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Editorial: Towards Inclusive Education

We present you a new issue of Horizons of Education dedicated to the idea of inclusive
education. Since the modern school is made up of students with diverse abilities and
needs, thus, the heterogeneous class teams pose a challenge for educators, conduct-
ing discussions around this topic that seems nowadays to be extremely important. As
Zenon Gajdzica and Edyta Widawska point out in the article, included in this issue, that,
although inclusive education is declaratively a priority for educational policies, in prac-
tice, its complexity, fears or even resistance of school environments, not always the suf-
ficient institution and /or teacher preparation, as well as other factors of various nature,
constitute significant obstacles for its implementation.

When preparing this issue, we wanted to look at both the challenges related to the
inclusive education and the solutions, which are either implemented in practical domain
or oriented towards raising their higher quality.

The authors of the articles presented in this issue focus carefully on individual sub-
jects involved in the educational process. They, therefore, show the experiences of
teachers, recognizing their key role in ensuring high-quality education for all education-
al subjects; they indicate the tasks of other specialists accompanying this process and
finally give a voice to persons that are at the center of inclusive actions. The authors of
the texts also indicate directions and trends in the area of practical activities for high-
quality inclusive education. Thanks to the authors of articles, collected in this issue, we
also have the opportunity to seek inspiration from various cultural contexts and reflect
on the legal and cultural conditions and the specific challenges of inclusivity.

We invite you to read the articles included in this issue, hoping that it will enrich ex-
perience and encourage you to undertake new discussions and practical actions.

Tamara Cierpiatowska
Irmina Rostek
Theme issue editors
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Edytorial: W kierunku edukacji inkluzyjnej

Oddajemy w Panstwa rece nowy numer ,Horyzontow Wychowania”, poswiecony idei
edukac;ji inkluzyjnej. Poniewaz wspoétczesng szkote tworzg uczniowie o bardzo zroz-
nicowanych mozliwosciach i potrzebach, a heterogeniczne zespoty klasowe stanowig
wyzwanie dla pedagogéw, prowadzenie dyskusji wokét tego tematu wydaje sie obecnie
niezwykle istotne. Jak stusznie wskazujg Zenon Gajdzica i Edyta Widawska w artykule
znajdujgcym sie w tym numerze, chociaz deklaratywnie edukacja witgczajgca jest prio-
rytetem polityk edukacyjnych, w praktyce jej ztozono$¢, obawy czy nawet opor Srodo-
wisk szkolnych, nie zawsze wystarczajgce przygotowanie placéwek czy/i nauczycieli,
a takze inne czynniki o rozmaitym charakterze stanowig istotne przeszkody w jej reali-
zacji. Przygotowujagc ten numer, pragneliSmy przyjrze¢ sie zarébwno wyzwaniom zwig-
zanym z edukacjg inkluzyjna, jak i rozwigzaniom, ktére wypracowywane sg w celu za-
pewnienia jej wysokiej jakosci.

Autorzy artykutéw znajdujgcych sie w numerze skupiajg sie z uwaznoscig na po-
szczegolnych podmiotach zaangazowanych w proces edukacyjny. Pokazujg wiec do-
Swiadczenia nauczycieli, doceniajgc kluczowa role, jakg majg oni do odegrania w za-
pewnieniu wszystkim edukacji wysokiej jako$ci; wskazujg zadania innych specjalistow
towarzyszacych w tym procesie i wreszcie oddajg gtos podmiotom, ktére znajdujg sie
w centrum oddziatywan wigczajgcych. Autorzy tekstéw wskazujg ponadto kierunki i ten-
dencje w obszarze praktycznych dziatah na rzecz wysokiej jakosci edukacji wigczajace;.
Dzigki zebranym w tym numerze artykutom mamy réwniez mozliwo$¢ poszukiwania in-
spiracji ptynacych z réznych kontekstow kulturowych oraz podijecia refleksji zwigzane;j
z prawnymi uwarunkowaniami oraz specyfikg wyzwan inkluzyjnosci.

Zapraszamy do lektury tekstéw znajdujgcych sie w tym numerze, liczac na to, ze
bedzie ona wzbogacajgca i sktaniajgca do podejmowania nowych dyskusiji i praktycz-
nych dziatan.

Tamara Cierpiatowska
Irmina Rostek
Redaktorki tematyczne numeru
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Orzekanie o potrzebie ksztatcenia specjalnego —
element (nie)zbedny w edukacji wigczajacej
Determining the Need for Special Education —

an (Un)necessary Element in Inclusive Education

RESEARCH OBJECTIVE: Showing the positive and negative aspects of determining the need
for special education in the context of inclusive education.

THE RESEARCH PROBLEM AND METHODS: Research questions: How has the system of de-
termining the need for special education changed over time? What support functions and what
risk factors can be associated with determining the need for special education? Does the current
system of assessing the need for special education meet the assumptions of inclusion? The method
of analysis of scientific literature and educational law provisions was used, as well as the selection
and reconstruction of content.

THE PROCESS OF ARGUMENTATION: The argument begins with an introduction showing
the changes taking place in determining the need for special education. Next, the functions and
risk factors of this process and the trends of changes reported by entities involved in the course
of education were discussed. The final part includes questions that open up space for reflection.

RESEARCH RESULTS: Showing the complexity and ambiguity of the process of determining
the need for special education and the discrepancy between this process and the assumptions
of inclusive education.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: The an-
alyzes imply consideration of necessary changes to reduce the perceived dissonance between the
process of determining the need for special education and the idea of inclusion, which is the foun-
dation of the “Education for All” model. However, it is important that the proposed changes take

Sugerowane cytowanie: Parys, K., & Olszewski, S. (2024). Orzekanie o po-
trzebie ksztalcenia specjalnego — element (nie)zbedny w edukacji wigczajace;.
Horyzonty Wychowania, 23(68), 11-21. https://doi.org/10.35765/hw.2024.2368.03
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into account the transformations taking place in the educational process and do not lose the per-
spective of the individual needs of the student.

— KEYWORDS: DETERMINING THE NEED FOR SPECIAL EDUCATION, INCLUSIVE
EDUCATION, SPECIAL EDUCATION, ICF, EDUCATIONAL DISABILITY

STRESZCZENIE

CEL NAUKOWY: Ukazanie pozytywnych i negatywnych aspektéw orzekania o potrzebie ksztat-
cenia specjalnego w kontekscie zatozen edukacji wigczajacej.

PROBLEM | METODY BADAWCZE: Pytania badawcze: Jak w miare uptywu czasu zmieniat
sie system orzekania o potrzebie ksztatcenia specjalnego? Jakie funkcje wspierajace i jakie czyn-
niki ryzyka mozna wigza¢ z orzekaniem o potrzebie ksztatcenia specjalnego? Czy obowigzujacy
system orzekania o potrzebie ksztatcenia specjalnego odpowiada zatozeniom edukacji wigczaja-
cej? Zastosowano metode analizy literatury naukowej oraz przepiséw prawa oswiatowego, a takze
selekcje i rekonstrukcje tresci.

PROCES WYWODU: Wywod otwiera wprowadzenie ukazujgce zmiany zachodzgce w orzekaniu
o potrzebie ksztatcenia specjalnego. W dalszej kolejnosci omoéwiono funkcje i czynniki ryzyka tego
procesu oraz tendencje zmian zgtaszanych przez zaangazowane w przebieg edukacji podmioty.
W czesci koncowej uwzgledniono pytania otwierajace przestrzen do refleksji.

WYNIKI ANALIZY NAUKOWEJ: Ukazanie ztozonosci i niejednoznacznosci procesu orzekania
0 potrzebie ksztatcenia specjalnego oraz rozbiezno$¢ miedzy tym procesem a zatozeniami edu-
kacji wigczajacej.

WNIOSKI, REKOMENDACJE | APLIKACJE ZNACZENIE WPLYWU BADAN: Analizy implikujg
rozwazania nad koniecznymi zmianami pozwalajgcymi zmniejszy¢ dostrzegany dysonans miedzy
procesem orzekania o potrzebie ksztatcenia specjalnego oraz ideg inkluzji, stanowigcg fundament
modelu ,Edukacja dla wszystkich”. Istotne jednak jest, by proponowane zmiany uwzgledniaty prze-
obrazenia zachodzace w procesie edukacji i nie gubity perspektywy indywidualnych potrzeb ucznia.

— SLOWA KLUCZOWE: ORZEKANIE O POTRZEBIE KSZTALCENIA SPECJALNEGO,
EDUKACJA WLACZAJACA, KSZTALCENIE SPECJALNE, ICF,
NIEPELNOSPRAWNOSC EDUKACYJNA

Wstep
Orzekanie o potrzebie ksztatcenia specjalnego (PKS) jest istotnym elementem pol-

skiego systemu edukacji, ktéry reguluje proces ksztatcenia uczniéw niepetnospraw-
nych, niedostosowanych spotecznie oraz zagrozonych niedostosowaniem spotecznym

1 2 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 11-21



Orzekanie o potrzebie ksztafcenia specjalnego — element (nie)zbedny w edukacji witgczajgcej

(Rozporzadzenie Ministra Edukaciji..., 2017b). System kwalifikowania do ksztatcenia spe-
cjalnego na podstawie odpowiedniego orzeczenia ma diuga tradycje. Pierwsze regulacje
prawne w tym zakresie pojawity sie w roku 1936 (Rozporzgdzenie Ministra Wyznan...,
1936). Pierwotnie dziatania orzecznicze byly stosowane jako czynnik legitymizujacy se-
lekcje i kwalifikowanie do placéwek szkolnictwa specjalnego bedacych przez dtugi czas
jedynym miejscem realizacji ksztatcenia specjalnego.

Wraz z upowszechnianiem sie nowych idei (normalizacja, integracja, inkluzja), to-
warzyszgcymi im zmianami systemu edukacji — poszerzaniem oferty edukacyjnej dla
ucznioéw niepetnosprawnych, niedostosowanych spotecznie, zagrozonych niedostosowa-
niem spotecznym, umozliwieniem im edukacji w roznych rodzajach szkét i przedszkoli,
takze w integracyjnych oraz ogélnodostepnych, nastepowaty zmiany w systemie orze-
kania o PKS. Dotyczyly one':

» ograniczenia decyzyjnosci placowki edukacyjnej — przekazania decyzyjnosci ro-
dzicom w zakresie sktadania do publicznej poradni psychologiczno-pedagogicz-
nej (PPP) wniosku o wydanie orzeczenia, mozliwosci odwofania sie, decydowania
o udostepnieniu orzeczenia w placéwce edukacyjnej;

» rozszerzenia oferty placowek realizujgcych ksztatcenie specjalne — umozliwienia
podejmowania tego rodzaju ksztatcenia takze w placéwkach niesegregacyjnych —
integracyjnych i ogélnodostepnych;

» przeksztatcenia nazw podmiotu odpowiedzialnego za proces orzekania. Obecne
PPP funkcjonujg od 1993 r. Wczesniej ich funkcje petnity poradnie wychowawczo-
-zawodowe, powotane do dziatania w 1964 r., by taczy¢ odrebne do tego czasu
nurty poradnictwa: zawodowy, selekcyjny i wychowawczy;

» wprowadzania modyfikacji dotyczgcych skfadu zespotu orzekajgcego, jednak
zawsze byt to zesp6t interdyscyplinarny (por. Instrukcja..., 1975; Rozporzgdzenie
Ministra Edukaciji..., 2017b, § 4);

» przeksztatcania katalogu grup uczniéw uprawnionych do uzyskania orzeczenia.
W efekcie zmian pogladdéw dotyczacych niepetnosprawnosci, ograniczania dziatan
podkreslajgcych odmiennos¢, wprowadzania innych form wsparcia utatwiajgcych
realizacje zadan edukacyjnych nastepowato wytgczanie z katalogu niektérych grup
(np. uczniowie przewlekle chorzy). Z kolei diagnozowanie nowych kategorii niepet-
nosprawnosci (np. autyzm, niepetnosprawnos¢ sprzezona) skutkowato poszerza-
niem listy uczniéw uprawnionych do uzyskania orzeczenia (por. Rozporzgdzenie
Ministra O$wiaty..., 1962, § 1.1; Rozporzadzenie Ministra Edukaciji..., 2017a, § 1);

» stosowanej terminologii. Przyktadowo okreslenie ,dzieci i mtodziez z niepetno-
sprawnoscig ruchowg” zastgpito wczesniej stosowany termin ,,dzieci kalekie”; ,ucz-
niowie niedostosowani spofecznie” — ,dzieci moralnie zaniedbane”; ,dzieci i mfo-
dziez z niepetnosprawnoscia intelektualng w stopniu lekkim, umiarkowanym lub

" Informuja jedynie o generalnych tendencjach, nie sa szczegétowym zapisem wszystkich prze-
obrazen zachodzgcych w systemie orzecznictwa o PKS.
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znacznym” — ,dzieci umystowo uposledzone” (por. Rozporzgdzenie Ministra Edu-
kacji..., 2017a, § 1; Rozporzgdzenie Ministra Oswiaty..., 1962 r., § 1.1);

» modyfikacji czasu obowigzywania orzeczenia. Obecnie nie wydaje si¢ orzeczenia
o0 PKS na czas nieokreslony, lecz na okres ,wychowania przedszkolnego, roku
szkolnego albo etapu edukacyjnego” (por. np. Rozporzadzenie Ministra Edukacii.. .,
2001, § 7.3; Rozporzadzenie Ministra Edukaciji..., 2017b, § 13.4).

