
about..., I have to enforce what is in the base program, I evaluate the information
assimilated by the pupil, I direct, lead the child, I organize, I have to teach the child
etc., which are characteristic for the traditional understanding of education and the
resulting role of the transmission teacher, who is the “knowledge holder (initiated
into what his/her pupils cannot know, before he gives it to them), the guardian of
its correctness (watching over the content acceptable at school, but also the form of
its expression) and the authority of giving (resulting not so much from the quality
of work and merit, but from the fact of being a teacher)” (Klus-Stańska, 2012, p.
27). Unfortunately, the school in which the teacher plays the role indicated above,
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“does not match the modern world, builds the gap between its practices and everyday practices, is archaic, reflects the old, non-existent social order, shows that such
concepts as the teacher’s authority, the role of final truths still have the same power
and meaning [...]. It absolutes its own assumptions, claims the right to transmit
only the right, proven and confirmed truths. It equips teachers with the authority
inadequate compared to their intellectual and moral competence” (Nowak-Dzie
mianowicz, 2014, p. 107).
In the statements of several teachers (18 people, 28.1%), there are references
to cognitive and social constructivism. Teachers declared taking actions aimed at
creating conditions for independent learning and constructing their knowledge by
children. Only a few (12 people, i.e. 18.7%), in accordance with the assumptions
of social constructivism, emphasized that they are trying to organize educational
situations conducive to cooperation of children and learning in a group. Only a few
(12 people, i.e. 18.7%), in accordance with the assumptions of social constructivism, emphasized that they are trying to organize educational situations conducive
to cooperation of children and learning in a group. In the opinion of the group of
respondents, the task of the teacher is to enable children to enter into relationships
with other people, establish interpersonal relations and perform different social roles.
Adequately to the role of the teacher-guardian-guide appointed by all the surveyed, all the respondents described the role of a child as a unit requiring care and supervision. On the one hand, the teachers emphasized the need for the child’s activity,
on the other hand, they indicated a small cognitive independence and, consequently,
the need to guide the child’s activity by the teacher. In this context, the respondents’
statements include references to the traditional model of education based on the
functional-behavioral and adaptive paradigm. Referring to the discourses of early
school education discussed by Klus-Stańska (2008), it can be said that some respondents (13 people, i.e. 20.3%), according to the Sweet elf ’s discourse perceive the child
as incompetent, but their incompetence is perceived and treated indulgently, adults
know what is good and what is bad for a child. Less than one-third of respondents
(21 teachers, i.e. 32.8%) perceive children as small discoverers, interested in the
world, but still attribute them the features of an infantile researcher, i.e. a person cognitively and emotionally too immature to undertake research activity. Confidence in
children’s abilities here is somewhat limited by the requirement of a supportive presence of an adult who sets up a learning program. Some teachers (15 people, 23.4%),
according to the Demiurge’s/Constructor’s Discourse, emphasized that children at the
early school education stage still have a small baggage of cognitive experiences, but
nevertheless in the course of dynamic interpersonal contacts with the teacher and
their peers are able to construct their knowledge actively and independently. In none
of the statements did the vision of children at a younger school age appear, embedded in emancipation rationality, according to which they are perceived as individuals who have the right to build an image of themselves, to realize their own goals,
actively seeking and constructing their own vision of the world. In the respondents’
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statements, no statements have been made indicating giving children the right to
learn by failures, taking risks in the name of what they consider to be important,
and bearing the consequences. There were also a few statements (5 people, 7.8%),
from which the image of children as the subject of educational interactions emerged,
whose task is to absorb the knowledge and skills, norms and rules of conduct provided by the teacher and/or textbook at school. In the minds of teachers of the discussed
group, the behaviorist-adaptive paradigm on the essence of early school education is
well-established.

CONCLUSIONS
To understand everyday school reality, it is necessary to get to know the ways teachers think about the essence of education of children at a younger school age and
the role of the teacher and pupil in this process. Their analysis allows to determine
which educational paradigms underlie the practical activities of teachers. J. Nowak
writes: “It is amazing that we are constructing a building without caring about the
quality of foundations. It is in the course of everyday meetings with children that
the teacher fills basic educational paradigms with content. The quality of children’s
education, and thus the quality of childhood depends on the teacher’s life wisdom,
practical experience and pedagogical tactics” (Nowak, 2010, p. 337). The conducted
research shows that two opposite tendencies appeared in the awareness of teachers
about the paradigms of education of children at a younger school age. Their thinking
about the essence of early school education is dominated by the approach consistent
with the subjective paradigm, related to supporting the development and accentuating the children’s individuality, over the traditional approach – embedded in the
behaviorist-functional paradigm. All the respondents indicated the creation of the
environment for the children’s natural development, following the children and their
developmental needs as the main goal of early school education. Nevertheless, in the
language and awareness of many teachers, a transmission approach to education has
also emerged, according to which the essence of education is mainly seen in providing students with the development of knowledge and skills, thanks to which they
will be primarily prepared for learning at the next stage of education. This position
was confirmed by the opinions expressed by teachers about the role of the teacher
and student in early school education. In this case, most teachers see their role in education as a “child leader,” transferring knowledge (in accordance with the core curriculum), and then checking and assessing the level of mastery. In the respondents’
opinions on the role of the student in early school education there was dissonance
expressed in the fact that in the respondent’s opinion, the child’s role is active acquisition of knowledge, research, discovery and, on the other hand, their statements lack
a belief in cognitive competence and independence of children.
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From the conducted research, a declared image of early school education emerged,
which means that the verbal behavior of teachers can be a kind of teacher’s role before the researcher and may be an attempt to meet the requirements of the role, manifesting, among others, in the fact that internalized norms, obligations are declared
as real motivations and real behaviors (Kawka, 1998). However, the actual picture
of the schooling practice may differ significantly from the teachers’ beliefs about the
paradigms of the education of children at a younger school age expressed in the diagnostic survey, especially that numerous studies on educational everyday life reveal
a picture of a school that fits into adaptive rationality, often based on a transmission
model education, far from the doctrine of critical-emancipation education focused
on shaping the creative attitudes, autonomy and cognitive independence of students.
Interpretation and construction of social practices related to educational paradigms
by early education teachers has largely an individual dimension. There is a need for
action by educational and training institutions aimed at raising teachers’ awareness
of contemporary paradigms of the education of small children and the possibility of
implementing activities in line with their assumptions.
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PARADIGMS OF CHILD EDUCATION
IN THE AWARENESS OF EARLY EDUCATION
TEACHERS – PRACTICAL IMPLICATIONS

Keywords: change, reform, paradigm, early school education, beliefs of teachers
Abstract: The current transformation of various areas of life in Poland contribute to many
changes in the educational system of young children. Recently proposed and implemented
changes in early school education concern the school system and are mainly related to the
modification of the structure, organization, and functioning of schools. However, at the basis
of education, there lie primarily defined educational paradigms. Awareness of them affects
not only the way of thinking of teachers about the nature of education, the role of a teacher
and a student in the educational process, but most of all are reflected in the school practice.
Hence, in the context of the currently ongoing reform of early school education, the subject
of research has focused on educational ideologies that determine the way of thinking of
teachers about early school education and the role of its participants. The analysis presented
in the following article has been based on empirical data based on individual surveys, which
were conducted with early school education teachers during pedagogical practices completed
by female students of postgraduate studies in early school education.
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PARADYGMATY EDUKACJI DZIECKA
W MŁODSZYM WIEKU SZKOLNYM
W ŚWIADOMOŚCI NAUCZYCIELI –
IMPLIKACJE PRAKTYCZNE

Słowa kluczowe: zmiana, reforma, paradygmat, edukacja wczesnoszkolna, przekonania
nauczycieli
Streszczenie: Obecne przeobrażenia różnych dziedzin życia w Polsce przyczyniają się do
wielu zmian w systemie edukacji małego dziecka. Proponowane i wprowadzane w ostatnim
czasie zmiany w edukacji wczesnoszkolnej dotyczą ustroju szkolnego i związane są głównie
z modyfikacją struktury, organizacji i funkcjonowania szkół. U podstaw edukacji leżą jednak przede wszystkim określone paradygmaty edukacyjne. Ich świadomość wpływa nie tylko na sposób myślenia nauczycieli o istocie edukacji, roli nauczyciela i ucznia w procesie
kształcenia, ale przede wszystkim znajduje swoje odzwierciedlenie w praktyce szkolnej. Stąd,
w kontekście zachodzących aktualnie reform systemu edukacji wczesnoszkolnej, przedmiotem badań uczyniono ideologie edukacyjne determinujące sposób myślenia nauczycieli
o edukacji wczesnoszkolnej i roli jej uczestników. Podstawą analizy uczyniono dane empiryczne zgromadzone na podstawie wywiadów indywidualnych, które przeprowadzone zostały
w trakcie odbywanych praktyk pedagogicznych przez słuchaczki studiów podyplomowych
z nauczycielami edukacji wczesnoszkolnej.

Tatiana Grabowska*

A PUPIL IN THE EARLY SCHOOL EDUCATION
ON THE PATH TO HIS SUBJECTIVITY
INTRODUCTION

E

arly school age as the first stage of children’s school education is important for
their development, building a positive attitude towards further education. The
developmental tasks resulting from this period, taking into account other perspectives or feeling the significance of own competences, give grounds to consider this
period to be extremely important for a developing individual; a man who, as a consequence of experiencing subjectivity, will not accept passive and imitative attitudes.
The situations experienced by pupils should lead to the readiness to build positive
relationships with others, the courage to bear the consequences for their own deeds,
and, consequently, to become responsible and aware of their rights and obligations
as a member of society.

TERMINOLOGY
There is still a lot of interest in the subject of subjectivity understood as having the
conviction of one’s own causative power, the possibility of making a choice and, consequently, willingness to bear consequences. In the literature of the subject, this subjectivity can be interpreted on many different ways and from different perspectives.
Starting from the very terminological findings regarding the phenomenon of subjectivity is no less important. Pedagogy has not worked out – as S. Mieszalski notes
– an unambiguous definition of the concept of “subjectivity” (Mieszalski, 1996, p.
19). In the pedagogical literature one can find many references to philosophical,
psychological or sociological theories, thus the category of subjectivity turns out to
be an interdisciplinary concept, so it can be assumed that there are problems with its
unambiguous definition (Malinowska, 2008, p. 42). It is for this reason that a kind
of terminological confusion may arise in the field of the reference of subjectivity
to education, upbringing or schooling. A similar situation occurs in the area of the
“entity” category itself – E. Kubiak-Szymborska notes – where in relation to this
*
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concept, many of the pedagogues focus on the relationship between the subjects of
education, on the purpose of this relationship or on the ways to achieve this goal.
The author notes that some ambiguity may result from the following facts:
• non-conformity of basic pedagogical concepts: education and upbringing;
•

because of the recognition of a man by pedagogues (being the basis for reflection on subjectivity in education/upbringing) situating him in various
orders of existence, which consequently leads to a change in the perception
of him as a subject and his subjectivity;

•

in relation to axiological, teleological and praxeological issues in the field of
education (Kubiak-Szymborska, 2003, p. 64).
Referring the phenomenon of subjectivity to pupils in early school education, one
can show its multidimensional nature as: the subjective character of education, the
purpose of education, values and a certain effect of educational activities. Each of
these perspectives defines the meaning of subjectivity for the pupil in a slightly different way. In the first perspective, one can note an interesting view on the dilemmas
of the subjectivity of the pupils of Łobocki, who admitted that it is necessary to treat
students in terms of subjectivity, teacher’s duty, but he emphasized that subjective
upbringing can not only mean giving the pupils freedom, despite the greatest desires
of every human being. The pupils’ freedom must be limited by their good and by the
good of others (Łobocki, 1998, p. 36-37).
A. Gurycka also wrote about the subjective upbringing, who defined it as: “an
educational situation always determined by a system of people, things and tasks […]
as a two-subject situation” (1985, p. 16). The following determinants are important
for the subjective nature of upbringing:
• balance between the activity of the educator and the pupil;
•

the ability to exercise control over the task being performed;

•

the ability (right) to freely choose tasks to perform;

•

pupils’ right to ask questions, submit own proposals, perform tasks independently, search for solutions on their own;