Pojawia sie pytanie, na ile zmiany wprowadzane w orzecznictwie dla celéow eduka-
cyjnych nadazajg za zmianami zachodzgcymi w systemie edukacji. Czy proces orzeka-
nia o PKS, skutkujgcy uzyskaniem orzeczenia — etykiety, nie koliduje z wdrazang ideg
inkluzji, celami edukacji wigczajgcej, modelem ,szkoty dla wszystkich”? Wszak inkluzja
sprzeciwia sie naznaczaniu, ktore jest konsekwencjg orzekania o PKS.

Przedstawione pytania skfaniajg do refleksji nad orzekaniem o PKS, jego zasad-
noscig i miejscem w edukac;ji wigczajgcej, prowadzg do podjecia namystu nad atutami
i niedoskonatosciami tego utrwalonego w polskim systemie edukacji rozwigzania.

Funkcje orzekania o potrzebie ksztatcenia specjalnego i czynniki
ryzyka z nim zwigzane

Pomimo zmian, jakim podlegat system orzekania umozliwiajgcy kwalifikowanie uczniéw
do ksztatcenia specjalnego, zasadniczy jego cel, a takze zatozenia pozostaty niezmien-
ne. Celem byto i jest udzielanie wsparcia, wychodzenie naprzeciw potrzebom uczniéw,
ktérzy tego wymagaja, eliminowanie zjawiska ,niepetnosprawnosci edukacyjnej’2. Ety-
kieta, ktérg niewatpliwie jest orzeczenie o PKS, wyrdznia, jest bodzcem generujgcym
okreslone oczekiwania (Stobart, 2000, s. 56), w efekcie ktérych mogg ujawnia¢ sie
szanse rozwojowe dla os6b w ten sposéb oznaczonych.

Orzekanie o PKS nie wspiera jedynie ucznia, stanowi réwniez forme pomocy dla na-
uczycieli i specjalistow, a takze rodzicéw/opiekundw prawnych. Mozna zatem stwierdzi¢,
ze nadrzedng funkcjg orzekania o PKS jest funkcja wspierajgca. Dziataniom wspieraja-
cym podporzgdkowany jest szereg innych, wzajemnie uzupetniajgcych sie i przenikajg-
cych funkcji: sprawcza, informatywna, motywacyjna, ergonomizacyjna i ochronna.

Posiadanie orzeczenia o PKS utatwia uzyskanie wsparcia, a w przypadku niekto-
rych jego rodzajow jest wrecz niezbedne. Bez wyréznienia tego rodzaju niemozliwe jest
w obecnie funkcjonujgcym systemie edukacyjnym organizowanie i realizowanie okres-
lonych dziatarh o charakterze pomocowym. Mozna wigc stwierdzi¢, ze z posiadaniem
etykiety — orzeczenia o PKS — wigzg sie przywileje: prawo do korzystania z rozwigzan
zarezerwowanych dla wybranej grupy, np. mozliwos¢ wydtuzenia etapu edukacyjne-
go, realizacja zaje¢ rewalidacyjnych, praca na podstawie indywidualnego programu

2 Diugotrwata, nasilona, rozlegta rozbiezno$¢ miedzy wymaganiami szkoty a mozliwo$ciami
sprostania tym wymaganiom przez ucznia bez specjalnej pedagogicznej pomocy (Bleidick, za:
Szumski, 2009, s. 113).
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edukacyjno-terapeutycznego (IPET) skonstruowanego na bazie wielospecjalistycznej
oceny poziomu funkcjonowania ucznia. Wskazania zawarte w orzeczeniu stanowig tez
podstawe do ubiegania sie przez placowke o wyzszg subwencje oswiatowg, wystepowa-
nia do organu prowadzacego o dofinansowanie. Co istotne, przepisy ustawy (Ustawa...,
2017, art. 68.1, p. 10) nakfadajg na dyrektora szkoty obowigzek realizacji zalecen wy-
nikajgcych z orzeczenia o PKS. Przywotane przyktady wskazujg, ze orzekanie o PKS
petni funkcje sprawczg.

Funkcja informatywna orzeczenia o PKS wigze sie z faktem, ze informacje, jakie
uwzglednia ten dokument, wskazujg przyczyny ewentualnych trudnosci doswiadcza-
nych przez dang osobe oraz konieczne do podjecia dziatania, orzeczenie stanowi pod-
stawe zaplanowania pracy z uczniem, tworzenia IPET-u. Ponadto informacja na temat
powodu wydania orzeczenia moze przesuwac¢ odpowiedzialno$¢ za pojawienie sie trud-
nosci z osoby na wskazang niepetnosprawnos$c¢, niedostosowanie spoteczne lub zagro-
zenie niedostosowaniem spotecznym.

Etykieta — orzeczenie o PKS — prowokuje zainteresowanie naznaczang osoba,
moze mobilizowa¢ do zwiekszonego wysitku, a zarazem zobowigzuje do podjecia dzia-
fan, wymusza okreslong aktywno$¢ oséb zaangazowanych w proces edukaciji (funkcja
motywacyjna).

Istnienie orzeczenia o PKS stwarza szanse na ergonomizacje dziatan (funkcja ergo-
nomizacyjna), sugerujgc podejmowanie okreslonych rozwigzan dydaktycznych, ukierun-
kowujac dziatania, niekiedy wrecz zwalniajgc nauczycieli z koniecznosci prowadzenia
samodzielnych poszukiwan. Ponadto z perspektywy wtadz oswiatowych istnienie orze-
czen o PKS pozwala na szacowanie naktadow finansowych zwigzanych ze zwiekszo-
na subwencjg oswiatowa. Funkcjonowanie etykiety ,wprowadza wiekszg przejrzystosé
systemu i utatwia ocene jego efektywnosci, a wreszcie [...] utatwia prowadzenie badan
naukowych z zakresu pedagogiki specjalnej” (Firkowska-Mankiewicz i Szumski, 2008,
s. 335).

Orzekanie o PKS ma tez funkcje ochronng. Orzeczenie ,upomina sie” o osobe za
pomocg tego dokumentu wyrézniona. Eksponuje te osobe, zwraca na nig uwage. Uzy-
skanie orzeczenia stanowi szanse na rozwigzanie problemu, czyni bardziej realnym
mozliwos$¢ doswiadczenia sukcesu, chroni przed porazkg. Obecnos¢ orzeczeh moze
by¢ takze traktowana jako zabezpieczenie systemu szkolnego przed rozbudowywaniem
ksztatcenia specjalnego do nieracjonalnych rozmiaréw, a takze przed woluntaryzmem
nauczycieli w zakresie organizacji dziatan, wyboru zatozeh programowych, form i metod
pracy z uczniami podlegajgcymi ksztatceniu specjalnemu (Firkowska-Mankiewicz i Szum-
ski, 2008, s. 335).

Orzekanie o PKS stanowi nie tylko szanse nazwania problemu, znalezienia jego przy-
czyn i zaplanowania odpowiednich dziatan, moze takze by¢ czynnikiem ryzyka. Z faktem
uzyskania orzeczenia tgczy sie niebezpieczenstwo zdominowania odbioru danego ucznia
przez pryzmat etykiety, jakg zostat naznaczony. W efekcie tego podejmowane sg nieade-
kwatne, niedostosowane do mozliwosci i potrzeb danej osoby, a przez to nieskuteczne
dziatania, takie jak nadmierna koncentracja na problemie czy tez niezasadne obnizanie
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wymagan, wigzace sie z narzucaniem granic rozwojowych, a w konsekwencji hamowa-
niem rozwoju (por. Sadownik, 2011). Z uwagi na sposéb traktowania orzeczenia przez
jego uzytkownikow i ryzyko, jakie ze sobg niesie, dokument ten moze przyjmowac role
surogatu procesu poznawania ucznia, alibi lub trucizny.

Traktowanie orzeczenia o PKS jako surogatu procesu poznawania ucznia jest row-
noznaczne z ostabianiem przekonania o koniecznosci poznawania cztowieka, zanie-
chaniem weryfikowania zawartych w orzeczeniu informac;ji. Fakt, ze orzeczenie stanowi
wynik dziatah zespotu specjalistow odwotujgcych sie do znormalizowanych procedur,
moze narzucac¢ sposob widzenia danej osoby, nadmiernie ukierunkowujgc codzienne
postepowanie diagnostyczne nauczycieli lub tez przyczyniaé¢ sie do jego pozorowania.
Zatem orzeczenie o PKS moze zastepowac codzienna, realizowang w naturalnych wa-
runkach, ukierunkowang na rozwdj diagnoze mozliwosci edukacyjnych i potrzeb wspar-
cia. A przeciez diagnoza realizowana w PPP jest takze obarczona ryzykiem popetnienia
btedow, ktére mogg mie¢ swoje zrédta chociazby w zbyt krétkim kontakcie z diagnozowa-
nym uczniem czy by¢ zwigzane z faktem prowadzenia dziatan opartych na zewnetrznej
(wykonywanej poza szkotg) diagnozie, a zatem w obcym dla ucznia $rodowisku przez
nieznane mu osoby.

Orzeczenie o PKS odgrywa role alibi, gdy jego obecnos$¢ jest wykorzystywana jako
usprawiedliwienie braku efektow dziatan dydaktyczno-wychowawczych, wynikajgcego
z zaniedban lub stosowania nietrafnych rozwigzan. To wiasnie na niepetnosprawnosc¢
czy niedostosowanie spoteczne moze by¢ przerzucana odpowiedzialnos¢ za niepowo-
dzenia edukacyjne. Poszczegodlne wydarzenia w karierach szkolnych uczniéw mogg by¢
traktowane jako efekt $cisle powigzany ze wskazang w orzeczeniu niepetnosprawnoscig
(Sadownik, 2011, s. 155).

Orzeczenie o PKS moze zadziata¢ jak trucizna wowczas, gdy Swiadomos$¢ jego po-
siadania, bycia naznaczonym tg etykietg pogtebia, niekiedy wrecz tworzy przekonanie
o odmiennosci, 0 mniejszych mozliwosciach. Wyzwalajgc i wzmacniajgc poczucie ni-
skiej wartosci, w konsekwencji moze prowadzi¢ do biernosci lub zaburzen w zachowa-
niu, uruchamia¢ lub wzmacnia¢ zjawisko wyuczonej bezradnosci czy tez postawy rosz-
czeniowej. Postawa ta moze dotyczy¢ nie tylko uczniéw posiadajgcych orzeczenie, ale
réwniez ich opiekundw. Skutkiem przypisania danej osobie etykiety moze by¢ takze
podejmowanie przez otoczenie dziatan segregacyjnych, prowadzgcych do wykluczenia
Z grupy rowiesniczej.

Propozycje zmian dotyczacych orzekania o potrzebie ksztatcenia
specjalnego

Funkcjonujgcy obecnie proces orzekania o PKS budzi watpliwosci réznych podmiotéw:
zespotow eksperckich powotywanych przez resort edukacji (Chrzanowska i Szumski,
2019; MEN, 2020; Dudzinska, 2021, s. 43), organizacji pozarzadowych, np. Kongresu
Osab Niepetnosprawnych (Konwencja, b.d.), jednostek badawczych, np. Instytutu Badan
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Edukacyjnych (Sochanska-Kawiecka i in., 2015), biura Rzecznika Praw Obywatelskich
(RPO, 2012, 2023). Sygnalizowane watpliwosci dotycza:

1. faktu, ze kryterium niezbednym do orzekania o PKS jest stwierdzenie nie-
petnosprawnosci, niedostosowania spotecznego lub zagrozenia niedosto-
sowaniem spotecznym, co generuje ryzyko oparcia orzekania na diagnozie
przyporzadkowujacej,

2. nierealizowania diagnozy bedacej podstawg orzekania o PKS w warunkach
naturalnych dla ucznia,

3. braku jednolitego systemu orzecznictwa, jego niespojnosci, zréznicowania i zto-
zonosci (Sochanska-Kawiecka i in., 2015) — réwnolegtego funkcjonowania od-
rebnych systeméw orzeczniczych.

Podmioty podnoszace temat orzekania o PKS nie ograniczajg si¢ do sygnalizowania
niedoskonatosci tego procesu, ale rowniez przedstawiajg rozwigzania, ktére mogg mini-
malizowac zgtaszane nieprawidtowosci. Sugerujg ujednolicenie i uproszczenie (poprzez
zmniejszenie liczby podmiotéw orzekajgcych) systemu orzecznictwa. Ujednolicenie sy-
stemu, wyposazenie zespotdw orzekajgcych roznego typu w spdjne standardy orzecz-
nicze moze zapobiec koniecznosci posiadania odrebnych orzeczen wydawanych dla
réznych celéw (na potrzeby socjalne, rynku pracy, edukacji) czy ujawnianiu sie sprzecz-
nosci w uzyskiwanych orzeczeniach (Sochanska-Kawiecka i in., 2015, s. 14, 66, 90;
Klaro-Celej, 2012, s. 47-48; RPO, 2012, s. 9).