•

the ability to express their own judgment on how to perform the task and
the result obtained (Gurycka, 1985, p. 17).
It should be agreed with A. Gurycka that strengthening the reproductive attitudes,
avoiding inquisitiveness, pupils’ insight, influences the emergence of a passive pupil
who depends on opinions, knowledge and experiences that are due to other people.
It is impossible to argue with the statement that a teacher plays a significant role in
this process of acquiring subjectivity, who has to learn about the students’ strengths,
which requires a very individual approach to children.
Everyone has a chance for full self-fulfilment, but only when they try to do it, is
it a kind of human striving to unlock energy that activates abilities. The condition
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for self-realization is being aware of oneself, i.e. self-awareness, only such a person
can construct visions of his own future. Similarly with subjectivity, which somehow
completes existence and becomes the foundation of being for self-realization. Self-realization, on the other hand, is the experience of one’s own subjectivity (Górniewicz,
1997, p. 50-51). This is undoubtedly transferred to the issue of formulating the goals
of education, then subjectivity is also perceived as the superior goal.
Values in the life of every human being play an important role and permanently
fit into the existence of every individual. K. Denek emphasizes that “values are
a key problem for school education [...]. Values attract students to themselves,
forcing them to make choices and make decisions” (1998, p. 20). They must be
recognizable, understandable, accepted and respected by students, creating a complex process of valuation and complementarity. The values are – as J. Tischner
wrote: “an eternal source of fascination for human life and thinking, [...] you do
not need anything among values, [...] the subject of the experience of values is
a free subject” (1993, p. 511). In these views one can see that subjectivity is treated
as an educational value, especially in connection with educational goals – as E.
Kubiak-Szymborska observes – in contacts (in relation to the sphere of the individual dimension of human existence) of a teacher – educator, parent – educator,
a child-foster child and the level of mutual contacts between education participants (2002, p. 107). Subjectivity, therefore, can also become an attribute of
a human being, a proposal addressed to him in the process of education, giving the
possibility of a full-fledged existence.
All the evoked levels of existence of subjectivity in educational processes combine
the last perspective of subjectivity as the effect of educational activities. M. Czerepa
niak-Walczak draws attention to the subjectivity as a result of human activity, but
also educational activities, and defines subjectivity as the conscious property of oneself, having man/group self-knowledge, it is also the mental and emotional state that
is associated with the experience. Education according to the cited author is about
organizing situations and processes, which are the source of personal experiences and
their gathering for a better understanding of the world and assessment of one’s own
place and role in this world. Students therefore experience a sense of subjectivity.
From this point of view, the author signals problem fields, recognizing subjectivity as
an educational category. These are:
• the essence of subjectivity in educational situations, especially in the discrepancy between subordination and independence, intentionality and spontaneity and purposefulness and occasionality;
•

the conditions of experiencing subjectivity by participants in educational
relations, including the noticeable tensions between the sense of subjectivity
and the creation of conditions for experiencing subjectivity by others;

•

criteria for assessing the state of subjectivity as a human/group attribute and
changes occurring under the conditions of development of this attribute;
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•

the role of a hidden program of educational institutions in shaping subjectivity (Czerepaniak-Walczak, 1999, p. 80-85).
Contemporary subjectivity in education takes on a new meaning when we refer it
to giving special meaning to/for the student. A man who, through his actions, more
or less independent, experiences various types of stimuli and as a result of positive
experiences, has become a fully-fledged subject. It is a way of reaching subjectivity,
becoming a conscious perpetrator of his choices, bearing the consequences. This experiencing of subjectivity is thus a kind of stage that is part of the trend of reaching
the subjectivity of the child in the early school age.
Experiencing subjectivity has one more important aspect that gives a significant
stimulus to the proper development of the child – it allows one to attain self-realization. A man, aware of his own capabilities, can construct visions of his own future,
he has the feeling that he can and is able to do it. Reaching the sense of subjectivity
occurs in stages during which the creative abilities inherent in the individual come
to the fore (Górniewicz, 1997, p. 50-51).
In the early childhood education, the pupil will be able to experience subjectivity
under certain conditions:
• it is necessary to work on the democratic style of the teacher’s work;
•

experience the approval of all participants in education;

•

work in the atmosphere of kindness;

•

participate in learning by means of methods supporting his activity in
two-subject relationships;

•

have a chance to co-create own original class programs;

•

participate in individual classes;

• have a sense of satisfaction with the tasks performed (Laska, 2009, p. 142).
Pupils treated in a subjective way learn from their own experiences, show a greater
sense of responsibility, search for information themselves, are more sensitive, resistant to stress and frustration (Radziewicz, 1985, p. 72).
The time when the child starts school education is a special and ground-breaking
time. The child takes on a new social role – he becomes a pupil and must meet many
expectations of parents and teachers at school. Also, his previous activity is changing – from dominating play the child goes on to fulfil the school duties. It becomes
the place of its main activity as a student, although the fun is no less important
for his proper development. During his stay at school, the child makes numerous
new contacts, which are a valuable source of experiencing cooperation with others,
he experiences successes and failures (Szewczuk, 2014, p. 68). The development of
a child at the early childhood education stage is multidimensional and multifaceted,
the levels relevant to this period can be indicated in him, determined by personality, moral, cognitive and social development. The child’s personality is subject to
numerous and constant changes. His development is influenced by external factors
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in the process of socialization, various stimuli, and innate features are not without
significance. The most important for the developing personality of the child is his
own activity manifested in every moment of experiencing the reality that surrounds
him. Personality development is extremely important in terms of reaching the child’s
subjectivity, self-confidence and becoming a full member of society. Children, when
establishing social relations with their peers, have a chance to experience different
emotions. Whether they are able to name them or react to them depends to a large
extent on whether these emotions were called in the environment closest to them.
Therefore, from the earliest years, children should be made aware of the importance
of emotions in their own and others’ lives. It is also important that they know how
to read them, not suppress them, and see their role in life as significant. The moral
attitudes of the child are also influenced by the quality of contacts with others.
In the first years of life, the child first and foremost remains with the parents and
immeasurably believes them, and violation of the rules results in punishment (immanent justice). The intellectual immaturity of the child results in the impossibility of
separating what is objective and subjective (moral realism), which leads to perceiving
in a concrete way, without considering the intentions of the perpetrators (objective
responsibility). About 7 years of age there is a transitional stage in which the child begins to realize the existence of rules and to assess deeds according to their compliance
with the norms of behavior that are required by the social environment of adults.
He also notices the intentions of the perpetrators, however, he does not justify his
views, the child still recognizes the inviolability of the rules. Later on (adolescence),
the transition from the stage of moral heteronomy (coercion and authority) to the
more complex stage – autonomy, where the individual’s further abilities leading to
higher forms of moral development develop (Trempała, Czyżowska 2004, p. 114).
The moral development of a child depends on his social experience. It begins to
participate in increasingly complex interactions with peers, adults, learns the principles, rules for ordering interpersonal relationships, learns reciprocity and cooperation (Neckar-Ilnicka, 2007, p. 27). An early-school-age child, through frequent and
intense contacts with peers, establishes bonds, counts very much with the opinions
of others, opinions about itself. Thanks to the willingness to participate in the life of
the group, which is the school class, the child adapts its behavior to the prevailing
rules to meet the requirements of the group and be accepted.
Early school-age is the time of active development of the child’s personality and its
development in the social aspect. In this period, the child’s contacts with other people who he meets on his way are significantly broadened. The relationships in which
they enter are more and more complex, allow him to meet expectations and requirements posed by the society. Thus, he tries to adapt his behavior to these expectations.
During this period, the scope and nature of relationships and social relations
change. The child spends much more time dealing with other children than adults.
An important, qualitative change concerns the increase in the importance that the
child attributes to his place in the group, relationships with peers (Kołodziejczyk,
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2011, p. 245). Therefore, contacts with peers provide the basis for the child to have
a chance for various experiences, including a sense of success and failure. It seems
important to organize such experiences and encourage the child to participate actively in them.
Experiencing the subjective activity is of great importance to the child, to the
self-image being constructed, the image of the world, as well as the building of mutual peer relationships. The conviction of being an entity in relations with another
person gives the opportunity to decide about matters important to oneself, readiness
to bear consequences; it also gives you the chance to create your own person and the
surrounding world. A child in an early school age should be included in the processes
of co-existence and self-education. Then, the effects of these processes will depend in
the next development period on further preparation to determine their own role, and
consequently also strive to expand the space of their own independence, individual
choices and opportunities for responsible action (Bałachowicz, 2007, p. 36-37).

MATERIAL AND RESEARCH METHOD
The research related to the subjectivity of pupils was conducted in twelve primary
schools in Bydgoszcz. The sample was made up of third-grade pupils in the number
of 558 people. The source of cognition of the phenomenon of experiencing subjectivity was a diagnostic survey and a prepared questionnaire survey addressed to
students and filled in by them with the direct participation of the researcher.
An unquestionable advantage of the auditorium survey is the opportunity to
include a specially selected research group and, thanks to the presence of the researcher, the opportunity to collect all copies of questionnaires distributed to them
(Łobocki, 2008, p. 260).
The first part of the questionnaire was closed disjunctive questions (1-12) referring
to three indicators of experiencing subjectivity (causative power, choice opportunities and willingness to bear consequences). The next questions, semi-open, concerned various situations enabling the pupils’ subjectivity during the classes to be
experienced. In order to conduct a deeper analysis of the obtained data describing
the experience of subjectivity of students in early school age, statistical methods were
also used. Statistical methods are a kind of complement used in the scientific research. The resulting correlation was used in the calculations. In order to visualize the
obtained results, they were collected in tables with data, keeping the division taking
into account the five-degree scale: very low, low, medium, high and very high (the
division was proportional, equal point breaks). The distribution of results obtained
in the course of studies is presented in the tables, assigning to them the number of
pupils falling into individual divisions.
The research carried out was aimed at determining the level of experiencing subjectivity of third-grade pupils. The findings were made within the scope of three
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indicators of experiencing subjectivity: causative power, choice and readiness to bear
the consequences of own choices.

ANALYSIS OF RESULTS
In the course of the research, empirical material was collected, which in the form of
numerical and percentage data was collected in the following tables. Actual power
as one of the indicators of subjectivity revealed by subjective agency in the human
action is a conscious act in a given situation, a belief in having power to act. The
causative power of the tested students was determined on the basis of 4 survey questions. Students could get from 0 to 12 points (the higher the score, the higher the
causative power level).
Tab. 1. The causative power declared by third-grade pupils
Indicator of experiencing of subjectivity
very low
(≤3)
N

%

low
(4-5)

medium
(6-8)

high
(9-10)

very high
(11≤)

N

%

N

%

N

%

N

%

7
1
25
Source: own study.

4

153

27

190

34

183

33

The vast majority of the pupils surveyed provided answers that testify to high or
very high causative power. People with a very low score on this scale accounted for
only 1% of respondents. On the basis of the results, it can be stated that pupils have
a rather high sense of causative power.
The second indicator of experiencing subjectivity is the choice. It manifests itself
in the readiness to make their own, conscious choices, as well as making decisions
by an active entity. The possibility of choice by the tested pupils was determined on
the basis of 4 survey questions. Pupils could get from 0 to 12 points (the higher the
score, the higher the level of their own preferences).
Tab. 2. The possibility of choice declared by third-grade pupils
Indicator of experiencing subjectivity
very low
(≤3)
N

%

low
(4-5)
N

85
15
120
Source: own study.

medium
(6-8)

high
(9-10)

very high
(11≤)

%

N

%

N

%

N

%

22

214

38

101

18

38

7

Most of the students surveyed gave answers indicating the average or rather low level of choice skills. A very low score on this scale was obtained by 15% of respondents.
The very high result in the analyzed sample was given by 7% of the respondents. The
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third indicator of experiencing subjectivity is readiness to bear consequences. It is
a state related to subjective responsibility, it is the awareness of the consequences of
the choices made in own actions. The readiness to bear consequences on the tested
pupils was determined on the basis of 6 survey questions. Pupils could get from 0 to
18 points (the higher the score, the higher the sense of responsibility).
Tab. 3. Readiness to bear consequences declared by third-grade pupils
Indicator of experiencing of subjectivity
very low
(≤6)
N

%

low
(7-8)

medium
(10-12)

high
(13-15)

very high
(16≤)

N

%

N

%

N

%

N

%

20
4
89
Source: own study.

16

167

30

176

32

106

19

Analyzing the obtained data, it can be stated that the largest group of respondents
were children with medium or high level of awareness of consequences. A low result
on this scale was obtained by 4% of respondents. In the collective distribution of the
first part of the pupil survey (total: causative power, choice, readiness to bear consequences), pupils could obtain a maximum of 42 points.
Tab. 4. List of results of the 1st part of the survey
Results of experiencing of subjectivity
very low
(≤14)
N

%

low
(15-21)

medium
(22-29)

high
(30-36)

very high
(37≤)

N

%

N

%

N

%

N

%

11
2
79
Source: own study.

14

224

40

205

37

39

7

Analyzing the obtained results, it can be seen that the largest group were pupils
who obtained medium and high scores on the level of subjectivity experience.
The distribution of the results of the second part of the survey for pupils aimed at
determining their experience of subjectivity – the questionnaire consisted of 9 questions, pupils could get from 0 to 18 points.
Tab. 5. List of results of the 2nd part of the survey
Results of experiencing of subjectivity
very low
≤3
N

%

low
4-6

medium
7-10

high
11-13

very high
14≤

N

%

N

%

N

%

N

%

25
4
78
Source: own study.

14

264

47

164

29

27

5
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Analyzing the results obtained in the second part of the questionnaire regarding
experiencing the subjectivity by the pupils, it can be noticed that average results
dominate considerably. Very low results were obtained by only 4% of respondents.