Wspodlnym elementem podnoszonych propozycji jest podkreslanie koniecznosci
uwydatnienia roli diagnozy funkcjonalnej, opartej na Miedzynarodowej Klasyfikacji
Funkcjonowania, Niepetnosprawnosci i Zdrowia — ICF (Swiatowa Organizacja Zdrowia,
2009) — kosztem ograniczenia znaczenia diagnozy przyporzgdkowujgcej. Z orzecznic-
twem funkcjonalnym wigze sie nadzieje dotyczgce zmian w sposobie definiowania, opi-
sywania niepetnosprawnosci i postrzegania osob z niepetnosprawnoscig (Sochanska-
-Kawiecka iin., 2015, s. 149-150, 153) nie poprzez pryzmat etykiety niepetnosprawnosci,
lecz bioragc pod uwage ich funkcjonowanie w okreslonym srodowisku. Jest to zasadne,
gdyz rodzaj i stopien niepetnosprawnosci nie determinujg poziomu funkcjonowania,
a zarazem zapotrzebowania na wsparcie. Niezbedna zatem jest wieksza indywidua-
lizacja orzeczen: ocena rzeczywistych zasobow danej osoby, jej potrzeb (Sochanska-
-Kawiecka iin., 2015, s. 97) i mozliwosci zaspokojenia tych potrzeb w danym srodowisku.
Realizacja wskazanych zatozeh pozwala personalizowaé wsparcie udzielane uczniom,
czyni¢ je bardziej adekwatnym, a wiec skutecznym. Logiczne zatem jest, ze przydat-
nym narzedziem do sporzgdzenia diagnozy funkcjonalnej celem orzekania o PKS moze
okaza¢ sie ICF, bowiem: ,umozliwia zrozumienie funkcjonowania osoby z uwzglednie-
niem znaczenia kontekstu spotecznego dla jej rozwoju oraz pozwala na uwzglednienie
w ocenie potrzeb zaréwno zasobow osobowych, jak i Srodowiska” (Dudzinska, 2021,
s. 53; Sochanska-Kawiecka i in., 2015, s. 91, 138).

Konsekwencjg przedstawionego stanowiska w kwestii orzekania o PKS jest propo-
zycja rezygnacji z wydawania orzeczen i opinii na rzecz informacji o wynikach diagnozy
funkcjonalnej, okreslenia poziomu potrzebnego wsparcia. Autorzy dokumentu ,Edukacja
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dla wszystkich” (MEIN, 2020, s. 127—129) nie zaktadajg jednak gwattownych zmian w tym
zakresie, sugerujgc stopniowe odchodzenie od orzeczen uprawniajgcych do otrzymania
zwiekszonych $rodkéw finansowych przeznaczonych na zapewnienie ksztatcenia wy-
magajgcego stosowania specjalnej organizacji nauki i metod pracy (wagi odpowiadajg-
ce okreslonej niepetnosprawnosci) na rzecz wynikdw oceny funkcjonalnej, na podsta-
wie ktdrej nastepuje okreslenie wysokosci wag w zaleznosci od niezbednego poziomu
wsparcia (MEIN, 2020, s. 129). Podobne sugestie dotyczgce propozyciji finansowania
ksztatcenia specjalnego poprzez odejscie od finansowania okreslonego rodzaju nie-
petnosprawnosci na rzecz finansowania potrzeb konkretnego ucznia mozna odnalez¢
w propozycjach powotanego w 2017 r. zespotu do spraw opracowania modelu ksztat-
cenia ucznidw ze specjalnymi potrzebami edukacyjnymi dziatajgcego przy MEN (Zien-
tecka, 2019, s. 132).

Rezygnacje z orzeczen/opinii wydawanych przez PPP argumentuje sie, wskazujac,
ze ocena i udzielane wsparcie powinny by¢ prowadzone systematycznie, bowiem sg
one nieodfgczne od realizacji procesu ksztatcenia i wychowania, wspierajg ten proces —
nalezy je zatem realizowa¢ w $rodowisku naturalnym ucznia. Ponadto orzeczenia czy
opinie narzucajg placéwce sposoéb realizacji wsparcia, ograniczajg jej autonomie, mogg
utrudniac elastyczny dobér instrumentow dziatania i efektywne wykorzystanie zasobow,
jakimi placéwka dysponuje.

W miejsce wsparcia przypisanego do rodzaju zaburzen czy niepetnosprawnosci, wy-
magajgcego formalnego potwierdzenia w postaci orzeczenia, opinii, proponuje sie za-
stosowanie ,podejscia wielopoziomowego — od wsparcia uniwersalnego, udzielanego
wszystkim osobom uczgcym sie, po wsparcie edukacyjno-specjalistyczne, ktérego zakres,
formy i czas udzielania odpowiadajg potrzebom konkretnego ucznia w danym srodowi-
sku” (MEIN, 2020, s. 22; Zientecka, 2019, s. 132—-134). Rozwigzanie tego rodzaju jest
rownoznaczne z odchodzeniem od medycznego modelu ujmowania niepetnosprawnosci,
w ktérym warunkiem otrzymania wsparcia jest posiadanie orzeczenia poswiadczajgce-
go i uprawomocniajgcego fakt niepetnosprawnosci (MEIN, 2020, s. 22). W konsekwencji
wprowadzonych zmian wsparcie miatoby bardziej racjonalny, zoptymalizowany charakter.
Ewentualne korzysci dotyczytyby nie tylko bezposrednich biorcow wsparcia, ale takze
z uwagi na likwidacje obcigzen biurokratycznych zwigzanych z przygotowaniem opinii
i orzeczeh objetyby takze pracownikéw poradni. Przedstawiona propozycja uwidacznia
sie rowniez w projekcie ustawy o wsparciu dzieci, uczniéw i rodzin (KPRM, b.d.).

Refleksje koncowe

Z zaprezentowanej analizy wynika, ze sugestie dotyczgce zmian w orzekaniu o PKS
nie sg nowym zjawiskiem. Zgtaszane przez rézne podmioty, pojawiajg sie w przestrzeni
publicznej juz od dluzszego czasu. Zmiany, jakim podlega system edukaciji, sktaniajg do
namystu nad celowoscig i ksztattem systemu orzekania o PKS, prowokujg do poszuki-
wania odpowiedzi na szereg pytan:
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» Czy w obliczu przeobrazen dokonujgcych sie w systemie ksztatcenia orzekanie
o PKS jest potrzebne? Czy dziatania zwigzane z kwalifikowaniem wybranych ucz-
niow do ksztatcenia specjalnego nie przeczg zatozeniom edukacji wtgczajgcej?

» Co i w jaki sposdb winno zosta¢ zmienione, by system orzekania o PKS nie byt
anachroniczny w stosunku do zatozen modelu edukacji dla wszystkich?

* Czy bez orzekania jest mozliwe adekwatne wsparcie uczniéw na kazdym pozio-
mie edukacji?

» Jak pogodzi¢ kwestie ewentualnego braku orzeczen o PKS z koniecznoscig przy-
dzielania zwiekszonej subwencji oswiatowej zapewniajacej mozliwos¢ finansowa-
nia odpowiedniego wsparcia?

» Czy rezygnacja z orzekania o PKS pozwoli unikngé etykietowania uczniow, ktorzy
wymagajg wsparcia?

» Czy brak orzeczen nie spoteguje wystepowania zjawiska niepetnosprawnosci
edukacyjnej?

» Czy rezygnacja z orzeczen o PKS wydawanych przez PPP nie doprowadzi do nad-
miernego obcigzenia nauczycieli?

» Czy mozliwe jest realizowanie dziatan wspierajgcych bez naznaczania?

» Co nie pozwala zrezygnowac¢ z orzekania? Co sktania do zachowania orzeczen
o PKS?

» Czy mozliwe jest unikniecie negatywnych konsekwencji etykietowania w orzekaniu
o PKS? Co zrobi¢, by nie straci¢ atutéw zwigzanych z istnieniem orzeczen, a row-
noczesnie unikng¢ zagrozen, jakie niesie ze sobg etykieta?

» Jaka posta¢ powinny przyja¢ orzeczenia informujgce o potrzebach edukacyjnych
ucznioéw i umozliwiajgce podejmowanie adekwatnego wsparcia?

To tylko czes¢ pytan, jakie prowokuje wspoétczesna rzeczywistos¢ edukacyjna. Ich
liczba i wieloaspektowos¢ wskazuje na ztozono$¢ i niejednoznacznosc¢ dziatan zwigza-
nych z orzekaniem o PKS. Kazde wspieranie wymaga nazwania, naznaczenia, wymaga
zatem etykiety, ktéra wskaze adresata wsparcia. Zamiana orzeczenia o PKS przyktado-
wo na przypisanie do okreslonego poziomu wsparcia to rowniez forma etykietowania.
Mozna prébowacé uciec od etykietowania, rezygnujgc ze wspierania kogokolwiek czy tez
wrecz przeciwnie, czynigc wsparcie zjawiskiem powszechnym, obejmowac nim wszyst-
kich uczniéw, jednak w jakim stopniu rozwigzania te sg mozliwe do realizac;ji?

Poszukiwanie odpowiedzi na zasygnalizowane pytania, refleksja nad nimi, stawianie
kolejnych pytah moze prowokowac do zmiany perspektywy widzenia, dopomoéc w do-
strzeZeniu innych racji, stanowi potencjalny punkt wyjscia do podejmowania racjonal-
nych dziatan, uwzgledniajacych faktyczne potrzeby uczniéw.
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Responsibilities of Special Education Teachers

in Inclusive Education

Zadania pedagoga specjalnego w edukacji wigczajacej —
wybrane zagadnienia

ABSTRACT

RESEARCH OBJECTIVE: The purpose of this study is to look at the responsibilities of special
education teachers within Poland’s mainstream education system, while situating them within
a broader comparative framework — specifically by examining the established role of Special Edu-
cational Needs Coordinators (SENCo) in the British educational context.

THE RESEARCH PROBLEM AND METHODS: The study deals with the issue of identifying the
optimal range of responsibilities for the newly created role of special education teachers in Polish
mainstream schools and preschools. These tasks are designed to meet the diverse needs of all
children and students within these inclusive environments. To investigate this issue, the research
employs a content analysis of relevant legal documents and conducts a comprehensive review of
existing studies on the subject.

THE PROCESS OF ARGUMENTATION: At the heart of this study is a comparative analysis of
the duties of special education teachers in Poland’s mainstream education system, as codified in
legal statutes, and those of their counterparts in the British system, particularly the SENCo role.
Moreover, the study examines the responsibilities envisioned for the role of Inclusive Education
Coordinators as outlined in the Model of Education for All framework.

RESEARCH RESULTS: The findings indicate that the duties assigned to special education teach-
ers in Polish mainstream institutions are significantly broader in scope than those associated with
SENCo in the British system.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH: Given
that the role of special education teachers was only introduced in the previous academic year, there
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remains a significant gap in research on the actual implementation and efficacy of this position. One
of the primary recommendations is to undertake more in-depth studies, with the potential to draw
on the typologies of SENCo roles outlined in this paper to inform future research on the subject.

— KEYWORDS: INCLUSIVE EDUCATION, SPECIAL EDUCATION TEACHER,
SPECIAL EDUCATION TEACHER ROLE IN MAINSTREAM SCHOOLS,
SPECIAL EDUCATIONAL NEEDS COORDINATOR (SENCO),
INCLUSIVE EDUCATION COORDINATOR (KEW)

STRESZCZENIE

CEL NAUKOWY: Celem opracowania jest rozpoznanie zatozonych zadan pedagogoéw specjal-
nych funkcjonujgcych w polskim systemie edukacji ogéinodostepnej i rozpatrzenie ich w szerszym
kontekscie — doswiadczen ukonstytuowanych na funkcjonowaniu koordynatoréw edukacji wigcza-
jacej w brytyjskim systemie edukacyjnym.

PROBLEM | METODY BADAWCZE: Problem badawczy obejmuje zagadnienie optymalnego
dobru zadan dla pedagoga pracujgcego na (nowym w polskim systemie edukacji) stanowisku pe-
dagoga specjalnego w placéwce ogolnodostepnej, formutowanych w aspekcie zréznicowanych po-
trzeb wszystkich dzieci w przedszkolu lub uczniéw w szkole ogdlnodostepnej. W zbieraniu informacji
zostata wykorzystana metoda analizy tresci aktéw prawnych oraz przeglad badan.

PROCES WYWODU: Meritum stanowi poréwnanie zadan pedagogéw zatrudnionych na stanowi-
skach pedagogéw specjalnych w placéwce ogdlnodostepnej zapisanych w akcie prawnym z zada-
niami sformutowanymi dla 0s6b pracujgcych na stanowiskach pokrewnych w brytyjskim systemie
edukacji: Special Educational Needs Coordinator (SENCo) oraz projektowanych w modelu edukac;ji
dla wszystkich: koordynatoréw edukacji wigczajgcej (KEW).

WYNIKI ANALIZY NAUKOWEJ: Zatozone zadania wpisane w przydziat czynnosci stanowiska
pedagoga specjalnego w placéwce ogolnodostepnej sg szersze od zadan projektowanych dla ko-
ordynatoréw specjalnych potrzeb edukacyjnych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Poniewaz
stanowisko pedagoga specjalnego zostato wdrozone w ubiegtym roku szkolnym, brakuje jeszcze
obszernych i rzetelnych doniesien badawczych o jego rzeczywistej roli. Jednag z rekomendac;ji jest
wskazanie potrzeby takich badan z mozliwoscig wykorzystania typologii rol SENCo zaprezento-
wanych w opracowaniu.

— SLOWA KLUCZOWE: EDUKACJA WLACZAJACA, PEDAGOG SPECJALNY,
STANOWISKO PEDAGOGA SPECJALNEGO W SZKOLE
OGOLNODOSTEPNEJ, SPECIAL EDUCATIONAL NEEDS
COORDINATOR (SENCO), KOORDYNATOR EDUKACJI
WLACZAJACEJ (KEW)
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Responsibilities of Special Education Teachers in Inclusive Education

Introduction

While inclusive education — often referred to as “education for all” — is a priority in the
educational policies of many countries, the practical implementation of these policies
does not always match their stated goals. One key reason for this gap is the inherent
complexity of inclusive education itself (Allan, 2007; Gajdzica, 2020). Moreover, politi-
cal trends frequently deprioritize inclusive education, pushing it further down the policy
agenda (Engsig & Johnstone, 2014; Ydesen & Daniels, 2024), and the introduction of in-
clusive practices often encounters resistance within school communities (Guillemot et al.,
2022). As a result, the successful and sustained implementation of inclusive education
in mainstream schooling systems requires continuous institutional support from both
central and local government agencies, community institutions, and all elements of the
educational system (Haug, 2017).