CONCLUSION
The obtained data allows to state that third grade pupils declare the experience of
subjectivity in the scope of its three indicators on an average level. On the basis of
the collected empirical material, it can be stated that pupils are aware and convinced
of their abilities, undertake numerous activities, are convinced of their own effectiveness. To the medium extent they have the right to their own choice. They often
encounter limitations, which results in less willingness to search independently. Such
a state translates into readiness to bear consequences that they are aware of, but they
are not encouraged to do so and invited to deeper reflection on the effects of actions.
Early school-age is an extremely important time for children’s development of
their own image, their own effectiveness, and the acquisition of many experiences
that determine further development. Experiencing subjectivity in its three aspects
gives an opportunity to build an own identity, to find a place in the world among
others. While experiencing various activities, the child acquires the opportunity to
collect competences in each of the development spheres.
Lack of possibility to experience subjectivity, getting negative messages from the
teacher, a sense of constant failure will result in the appearance of inferiority, lack of
competence and withdrawal from any activity. A long-lasting sense of inferiority will
lead to the adoption of reproductive attitudes, and with the development of conformist attitudes. Collaboration in a team, taking action with others positively affects
the perception of one’s role alongside peers. Emerging social behavior in a child favors the emergence of a feeling of empathy towards others. Engaging in the affairs of
others, the class team, will lead to the necessity of making many decisions, thus it will
involve taking responsibility for their actions. It is extremely important for the proper development of the child in early school age to meet the emerging developmental
task of achieving personal independence. Thanks to this task, the child will have
a chance to become independent in thinking and acting. This independence will
translate into being the plenipotent agent of one’s own actions, a conscious participant in subsequent stages of education, and later a conscious citizen.
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A PUPIL IN THE EARLY SCHOOL EDUCATION
ON THE PATH TO HIS SUBJECTIVITY

Keywords: a pupil in early-school age, experiencing the subjectivity
Abstract: The early-school age is an important time of the development of a child’s own
image, own effectiveness, acquiring many experiences, which are determining exquisitely the
subsequent development. Experiencing the subjectivity in its three aspects is giving an opportunity to build a separate identity, to find the place in the world. The collected data allows to
conclude that the third-grade pupils declare experiencing the subjectivity in the scope of the
three of the indicators on an average level.

UCZEŃ W EDUKACJI WCZESNOSZKOLNEJ
NA DRODZE DO SWEJ PODMIOTOWOŚCI

Słowa kluczowe: uczeń w wieku wczesnoszkolnym, doświadczanie podmiotowości
Streszczenie: Wiek wczesnoszkolny jest niezmiernie ważnym czasem rozwoju dziecięcego
kształtowania własnego obrazu, własnej skuteczności, nabywania wielu doświadczeń, które
determinują dalszy rozwój. Doświadczanie podmiotowości, w jego trzech aspektach, daje
szansę budowania własnej tożsamości, znajdowania miejsca w świecie wśród innych. Uzyskane dane pozwalają na stwierdzenie, iż uczniowie klas trzecich deklarują doświadczanie
podmiotowości w zakresie trzech jego wskaźników na średnim poziomie.

Ewelina J. Konieczna*

DRAWINGS AS A SOURCE OF KNOWLEDGE
ABOUT THE BASIC DEVELOPMENTAL NEEDS
OF CHILDREN AT A YOUNGER SCHOOL AGE
INTRODUCTION

T

he beginning of school education is a period of important changes in the life of
every child. New responsibilities and the peer environment, changes in the organization of domestic life and the way of spending free time can significantly affect
the highlighting of specific development needs. Their severity and manner of implementation is important for the further development of a young person. The main
source of satisfying these needs is a properly functioning family. An equally important role is played by the school environment and related teachers. Their knowledge
and experience in working with the youngest students in a special way can be useful
in recognizing the needs and deficits.
The individual’s needs are not permanent. They change with age, development
and gathered experiences. Their appearance depends on a number of factors, including psychophysical condition, social position, place of residence, sex, social experience, etc. The term need is also not clearly defined.** Although it refers to the
physiological states of man, it would be too simplistic to reduce it to the “lack of
something necessary for survival” (Dolman, 2009, p. 548). From a pedagogical point
of view, the need is a state in which – apart from the desire to satisfy it – the individual is accompanied by a strong motivation (Okoń, 1998). In this sense, it is an
internal state demanding the existence of some specific conditions, which will lead
to the emergence of a sense of contentment and well-being of the body. The need
does not result from the very nature of man, but is shaped by learning and contact
with the social environment (Shevchuk, 1998). It should therefore be treated as an
indirect cause of human activity, which is the source of both the external world and
the internal states of the organism.
* Universitas Opoliensis.
** The authors do not agree on the definition of the term “need.” For example, some think that it
is the same as drive, while others see a difference in the meaning of both concepts (see Reber, 2000, p.
531; Dolman, 2009, p. 548.)
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The studies presented in the literature show that children at a younger school age
signal their developmental needs, and teachers who can use appropriate methods
of work can correctly diagnose them (Strzelecka, 2001). However, it is parents who
are largely responsible for ensuring that children’s needs are met. According to H.
Jankowska, parental attitudes are an important determinant of shaping the need for
achievement (Jankowska, 1991). Parents are also responsible for the proper satisfaction of the need for love, which according to E. Jundziłł guarantees “good man’s
functioning in his own family, in the social group, society” (Jundziłł, 1993, p. 45).
Other studies also show that family characteristics are also responsible for the socialization of the child in the group (Napora, 2015). Therefore, it seems reasonable to
look for methods that will enable both parents and teachers to identify the child’s
needs in order to satisfy them properly.
This possibility according to S. Popek gives children’s creativity, which is an expression of the psychological needs of their authors. Its diagnostic qualities result
from the fact that it combines three functions: learning about the surrounding reality, experiencing emotions associated with experiencing it and transforming what is
already present (Popek, 1978).
The drawing is fully integrated with the child’s development, which means that
his analysis can provide important content about his or her mental condition. In
addition, it contains elements of play that is a natural form of expressing feelings,
which makes the collection of knowledge about a child with this technique deprived
of difficulties for both the researched and the researcher. All these features of the
drawing lead to the conclusion that it is a valuable source of information about the
inner world of the child and thus can be used as a valuable diagnostic tool.

OWN RESEARCH ON DRAWINGS
OF CHILDREN AT A YOUNGER SCHOOL AGE
The subject of research presented in this article is the basic developmental needs of
children at a younger school age. The model of the hierarchy of Abraham Maslow
became the starting point for theoretical considerations. According to the author of
this concept, the individual constantly has some needs to satisfy him/herself. This
satisfaction is “an important [...] concept because it frees the body from the domination of a more inferior physiological need, thus enabling the emergence of other,
more social purposes” (Maslow, 2006, p. 65). For basic needs, Maslow included
(after physiological needs) security needs, including a sense of “confidence, stability,
support, freedom from fear, and chaos, structure, order, law and borders, a strong
guardian etc.” (Maslow, 2006, p.66). In the light of the above theory, their satisfaction
evokes subsequent ones which Maslow defined as the needs of belonging and love.
These include giving and receiving feelings, having your own territory, friends and
a group of close friends, and a sense of cultural identity. The fulfillment of these needs
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creates, in turn, the conditions for the next one, which can be defined as a desire for
acceptance and respect. Within it, there is a need for constant, well-established and
usually high self-esteem and respect from others, “self-confidence in confrontation
with the world and independence and freedom” (Maslow, 2006, p. 65). This need
is also expressed in the “desire for good opinion or prestige, status, fame and glory,
domination, recognition, interest, meaning, dignity or appreciation” (Maslow, 2006,
p. 66). The last of these needs is self-fulfillment expressed in being faithful to our
own nature (Maslow, 2006).
Not all of the above-mentioned needs became the subject of the author’s research
interests. She focused only on three of them, which were defined and described in
the table below.
Tab. 1. Types of researched needs
Lp.

1.

Name of
a basic need

Security
need

Definition and description of basic needs – characteristics
The need to avoid injuries: avoiding physical wounds, avoiding
dangerous situations (mutilation, thunderstorms, thunder, lightning, darkness, places and foreign places and situations),
death, illness
Need for boundaries: striving to understand the limits of one’s behavior and understanding the consequences of one’s own behavior
Emotional needs: the need for emotional and physical closeness
(hugging, kissing), providing for a feeling of love, sympathy

2.

The need for
The need to belong to a group: the need for constant contact with
belonging
the group, the ability to identify with others, the sense of belonging
and love
to the mental (compliance of values and judgments) and physical
(inclusion in play, tasks, etc.)

The need for recognition and respect: the need for unconditional acceptance, approval for behavior, appearance, etc., striving
for meaning and importance for other people, recognition of the
uniqueness, individuality and uniqueness of the individual, respect
The need for for its dissimilarity
3.
acceptance
and respect The need for fame and domination: the pursuit of achievements,
successes, positions, the need for praise, prestige, positive evaluation
(eg school results, behavior), distinctions against others, acting as
a leader in the group, managing others, deciding about yourself
(sometimes others)
Source: developed on the basis of a literature analysis, including: Jundziłł (2000), Siek
(1984) et al.

In addition to theoretical considerations and attempts to verify the assumptions of
the research, the author has also set the goal of developing a procedure for research
helpful in diagnosing the basic developmental needs of children at a younger school
age. It was assumed that the child, when doing drawing work, uninformedly com-
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municates information about his internal life, which is why a detailed analysis of
selected elements of this work can provide information on his basic developmental
needs. To verify this hypothesis, the method of individual cases was used together
with the following techniques observation, interview and projection.
The research was divided into two stages. In the years 2012-2015 preliminary
research was carried out aimed at refining the concept and research tools.* 96 families took part in them together with children aged 7-12 (there were slightly more
girls – 51 children). Most of the respondents were aged 9 (29 people), and at least
12 (9 people). The research was conducted in four provinces: Opolskie, Śląskie, Dolnośląskie and Łódzkie. The second stage was planned for 2018-2020.
Initial tests began by selecting children and obtaining parental consent for their
implementation. After obtaining it, details regarding the organization of tests (day,
meeting times, etc.) were established. Each planned and arranged meeting with the
child and his/her parent followed a similar pattern. Before starting the study with the
child, the researcher interviewed his/her parent using the questionnaires developed
for this purpose. Then the researcher asked the child to draw a drawing on the topic
she was asking. While the child was drawing, the researcher conducted observation
based on the observation sheet of the examined child, and then conducted a conversation with him on the content of the drawn work, which she later analyzed based on
the keys to the interpretation of drawing works. Meetings with parents and children
took place 1-3 times a week, usually at their place of residence. Each meeting lasted
about 1 hour.
For the needs of the project, research tools were developed which – due to the
recipient – were divided into two groups. The first one was directed to parents.
These were two types of tools – a survey questionnaire and interview questionnaire.
Their goal was to collect general information about the child’s family and to establish
and deepen contact with the parent. Information collected during the interview was
also used during the interpretation of drawings collected during the examination.
In turn, the second type of questionnaires concerned the specific needs of the child.
They were also used for comparative purposes and objectifying information collected
on the basis of drawings made by the child during the examination.
The main tool for studying the developmental needs of children at a younger
school age was drawings. The selection of their topics was dictated not only by the
type of the needs being researched but also by the stage of research. It was assumed
that some of the drawings may be more difficult to make and for this purpose a closer
acquaintance between the child and the researcher is necessary.
Below there is a description of the topics of drawings recommended for the study
and tools to interpret them.
1. A drawing on any topic.** The purpose of this tool was to collect infor* The project was carried out as part of seminars by students of the last years of undergraduate and
graduate studies in the field of pedagogy.
** The tool, the key to interpretation of the drawings and the interview questionnaire were developed
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mation on the child’s character traits, his/her personality disposition, his/
her relationship with parents, and his /her relation to the surrounding (material, spiritual) reality and the time line. The order addressed to the child
was, “Draw what you want.” The completed work was subject to analysis.
Its basis was The key to interpreting a drawing on any topic based on which
the researcher described the content of the drawing in five categories, first
impression of the researcher regarding the appearance of the work, coloring
of the drawing (meaning dominant colors), type of lines and shapes, use of
space (arrangement of the drawing on a sheet), landscape elements. Next,
the developed The key… was used. The tool was to help discuss the content
of the drawing with the child and give the opportunity to ask additional
questions that the researcher asked when discussing the content of the work.
2. Drawing Family (Frydrychowicz, 1987). It is a tool used to examine emotional needs that are met by the family. The drawing allows getting to know
the child’s point of view regarding the atmosphere at home, the interpersonal relationships prevailing in the family, the ties between its members and
helping define any problems that occur in it. The order addressed to the
child was, “Draw a family.” An inseparable part of the tool is The sheet of observation of the order of the elements being drawn by the child for drawing work
“Family.” It contains criteria for analyzing the content of the drawing (order of drawing the figure, their relative size, decoration and accuracy of the
figure being drawn, placing a figure in relation to each other and omitting
a figure, as well as whether the drawing shows the house or whether there
are actually non-existent persons). The conclusions from the observations
are recorded in the table and confronted with The key to the interpretation
of the drawing “Family.” It includes the way of interpreting the elements of
the drawing described in The sheet… Each of the elements analyzed in it was
interpreted by the author of the tool. The study was supplemented by an
interview with a child carried out on the basis of The interview questionnaire
with a child for the drawing titled “Family.” It contains 9 questions, based on
which the subject talked about the drawn family (his/her or the so-called
“wishful”). He explained who he drew and talked about his relationship
to his family members and the changes he would like to introduce. The
researcher also had the opportunity to ask questions.
3. Drawing What I am – what I would like to be (see Konieczna, 2014) was
aimed at highlighting the need for acceptance. Command (No. 1) directed
to the child, “On the left side of the card, draw yourself as you are (your
self-portrait).” Command (No. 2) addressed to the child, “On the right,
draw yourself as you would like to be.” After completing the work on the
on the basis of the book Understand the child’s drawings, or how to interpret drawings of small children
(Chermet-Carroy, 2004).
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drawing, the researcher addressed questions to the child placed in The interview questionnaire with the child for the drawing “What I am – what I would
like to be.” It consists of 8 questions about the content of the drawing. On
their basis, the researcher specified the content and activities presented in the
drawing by the author of the work. The questions also concerned attitudes
towards oneself and the assessment of the quality of peer contacts. At the
end, the drawing was analyzed on the basis of The key to the interpretation
of the drawing entitled “What I am – what I would like to be.” It provides
information about the author’s degree of acceptance, his/her desires, needs
and dreams referring directly to the child and the direction of the changes
he or she expects.
4. Drawing King, knight, subject* (author E.J. Konieczna). Its goal was to
investigate the need for fame and domination. The order addressed to the
boy sounded, “Draw either a king or a knight or a subject.”** Drawing was
preceded by an interview with a child carried out on the basis of The interview questionnaire with the child for the drawing ‘King, knight, subject’ part.
1, in which questions about fairy tales about the king (or queen), knight
(or princess) and subject were included. The next questions were to check
the knowledge of the child about the characteristics of individual characters
from fairy tales. After completing the drawing work, the researcher conducted the second part of the interview (Interview questionnaire with a child for
the drawing King, knight, subject, part 2) concerning the drawn characters.
This was to enable the child to explain the choice of the character drawn and
its characterization. The key to the analysis of the work was, in turn, The key
to the interpretation of the drawing entitled “King, knight, subject,” on the basis
of which the researcher matched attributes assigned to the drawn character
and characterized the researched need.
5. Drawing Me among other people (author E.J. Konieczna) the tool has been
developed to examine the need to belong to a group. The order addressed to
the child was, “Draw yourself among other people.” After the child’s drawing, the researcher based on The interview questionnaire with the child for the
drawing entitled Me among other people asks questions about the position of
the child in the drawing, the activity being performed, the location of the
author of the drawing in relation to other characters. The completed work is
analyzed on the basis of The key for the interpretation of the drawing entitled
“Me among other people,” which includes a way of understanding the content
of the drawing and the answers given during the interview. The tool also has
* Version for girls Queen, princess, subject.
** The order addressed to the girl reads, “Draw either a queen or a princess or a subject.”
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a Map of interpersonal contacts of the author of the drawing. On the basis of
the collected information the researcher can determine the role of the child
in the group, his/her attitude towards other people (likes and dislikes) and
the need for affiliation.
6. Drawing I’m afraid of it, I do not like it (author E.J. Konieczna) – the
purpose of this tool was to investigate the need to avoid traumas. The order
addressed to the child was, “Draw what you are afraid of, what you do not
like.” Based on The interview questionnaire with the child for the drawing entitled “I’m afraid of it, I do not like it” the researcher asks questions about the
content of the drawing. It provides information on what the child is afraid
of or disliking and the reasons for this fear. The researcher asks the child to
imagine a situation in which fear would give way. The tool does not have
a key for interpretation. The researcher describes in the conclusions what he/
she learned from the drawing and the interview with the child.
7. Drawing A garden surrounded by a fence (author: E.J. Konieczna). The last
tool has been used to examine the need for boundaries. The order addressed
to the child was “Draw a garden surrounded by a fence.” After finishing
work, the child is asked to provide the researcher with answers to the questions contained in The interview questionnaire with the child for the drawing
“Garden surrounded by a fence.” The tool contains detailed questions about
the appearance of the garden, the owner and his/her relation to the garden,
the type of fence and its integrity as well as visitors and their behavior in the
garden. Then the researcher, using The key to interpret the drawing “A garden
surrounded by a fence” assigns the content of the interview and drawing to
the corresponding columns of the table contained in the tool. The last column contains a way to interpret drawing elements. The tool allows one to
examine how to protect psychological boundaries and the relationship to the
limits posed by others.
The following table (Table 2) contains a research scheme detailing the tools and
the order in which they were applied.
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Order of
meetings

Tab. 1. Research procedure regarding basic developmental needs of children at a younger school age on the example of their drawings.
Types of meetings or
types of needs tested

Research tools (child)

Research tools (parent)

–

Questionnaire for parents

1

Organizational meeting

2

Preliminary examination:
defining the child’s basic
instructions

1. The observation sheet Interview questionnaire
of the examined child
with the parents of the
2. Drawing on any topic examined child
3. The interview questionnaire with a child
for drawing on any topic
4. The key to the interpretation of a drawing on
any topic

3

Proper study: the need
for love and belonging
(emotional needs)

1. The observation sheet
of the examined child
2. The observation sheet
of the order of the elements drawn by the child
for the drawing entitled
Family
3. Interview questionnaire with a child for the
drawing work entitled
Family
4. The key to the interpretation of the drawing
entitled Family

Interview questionnaire
with the parents of the
examined child about
emotional needs

4

Proper study: need for
recognition and respect
(need for acceptance)

1. The observation sheet
of the examined child
2. Interview questionnaire with a child for the
drawing What I am –
what I would like to be
3. The key to the interpretation of the drawing
What I am – what
I would like to be

Interview questionnaire
with the parents of the
examined child about the
need for acceptance
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5

Proper study: need for
recognition and respect
(need for fame and domination)

1. The observation sheet
of the examined child
2. Interview questionnaire with a child for the
drawing King, knight,
subject part 1
3. Interview questionnaire with a child for the
drawing King, knight,
subject part 2
4. The key to the interpretation of the drawing
King, knight, subject

Interview questionnaire
with the parents of the
examined child about
the need for fame and
domination

6

Proper study: need for
love and belonging (need
to belong to a group)

1. The observation sheet
of the examined child
2. Interview questionnaire with a child for the
drawing I am among other
people
3. The key to the interpretation of the drawing
I am among other people

Interview questionnaire interview with the
parents of the examined
child about the need to
belong to the group

Source: own study.

Order of
meetings

Tab. 3. Research procedure regarding basic developmental needs of children at a younger school age on the example of their drawings (continued)
Types of meetings or
types of needs tested

Research tools (child)

Research tools (parent)

7

Proper study: need for
safety (need to avoid
injuries)

1. The observation sheet
of the examined child
2. Interview questionnaire with a child for the
drawing I’m afraid of it,
I do not like it

Interview questionnaire
with the parents of the
examined child about the
need to avoid injuries

8

Proper study: need for
security (need for boundaries)

1. The observation sheet
of the examined child
2. Interview questionnaire with a child for the
drawing Garden surrounded by a fence
3. The key to the interpretation of the drawing
Garden surrounded by
a fence

Kwestionariusz wywiadu
z rodzicami badanego
dziecka na temat potrzeby posiadania granic
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Summary meeting:
presentation of research
findings to parents

–

Survey on the conclusions
of the research

Source: own study.

The research scheme presented was designed to verify the assumption that basing on drawings of children at a younger school age one can recognize their basic
developmental needs. In addition, the practical goal of the project was to develop
a tool with a research flow diagram, allowing, for example, teachers and educators
recognizing the needs of safety, love and belonging, as well as respect and recognition.
In connection with the above, the collected research material was analyzed in three
aspects, which made it possible to determine the diagnostic value of the research
tools developed and applied: 1) compliance of the child’s statement with the content
of the drawing; 2) the compatibility of the parent’s statement with the content of the
drawing; 3) compliance of the child’s statement with the parent’s statement.
In addition, the research that was interesting for the author was the assessment
of the parent regarding the final conclusions about the examined child (4th aspect)
and the assessment of the diagnostic procedure in the opinion of the researcher (5
aspect). Because pedagogical research in addition to the cognitive function also performs practical and useful functions (Dutkiewicz, 2001). The guidelines for educators in relation to the basic developmental needs of children at a younger school age
were also developed.

PRELIMINARY CONCLUSIONS
Children’s needs are characterized by variability, which means that they cannot always be seen and answered correctly. Some of these needs are reported or implemented without major difficulties (e.g., physiological needs). Others require specific
knowledge and competences that will enable them to be properly satisfied. In the
case of a child at a younger school age, there is a risk that due to insufficient skills his/
her needs will be omitted or the way of their implementation will not be beneficial
for their further development. Knowledge of this obliges both parents and teachers
to seek sources of cognition, diagnosis and monitoring of children’s needs in order to
prevent their deprivation. One of them may be a child’s drawing, which was related
to the research described in this article. The results shown are presented in accordance with the points described above (analyzed aspects):
1. When analyzing the compatibility of the child’s statement with the content
of the drawing, the author took into account the results of the interpretation
of the drawings based on the keys explaining the meaning of the content of
the researched works. A three-step criterion of compatibility between the
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drawing and the statement of the subject on the subject was adopted.* It was
established that more than half of the collected works are characterized by
high compliance. Only in 12 cases were the statements significantly different
from the interpretation of drawings obtained using the developed keys. The
highest indicator of compliance was characterized by the I am among other
people, Draw family and Garden surrounded by a fence, the lowest What I am,
what I would like to be.
2. The examination of the compatibility of the parent’s statements with the
content of the drawing took place on the basis of the interview with him/
her and conclusions based on the key to interpret the drawing. A three-level compatibility scale was similarly adopted. The analysis showed that over
60% of cases were characterized by a high correlation between the described
tools. The highest indicator concerned the Draw family tool, I am among
other people. Other drawings (their content in relation to the interview with
the parent) obtained an average level of compliance.
3. The analysis of the compliance of the child’s statement with the parent’s
statement was based on interviews with the parent and the child based on
the drawing. Discrepancies in this area were at a low level. Only in the case
of the drawing Garden surrounded by a fence, it was on an average level.
4. The parents rated very highly the compliance of the final conclusions regarding the child with the knowledge they have about him/her. They also
noticed the areas of ignorance – the child’s needs, which were new to them
(sometimes even surprising). The vast majority of parents considered this
type of examination of the child’s needs as effective, safe and interesting for
them and their children.
5. The evaluation of the research (diagnostic) procedure was based on the opinions of the persons conducting the research. The advantages they indicated
were satisfaction with research (especially from contact with children), establishing close contact with the examined family, attractive and comfortable examination conditions, transparency of the research procedure and
research tools. Among the reported difficulties, there was the work intensity and time-consuming procedure, the need for flexibility on the part of
researchers, discomfort (for researchers, parents, and sometimes children)
resulting from staying in the place of residence of the respondents. Quantitatively, however, positive ratings prevailed.
6. Separate applications include the development of guidelines useful in broadly understood pedagogical practice regarding the basic developmental needs
of children at a younger school age. The multiplicity of collected material
* The author assumed that 0 would mean little or no compliance; 1 – average compliance, at the level
of 40-70% of the statement; 2 – high compliance, i.e. above 70% of the statement.
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and the acquired knowledge will form the basis for a separate study. Its recipients will be the children’s educational environment.
The conclusions formulated above are preliminary and require in-depth analyzes.
In order to verify them, first of all the source of discrepancies between the information obtained should be determined. They may result from inadequate thesis concerning the diagnostic values of drawing works, disadvantages in the design of tools
developed for the needs of the project or other factors not yet recognized.
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DRAWINGS AS A SOURCE OF KNOWLEDGE
ABOUT THE BASIC DEVELOPMENT NEEDS
OF CHILDREN IN THE YOUNGER SCHOOL-AGE

Keywords: developmental needs, children’s drawing, a child at a younger school age, research
scheme and procedure
Abstract: At the beginning of the chapter, the theory regarding developmental needs in relation to the situation of children at a younger school age was presented. In the further part
of the work, a description of own research was presented – the presentation of the procedure
along with a description of the research tools developed and used. The summary contains
preliminary conclusions from own research.