One of many practical approaches to providing this institutional backing is the inte-
gration of special education teachers into mainstream schools. These educators fulfill
a range of roles, and their tasks vary depending on the specific frameworks in place.
However, the duties assigned to them are often a source of debate and controversy (e.g.,
Mackenzie, 2007; Gajdzica, 2011). The purpose of this study is to examine the roles and
responsibilities of special education teachers in Poland’s mainstream education system.
Additionally, this analysis places their roles in a broader context by comparing their ex-
periences with those of inclusion coordinators in the British education system, thereby
offering an international perspective on inclusive education.

The Role of the Special Education Teacher in Mainstream Education

In Poland, much like in many other countries, special education teachers play a cru-
cial role in organizing educational processes, especially for students requiring addition-
al support. These educators often work as co-teachers in both general and inclusive
classrooms, facilitating the learning process for all students, with a focus on those with
special needs (Friend et al., 2010; Fitzell, 2018; Gajdzica, 2013). They also hold po-
sitions as Special Educational Needs Coordinators (SENCo) (Fisher, 2012; Gajdzica,
2022). While the co-teaching aspect of their role falls beyond the scope of this paper,
we center on their responsibilities as SENCos, or broadly speaking, in the area of inclu-
sive education coordination.

In Poland, the position of a Special Educational Needs Coordinator has not yet been
formally recognized by law. However, the role of Inclusive Education Coordinator (koor-
dynator edukacji wigczajgcej, or KEW) has been mentioned in two key documents de-
veloped under the auspices of the Ministry of National Education. An initial reference to
the KEW appeared in a working document titled Supporting the Improvement of Inclu-
sive Education Quality in Poland (MEN, 2020b, p. 18), while more detailed information,
outlining the coordinator’s duties, was included in the project Model of Education for All
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(2020a, pp. 159-160). Additionally, as per the Ministry’s Regulation of July 22, 2022
(Rozporzgdzenie..., 2022), mainstream schools are now required to employ a special
education teacher starting from September of that year. This new mandate brings both
hope and uncertainty regarding the scope and execution of the assigned responsibilities
(Bartu$, 2023; Majewicz & Sikorski, 2024). Given the significance of this role, it is worth-
while to examine the tasks outlined in relevant legal frameworks and compare them to
the duties proposed for SENCos and KEWSs.

Tasks of Special Education Teachers' in the Context
of Responsibilities Designed for Special Educational Needs
Coordinators and Inclusive Education Coordinators

Below, we present a comparison of the tasks assigned to special education teachers,
drawn from the aforementioned regulation, with those proposed for Inclusive Education
Coordinators (KEW) in the Model of Education for All (2020a), as well as for Special
Educational Needs Coordinators (SENCo) planned within the British school system (see
Table 1). The choice to focus on the British model of SENCo is deliberate. While SENCo
roles are present in mainstream schools across various educational systems, the British
context has seen particularly vibrant discussions, supported by extensive research, on
the role, tasks, and competencies of these coordinators. In Polish literature, there has
been limited attention paid to coordinators, with most accounts of their duties based on
British experiences (Zamkowska, 2005; Befza, 2015; Zamkowska, 2016; Adamiak et al.,
2017; Antonik, 2019; Lewandowska-Kidon, 2019; Gajdzica, 2022). This is unsurprising
given the lack of domestic experience in this area.

A preliminary analysis suggests that the roles of special education teachers differ
considerably from those assigned to Special Educational Needs Coordinators (SENCo)
and Inclusive Education Coordinators (KEW). This distinction is not unexpected, as
the position of a special education teacher in a mainstream school or preschool is not
merely a duplication of the concept of a Special Educational Needs Coordinator. Nev-
ertheless, a closer examination of their responsibilities reveals that many tasks are
broadly defined within the framework of special education teachers’ duties. To provide
a structured framework for the ensuing comparative analysis, we will draw upon a met-
aphorical model proposed by Hugh Kearns (2005), which illustrates the various roles of
SENCo. Based on narrative research, Kearns identified four distinct roles for SENCo:
the arbiter, the rescuer, the auditor, and the collaborator (as cited in Mackenzie, 2007,
pp. 214-215).

" To maintain clarity in the discussion, the term “special education teacher” in this article refers
to individuals working in the role of special education teachers within mainstream preschools and
schools. Additionally, when referring to school-based special education teachers, we also include
those working in preschools.
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The most expansive area of responsibility for special education teachers in main-
stream schools is characterized as collaboration with fellow educators, which is further
delineated by four specific points (Rozporzadzenie..., 2022, § 23a). Collaboration with
teachers is central to virtually all of Kearns’ identified roles (2005, pp. 214-215), which
makes it imperative to clarify the particular aspects of this cooperation. The first aspect
involves the recommendations made by the special education teacher to the school
principal regarding actions that promote enhanced participation of students — especial-
ly those with special educational needs — in the school community (Rozporzadzenie...,
2022, § 23a). This stipulation introduces a comprehensive array of tasks related to iden-
tifying physical and social barriers as well as adapting the school environment to accom-
modate the needs and capabilities of all students, particularly those with special educa-
tional needs. This broad scope of tasks encompasses adjustments to physical spaces,
the delivery of information, diagnostic processes, and educational strategies.

The second area of responsibility involves identifying and describing the teaching
materials necessary for the educational process. This task is rooted in the methodologi-
cal expertise of the educator, as well as a deep understanding of the students’ needs
within the institution. Naturally, a list of essential or helpful teaching materials may also
be compiled by classroom teachers, particularly those engaged in co-teaching. In such
cases, the role of the special education teacher transitions to verification and coordina-
tion. Notably, these responsibilities correspond closely with typical functions of a SENCo,
particularly fitting within the role of the arbitrator. In Kearns’ typology, this role primarily
entails monitoring and optimizing resources utilized for special educational needs, as
well as being responsible for personnel development and effective resource manage-
ment (as cited in Mackenzie, 2007, p. 214).

The subsequent two groups of tasks outlined under collaboration with teachers entail
conducting diagnostic assessments and addressing students’ educational and behav-
ioral problems (Rozporzadzenie..., 2022, § 23a). These responsibilities are linked to
working with students directly. In Hugh Kearns’ typology, coordinators who undertake
these tasks are referred to as experts and rescuers. Experts provide support to teachers
in situations requiring specialized knowledge — particularly in special education — while
rescuers engage directly with students, often assisting in challenging circumstances en-
countered by classroom teachers (as cited in Mackenzie, 2007, pp. 214-215).

Another significant duty of special education teachers is collaborating with a team
of educators and specialists to develop and implement individualized educational and
therapeutic programs for students with officially recognized special educational needs
(Rozporzgdzenie..., 2022, § 23a). These responsibilities correlate closely with the role
described by Kearns as the auditor. Within this framework, SENCo assist teachers in
fulfilling their administrative duties, which include creating educational curricula and
managing individual plans for students, particularly those with disabilities (as cited in
Mackenzie, 2007, pp. 214-215).

The final two tasks pertain to the special education teacher’s collaboration with ex-
ternal entities that can support the school, such as the Specialized Center for Supporting
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Inclusive Education and Psychological-Pedagogical Counseling Centers, and identifying
and implementing professional development training for teachers (Rozporzadzenie...,
2022, § 23a). Prominently featured in the typologies of SENCo tasks, these areas of
responsibility, though seemingly distinct, are often interrelated in practice. Organizing
inter-institutional and inter-sectoral collaboration typically involves networking services
and competencies, and participation in support networks requires ongoing professional
development. Involvement in such collaborations often facilitates the acquisition of new
skills (Widawska et al., 2023). In Kearns’ typology, these responsibilities are embodied
in the metaphor of the collaborator, where special education teachers engaged in meet-
ings with educators and students from other schools — aimed at sharing best practices —
are classified as coordinator-collaborators (as cited in Mackenzie, 2007, p. 215).

Final Conclusions

Despite the apparent emphasis in legal provisions on the responsibilities of special ed-
ucation teachers, particularly regarding direct support for students and teachers, many
of their designated tasks involve coordination and organization, which brings their role
closer to that of the Special Educational Needs Coordinator (SENCo). The specified
range of responsibilities for special education teachers is coherent and complementary;
however, it raises questions about the feasibility of these duties.

Athorough comparative analysis reveals that, although there is a focus on providing
direct assistance to students and teachers, as well as conducting diagnostic and thera-
peutic tasks, the responsibilities of special education teachers extend to a wide array
of activities typical of SENCo roles. It is important to note that, at least in theoretical
terms, the duties of SENCo do not include therapeutic and diagnostic responsibilities.
Consequently, the conceptual framework for the roles of special education teachers in
Poland is broader than what is typically associated with SENCo positions in many other
countries. This discrepancy raises concerns about the practicality of the responsibilities
assigned to this group of educators.

This inquiry is especially pertinent given the criticisms of unrealistic expectations sur-
rounding SENCo duties (Farrell, 1998), significant bureaucratic burdens (Frankl, 2005),
their insufficient standing within the school hierarchy in relation to coordinating and
decision-making roles typical of leadership positions (Pearson & Ralph, 2007; Tissot,
2013), and the lack of coherence in the proposed roles (Mackenzie, 2007). The analysis
of these conclusions suggests that the SENCo role is perceived as excessively burden-
some, highly complex, inconsistent, and undervalued within the professional status of
school personnel. Consequently, the Polish model of a special education teacher, which
combines SENCo responsibilities with additional duties, may also be seen as difficult to
implement in practice.

This likelihood is further underscored by preliminary research findings that illus-
trate the actual responsibilities of individuals working as special education teachers in
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mainstream settings, which include emergency interventions (Bartus, 2023; Majewicz
& Sikorski, 2024). These tasks primarily involve covering for teachers, but also extend
to various actions aimed at providing immediate support to both teachers and students.
Such activities often go beyond the mandates established in the regulations that define
the functions of special education teachers in mainstream institutions. Another significant
issue — though not explored in depth due to the limited scope of this study — is the rela-
tionship between the responsibilities of special education teachers and those of school
counselors, psychologists, and other specialists employed in mainstream settings. Ar-
guably, some of these duties may be interchangeable, while others should involve close
collaboration. A broader delineation of the responsibilities of specialists in mainstream
schools could present an opportunity for flexible cooperation, which represents a prom-
ising avenue for future research.
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THE PROCESS OF ARGUMENTATION: Teachers’ attitudes towards educational inclusion are
important factors in determining the success of inclusive education for students with disabilities.
Understanding the factors that shape these attitudes is essential from both theoretical and practi-
cal perspectives.

RESEARCH RESULTS: The analysis revealed that teachers’ attitudes towards educational in-
clusion vary across cultures. German teachers exhibited the least favorable attitudes toward inclu-
sion. Teachers in general education schools demonstrated more pro-inclusion attitudes compared
to those in special education settings. Gender was not found to be a differentiating factor in atti-
tudes toward inclusion.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Includ-
ing students with disabilities is a very difficult and demanding task in modern schools. Successful
implementation requires professional preparation and proper organization of space and time, and
a strong commitment to individualizing each student’s education. As positive teacher attitudes can
enhance the effectiveness of inclusive education, developing such attitudes is vital. Practical inter-
ventions should be based on analyzing and strengthening predictors of pro-inclusion attitudes to
develop the necessary personal resources.

— KEYWORDS: INCLUSIVE EDUCATION, TEACHERS’ ATTITUDES, CULTURAL
CONTEXT, SCHOOL SETTINGS, SPECIAL NEEDS

STRESZCZENIE

CEL NAUKOWY: Celem przedstawionych badan byto uchwycenie réznic miedzykulturowych w za-
kresie postaw wobec inkluzji edukacyjnej prezentowanych przez nauczycieli z Indonezji, Polski,
Niemiec i Stowacji oraz wykazanie najbardziej istotnych predyktoréw umozliwiajgcych ich rozwoj.

PROBLEM | METODY BADAWCZE: Gtéwne pytanie badawcze koncentrowato si¢ wokot réznic
w zakresie trzech aspektow proinkluzyjnych postaw prezentowanych przez nauczycieli pochodzg-
cych z czterech poréwnywanych krajéw, a takze analizy korelatéw i predyktoréw tych postaw. Ba-
dania zostaly zrealizowane w paradygmacie ilosciowym metodg sondazu diagnostycznego z za-
stosowaniem wystandaryzowanych narzedzi pomiarowych (N = 666).

PROCES WYWODU: Postawy nauczycieli wobec inkluzji edukacyjnej sg istotnym czynnikiem
efektywnosci realizacji tej formy ksztatcenia uczniéw niepetnosprawnych. Eksplorowanie czynni-
koéw regulujacych te postawy jest zagadnieniem istotnym zaréwno w kontekscie teoretycznym, jak
i szczegdlnie w praktycznym.

WYNIKI ANALIZY NAUKOWEJ: Jednym z waznych wnioskéw ptyngcych z badania jest to, ze
postawy nauczycieli wobec inkluzji edukacyjnej sg kulturowo zréznicowane. Najmniej przychylne
wobec inkluzji postawy przejawiajg nauczyciele niemieccy. Bardziej proinkluzywne postawy prze-
jawiajg pracownicy szkét masowych w poréwnaniu z nauczycielami szkét specjalnych. Pteé nie jest
czynnikiem réznicujgcym postawy wobec inkluzji.
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WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE BADAN: Inkluzja edukacyjna
uczniéw niepetnosprawnych jest bardzo trudnym i wymagajgcym zadaniem wspétczesnej szkoty,
ktoérego realizacja wymaga profesjonalnego przygotowania personelu oraz wtasciwej organiza-
cji przestrzeni i czasu, a takze duzego zaangazowania w indywidualizacje ksztatcenia kazdego
ucznia. Postawy wobec inkluzji sg czynnikiem, ktéry moze wzmacnia¢ efektywnos¢ ksztatcenia
inkluzywnego. Rozwijanie pozytywnych postaw nauczycieli jest wiec bardzo wazne. Praktyczne
oddziatywania winny bazowaé na analizie predyktoréw prointegracyjnych postaw, aby wzmacnia¢
niezbedne zasoby osobiste.

— SLOWA KLUCZOWE: INKLUZJA EDUKACYJNA, POSTAWY NAUCZYCIELI,
KONTEKST KULTUROWY, TYP SZKOLY, SPECJALNE
POTRZEBY EDUKACYJNE

Introduction

Educational inclusion has become an increasingly universal practice introduced in many
countries worldwide to provide a universal education that meets individual student needs.
This approach ensures that students, regardless of developmental difficulties and disor-
ders, can learn in the least restrictive, local school setting within their community. Each
student that benefits from an inclusive, accessible environment gains agency and the
opportunity to pursue their developmental needs in a school accessible to all through
a tailored curriculum, necessary support, and a friendly social atmosphere.

The philosophical and legal foundations of inclusive education are rooted in person-
alistic philosophical concepts and in universally accepted documents created across
various systemic levels by modern states and international institutions. Key provisions
protecting the dignity of the human person and affirming universal rights to life, educa-
tion, and development — irrespective of ability — were set forth in the twentieth century
in the Universal Declaration of Human Rights, and later, in the Convention on the Rights
of Persons with Disabilities.

The pro-inclusion approach to educating students with disabilities has evolved gradu-
ally in different countries in response to political changes. In Poland, this approach was
initially advocated during the interwar period by Professor Maria Grzegorzewska, and
later, in the post-war era, by Professor Aleksander Hulek, who championed the concept
of a ‘school for all’ long before it gained international recognition. The foundation for the
development of inclusive education in Poland lies in the commitment of the state au-
thorities to ensure the right to education for all students, as enshrined in Article 70 of the
Polish Constitution of 1997 (Konstytucja..., 1997), which states, “Everyone has the right
to education, provided with respect to students’ special needs.” The organization of edu-
cational conditions, as well as upbringing and care for children and youth with disabilities,
social maladjustment, and those at risk of social maladjustment, is currently governed by
the Regulation of the Ministry of Education of 24 July 2017 (Rozporzadzenie..., 2017).
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Educational inclusion in Germany was initiated in 1988; however, it was not until
1990, under the Child and Youth Welfare Act, that individuals with special educational
needs, including disabilities, were allowed to attend either the general or special educa-
tion system (Przybyszewska, 2016). As a federal country, Germany exhibits differences —
particularly in terms of curriculum — among its various Lander. While the central govern-
ment regulates key legal issues related to education, the specifics of inclusive education
can vary based on the legal and political conditions in each state (Kusztal, 2012).

Indonesia ratified the Salamanca Charter in 1997, marking the beginning of inclusive
education initiatives. Starting in 2003, students with disabilities were allowed to attend
public elementary schools. Furthermore, under Law No. 8 (2016), they have the right to
receive reasonable accommodations, defined as modifications and adjustments that are
appropriate and necessary to ensure the enjoyment and exercise of all human rights and
fundamental freedoms based on equality (Sunardi et al., 2011; Wibowo & Muin, 2018).

In Slovakia, on the other hand, true inclusion of children with disabilities remains elu-
sive, as most pupils with disabilities attend segregated institutions. Despite this, there
are some schools, led by passionate and committed principals and teachers, where chil-
dren learn together, regardless of their abilities (Vanc¢ikova et al., 2018). These efforts
occur without systemic support or cooperation, and inclusive education is not anchored
in Slovak legislation (Cabanova et al., 2022).

Equal access to education at all school levels alongside peers, though widely advo-
cated (Ainscow, 2020), is not universally guaranteed, and many children with disabili-
ties in various regions of the world are unable to attend mainstream public schools. In
underdeveloped countries, children with disabilities face severely limited access to edu-
cation at any level.

Several factors are relevant to inclusive education, such as students’ neurodevelop-
mental disorders (e.g., ASD, Jury et al., 2021) and teachers’ skills or resources, includ-
ing empathy, self-esteem, self-efficacy (Avramidis et al., 2019), epistemological beliefs
(Sheehy et al., 2019), and a belief in the importance of fun in the learning and teaching
process. A teaching/learning process infused with energy and enthusiasm is a strong
predictor of high progress; however, how fun is conceptualized in learning and teaching
may vary across countries and cultures (Rofiah et al., 2023). Positive attitudes towards
educational inclusion (Kossewska, 2006) have been identified as one of the most im-
portant determinants of success in many countries worldwide (Winzer, 1987; Saloviita
& Consegnati, 2019; Lindner et al., 2023).

This research aimed to capture cross-cultural differences in teachers’ attitudes to-
wards educational inclusion across Indonesia, Poland, Germany, and Slovakia, and to
identify the most relevant predictors of these attitudes.

Based on the literature review, the following hypotheses were formulated:

H1. Teachers’ attitudes towards educational inclusion vary according to the cultural

context of their country of origin.

H2. The type of educational institution influences attitudes towards educational

inclusion.
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H3. Fun in teaching and learning is a significant correlate of teachers’ pro-inclusion
attitudes.

H4. Personal resources, such as self-esteem and empathy, significantly predict at-
titudes towards educational inclusion.

Method and Instruments

In this study, the following instruments in their respective national languages (Indone-
sian, as translated by Rofiah) were used:

» The Multidimensional Attitudes Toward Inclusive Education Scale (MATIES): Based
on the Theory Of Planned Behavior (Ajzen, 1991), this scale was developed by
Marian Mahat (2008) and consists of 18 items on a six-point Likert scale. It is used
to assess the cognitive, emotional, and behavioral aspects of teachers’ attitudes
toward inclusion. The scale has demonstrated good internal reliability, with alpha
coefficients of 0.77, 0.78, and 0.91 in sequential tests.

» The Rosenberg Self-Esteem Scale (SES): This 10-item, four-point Likert scale,
developed by Morris Rosenberg (1965), is one of the most widely used self-report
measures of self-esteem. It assesses global self-worth by evaluating both positive
and negative feelings about oneself.

» The Empathy Quotient (EQ): This tool, developed by Greenberg et al. (2018), con-
sists of ten short questions designed to measure adult empathy levels.

* The Fun In Teaching And Learning Scale: Developed by Okada and colleagues
(Okada & Sheehy, 2020): this scale includes 10 questions on a four-point Likert
scale to measure and investigate the importance of incorporating fun into teaching.
The reliability of this instrument, as measured by Cronbach’s Alpha, was 0.746, in-
dicating that all items are reliable with a relatively high level

Participants

Personal information, including the country, gender, school setting, and contact details
of disabled individuals, was collected. Table 1 presents the group characteristics.

Table 1. Characteristics of Participant Groups From Four Countries

Indonesia Poland Germany Slovakia
N 279 179 96 112
Male Female Male Female Male Female Male |Female
Gender 54 225 45 132 16 80 13 99
School setting Inclusive | Special | Inclusive | Special | Inclusive | Special | Inclusive | Special
222 57 122 57 66 30 96 16

Own source.
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The study enrolled 666 participants aged 22 to 70 (M = 45.74; SD = 17.04). Four
subgroups of teachers were formed based on their cultural backgrounds (Indonesian,
Polish, German, Slovak). Women were predominant in the study group (n = 536) re-
flecting the global trend of a feminized teaching profession. Participants completed the
survey voluntarily, anonymously, and without financial compensation. Data security was
ensured at all times. Questionnaires were distributed via an online form and respondents
provided informed consent in the preliminary section of the survey, allowing participation
and data processing.

Results

The first step involved computing descriptive statistics, as shown in Table 2.

Table 2. Descriptive Statistics of Dependent Research Variables

Skewness Kurtosis | Shapiro-Wilk
Mean | Med. | SD | Min. | Max. | Skew. | SE | Kurt. | SE w p

Attitudes — 23.37|23.00|572| 8 | 36 | —0.03|0.09 | -0.18]|0.19 | 0.99 |<.001
Cognitive Aspect
Attitudes — 2115|2150 (766 | 6 | 36 | —0.05|0.09 | -0.78|0.19 | 0.98 |<.001
Emotional Aspect
Attitudes — 26.32| 2800|764 | 6 | 36 | 092|009 | 021|019 |0.91 |<.001
Behavioral Aspect
Empathy 861| 800|376 | 0 | 20 | 054|009 | —0.15]0.19 [0.97 |<.001
Self-esteem 24.76 | 2500|551 | 10 | 38 | —-0.19|0.09 | 0.19]0.19 |0.98 | <.001
Funin Teaching/ | 5, 471 3000 [4.85 | 10 | 40 | —0.63|0.00 | 1.27|0.19 |0.96 |<.001
Learning
Own source.

The skewness and kurtosis values ranged from —1 to 1, suggesting that these deviations
were not significant enough to require non-parametric statistics. Therefore, parametric
statistics were used for further analysis (Bedynska & Cypryanska, 2013).

Table 3 presents the cultural and international differences in teachers’ attitudes toward
inclusive education.

Indonesian teachers demonstrate the most positive attitudes, with significantly higher
scores in all three aspects compared to Polish, German, and Slovak teachers. German
teachers show the lowest levels of attitudes, which indicates less interest in inclusive
education and its implementation compared to teachers from Indonesia, Poland, and
Slovakia.
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Table 3. One-Way ANOVA (Welch’s) and Tukey Post Hoc Test Results

Differences/
Country| N |Mean| SD SE F df1 | df2 p Post hoc
ID > PL
ID > DE
ID 279 (259 | 482|0.288| 59.7| 3 | 265 | <.001 |ID>SL
Attitudes — PL >DE
Cognitive Aspect DE <SL
PL 179 | 22,5 | 4.58 | 0.342
DE 96 | 17.8 | 5.63| 0.575
SL 112 | 23.2 | 5.67 | 0.536
ID<PL
ID > DE
ID 279 | 23.0 | 6.33| 0.379| 117.5| 3 | 286 | <.001 :DE|)_>>?:)LE
Attitudes —
Emotional PL>SL
Aspect DE < SL
PL 179 | 24.8 | 7.38| 0.552
DE 96 | 12.6 | 5.04| 0.515
SL 112 | 18.1 | 6.31 | 0.596
ID>PL
ID > DE
ID 279 | 293 | 420 0.251|187.2| 3 | 250 | <.001 | PL>DE
Attitudes — PL<SL
Behavioral DE < SL
Aspect PL | 179 | 25.9 | 6.32] 0.473
DE 96 | 13.9 | 6.08 | 0.621
SL 112 | 30.2 | 6.13| 0.580
Own source.

After controlling for the variables of ‘country’ and ‘gender,” attitudes towards inclu-
sive education were correlated with cognitive aspects related to self-esteem and fun in
teaching/learning, emotional aspects related to empathy, and behavioral aspects linked
to both self-esteem and teaching/learning enjoyment (see Table 4).

Table 4. Attitudes Towards Inclusive Education and Personal Resources (Empathy, Self-Esteem,
and Fun in Teaching/Learning) — Partial Correlation

Attitudes — Attitudes — Attitudes —
Cognitive Emotional Behavioral | Empathy | Self-esteem
aspect aspect aspect

Empathy 0.052 0.260 | *** | 0.060 -

Self-esteem 0.194 |**| -0.070 0.097 |* —0.159 | *** -

Fun in Teaching/Learning 0.341 *** 1 -0.009 0.337 | *™* | 0.024 0.213 | ***

Note: * p < .05, ** p < .01, *** p <.001

Own source.
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Table 5. Attitudes Towards School Inclusion in Different School Settings. One-Way ANOVA
(Welch’s)

School Setting| N | Mean | SD | SE F df1 | df2 p
Attitudes — Cognitive Inclusive 506 |23.96 |5.86 |0.261 | 28.90| 1 [322 | <.001
Aspect -

special 160 | 21.49 [4.80 | 0.380
Attitudes — Emotional Inclusive 506 (21.45 | 7.46 |0.332 | 2.92| 1 [247 | 0.089
Aspect special 160 | 20.20 |8.23 | 0.650
Attitudes — Behavioral Inclusive 506 |26.96 |7.30 [0.325 | 13.51| 1 |241 | <.001
Aspect special 160 | 24.27 | 8.32 | 0.658
Own source.

Teachers working in inclusive or mainstream settings show significantly more posi-
tive attitudes towards inclusion in both cognitive and behavioral aspects. However, the
emotional aspect was not influenced by the type of school setting in which teachers were
employed (see Table 5).

Table 6. Attitudes Towards Inclusive Education and Personal Resources (Empathy, Self-Esteem,
and Fun in Teaching/Learning) — Partial Correlation

Attitudes — Attitudes — | Attitudes —
Cognitive Emotional | Behavioral | Empathy Self-esteem
aspect aspect aspect

Empathy 0.040 0.257 | *** | 0.051 -

Self-esteem 0.185 |[*** | -0.077| * |0.088 * | -0.164 | *** -

Fun in Teaching/Learning 0.322 |** | -0.010 0.324 | **| 0.018 0.204 | ***

Note: * p < .05, ** p < .01, *** p <.001

Own source.