PRACE RYSUNKOWE JAKO ŹRÓDŁO WIEDZY
O PODSTAWOWYCH POTRZEBACH ROZWOJOWYCH
DZIECI W MŁODSZYM WIEKU SZKOLNYM

Słowa kluczowe: potrzeby rozwojowe, rysunek dziecięcy, dziecko w młodszym wieku szkolnym, schemat i procedura badawcza
Streszczenie: We wstępie do artykułu zaprezentowano teorię dotyczącą potrzeb rozwojowych
w odniesieniu do sytuacji dziecka w młodszym wieku szkolnym. W dalszej części pracy zamieszczony został opis badań własnych – prezentacja procedury wraz z opisem opracowanych
i wykorzystanych narzędzi badawczych. W podsumowaniu zamieszczone zostały wstępne
wnioski z badań.

Edward Nycz*

SOCIO-CULTURAL ANIMATION – THE IDEA AND
METHOD OF CHANGES IN LOCAL STRUCTURES

I

n the recent period, the category of social action that is to reinforce or change the
unfavorable living conditions of people, has gained importance, not only in Polish
social pedagogy. It can be said – Ewa Marynowicz-Hetka writes – that the category of
activity is constantly present in the reflection and practice of social pedagogues, but
it is not implemented directly, but through examples of practical solutions (Marynowicz-Hetka, 2006, p. 93). The author points out that the action, and especially its
socio-pedagogical dimension, can be analysed and interpreted from the perspective
of creating reality and understood as creating an institution. And so: “every organized practical activity is an action directed at a previously identified community and
is based on a number of related elements,” says Marc-Henry Soulet, believing that
social action expresses itself in structuring the present via the future and giving sense
to anticipation (Soulet, 1998, p. 104). Therefore, the goal of an initially predetermined [vision] of social [pedagogical] action is to reshape and transform social reality
into an anticipated final state. In the found reality, social or cultural change is often
implemented by means of methods and techniques of socio-cultural animation.

ANIMATION AS A HAPPENING CHANGE
The need for socio-cultural animation appeared in modern European societies,
when there was a desire to return to local micro-worlds lost as a result of organizational and technological changes; in civil societies, where the spontaneous activity
of various groups is a necessary condition for the existence of democracy. Animation
itself has become a type of practice aimed at reviving, stimulating, strengthening individual and social activity used by employees of state, local government, social and
private institutions, as well as by informal or non-institutionalized activists (Nycz,
1999, p. 15-16, p. 95-111).
The development, role and place of animation have been significantly conditioned
by the problems, transformations and crises of industrial and post-industrial society, generating various movements and forms of social activity, which through real
*
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participation in social and cultural life sought to achieve individual and group autonomy. Animation responds to the needs of mass society, anonymous, alienated,
in which it is a type of practice aimed at reviving, stimulating, strengthening social
activity, used by employees of state, local government, social and private institutions
as well as by informal activists. This practice is characterized by specific methods and
techniques of activity and some ideological assumptions (Schindler, 2004, p. 20).
The concept of animation as a socializing, educational and cultural category is connected with post-war France (see Besnard, 1988; Kopczyńska, 1993). The animation
movement was formed in France as a result of combination of various trends and
activities: environmental, religion-related, of trade unions, non-religious associations
and youth organizations, which initially was associated with various communities
that tried to solve their problems themselves and to overcome barriers of their own
development (overcome the isolation, creation of ties, co-existence, participation,
auto-expression). In the 2nd half of the 20th century there emerged specialized institutions and roles oriented on activation of individuals and communities. From the
beginning, the animation was of an integrative-emancipatory character, postulating
direct participation of the community in social, cultural and political decisions.
As a result of practical experience, methods and techniques were developed, which
were then used by socio-cultural animators to activate various environments. Specialized educational institutions were created, which prepared for the profession of animator. The French experience was used in other Western European countries, taking into
account the local specificity (Jedlewska, 1999, p. 58n). Also the animating methods
are methods used in the United States (community action, community development)
aimed at stimulating various communities to be active in solving their own problems
and achieving goals set by the community (see Bartoszek, 2008, p. 27-29).
Changes within the community should be made with all the forces and undertakings by the community itself. This is evident in the Polish pedagogical thought
suggesting the transformation of the social environment with the forces of the environment itself (Olubiński, 1996, pp. 91-104). At the turn of the 19th and 20th
centuries, in the Polish territories, the animating character can be attributed to the
tradition of cooperative movement, self-help and self-organization (“we to ourselves”). The animation character in the interwar period (1918-1939) in Poland is
also included in the provisions of the socio-cultural work by Kazimierz Korniłowicz
(Korniłowicz, 1976) or the principles of social and cultural work by Helena Radliń
ska, transforming the social environment with the forces of the environment itself
in the name of the ideal and (later) organizing the local community by Aleksander
Kamiński (see Żukiewicz, 2017). In contrast to cultural and educational work, dissemination of culture, cultural services and creativity in animation activities, it is
assumed that the given environment has its own cultural contents. That is why the
animation is focused on intensifying these contents, activating behaviors based on
existing models, developing existing interests, stimulating the implementation of
existing goals, satisfying existing needs.
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THE ESSENCE OF ANIMATION
Animation is a multidimensional social phenomenon, in which the subject is not the
very essence of culture or social life, but the social, educational and cultural activity
of a human being that makes it possible for people to reach the world of values (especially those that open to truth, beauty and good). There is a noticeable national-regional diversity of animation activities, from new ones (deciding on the diversity and
specificity of animation, e.g. adaptation – integration, mobilization – participation,
liberation - emancipation, cultural democracy – civic consciousness) to continuation and application of traditional socio-cultural activities (upbringing, education,
dissemination of culture, organization of the local community, communitarianism).
Activation of individuals is an essential goal in the animation, and the nature of the
desired activity is not predetermined and should be defined by animated groups,
which distinguishes it from traditional types of practice (organized culture, institutions), where the desired activity is determined in some way before starting actions.
The essence of animation consists in creating the subject (authentic, active and creative) in the subjective relation “I and YOU,” and not the actualized and dominating
contemporary (20th/21st century) situation “I and IT” (Buber, 1992, p. 45). To
paraphrase another thought of Martin Buber, one can point out that “animation is
a meeting” of people and groups.
Defining socio-cultural animation – from the perspective of the author’s own experience – it can be considered as conscious encouragement, support, stimulation
of individuals and groups to independently decide, design and implement activities
that they jointly recognize as desirable and cooperate in their implementation.
Researchers of the everyday social life emphasize that the effectiveness of animation depends on the capital and social resources that the community has. In practice, these can be: institutional and organizational forms as well as human resources
(mentality, qualifications, knowledge, skills, cultural capital). These elements create
the “compulsive pressure” of our behavior and create social facts and collective performances. For the moderators of social life, identification of social capital, including
social ties, social networks, social structures, social communication, values – social
norms, cooperation, trust, and social integration, becomes important. Sources of
local capital that builds the subjectivity of society should be seen in the involvement
of animators in creating the local reality. Commitment may be conditioned by the
regional tradition of social work, the experience of civic cooperation, the occurrence
of local social forces (individuals, associations). The conditions mentioned may build
a local climate supporting modern political economy (including civic education,
projects for activation and revitalization of socio-economic backwardness), however,
the deficiencies of the above-mentioned resources may determine the marginalization of regions or local communities, as well as social groups (Bartoszek, 2006, p.
35-38; Nycz, 2008, p. 137-156).
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ANIMATOR – THE SUBJECT OF ACTIVITY
In contrast to pedagogy – animation has virtually no own behavior patterns, because they are to be shaped by the animated communities themselves. Unlike service
activities, animation does not satisfy specific needs, it only stimulates individuals,
groups or communities to independently satisfy them, which is why animation is not
a creation, but only an activation of creative behavior in the social, cultural, religious,
sport, educational, communicative and integration fields. In this sense, the animator
only stimulates, encourages people’s activity, being a cross between a function or role:
an organizer, leader, instructor, adviser, and promoter. In this sense, the animator
is, for example, an educator who does not conduct a youth or a group, but skilfully
stimulates their own activity. In Poland, after 1990, there was visible institutionalization of the animation movement (from social work to profession) and methods of
animation education (see Jedlewska, 2006).
Animation changes are carried out by an unprofessional or professional animator
who, according to Jan Żebrowski, is a person who spontaneously or vividly enlivens
the environment, stimulates the desire for knowledge, influences the development
of various interests, understands and appreciates the importance of teaching and
education in the life of the individual, and is aware of own social role (Żebrowski,
1987). Regardless of the field in which the animator works, his work is undoubtedly
dynamic and creative, his task always consists of reviving and stimulating activity in
various areas of life and its development. He is a person who discreetly inspires to
take useful actions and initiatives in all areas of human activity. The animator’s duty
is not to be creation, but to create conditions for others to become creators or social
workers. Wider definition of the animator is given by Leon Dyczewski – stressing the
empathic attitude and the pedagogical intention. The animator of culture is the one
who completes knowledge, life experiences and experiences of people with whom he
comes into contact, stimulates their interests, reveals new ideals and patterns of life,
conducts a dialogue on the possibilities and ways of satisfying the revealed and yet
hidden cultural needs. He clearly sees a new and better life, he loves these visions, but
he loves people even more. He accepts them as they are, in the hope that they can be
better. He respects every manifestation of their good will, the least interest in what is
new and better, supports their efforts for a better life. The method of his work is not
to command people, but to mobilize the forces that are dormant in them. The value
of his activity manifests itself not so much in what he invents and does, but in what
he can extract from the people he works with (Dyczewski, 1993, p. 209).

URBAN-RURAL COMMUNE AS A PLACE OF ANIMATION
Paraphrasing the phrase by John Ruskin, that everyone knows what should be, but
not everyone knows what can be (Ruskin, 1997), we can point to the need to discern
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people who can realistically, not idealist-utopian or populist, point to the needs and
possibilities of solving urgent social problems in rural communities. For the organizers of social life, the identification of problems (diagnosis) and social capital becomes
important. The sources of local capital that builds the subjectivity of society should
be sought in the involvement of local animators in creating the local reality. Commitment may be conditioned by the traditions of social activism, experience of civic
cooperation, occurrence of local social forces (leaders, organizations, associations).
The conditions mentioned may create a local climate supporting the modern social
economy (see Kazimierczak, Rymsza, 2007). A local leader, animator, and social
worker should, however, remember about social traps connected with activating the
community and related to, for example, a local power game or preferences of these
power elites, real institutional influence, institutionalization of irresponsibility, diagnosis without consequences, defeatist realism of citizens.
In 2017 as part of the Program of the National Centre for Culture. House of Culture+. Local initiatives research was carried out among residents of the urban-rural
commune of Dobrodzień (Opole province, Oleski poviat). The commune now has
almost ten thousand inhabitants (2/3 of them live in villages), who are characterized
by a diverse ethnic identity, because these areas until the Second World War were
in the area of the German-Polish border. In the years 1975-1998, the commune
was located in the Częstochowa province. In 2009, the German language was introduced as an auxiliary language in the commune. The description and results of
the research can be found at the Internet address: http://dobrodzien.pl/1630/7548/
dom-kultury-inicjatywy-lokalne-2017.html. The results of the research confirmed
certain trends occurring in small-town and rural (not only) environments in the
Opole region. For example, the residents indicate that they themselves solve emerging problems through: involvement of residents (meetings, elections, help in the
situation of misfortune, disaster, etc.) for the benefit of their own town. A stronger
involvement in the communal projects of the residents is declared, the “determinism” of the type of residence shapes neighborly cooperation, up to the maintenance
of a greater order on their own premises and public space. In this case sometimes
tiresome neighborly control has positive effects in everyday life of the safe well-being
of the entire community.
In the case of rural areas, a large number of projects from various programs (e.g.
Village Renewal, Leader+) are often applied, which change and modernize the life of
rural residents. In the processes of change in the rural environment, direct contact
and hierarchical message of innovation or the idea of change play a significant role.
As research shows, in rural communities, however, the authorities or leaders of the
indicated processes do not always appear (see Kocik, 2001; Gorlach, Foryś, 2005).
For example, surveys conducted among the mayors of the Opolskie Province indicate that they are the voices of the community’s opinion and animators of activities
in their administrative units, but rather not persons creating innovativeness and entrepreneurship in an economic and ecological perspective (Nycz, 2008, p. 319-377).
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In the studies of the provincial and rural environment of the Opole region in
2017, people and institutions appear that become natural leaders or animators of
modernization changes in communities. The studied commune is the so called commune inhabited by the former indigenous population (Silesian, German minority)
and the immigrant population, which, in time, has integrated with the local element.
Tab. 1 People or institutions assisting in solving social problems (N: 181)
Subjects
Commune Council
Mayor
Council of the
residential area /
administrative unit
District policeman
(police)
Priest (parish priest)
Neighbours
In total

Count
% with total
Count
% with total
Count

Variable (environment)
Dobrodzień Administrative
(town)
units (village)
18
14
9.9%
7.7%
18
26
9.9%
14.4%
16
35

Total
32
17.7%
44
24.3%
51

% with total

8.8%

19.3%

28.2%

Count
% with total
Count
% with total
Count
% with total
Count
% with total

7
3.9%
5
2.8%
13
7.2%
77
42.5%

7
3.9%
6
3.3%
16
8.8%
104
57.5%

14
7.7%
11
6.1%
29
16.0%
181
100.0%

Source: own research.

Data in the table (tab. 1) shows the synergy of action – institutions, organizations
and individuals. Activities are usually initiated by individuals who are leaders in their
small environments. Their activity is supported or strengthened by social organizations and then only through local self-government or political systems. The indicated
research was conducted among leaders and animators of socio-cultural and economic life, who pointed to the resources of “their own” local communities, most often
indicating their strengths, in which they emphasized the activity of the residents
themselves and the historical and cultural resources of the community. The communities themselves, however, are socially and culturally diverse, but the element that
links them is the activity of leaders and groups mobilizing residents to act. Historically shaped social capital is an element differentiating specific communities, but it
determines their “local beauty.” In the case of the examined commune, the needs
of technical and social infrastructure were visible, and the attention of the residents
and animators-leaders in the direction of the largo of cultural goods and the organization of free time, that is elements enhancing the well-being of residents. Local
government authorities should support emerging and implemented local initiatives,
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because it builds social capital (values, bonds, trust) and minimizes the conflictogenic costs of social development.
Summing up the role of animation in the study, description and operation of
social problems, it must be stated that in practice it should fullfil human needs and
dreams. Following the descriptions of animation interactions, it can be concluded
that “animation is a change that is happening” (Nycz, 2013, p. 187-227). Therefore,
the method of animation should answer (simple) questions: whether to do, what to
do, who to do with, how to do in a given situation and environmental conditions.
The beginning of the animation is the diagnosis (obtaining information + project)
that changes into the operation and implementation of the project. The research experience gained during the implementation of (not only) the cited project indicates
that the need for animation is born where people need to adapt to new challenges,
socio-cultural and artistic activation, integrate in the place of life and support, aid,
build a social partnership, but also appreciate the fun and holidaying, raising the
overall quality of individual and collective life.
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SOCIO-CULTURAL ANIMATION – THE IDEA
AND METHOD OF CHANGES IN LOCAL STRUCTURES

Keywords: socio-cultural animation, animator, change, rural environment
Abstract: The article has discussed the civilizational context of the creation of sociocultural
animation, its determinant factors, indicating the development of its tasks and functions.
Animation means a change which takes place in groups and local communities, becoming the nerve of democracy and civic society. The article ends with results of rural environment research.

ANIMACJA SPOŁECZNO-KULTURALNA –
IDEA I METODA ZMIAN W STRUKTURACH LOKALNYCH

Słowa kluczowe: animacja społeczno-kulturalna, animator, zmiana, środowisko wiejskie
Streszczenie: W artykule omówiono cywilizacyjny kontekst powstania animacji społeczno-kulturalnej i jej uwarunkowania, wskazując na rozwój jej zadań i funkcji. Animacja to dziejąca się zmiana w grupach i społecznościach lokalnych, będąca nerwem demokracji i społeczeństwa obywatelskiego. Artykuł kończą wyniki badań środowiska wiejskiego.
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SOCIAL IMPACT OF THE GOVERNMENT
PROGRAM SUPPORT FOR UNIVERSITIES
OF THE THIRD AGE (ON THE EXAMPLE OF
THE PODKARPACKIE PROVINCE)
INTRODUCTION

I

n Poland, the process of changing the demographic structure associated with the
growing share of older people in the population has been observed for many years.
The prolonged life expectancy means that in the next twenty years there will be a rapid process of aging of the population. The aging rate of the population is illustrated
by the median age (a parameter defining the age limit that half of the population has
already crossed and the other half has not yet reached), which in 2012 was 38.7 in
the total population of Poland, and in 2035 according to the forecast by the Central
Statistical Office (GUS), may amount to 47.9 years (over 25 years an increase of
26%). Along with the changing structure of the Polish population, the structure of
the people at the post-working age will also change. By 2035, compared to 2010,
the share of people in age ranges 60/65-74, 75-79, 80-84, 85-89, 90+ will increase,
and the highest dynamics of growth will be observed among people in 90+ (about
2.5-fold increase), 85-89 (a 2-fold increase). The number of people aged 75+ will
amount to approx. 4.5 million in 2035 (in 2010 this number was 2.4 million) (after
Journal of Laws 2014, item 52). The changing demographic situation puts Poland
ahead of the challenge of planning and shaping policies for active and healthy aging.
It is very important to promote new solutions to motivate older people to learn to
stay active. It is also important to increase the social involvement of older people
and intergenerational cooperation. The issue of educational activation of the elderly,
as an important element of social activity, has been incorporated into governmental
documents and programs that form the basis of a senior policy in our country. Recently, there have been several important proposals, for example the Governmental
Program for Social Activity of the Elderly for 2014-2020 assuming the practical inclusion of the sector of non-governmental organizations in activities aimed at the
involvement of seniors; Multi-annual Senior+ Program for 2015-2020, edition in
*

University of Rzeszów.
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2018, the strategic objective of which is to increase active participation of seniors
in social life by expanding the infrastructure of support centres in the local environment and increasing the number of places in Senior+ facilities; The 75+ Care program
for 2018 enabling the support of municipalities in the implementation of their own
tasks or the program of the Minister of Science and Higher Education Support for
Universities of the Third Age from November 2016. The main task of the latter of
these programs was to disseminate science and research and their applications among
students of universities of the third age.

THE GOVERNMENT PROGRAM
SUPPORT FOR UNIVERSITIES OF THE THIRD AGE
The ministerial program is an undertaking that takes into account areas and directions of support enabling improvement of the quality and standard of living of older
people for dignified aging through social activity. Thanks to the decision of the Minister of Science and Higher Education of 12 October 2016 on the establishment of
a program called Support for Universities of the Third Age, a competition for financing
the projects under it was announced. Clear conditions for joining the competition
have been set out. Scientific institutions and entities acting for science could apply
for the funding. Moreover, in order to implement the project under the program,
the beneficiary was obliged to cooperate with at least five universities of the third age
(U3A) or entities intending to start such activities operating in one province and to
sign letters of intent with them that will be attached to the application. In the assessment of applications, the quality of the proposed concept was important, including:
cohesion, innovation, proposed methodology, organization of classes, diversification
of the proposed activities; experience of the entity applying for the grant of funds;
expected effects of the project implementation and the social impact of the project,
taking into account the importance of the project implementation for the local community; the appropriateness of the planned costs of the project in relation to the
scope of undertaken activities (justification, own involvement of the entity applying
for the grant of funds), as well as the feasibility of the project, i.e. the availability of
organizational and infrastructural resources.

PROJECT PASSION, PROFESSIONALISM
AND CREATIVITY – THE DEVELOPMENT PATH OF
THE UNIVERSITY OF THE THIRD AGE
Feeling responsible for the quality of education of older people, we wrote the project
Passion professionalism, creativity – the development path of the University of the Third
Age, which gained acceptance of the competition commission and received funding
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from the Ministry. The authors of the project were prof. of UR dr hab. Ryszard
Pęczkowski (Dean of the Faculty), prof. of UR dr hab. Marta Wrońska (Head of
the Department of Media Pedagogy) and Dr Marek Hallada (assistant at the Department of Media Pedagogy). We invited the following entities to implement the
project: U3A (University of the Third Age) at the University of Rzeszów, the Jasło
Association of the University of the Third Age, U3A of the Diocese of Rzeszów,
Krosno University of the Third Age, Mielec University of the Third Age and Łańcut
University of the Third Age. The beneficiary of the project was the Faculty of Pedagogy. It is a scientific and didactic unit, which is an integral part of the University
of Rzeszów. The Faculty’s mission is naturally related to the mission of the entire
University, which emphasizes the special importance of research development and
its application for the benefit of the whole community and education at a high level.
The three main objectives of the project include: dissemination of science and
research in the field of cultural and artistic education; supporting and developing
the potential and inventiveness of the listeners of the University of the Third Age;
shaping the multifaceted activity (educational, social and cultural) of older people
by raising the competences necessary to live in the modern world as an important
element to counteract the social exclusion of older people. Further goals, i.e. the
development of intergenerational solidarity and environmental integration, were implemented to our satisfaction to a sufficient degree, as evidenced by the individual
reports submitted by individual coordinators from six universities at the end of the
project, which took place on 12 December 2017.
Our project included the following forms of activity: a series of lectures answering
the needs of older people and a series of workshops on building social ties (theatre
and literary workshops, workshops Contemporary digital photography. Creative photography, workshops Local traditions in art, handicraft and music). The aim of the
workshops was to shape and improve self-esteem, usefulness for others, broadening
social contacts, the ability to pursue their passions and a sense of well-used time.
Another form of activity was a series of seminars with the participation of students
– members of the Student Science Club “Matrix” operating at the Department of
Media Pedagogy at the Faculty of Pedagogy. Seminars were devoted to e-exclusion
of older people. The topics of the seminars included such areas as: the functioning
of adolescents and seniors in the digital environment; the phenomenon of overproduction of information in the media space – dilemmas of a young user and a senior;
mobile applications and their use in everyday functioning of seniors; security and
anonymity in the network, technological anonymity. Our students actively participated in the workshops. The aim of the seminars was to build intergenerational social
ties and provide knowledge about digital media, prepare seniors for constructive use
of the media, as well as to shape and improve the skills of conscious, reflective and
critical receipt of the media coverage. During the seminars, we made our students
aware that seniors are an invaluable value for younger generations. Their life ideals,
moral principles, personal dignity, cultivating of the traditions, the memory of gen-
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erations, history, concern for consistent intergenerational relations despite “otherness” are priceless and cannot be overlooked or be indifferent to these facts.

SOCIAL IMPACT OF THE GOVERNMENT PROGRAM –
OWN RESEARCH
The main objective of the research was to get from the seniors – participants in the
project information on how they perceived the ministerial program of Support for
Universities of the Third Age. An author’s original tool was designed for the needs of
the research. The research used a targeted selection of the sample.* The targeted sample used in the research is not statistically representative, but it can be treated as representative of our project Passion, professionalism, creativity – the way of development
of the University of the Third Age. Individual interviews were also conducted with six
coordinators of individual entities, which we invited to our project. The research was
carried out from 12 November to 12 December 2017.
The undertaken research has yielded answers to the following fundamental questions:
• What forms of activity do seniors prefer?
•

What were the reasons (motives) of participation by seniors in the activities
proposed under the project?

•

How do seniors assess project implementation in terms of content and
organization?
The research used a questionnaire for seniors – participants in the project, which
contained closed, semi-open and multiple-choice questions. The questionnaire was
filled out by 456 respondents. 449 correctly filled sheets were used for proper tests.
The research was anonymous.
FORMS OF ACTIVITY OF SENIORS
Today’s seniors want to remain as active as possible for the longest time, fully enjoying
the charms of life. The question arises: can activity be considered a panacea for all the
shortcomings of old age? Probably not, but the source of premature aging may be
physical and mental passivity, as well as lack of interest and sense of life. Activity is
a prerequisite for successful aging. Active aging allows us to use the potential that
people in late adulthood have. From an individual’s perspective, aging should be seen
not as a disease, but as a natural biological process that goes on in time. It cannot
be eliminated, but it can be slowed down and mitigated, thus extending the period
* Stefan Nowak wrote in the book Metodologia badań socjologicznych: “Target selection is a conscious
selection of objects for the sample being tested because they meet a certain type of criteria” (2007, p. 55).
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of active, self-reliant and independent living. Answers of seniors (participants in our
project) regarding the forms of activity have been grouped into the following areas:
1. Formal activities: a) activity in organizations and associations; b) participation in
classes offered by the University of the Third Age; c) work for the benefit of the local
community; d) voluntary service; e) other; 2. Informal activities: a) contact with the
family; b) contact with neighbors; c) contact with friends; d) other; 3. Activities in
solitude: a) watching television; b) reading; c) computer work; d) own hobby; e) other.
Our respondents prefer the following formal activities (Table1).
Table 1. Formal activities of seniors
Formal activities

N

%

Participation in classes offered by the University
of the Third Age

320

71.27

Activity in organizations and associations

122

27.17

Work for the benefit of local environment

89

19.82

Voluntary service

45

10.02

Other
Source: own study.

–

–

The obtained data clearly indicates the participation of seniors in the activities
proposed by the University of the Third Age. It is the result of attractive classes and
well-selected staff, which is extremely important in the case of older listeners who
have a large amount of knowledge and experience. The lecturers must be prepared
in a substantive manner with perfectly developed methodology. Our seniors also
undertake activities in various organizations and associations, as well as work for
the local community, and voluntary services (57.01%), which should be assessed
positively. They are aware that their knowledge and skills are necessary and may be
useful for others. In addition, such activity is not only a chance to stay in touch with
people and enrich their experiences, it is a way of life that allows them to feel useful.
Informal activities, which are undertaken by seniors have been presented in Table 2.
Table 2. Informal activities of seniors.
Informal activities of seniors

N

%

Contact with family

350

77.95

Contact with friends

157

34.97

Contact with neighbours

98

21.83

Contact with other people

26

5.80

Watching television

413

91.98

Reading

216

48.10

Own hobby

153

34.08
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Computer work
Other
Source: own study.