After controlling for the variables of ‘country’ and ‘school setting,’ attitudes towards in-
clusive education were partially correlated with cognitive aspects of self-esteem and fun in
teaching/learning, emotional aspects of empathy and self-esteem, and behavioral aspects
of self-esteem and fun in teaching/learning (see Table 6). A linear regression analysis was
conducted to identify the best predictors of positive attitudes towards inclusive education. The
independent variables were strong predictors of positive attitudes in the cognitive domain
(R=0.49; R2=0.25; F(11,446 ) = 13.458, p < 0.001). School setting explained 25% of the
variance in the cognitive attitude aspect (8 = —-0.20, p < 0.05), with more frequent contact
with disabled persons (8 = 0.13, p < 0.01), higher empathy (8 =0.13, p <0.01), and greater
enjoyment in teaching and learning (B = 0.20, p < 0.001) contributing to the model.

The independent variables also served as good predictors of positive attitudes in
the emotional domain (R = 0.43, R = 0.19, F(11,446) = 9.43, p < 0.05). Specifically,
more frequent contact with disabled persons (B = 0.15, p < 0.001) and higher empathy
(B = 0.35, p < 0.001) accounted for 19% of the variance in emotional attitudes. These
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independent variables were strong predictors of positive attitudes and emotional as-
pects. They also strongly influenced positive attitudes and behavioral aspects (R = 0.46,
R2=0.21, F(11,446) = 10.765, p < 0.001). Country (8 = 0.34, p < 0.04), higher empathy
(B =0.24, p <0.001), and greater fun in teaching and learning (f = 0.18, p < 0.001) ex-
plained 21% of the variance in behavioral attitudes. These independent variables reli-
ably predict positive attitudes in the behavioral domain.

Discussion

Teachers with limited or no experience in interacting with disabled individuals or ac-
tively involved in teaching students with special educational needs (SEN) tend to hold
significantly less positive attitudes than their more experienced counterparts (Avramidis
& Kalyva, 2007). However, effective training is necessary (Jordan et al., 2009) for achiev-
ing high competence in inclusive education (Chrzanowska, 2021). Research findings
on attitudes towards inclusion are ambiguous; while some studies report accepting atti-
tudes (Gajdzica, 2011) others reveal a less optimistic outlook (Cwirynkato & Zyta, 2014;
Chrzanowska, 2019). Negative assumptions about inclusive education often stem from
system-level barriers or limitations in teachers’ competence and experience.

The social relevance of inclusive education is becoming increasingly recognized
worldwide. A comparative study of teachers’ attitudes across four countries found that
Indonesian teachers show more pro-inclusive attitudes compared to European teach-
ers, which likely reflects Indonesia’s unique cultural background. Conversely, German
teachers are the least favorable towards inclusion, despite Germany’s exemplary inclu-
sive schools and media emphasis on the success of education for all students (Powell,
2016). Nevertheless, the German educational model remains segregated, and many
teachers maintain a skeptical view of inclusion. This less favorable attitude may result
from a more thorough understanding of the needs of students with disabilities, who often
require specialized methods that cannot be provided in larger, inclusive classrooms.

Empathy is a key predictor of positive attitudes toward inclusion. Understanding the
emotional states of others is important for all human interactions (Navarro-Mateu et al.,
2019), particularly in the teaching profession. A central aspect of teachers’ work is building
relationships with students, parents, colleagues, and administrators. Teachers who dem-
onstrate empathy are better equipped to develop satisfying relationships with students,
which helps them pursue meaningful educational goals (Bartég, 2018; Grabowiec, 2018).

A positive relationship was found between teachers’ attitudes towards inclusive educa-
tion and their beliefs about the enjoyment of teaching and learning, specifically in the cogni-
tive and behavioral domains, whereas no such correlation was observed in the emotional
domain. Teachers are the single most significant factor in fostering fun and positivity in the
classroom; thus, emphasizing the learning process over outcomes, effort over achieve-
ment, and the value of risk-taking and mistakes can lead to high levels of student engage-
ment and happiness (Tisza & Markopoulos, 2021). Teachers’ belief in the importance of
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enjoyable learning experiences can shape their attitudes toward teaching and handling
students with disabilities in their classrooms and influence how they feel about their role
in the school environment. Research with Indonesian teachers indicates that their per-
ceptions of happiness and, implicitly, fun in learning strongly impact their attitudes toward
learning as a crucial element of effective classroom instruction (Sheehy et al., 2019).
Behavioral attitudes toward inclusion, like cognitive attitudes, show a significant correlation
with the enjoyment of learning. This indicator suggests that the more a teacher enjoys teach-
ing, the more willing they are to adapt the curriculum to meet the students’ needs, regard-
less of students’ abilities. Most respondents express enthusiasm for encouraging students
with disabilities to be socially active in the classroom and demonstrate readiness to adjust
communication strategies and include students with emotional and behavioral difficulties.

Conclusions

The educational inclusion of students with disabilities is a very complex and demand-
ing task for modern schools. Its successful implementation requires well-prepared staff,
proper organization of space and time, and a strong commitment to tailoring education
to the needs of each student. Positive attitudes towards inclusion can enhance the ef-
fectiveness of inclusive education. Therefore, fostering positive attitudes among teach-
ers is essential. Practical interventions should be based on analyzing the predictors of
pro-inclusion attitudes in order to strengthen the necessary personal resources.
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To Understand the Idea of Self-Advocacy.

Building the Competences of Inclusive Education Teachers
to Support Students With Diverse Educational Needs
Zrozumie¢ idee samorzecznictwa. Budowanie kompetencji
nauczycieli edukacji wlaczajacej w zakresie wspierania
uczniow ze zréznicowanymi potrzebami edukacyjnymi

RESEARCH OBJECTIVE: The objective of this article is to explore the concept of self-advocacy
of people with disabilities and to present experiences that shape its understanding among teach-
ers in inclusive education. The study aims to examine how content related to self-advocacy is re-
ceived in the context of social inclusion within teacher education programs.

THE RESEARCH PROBLEM AND METHODS: The central research questions are: How do
teachers understand the idea of self-advocacy? What instructional methods are most effective in
fostering their understanding of this concept within academic education? This research report forms
part of a broader study conducted by the authors. It includes a small-scale experimental approach
to teaching the concept of self-advocacy to prospective teachers (N = 184) and an analysis of their
responses to an assignment on the subject.

THE PROCESS OF ARGUMENTATION: The theoretical section of the article explains the mean-
ing of self-advocacy, outlines its origins, and discusses its role within the inclusive education system.
The empirical section presents the research findings, including examples of work submitted by stu-
dents in pedagogy programs.

RESEARCH RESULTS: The majority of respondents had not come across the term “self-advocate”
prior to the study. They primarily associated it with a person who acts on behalf of an individual
with a disability, and viewed self-advocacy as the protection of the rights and interests of people
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with disabilities, though not necessarily through independent action. The creative task designed
for the study was shown to enhance understanding of the concept.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH:
The findings have practical implications for academic training of future teachers, particularly pro-
grams focused on inclusive education. Developing self-advocacy skills is essential for all individu-
als. It is recommended that the proposed instructional approach be integrated into teacher training
programs to promote a deeper understanding of self-advocacy.

— KEYWORDS: INCLUSIVE EDUCATION, SELF-ADVOCATES, SELF-ADVOCACY,
DISABILITY, TEACHER EDUCATION

STRESZCZENIE

CEL NAUKOWY: Celem artykutu jest przedstawienie idei self-adwokatury oséb z niepetnospraw-
nosciami i doswiadczen zwigzanych z ksztattowaniem jej rozumienia wsrdd nauczycieli edukacji
wigczajgcej. Celem badania jest identyfikacja sposobu, w jaki tre$ci zwigzane z self-adwokaturg sa
odbierane w kontekscie idei wtgczenia spotecznego w trakcie ksztatcenia nauczycieli.

PROBLEM I METODY BADAWCZE: Giéwnym problemem badawczym jest pytanie: Jak nauczy-
ciele rozumiejg idee self-adwokatury? oraz Jaki sposéb prowadzenia zaje¢ skutecznie przybliza
ich do zrozumienia tej idei w warunkach edukacji akademickiej? Raport z badania to cze$¢ wigk-
szego projektu autorek. Przedstawia prosty eksperyment w nauczaniu koncepcji self-adwokatury
przysztych nauczycieli (N = 184) i analize ich prac na ten temat.

PROCES WYWODU: Czesc¢ teoretyczna wyjasnia, czym jest self-adwokatura, opisuje jej geneze
i miejsce w systemie edukacji wigczajgcej. W czesci empirycznej zaprezentowano wyniki badan,
w tym przyktadowe prace studentéw pedagogiki.

WYNIKI ANALIZY NAUKOWEJ: Wigkszo$¢ ankietowanych nie spotkata sie wczesniej z termi-
nem ,self-adwokat”. Utozsamiajg go z osobg wystepujgca w imieniu osoby z niepeinosprawnos-
cig, a idee self-adwokatury z ochrong praw i interesow tych oséb, ale niekoniecznie samodzielnie.
W jej zrozumieniu pomaga zaprojektowane kreatywne zadanie.

WNIOSKI, REKOMENDACJE | ZNACZENIE APLIKACYJNE WPLYWU BADAN: Wyniki
mogg zosta¢ wykorzystane w ksztatceniu akademickim przysztych nauczycieli edukacji wigcza-
jacej. Kompetencje samorzecznicze potrzebne sg wszystkim. Warto wprowadzi¢ do ksztatcenia
nauczycieli proponowane zajecia, ktére umozliwiajg pogtebienie zrozumienia idei self-adwokatury.

— SLOWA KLUCZOWE: EDUKACJA WLACZAJACA, SELF-ADWOKACI,
SAMORZECZNICTWO, NIEPELNOSPRAWNOSC,
KSZTALCENIE NAUCZYCIELI
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Introduction

Inclusive education is progressing within the Polish educational system, alongside broader
changes in societal attitudes towards individuals with disabilities and other groups with di-
verse learning needs. Increasingly, these individuals are voicing their expectations, in line
with the Madrid Declaration’s principle: “Nothing about us without us!” (Charlton, 2000).
This aligns with the rise of the self-advocacy movement, which began gaining traction in
Poland at the turn of the 20th and 21st centuries (Podgdrska-Jachnik, 2009), though its ori-
gins can be traced back to the earlier disability rights movements of the 1960s and 1970s.

Pinning down the exact historical origins of the self-advocacy movement is chal-
lenging (Goodley, 2005). It is generally believed to have originated in Sweden (Atkin-
son, 2002) and is closely associated with Bengt Nirje, an advocate for social integration,
deinstitutionalization, and normalization. In 1969, during a presentation titled “Towards
Independence” at a congress in Dublin, Nirje outlined the history of the movement he
had spearheaded. The first self-advocacy conferences were held in 1972 in Sweden, fol-
lowed by similar events in England; in 1973 in Canada; and in 1974 in Oregon (Depart-
ment of Administration, 2014). The movement adopted the name People First, echoing
the declaration of its founders: “We are tired of being called retarded — we are people
first” (cited in Jakubas-Srédecka, 2023, p. 32).

In Poland, the self-advocacy movement is most closely associated with the activi-
ties of PSONI — the Polish Association for Persons with Intellectual Disabilities. The first
meeting of Polish self-advocates took place in 1995, and in 2001, the first self-advocacy
workshops were organized in tucznica. Since then, PSONI has continued to advance
these efforts by establishing local chapters across the country (Abramowska, 2014).
The organization also publishes materials through its “Self-Advocate’s Library,” which
promotes the methodology for creating easy-to-read (ETR) texts.

There are many definitions of self-advocacy, all emphasizing the active role of indi-
viduals with (intellectual) disabilities in managing their own affairs, while recognizing that
they may require and request assistance. This dynamic is perhaps best encapsulated by
the phrase originally used in a different context: “Help me to do it myself’ (Montessori,
2018, p. 256). While the limitations stemming from disabilities are acknowledged, the
focus remains on enhancing individuals’ capacities and increasing their autonomy. This
encompasses both agency and the capacity to exercise one’s legal rights. Respecting
self-advocates means simplifying complex, academic definitions of self-advocacy with
simpler, universally understandable ones, such as: “the ability to speak up for one’s own
desires and needs” (Schreiner, 2007, p. 300). Anyone who possesses this skill is their
own advocate, while those whose capacity for self-advocacy is constrained in any way
experience a form of oppression. Therefore, providing compensatory support is essen-
tial — though this support should not equate to substitution. While advocacy by others is
important in certain circumstances, self-advocacy must always remain the priority.

A number of scholars (Parchomiuk, 2014; Griffiths & Ryan, 2015; Jakubas-Srodecka,
2023, among others) underscore both the personal and social dimensions of self-advocacy.
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They connect it not only to individuals representing themselves but also to advocating on
behalf of others in similar circumstances, which ultimately blurs the distinction between
general advocacy and self-advocacy. Nevertheless, this does not detract from the cen-
tral idea, which centers on articulating one’s own needs and rights, and demanding that
they be recognized. The self-advocacy movement epitomizes the rights-based model of
disability. Its essence lies in affirming the rights of individuals with disabilities and em-
powering them to make choices and voice their needs. This movement also seeks to
raise legal awareness, enhance the competencies of self-advocates, and reshape soci-
etal attitudes to create a more inclusive society. The outcomes of working with self-ad-
vocates have been promising (Jakubas-Srédecka, 2023), as such work contributes to
the independence of young adults with intellectual disabilities and improves their ability
to communicate effectively on their own behalf. Importantly, these skills can be cultivat-
ed as early as during school education, as self-advocacy-related content is already em-
bedded in the curriculum, even for students with moderate to severe intellectual disabil-
ities. However, for these efforts to be successful, teachers — particularly those involved
in inclusive education, as most students with disabilities are now enrolled in mainstream
schools — must first understand the core principles of self-advocacy. Drawing on their
experience working with individuals with disabilities and training educators, the authors
have developed a workshop model for inclusive education, with self-advocacy as a cen-
tral theme.

Methods and Research Tools

This article presents the findings of a pedagogical experiment designed to identify ef-
fective methods for teaching the concept of “self-advocacy,” a foundational idea within
inclusive education. The experiment, which was conducted in controlled yet natural set-
tings during scheduled academic courses, exemplifies a type of natural pedagogical ex-
periment (Pilch & Bauman, 2001). The main research questions guiding the study were:
How do teachers understand the concept of self-advocacy? And what instructional meth-
ods most effectively help them grasp this concept in the context of higher education?
The study, conducted between 2022 and 2024, engaged 184 participants (96.8%
female), comprising students from pedagogical programs and teacher training work-
shops at universities in £6dz and Wroctaw. Group A (N = 96) was introduced to the con-
cept of self-advocacy through a two-hour lecture on inclusive education, accompanied
by a recommended reading (Podgodrska-Jachnik, 2009) and brief YouTube videos about
self-advocates. Group B (N = 82), after receiving a similar lecture, was assigned a task:
“Search the term ‘self-advocacy’ in an online image search engine and select an image
or poster that, in your opinion, best represents the essence of the self-advocacy move-
ment (paste it into your response file).” Participants were also asked to justify their choice,
with the option of creating their own symbol or drawing if they preferred. Both groups
were provided with the same supplementary materials. Given the limited time available
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for the sessions, we designed a simple yet creative and engaging evaluation level task
for students that followed Bloom’s revised taxonomy, and encouraging making critical
judgements: assess, critique, judge, justify, and argue (Munzenmaier & Rubin, 2013).
Both pre-tests and post-tests consisted of two simple multiple-choice questions:
“Who is a self-advocate?” (true/false responses) and “What associations come to mind
when you think of self-advocacy?” (not graded, but used to analyze associations). The
pre-test also included an additional question: “Were you familiar with the term self-advo-
cate before?” Additionally, we analyzed the content of Group B’s responses to the task,
which served as the independent variable, while the dependent variable was the learn-
ing outcomes achieved. The research was carried out between 2021 and 2023, with the
post-test sample size totaling N = 178, as a few participants missed the final sessions.

Results of the Scientific Analysis
Analysis of Student Teachers’ Work

The work produced by student teachers in Group B during the experiment, coupled with
subsequent discussions, revealed that a straightforward task in an innovative format
not only captured their attention but also led to insightful reflections that demonstrated
their grasp of the core principles of self-advocacy. The selection of visual materials is
particularly noteworthy.' Many students opted for posters specifically designed to rep-
resent the activities of self-advocates, such as those created by various advocacy or-
ganizations. Others chose a range of images, including magazine covers related to dis-
ability and posters from blogs on development (not exclusively centered on people with
disabilities). Interestingly, a common search term used was “self-determination” rather
than simply “disability,” which signals the students’ focus on the substance of the task —
understanding the fundamental aspects of self-advocacy.

In our view, many of these reflections were deeply insightful, characterized by inclu-
sive thinking, which is best conveyed through the participants’ own words. Their state-
ments generally expressed solidarity with people with disabilities, reflected through fre-
quent phrases such as “just like us,” “the same needs,” and “everyone needs...” —rather
than pity or sympathy. The broad spectrum of actions undertaken by self-advocates was
highlighted, with a strong emphasis on the importance of “having a voice” and articulat-
ing one’s personal needs. The most frequently selected symbols included a megaphone,
microphone, banner, and puzzle piece — the latter representing a component of a larger
puzzle, symbolizing the integration of various elements into a cohesive whole

In most cases, students expressed their ideas freely and in their own words, though
some did incorporate fragments of academic definitions. Many responses were particularly

" We do not hold the copyright for the graphics, so we are providing descriptions and source
links instead.
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vivid and emotive, with an overwhelming prevalence of positive sentiment.2 We noted
enthusiastic remarks that reflected genuine interest and engagement with the task, as
evidenced by phrases such as “I found this fascinating,” “It really captivated me,” and
“I liked it immensely.” For us, this enthusiasm confirmed the appeal of the task, but also
the students’ keen interest in a topic that was unfamiliar to most of them, as expressed
in remarks like “I didn’t know this before,” “I hadn’t realized that,” and “| hadn’t encoun-
tered this earlier.”

Aparticularly interesting and significant observation, especially in the context of inclu-
sive education and working with diverse groups, is that participants began to recognize
the relevance of self-advocacy for all individuals, not just those with disabilities. This is
well illustrated by one student’'s comment: “I feel that something like this is necessary for
everyone. Just because someone is able-bodied doesn’t mean they automatically know
how to express their needs or stand up for their rights. Everyone should learn how to be
their own advocate” (K.K.). This is an important insight, as the competencies of self-ad-
vocacy are indeed valuable for all individuals. What distinguishes people with disabilities
in this regard is the presence of additional factors that can threaten their autonomy, as
well as the particular communication barriers they may face. Below, we provide a few
examples of the descriptions of the selected graphics.

GRAPHIC 1: The heading reads “SELF-ADVOCACY,” followed by seven icons labeled: 1) speaking up
for yourself, 2) staying informed, 3) knowing your rights, 4) finding support, 5) problem solving, 6) self-
determination, 7) asking for help.
(https://www.linkedin.com/pulse/importance-self-advocacy-lindsey-eaton)

Many individuals with disabilities wish to be heard and to speak up for themselves because
they have a unique understanding of their own experiences. They live through these situ-
ations and are directly affected by them. ... The scale here symbolizes balance, represen-
ting their awareness of their rights and their desire to be treated equally, just like everyone
else. The image of the hand holding people, or “people in hand,” suggests that people are
within our reach — they are there to support and help us. People with disabilities can also
be a source of help to others, and sometimes, because of their shared experiences, they
are in a better position to provide support than someone who has not faced similar challen-
ges. ... Of course, they can ask for help when needed, but they do so on their own terms,
without expecting pity or sympathy from others (O.S.).

2 We also conducted a sentiment analysis using the application https://sentimenti.pl/analiza-wy-
dzwieku-emocjonalnego-analiza-tekstu-sentimenti/, focusing on so-called “emotional temperature”
and emotion profiles. While this analysis is quite fascinating, the limited scope of this publication
does not allow for its presentation here.
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GRAPHIC 2: The heading reads “SELF-ADVOCACY,” and below is a hand holding a flyer with the word
“ADVOCACY” presented as an acronym, where each letter stands for:
ALWAYS ADVOCATE FOR YOURSELF

DETERMINE WHAT YOUR NEEDS ARE

VOICE YOUR CONCERNS

ONLY YOU KNOW HOW TO FEEL

COSNSIDER SOLUTIONS

ASK FOR HELP

TELL OTHERS WHAY YOU NEED

EDUCATING OTHERS IS IMPORTANT
(https://pl.pinterest.com/pin/667658713531876551/)

m—=E>»00<0>»

| really appreciate how the word “advocate” is broken down into an acronym, with each letter
reinforcing the core values of the self-advocacy movement. It teaches us that we should
stand up for themselves, define our needs, speak openly our concerns, and remember that
only we truly know how we feel. It also emphasizes the importance of considering possible
solutions, asking for help, and communicating our needs to others. Educating others is
also central to the process (Z.W.).

GRAPHIC 3: A table is scattered with paper and pencils, while two hands, one holding scissors, are
seen cutting out letters. The cut-out letters spell “YES, | CAN.” Nearby is the caption, “Instilling Self-
Advocacy in Your Grade-Schooler.”
(https://globalstudentnetwork.com/instilling-self-advocacy-to-your-grade-schooler/)

The simple phrase “Yes, | can” opens the door to numerous interpretations. It demonstra-
tes that a wide range of tasks and actions can be accomplished by those who are willing to
speak up for themselves. ... Self-determination, however, requires courage ... Many people
hesitate to take control of their lives, often due to a lack of confidence or belief in their own
agency. ... This particular illustration struck a chord with me because it symbolizes the con-
cept of “taking matters into your own hands.” | think that the hands cutting and arranging
the paper letters represent the act of self-advocacy. ... The scissors shape the letters into
a cohesive form, and those same hands organize them into a meaningful message. For
me, the phrase and the letters serve as the final product of a larger process — the realiza-
tion of one’s full capacity for self-advocacy (W.B.).

GRAPHIC 4: A word cloud fills the silhouette of a person, featuring terms such as learning; personal;
coaching; life; development; skills; goals, professional; training; help; business; guiding; leading
(https://www.yougotintowhere.com/admissions-blog/2016/08/26/self-advocacy-be-the-boss
-of-your-education?rq=self%20advocacy)

| believe the poster | chose perfectly encapsulates the essence of this movement. It illustra-
tes both important values and rights arranged within the outline of a person. One striking
example is the word “success” prominently displayed in the image. Many people mistakenly
assume that having a disability disqualifies one from achieving success. However, a po-
werful counterexample to this myth is Stephen Hawking, the distinguished physicist and
mathematician... Hawking’s achievements are a testament to the fact that individuals with
disabilities are just as entitled to success and rights as anyone else (S.T.).
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GRAPHIC 5: A group of people shout into a megaphone labeled SELF ADVOCACY. Their voices
cause walls that separate them from officials seated at desks to collapse. One turned-around official
remarks, “Thought | heard voices.” Below, a caption reads: “USE OUR VOICE — BREAK THE WALL.”
(https://lwww.voicestogether.com.au/wp-content/uploads/2018/12/Break-Down-the-Walls.pdf)

In this poster, the people are shouting through a megaphone because they want their voices
to be heard. Their outcry causes the walls separating them from the officials at their desks
to come crashing down, which symbolizes the removal of barriers. The caption reinforces
the message of the self-advocacy movement: simply using your voice can break down
walls. In my view, this illustrates that, today, everyone has the right to speak out about their
needs, rights, and opinions without facing exclusion (A.S.).

We regret having to limit ourselves to just these few examples, as the other submissions
also contain a wealth of insightful reflections and associations. These collected works
offer rich material for further discussions with students.

Analysis of Educational Outcomes

The concepts of self-advocate and self-advocacy were previously unfamiliar to the vast
majority of participants. Only 31 out of 184 individuals (16.8%) had heard of it prior to
the sessions, with only a few individuals in each group being aware of the terms, so the
results of the post-test in groups A and B were compared with the pre-test results of the
entire cohort.® Most participants initially associated self-advocates with legal represent-
atives (88%) or spokespersons appointed to advocate for individuals with disabilities
(69%). Less than half believed that a self-advocate could be a person with a disability,
and even then, they imagined this person representing an organization supporting people
with disabilities (45.7%) or advocating for others in similar situations (38.6%). Only one
in four participants (26.1%) recognized that a self-advocate could be a person with a dis-
ability advocating for themselves. A few respondents mistakenly thought a self-advocate
could be any well-meaning individual acting on behalf of someone with a disability, but
this incorrect interpretation was almost entirely absent in the post-test.

The post-test results for groups A and B demonstrate that, after the sessions and rec-
ommended independent study, students’ understanding of self-advocacy had significantly
improved. The majority now understood that a self-advocate is specifically a person with
a disability advocating for themselves. This awareness was stronger in group B, which had
completed an additional independent task. As shown in Figure 1, after the sessions, the
vast majority of students in both groups correctly associated self-advocates with individuals

3 Groups A and B the concept of self-advocacy and their understanding of it as well as their
prior familiarity were comparable. Although the results allow for separating the pre-test data for
Groups A and B, we chose to present them together due to space constraints and to enhance the
clarity of the findings.
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with disabilities representing their own interests (group A: 90.6%; group B: 100%) or those
advocating for others with similar experiences (group A: 92.7%; group B: 95.1%). Notably,
it was recognized that a self-advocate does not need to be a formal representative of an
organization — this association appeared in 66.7% of group A and 82.9% of group B.

The most notable difference between the groups was in their ability to move away
from the misconception that a self-advocate is someone other than the individual with the
disability. It was the independent analysis of self-advocacy in group B’s additional task
that helped reduce the number of participants equating self-advocates with spokesper-
sons (19.5%) or legal representatives (4.9%). Despite these improvements, the belief
that a self-advocate is someone other than the person themselves remained strong, par-
ticularly in group A, where it persisted at 40.6—-45.8% despite participants having learned
the definition and scope of self-advocates’ roles.

Fig. 1. Associations With the Concept of Self-Advocacy Before and After Sessions With Additional
Reading (Group A) and Both Reading and Independent Tasks (Group B)

Who is a Self-Advocate?

120%

100% 95.1%
100% 88% s2.9% 90-6% 92.7%
80% 69% 66.7%
60% 40.6% 45.8% 45.7% 38.6%
40% 9
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Disabilities (PwD) PwD Representing Individuals with
a PwD Similar
Disabilities

M Pre-test (Before the Lecture)
Post-test Group A (After the Lecture and Independent Reading)

Post-test Group B (After the Lecture and Independent Assignment)

Source: original research.