78

17.37

–

–

From the data contained in Tab. 2 it is evident that non-formal activities undertaken by seniors are primarily contact with the family, as indicated by 77.95% of
seniors, and television watching – 91.98%. Such results were to be expected. People
entering the seniors’ age need huge family support. The end of professional activity
and retirement is a change in the current lifestyle and daily schedule, moreover, worse
well-being or health problems, these are just some of the challenges that seniors
face. Therefore, the need to be with their loved ones. In turn, television significantly
changed the lifestyle of older people. Today, almost everyone has a cable TV at home
with dozens of programs, and even solutions for recording favorite programs. As
a result, seniors like to spend time in front of the TV. Unfortunately, spending many
hours in front of a television set means stopping physical activity, which increases
the risk of a heart attack or stroke. Therefore, it is good that seniors pursue their own
hobby (34.08%). It gives them the chance to find inner peace, a sense of fullfilment,
and releases positive energy and joy.
REASONS (MOTIVES) FOR PARTICIPATION
IN CLASSES CARRIED OUT AS PART OF THE PROJECT
AND ITS EVALUATION BY SENIORS
The concept that co-occurs with activity is activation, or the process undertaken
to achieve specific goals. The project, written by us and approved by the Ministry,
Passion, professionalism and creativity – the development path of the University of the
Third Age created appropriate conditions for the activity of seniors and indicated the
possibilities for their activity. When asking the respondents for the reasons (motives)
of participating in the activities proposed in the project, a few pieces of important information were obtained, which were grouped in the following categories (Table 3).
Table 3. Reasons (motives) of participation by seniors in the activities carried out under the project
Reasons (motives)

N

%

Possibility of maintaining the intellectual efficiency

397

88.42

The prospect of realizing own passions and interests

322

71.72

Attractive spending of free time

294

65.48

Being in a group of people of similar age, active contact with
other class participants

245

54.55

197

43.88

Acquiring new knowledge and skills
Source: own study.
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The most important reason (motive) indicated by seniors was the possibility to
maintain intellectual efficiency – 88.42%. Every age has its own limitations, both
physical and mental. In an older age, mental condition is very important. Mental
functioning of a human has an indisputable impact on the quality of life. With age,
the rate of information processing in the nervous system is decreasing, there are
problems with concentration and speed of reaction, often memory fails. That is why
intellectual efficiency is so important. Seniors are aware that by consistently taking
care of the smooth functioning of the brain one can minimize, delay or stop many
problems related to the aging of the mind.
Respondents were also asked about their opinions about the activities carried out
as part of the project. The question was open, respondents were free to comment on
the activities in which they participated. Opinions were obtained from 356 people,
which is 79.29% of respondents. The seniors stressed that the classes met their expectations, which correlates with the motives of participation in the classes mentioned
in the survey. It is worth quoting some of the following statements: “Participating
in the creative photography classes I got to know a different side of photography. So
far, I have photographed the reality I have found, trying to show it as faithfully and
beautifully as possible. Thanks to the classes I saw that you can create a new, not
always real reality. This can be achieved by implementing ideas: staging of photo sets,
modifications and processing of images. The only limit is the imagination” (Paweł
N.); “Participation in creative photography workshop has enriched my knowledge in
this field. It is very important who runs the workshop and how. Zdzisław is amazing
in this matter. He was able to interest an ordinary slovenly person with photography
and see the beauty of the world around him. If I do not become a photography master, at least I spend my precious time wonderfully” (Wanda W.); “Theatre workshops
are run professionally. The host made us realize that acting can be experienced at any
age, but physical and intellectual fitness is important, hence, one should take care of
their condition [...]. During the workshop I got to know other secrets of the actor’s
profession – there are emotions and movement to play, apart from the word and the
outfit, even when the actor does not say a single word on the stage. [...] however,
I am not discouraged and laboriously training” (Janina B.); “Meetings at theatre
workshops give me a lot of satisfaction and content. They are conducted in an interesting and professional way. The instructor is a great personality, he shares with us
his talent and artistic soul. By participating in the workshop, I also met new friends
and I could learn a lot from them too. These classes also give me the opportunity to
practize memory, empathy and finally learn about myself from a completely different
angle. They bring me into a good mood, improve my mood. It was a good choice to
participate in this project” (Teresa T.).
Individual interviews with six coordinators of individual entities were also conducted. We received highly positive reviews about the project from the senior coordinators in the ministerial program. Here are some of them: “[...] the project was
valuable, necessary and timely. [...] it liberated new areas of educational activity in
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the participants, renewed and expanded their knowledge [...]. It built new social ties
with the 21st century generation, which moves freely in the media space. It inspired
older people to be more socially active” (Waleria Ć.); “The project of the Ministry
of Science and Higher Education appears as a modest, first shy step confirming the
interest of the central state authorities in the problems of the unselfish and heroic
everyday struggle of the University of the Third Age with a difficult and challenging reality” (Stanisław R.); “Interpersonal relationships have been established, which
have not only an intellectual but, above all, emotional dimension, building the seeds
of friendship. It seems that this is a very important added value of this program,
perhaps even unintentional” (Marek D.); “The U3A Support Program brought considerable benefits, including financial ones, although the regulations of the program
did not allow for flexible financial management, which caused many difficulties in
the implementation of the project. An unquestionable overall success is the integration of the Podkarpackie U3A community and the feeling of pride in each other’s
achievements” (Danuta K.).
The obtained results have no value of representativeness; however, they are important because they show that the project was important and needed for the local
community whose representatives are seniors. This group particularly needs their
old age to be calm, free of worry and they need an appropriate, honorable place in
society. They deserve it after the work of their whole life. The conducted research
has shown that our project has influenced the qualitative growth, resulting from
the benefits of mutual cooperation, mutual learning and interaction between all
project participants.

CONCLUSION
The interactive formula of the whole project has contributed to meeting the various
needs of seniors, such as: broadening and updating the knowledge and diverse skills,
the ability to perform socially useful activities, fill free time, maintaining social ties,
mental and physical stimulation. The various activities implemented in the project for including the elderly in the group of learners have implemented the idea of
lifelong learning, especially in those areas that best meet the educational needs of
a group of older citizens. Taking up the educational activity by older people enabled
them not only to broaden their knowledge, acquire new and update their existing
skills, but also played an important role in creating social ties and was thus a factor
supporting social activity. The overarching task of the project was to focus on the
positive aspects of life – reflected in the emotional state of mind and an optimistic
sense of well-being, which generates attitudes of conscious and deliberate choices
conducive to a positive model of aging. As a result of the project, we have included
seniors in the university’s scientific life; we have consolidated intergenerational relations (seniors – students – academic research workers); we have raised the level of se-
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niors’ activity in selected areas of social life (theatre, photography, regional tradition,
music, literature, etc.); we also raised the level of seniors’ awareness of the benefits
and threats of functioning in the contemporary media space; we have tightened cooperation between Universities of the Third Age operating in the Podkarpackie Province and we have promoted a number of activities for the elderly. These are a few key
conclusions of the social impact of the government program, and the most visible
social effect is the satisfaction of seniors themselves. The implementation of our project showed that people aged 70 and 80 (such involved in our project and research)
are not at all old, which means that, an American engineer, Ford Motor Company
founder, Henry Ford, was right formulating such an important idea: “It does not
matter how old you are, the one who stops developing is an old man” (Ford, 2012).

BIBLIOGRAPHY
Ford, H. (2012). Moje życie i dzieło. Osielsko.
Nowak, S. (2007). Metodologia badań społecznych. Warszawa.
Resolution No. 237 of the Council of Ministers of 24 December 2013 on the establishment of the Governmental Program for Social Activity of the Elderly for 2014-2020
(Journal of Laws of 2014, item 52).

284

Marta Wrońska

SOCIAL IMPACT OF THE GOVERNMENT PROGRAM
SUPPORT FOR UNIVERSITIES OF THE THIRD AGE
(ON THE EXAMPLE OF THE PODKARPACKIE PROVINCE)

Keywords: government program Support for Universities of the Third Age, social activation of
seniors, author’s original project, seniors’ opinions on the government program
Abstract: The ministerial program Support for University of The Third Age is a project that
considers areas and directions of support enabling the improvement of quality and life
standards of the elderly towards dignified aging. In this article I describe the social impact
of this program by the implementation of my original project Passion, professionalism, creativity – the development path of the University of the Third Age. The beneficiary of the project
was the Faculty of Pedagogy at the University of Rzeszów. We invited six other Universities
of the Third Age from the Podkarpackie province to cooperate with us. After the project
had been completed, I conducted a survey to obtain the feedback from the elderly – participants in the project on their perception of the ministerial program. The article presents
the results of the survey and key conclusions concerning the social impact of the presented
governmental program.

SPOŁECZNE ODDZIAŁYWANIE PROGRAMU RZĄDOWEGO
WSPARCIE UNIWERSYTETÓW TRZECIEGO WIEKU
(NA PRZYKŁADZIE WOJEWÓDZTWA PODKARPACKIEGO)

Słowa kluczowe: program rządowy Wsparcie Uniwersytetów Trzeciego Wieku, aktywizacja
społeczna seniorów, autorski projekt, opinie seniorów na temat programu rządowego
Streszczenie: Program ministerialny Wsparcie Uniwersytetów Trzeciego Wieku jest przedsięwzięciem uwzględniającym obszary i kierunki wsparcia umożliwiające poprawę jakości
i poziomu życia osób starszych na rzecz godnego starzenia się. W artykule opisuję społeczne
oddziaływanie tego programu poprzez realizację autorskiego projektu Pasja, profesjonalizm,
kreatywność – drogą rozwoju Uniwersytetu Trzeciego Wieku. Beneficjentem projektu był Wydział Pedagogiczny Uniwersytetu Rzeszowskiego. Do współpracy zaprosiliśmy sześć Uniwersytetów Trzeciego Wieku działających w województwie podkarpackim. Po zakończeniu projektu przeprowadziłam badania, które miały na celu pozyskanie od seniorów – uczestników
projektu informacji na temat postrzegania przez nich programu ministerialnego. W artykule
prezentuję wyniki badań i kluczowe konkluzje dotyczące społecznego oddziaływania zaprezentowanego programu rządowego.
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PEDAGOGY OF TOURISM AS AN OPPORTUNITY
TO AVOID THREATS LURKING FOR CHILDREN
IN THE 21ST CENTURY
INTRODUCTION

I

n the 21st century children and teenagers are fascinated by modern technologies.
Access to them is practically limitless. Children devote every free moment to them.
According to research conducted by TNS Polska, an average Polish teenager spends
2.5 hours daily in front of a computer. Despite the TV he constantly uses his mobile
phone, which he takes to school and even sleeps with. In Poland the share of mobile
phone users among young people is 83% (one of the highest rates in the EU – in
other countries it is approx. 73%). Consequences of such lifestyle can be dramatic
due to:
• increased myopia – many hours of eye strain affects the early disclosure
of myopia;
•

obesity – currently every fifth boy and every seventh girl in Poland are obese
because of lack of movement;

•

nomophobia (no mobile phone phobia) – fear of losing a mobile phone;
as many as 66% of mobile phone owners panic when they cannot find
their phone;

•

thumb curvature – an average Polish teenager writes over 130 text messages
per day;

•

crooked spine, so-called the player’s back – due to many hours of sitting in
a hunched position, with the head bowed and an unnaturally curved spine;

* WSB University in Wrocław.
** University of Silesia in Katowice.
*** University School of Physical Education in Wrocław.
**** Wrocław University.
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•

difficulty falling asleep – children, using laptops, tablets and smartphones
complain of this problem just before going to sleep; in extreme cases, there
may be an increase in the level of aggression, addiction to psychoactive substances, and behavioral addictions.
Kania (2014) indicates that distortion of educational environments may be the
reason for much interest in new technologies. The natural influence of the home
environment has been disturbed due to the breakdown of ties and the negation of
family life, the lack of authorities and the intensification of social pathologies. Peer
integration undergoes a significant transformation, interactions take place in the
virtual world, consumer and selfish values are promoted, the environment becomes
inaccessible for the development of good friendships.
The aim of the article is to show the possible forms of tourist activity of school
youth in the context of their travel with their parents as an alternative to filling up
free time with new technologies. Shared spending of free time on tourist trips can
affect the tightening of ties between children and parents.
According to Pytka (2005), in rehabilitation pedagogy a good way to counteract
unwanted behaviors is pre-emptive prevention, eliminating the possibility of perpetuating the disorders. Prevention is the most ethical and rationally justified way
of counteracting the social pathologies. Szczęsny (2003) points out that the profit
and loss account is much more favorable in the case of prevention rather than rehabilitation and repair of the disordered state. Prevention of the threat to the order
and the continuity of social norms is therefore a beneficial activity from the social,
ethical and economic point of view. Edwords (after: Hanulewicz, 2007) states that
preventive actions allow a person to actively participate in gathering experiences that
increase his/her ability to cope with potentially difficult life situations.
Matuszyk (2008) suggests that pedagogy of tourism is a good solution in building
resistance to pathology. It allows human development through discovering and experiencing the value of tourism and commits to activities that enable and stimulate this
development. In the literature on the subject, pedagogical functionality of tourism
has three functions:
• scientific, as a source of the very idea and educational ideal, as well as the
basis of all terminological and theoretical considerations;
•

educational, by creating innovative didactic solutions in the context of supporting education through tourism;

• transmision, as a means to realize ideological trends through tourist activity.
Therefore, joint tourist trips of children with parents can play an important role in
prevention. In addition to renewing the bonding, parents can become re-authority
for children. Such relationships are easier to build during tourist trips than at home.
Research on pedagogy of tourism is broad. The issues of prevention, socializing
and rehabilitation were raised by, among others, Borucka and others (2014), Cza-
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ja-Chudyba (2013), Galant and Sowa (1991), Hanulewicz (2007), Piotrkowski and
Zajączkowski (2003), Pytka (2005), Szczęsny (2003), and Szymańska (2012). Borucka
and Okulicz-Kozaryn (2010), Czaja-Chudyba (2016) and Kowal (2007) wrote about
strengthening family ties and values. The role of tourism in shaping interests was studied by: Dąbrowski (2006), Gurycka (1978), Kania (2012, 2014), Kostusiak (2015),
Matuszyk (2008), Muchacka (2013), Tyszkowa (1977), and Wasyliszyn (2007).

MATERIALS AND METHODS
Statistical data on outbound tourism of children and their parents was taken from
the survey Tourism and leisure in households in 2013 (Central Statistical Office, 2014).
The survey included information on, among others preferred ways of spending time
devoted to recreation, participation in domestic and foreign trips, motives, destinations and seasonality of these trips, and in the case of persons not going anywhere reasons for not participating in tourism. For the purposes of this article, only selected
aspects of tourism activity were examined:
• nature of planned trips;
•

number of trips;

•

accommodation base;

•

months in which the trip took place;

•

distance from the place of permanent residence;

• form of travel.
A chi-square test was used to develop the materials. The formula for the chi-square
independence test has the form:

where: χ2 – chi-square test, Oj – count observed for the given group, Ej – theoretical
count for the given group.
Alternative hypotheses H0 and H1 were made:
• H0: age does not influence the selected elements of tourist activity;
• H1: age influences the selected elements of tourist activity.
In order to verify whether the value of chi-square statistics indicates a statistically significant relationship, one should check using the chi-square distribution table
whether a given value indicates statistically significant differences. You need to know
for this purpose: the value of chi-square statistics, the number of degrees of freedom
(df ), which depends on the number of analysed groups, and the level of significance
(p). The number of degrees of freedom and the assumed level of significance will
indicate the critical value of the chi-square distribution in the table. If the calculated
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value of the chi-square test is greater than the critical value in the table, the hypothesis H0 should be rejected in favor of the alternative.

RESULTS
In order to identify factors indicating the existence of the relationship between the age
of tourists and the features of tourist activity, the χ2 independence test was used. Travel conditions of children were compared with people aged 25-44. The tables show the
number and total size of the variable categories whose correlation was investigated.
The last rows of the tables contain information about the values of statistics χ2, the
number of degrees of freedom (df ) and the critical level of significance (p).
The first of the analyzed factors was the nature of planned vacation trips (table 1).
The calculated value of the chi-square statistics (91.9) is greater than the critical value
read from the tables (24.32), so the hypothesis H0 was rejected in favor of the alternative, concluding that age affects the nature of the planned trips. The nature of trips
planned to children is different from their parents. Although the largest number of
people, both children (70%) and adults (76%), choose to stay on holiday, the ways
of relaxation are different. Children often go to summer camps, green schools and
excursions where they are not accompanied by parents.
Tab. 1. Nature of planned vacation trips in 2013
Nature of planned trips

Tourists’ age
7-14 years

25-44 years

Holiday stay

935

5847

Treatment

1

31

Tours

78

654

Sport, hobby

60

185

Gaining skills, training

23

38

Meeting family, friends

218

839

Going to the own piece of land

3

38

Other

12

54

In total

1330

7686,3

Chi-square test = 91,9
df = 7
Source: own research based on: Central Statistical Office (2014).

p < 0,001

Studies on the relationship between the number of trips of children and parents
gave similar results (Table 2). The calculated value of the chi-square statistic (31.9)
is greater than the critical value read from the tables (18.4), therefore the hypothesis
H0 was rejected again. Over 90% of children travel up to 5 times a year, among
adults this ratio exceeds 80%. Over 10% of adults go 6-10 times a year, and almost
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2% more than 20 times. These are often business trips, without children. Almost
50% of children leave only once a year, unfortunately often without parents (camp,
summer camps).
Tab. 2. Participants in short domestic trips according to the number of trips in 2013
Number of trips

Age of tourists
7-14 years

25-44 years

1, 0

310

1158

2-5

277

1277

6-10

32

299

11-20

19

86

Over 20

2

50

In total

640

2870

Chi-square test = 31.9
df = 4
Source: own research based on: Central Statistical Office (2014).

p < 0,001

A comparative analysis of the accommodation base and the age of tourists indicates that, similarly to the above cases, there is a relationship between the surveyed
groups of people and the accommodation base (Table 3). The calculated value of
the chi-square statistic (214.1) is greater than the critical value read from the tables
(31.26), therefore the hypothesis H0 was rejected. Most adults (64%) choose to
stay at the family, but among children this percentage falls to 61%. The remaining accommodation facilities in the case of short-term domestic travels are not very
popular; children rank second with private accommodation (12%) and parents with
hotels (14%). Therefore, besides trips to the family, parents usually do not travel with
children. Camps or summer camps are usually organized in lower category accommodation facilities than hotels, which confirms that parents do not spend time with
their children during trips.
Tab. 3. Short-time domestic trips according to the type of accommodation in 2013
Accommodation

Age of tourists
7-14 years

25-44 years

Hotel, motel

109

1047

Travel lodge, hostel

70

139

Holiday-relaxation centre

69

131

Private rooms

160

724

Agrotourism accommodation

37

163

Campsite, tent site

12

121

Tourist house, bungalow

15

73
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Sanatorium

0

2

Means of transportation (e.g. ship, train, car, coach)

0

26

Other accommodation venues

2

22

Staying at the family

817

4907

Own holiday house

0

271

Other non-rented accommodation (including own tent,
sailboat, open-air accommodation)

39

68

In total

1330

7694

Chi-square test = 214.1
df = 11
Source: own research based on: Central Statistical Office (2014).

p < 0,001

The calculated value of chi-square statistic (41.8) in the case of comparison of
the months in which the trip took place, with the age of tourists is greater than the
critical value read from the tables (31.26), so the hypothesis H0 (table 4) was rejected
again. Over 10% of adults travel from April to September, as well as young people,
and the accumulation takes place in the summer months.
Tab. 4. Short-time domestic trips according to months 2013
Months in which the trip took place

Age of tourists
7-14 years

25-44 years

I

58

291

II

68

404

III

41

388

IV

68

467

V

168

953

VI

169

865

VII

246

1331

VIII

225

1127

IX

103

520

X

84

430

XI

30

281

XII

69

636

In total

1329

7693

Chi-square test = 41.8
df = 11
Source: own research based on: Central Statistical Office (2014).

p < 0.001

It was found that the relationship between the age of tourists and the distance
of a holiday destination from the place of permanent residence is also statistically
significant (Table 5). The value of the chi-square statistic (81.8) is greater than the
critical value read from the tables (20.51), therefore the hypothesis H0 was rejected.
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Most children travel to 50 km (27%), while the majority of adults travel 50-100 km
(28%). A significant dominance of adults was visible on trips to the distance of 101-200 km – here 26 % of adults left, and 19% of children. In this case, it can also be
stated that children did not travel with their parents. School trips or camping trips
usually take place only a short distance from the school, which is indicated by the
largest share of children traveling to 50 km.
Tab. 5. Short-time domestic trips according to the distance of a holiday destination
from the place of permanent residence in 2013
Distance from the place of permanent residence

Age of tourists
7-14 years

25-44 years

Up to 50

355

1316

51-100

346

2147

101-200

255

2008

201-300

170

1031

301-500

148

908

501-–700

44

223

701-1000

7

46

Over 1000

4

23

Total

1329

7702

Chi-square test = 81.8
df = 7
Source: own research based on: Central Statistical Office (2014).

p < 0.001

Comparison of tourists in different age ranges and forms of travel has shown that
this relationship is statistically significant (Table 6). The value of the chi-square statistic (273.2) is greater than the critical value read from the tables (22.45), therefore
the hypothesis H0 was rejected. Almost 70% of adults and children choose weekend
stays, however, among the majority of children there are mostly excursions (12%),
and there are no trips to courses or trainings. This confirms the frequent business
nature of trips.
Tab. 6. Short-time domestic travels according to the form of travel in 2013
Forms of travel

Age of tourists
7-14 years

25-44 years

Weekend stays

912

5340

Camping trip, rally

17

77

Excursion, tours

157

254

Pilgrimage

11

15

Course, training

0

331
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5

146

Other

226

1539

Total

1329

7702

Trip to own piece of land

Chi-square test = 273.2
df = 6
Source: own research based on: Central Statistical Office (2014).

p < 0.001

Summing up the tourist behaviour of children against the background of their
parents’ behaviour, it should be pointed out that school trips played a more important role, with the co-existence of extracurricular trips with parents. The nature and
number of planned trips, months of traveling, the distance of a destination from the
place of permanent residence or the form of travel were determined by economic,
institutional and educational determinants. The nature of the children’s group of
tourist consumer services results from changes in the lifestyle in the 21st century,
preference for leisure, greater time opportunities and simultaneous small economic
constraints. Thanks to the awareness of these factors, it is possible to better plan
tourist offers to shape appropriate tourist attitudes of children and adults, which are
particularly important for the development of relations between these groups.

CONCLUSIONS
Pedagogy of tourism offers great opportunities to prevent the negative impact of the
21st century achievements on children. Such activities should be adapted to contemporary children and depart from the traditional provision of knowledge about the
harmfulness of behaviors, but rather rely on active training of skills, which may be
tourism. Because pedagogy of tourism combines the elements of various educational
methods, it is an extremely attractive prophylactic proposition.
The research presented in all the analyzed cases indicates that parents do not participate too often in tourist trips with their children. The possibilities of integration
between parents and children during trips are not fully used. Children in camps
or colonies can use electronic devices and spend time using them. In this way, the
impact of the home environment on the child is still missing, family ties remain
disturbed, and parents are not the authorities for their children. The virtual world
replaces the real world, creating an environment that is unfavorable for the development of proper family ties.
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PEDAGOGY OF TOURISM AS AN OPPORTUNITY
TO AVOID THREATS LURKING FOR CHILDREN
IN THE 21ST CENTURY

Keywords: the modern society of children and young people, tourism of children and young
people, free time of children and young people
Abstract: The aim of the paper is to show forms of tourist activities of the school youth
in the context of traveling with parents as an alternative to filling their free time with new
technologies. Tourist activity of children in the 21st century was indicated, in the era of the
virtual world, the family crisis and the intensification of social pathologies. Modern society
pays great attention to new technologies, and school-age children are conversing through
communicators, instead of having a direct conversation. A great role in encouraging children
and young people to make contacts can be played by tourism, which focuses on communing
with nature and cultural heritage as well as learning about new places and cultures.
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PEDAGOGIKA TURYSTYKI SZANSĄ NA UNIKNIĘCIE
ZAGROŻEŃ CZYHAJĄCYCH NA DZIECI W XXI WIEKU

Słowa kluczowe: nowoczesne społeczeństwo dzieci i młodzieży, turystyka dzieci i młodzieży,
czas wolny dzieci i młodzieży
Streszczenie: Celem artykułu jest ukazanie form aktywności turystycznej młodzieży szkolnej
w kontekście podróży z rodzicami jako alternatywy dla zapełniania czasu wolnego nowymi technologiami. Wskazano aktywność turystyczną dzieci w XXI w. w dobie świata wirtualnego, kryzysu rodziny i nasilenia się patologii społecznych. Nowoczesne społeczeństwo
przykłada dużą uwagę do nowych technologii, a dzieci w wieku szkolnym, zamiast prowadzić bezpośrednią rozmowę, konwersują przez komunikatory. Dużą rolę w zachęcaniu dzieci
i młodzieży do kontaktów może odegrać turystyka, która koncentruje się na obcowaniu
z naturą i dziedzictwem kulturowym oraz poznawaniu nowych miejsc i kultur.
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