The following graph illustrates shifts in participants’ understanding of self-advocacy
over the course of the study. In the pre-test, most associations were linked to advocat-
ing for the rights of individuals with disabilities (95.7%), protecting their interests (100%),
and ensuring their safety (87.8%). However, personal aspects such as expressing one’s
needs (23.9%) and making independent choices (16.3%) were barely acknowledged. In
reality, self-advocacy is grounded in rights and choices, with an emphasis on empow-
ering individuals to recognize and express their own needs. This perspective was most
clearly grasped by participants in Group B.
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While the understanding of the role of choice in self-advocacy improved equally
across both groups (100% in Group A and B after the sessions), the key difference lies
in how each group perceived the importance of expressing personal needs. After com-
pleting the additional task, 96.3% of Group B recognized this critical aspect, compared
to only 63.5% of Group A, who did not engage in as in-depth exploration of the concept.

There was little change in whether students in either group associated self-advocacy
with promoting the potential of people with disabilities (41.8% of all students in the pre-
test; 49.9% in Group A and 59.8% in Group B post-test). These findings suggest that
participants do not view promotion as the primary goal of self-advocacy. However, they
may interpret it as a byproduct — a means of asserting one’s agency and advocating for
the right to speak on one’s own behalf. Overall, both instructional approaches delivered
the expected results, demonstrating that the topic resonated with students and could
serve as a valuable entry point into broader discussions on inclusion and empowerment.

Fig. 2. Associations With the Concept of Self-Advocacy and the Scope of Potential Actions by
Self-Advocates Before and After Sessions With Additional Reading (Group A) and Both Reading
and Independent Tasks (Group B)

What do you Associate With the Concept of Self-Advocacy?
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Source: original research.

Conclusions

The classes and research have, in the authors’ opinion, yielded valuable insights.
The terms “self-advocate” and “self-advocacy” are not commonly understood in eve-
ryday discourse, which explains why few of the student teachers were familiar with
these concepts. There was a recurring difficulty in accurately identifying who qualifies
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as a self-advocate. The term “advocate” often shifts attention toward advocacy in the
sense of representing others, which may stem from stereotypical views of individuals
with disabilities as dependent and in need of care, thus reinforcing the idea that they re-
quire representation. Despite the limited duration of the course (a single lecture), both
groups experienced a significant shift in perception towards the importance of “self’: the
autonomy in articulating one’s own needs and the activism involved in addressing them.

Students who participated in the creative task of selecting and justifying a visual
representation of self-advocacy were better able to grasp the essence of self-advoca-
cy. A noteworthy additional effect, which emerged in subsequent discussions, was the
heightened motivation among these students to independently explore further information
on self-advocates and their role. While self-advocacy is not the only concept related to
the broader inclusion movement, we believe it is a fundamental one that sets the stage
for crucial educational tasks. A teacher who does not fully grasp the essence of self-
advocacy cannot effectively nurture these competencies in their students. Our simple
pedagogical experiment demonstrated that this concept can be taught in a straightfor-
ward yet effective way. We strongly recommend incorporating this method of teaching
self-advocacy into academic curricula.

REFERENCES

Abramowska, B.E. (Ed.). (2014). Scenariusze zajec dla self-adwokatéw. Poradnik metodyczny dla
profesjonalistow [Lesson plans for self-advocates: A methodological guide for professionals].
Polskie Stowarzyszenie na rzecz Oso6b z Uposledzeniem Umystowym.

Atkinson, D. (2002). Self-advocacy and research. In B. Gray & R. Jackson (Eds.), Advocacy and
learning disability (pp. 129-136). Jessica Kingsley Publishers.

Charlton, J.I. (2000). Nothing about us without us: Disability oppression and empowerment. Uni-
versity of California Press.

Department of Administration. (2014, May 1). The ADA legacy project. Moments in disability histo-
ry 17. The self advocacy movement. Disability Minnesota. https://mn.gov/mnddc/ada-legacy/
ada-legacy-moment17.html

Goodley, D. (2005). Empowerment, self-advocacy and resilience. Journal of Intellectual Disabilities,
9(4), 333-343. https://doi.org/10.1177/1744629505059267

Griffiths, S., & Ryan, T. (2015). Self-advocacy and its impacts for adults with developmental di-
sabilities. Australian Journal of Adult Learning, 55(1), 31-53. https:/files.eric.ed.gov/fulltext/
EJ1059141.pdf

Jakubas-Srédecka, A. (2023). Znaczenia nadawane uczestnictwu w grupach self-adwokackich
przez doroste osoby z niepetnosprawnos$cig intelektualng. Polsko-angielskie studium poréw-
nawcze [Meanings attributed to participation in self-advocacy groups by adults with intellectual
disabilities: A Polish-English comparative study]. [Unpublished doctoral dissertation]. University
of Wroctaw.

Montessori, M. (2018). Sekret dzieciristwa [The secret of childhood] (L. Krolczuk-Wyganowska,
Trans.). Wydawnictwo Naukowe PWN, Association Montessori Internationale.

Munzenmaier, C., & Rubin, N. (2013). Perspectives: Bloom’s taxonomy — What's old is new again.
The elLearning Guild. https://onlineteachered.mit.edu/edc-pakistan/files/best-practices/ses-
sion-2/Pre-Session-Munzenmaier-Rubin-2013.pdf

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 45-56 55


https://doi.org/10.1177/1744629505059267
https://files.eric.ed.gov/fulltext/EJ1059141.pdf
https://files.eric.ed.gov/fulltext/EJ1059141.pdf
https://onlineteachered.mit.edu/edc-pakistan/files/best-practices/session-2/Pre-Session-Munzenmaier-Rubin-2013.pdf
https://onlineteachered.mit.edu/edc-pakistan/files/best-practices/session-2/Pre-Session-Munzenmaier-Rubin-2013.pdf

7%7 ’M‘A/ /fw‘ﬂmﬂu&_ Dorota Podgérska-Jachnik, Barbara Winczura
I / i

Parchomiuk, M. (2014). ,Nic o nas bez nas”. Udziat os6b z niepetnosprawnoscig intelektualng w ba-
daniach [“Nothing about us without us”: The participation of people with intellectual disabilities
in research]. Cztowiek — Niepetnosprawno$¢ — Spoteczenstwo, 3(25), 35-54. https://cnsonline.
pl/resources/html/article/details?id=58893&language=pl

Pilch, T., & Bauman, T. (2001). Zasady badarn pedagogicznych. Strategie iloSciowe i jako$ciowe
[Principles of pedagogical research: Quantitative and qualitative strategies]. Wydawnictwo
Akademickie Zak.

Podgérska-Jachnik, D. (2009). Ruch self-adwokatéw jako rozwijanie kompetencji w zakresie
rzecznictwa witasnego os6b z niepetnosprawnoscia intelektualng [The self-advocacy move-
ment as the development of self-advocacy competences of people with intellectual disabilities]
W: D. Podgoérska-Jachnik (Ed.), Problemy rzecznictwa i reprezentacji os6b niepetnosprawnych
[The Problems of advocacy and representation of people with disabilities]. Wyzsza Szkota Pe-
dagogiczna, Edukacyjna Grupa Projektowa.

Schreiner, M. (2007). Effective self-advocacy: What students and special educators need to know. In-
tervention in School and Clinic, 42(5), 300-304. https://doi.org/10.1177/10534512070420050701

Copyright and License

This article is published under the terms of the Creative Commons
@ ® @ Attribution — NoDerivs (CC BY- ND 4.0) License
BY ND http://creativecommons.org/licenses/by-nd/4.0/

Source of funding

Classes for some students were held as part of postgratuate studies in “Methodology of support-
ing students’ linguistic communication” financed by the State Treasury (Poland) form the funds of
the Minister of Education and Science: earmarked subsidies for the University of £6dz under the
contracts: MEiN/2022/DWEW/254 oraz MEiN/2023/DWEW/1858.

Disclosure statement
No potential conflict of interest was reported by the author(s).

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 45-56


https://cnsonline.pl/resources/html/article/details?id=58893&language=pl
https://cnsonline.pl/resources/html/article/details?id=58893&language=pl
https://doi.org/10.1177/10534512070420050701

University of Rzeszéw, Po

2024, Vol. 23, No. 68

Matgorzata Zaborniak-Sobczak

https://orcid.org/0000-0002-0262-4787
Uniwersytet Rzeszowski, Polska

land

mzaborniak@ur.edu.pl
https://doi.org/10.35765/hw.2024.2368.07
Data zgtoszenia: 23.06.2024

Data akceptaciji: 23.10.2024
a Data publikacji: 31.12.2024
OPEN ACCESS

Rola poradni psychologiczno-pedagogicznych w systemowym
wsparciu uczniow i edukacji wigczajgcej

The Role of the Psychological and Pedagogical

Counselling Centre in the Systemic Support of Students
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ABSTRACT

RESEARCH OBJECTIVE: To discuss the role of psychological and pedagogical counselling centre
in the systemic support of students, which is an indicator of inclusive education.

THE RESEARCH PROBLEM AND METHODS: The research problem is the question: what role
does counselling centre play today in the system of supporting children and adolescents in the per-
spective of inclusive education? The method was a case study of the institution, the techniques: data
research (reports, legislation), the literature on the subject, the counseling centers’ own materials.

THE PROCESS OF ARGUMENTATION: The assumptions of social inclusion and inclusive edu-
cation were defined, providing the background for analysis on the role of psychological and peda-
gogical counselling centre in the systemic support given to students.

RESEARCH RESULTS: A support system of cooperating professionals is an important feature
of inclusive education. Counseling centers appear to be institutions that have experience and de-
veloped own models for coordinating the support.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: In
order to build a flexible system of support, cooperating professionals, the Ministry of Education has
undertaken the task of organizing cross-sectoral support, understood as the integration of support
activities for the child and family, implemented in three public sectors: health, social welfare and
education. It is currently becoming important to develop a legislative basis, regulating the coordi-
nation of cross-sectoral support.

— KEYWORDS: SOCIAL INCLUSION, INCLUSIVE EDUCATION,
PSYCHOLOGICAL AND PEDAGOGICAL COUNSELING CENTRE
(PPP), CROSS-SECTORAL SUPPORT, PSYCHOLOGICAL
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STRESZCZENIE

CEL NAUKOWY: Omowienie roli poradni psychologiczno-pedagogicznych w systemowym wspar-
ciu ucznidw, ktére jest wskaznikiem edukacji wigczajgcej.

PROBLEM | METODY BADAWCZE: Problem badawczy sprowadza sie do pytania: Jaka role
odgrywajg wspotczesnie poradnie psychologiczno-pedagogiczne w systemie wsparcia dzieci i mto-
dziezy w perspektywie edukacji wtaczajgcej? Metodg byto studium przypadku instytucji, techni-
kami: analiza danych zastanych (raportow, przepiséw prawa), literatury przedmiotu, materiatéw
wiasnych poradni.

PROCES WYWODU: Okreslono zatozenia inkluzji spotecznej i edukacji wigczajacej, co stanowi tto
do analiz na temat roli poradni psychologiczno-pedagogicznych w systemowym wsparciu uczniow.

WYNIKI ANALIZY NAUKOWEJ: System wsparcia wspotpracujacych ze sobg specjalistow jest
wazng cechg edukacji wigczajgcej. Poradnie wydaja sie instytucjami, ktére posiadajg doswiadcze-
nia i wiasne wypracowane modele w zakresie koordynacji ww. wsparcia.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: By zbudo-
wac elastyczny system wsparcia, wspotpracujgcych ze sobg specjalistow, MEN podjeto zadanie
organizacji wsparcia miedzysektorowego, rozumianego jako integracja dziatan pomocowych na
rzecz dziecka i rodziny, realizowanych w trzech sektorach publicznych: zdrowia, pomocy spotecz-
nej i edukacji. Wazne staje sie obecnie opracowanie podstaw legislacyjnych regulujgcych koordy-
nacje wsparcia miedzysektorowego.

— SLOWA KLUCZOWE: INKLUZJA SPOLECZNA, EDUKACJA WLACZAJACA,
PORADNIA PSYCHOLOGICZNO-PEDAGOGICZNA (PPP),
WSPARCIE MIEDZYSEKTOROWE, POMOC
PSYCHOLOGICZNO-PEDAGOGICZNA

Inkluzja spoteczna i edukacja wiaczajgca. Podstawowe zatozenia

Pojecie inkluzji spotecznej pojawito sie w XIX wieku za sprawg Maxa Webera. Termin ten
funkcjonuje jako antonim ,wykluczenia spotecznego”, ktérego koncepcja rozpowszech-
nita sie w Europie w latach 80. i 90. Inkluzja spoteczna moze odnosi¢ sie do réznych
obszardéw zycia spoftecznego, np. statusu spoteczno-ekonomicznego, religii, ptci i orien-
tacji seksualnej, bezrobocia, bezdomnosci, zdrowia, w tym niepetnosprawnosci fizycznej
i intelektualnej. W konteks$cie wigczania spotecznego mozemy réwniez mowic o réznych
jego interpretacjach i zakresach.

W ujeciu neoliberalnym pojecie wtgczania spotecznego rozpatrywa¢ mozna jako
.dostep” — do ustug, wsparcia, edukacji, zycia publicznego. Z perspektywy neoliberali-
zmu zwiekszenie wigczenia spotecznego polega na inwestowaniu w kapitat ludzki i po-
prawie niedoboréw umiejetnosci w celu wzrostu gospodarczego, by lepiej radzi¢ sobie
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na rynkach globalnych (Gidley i in., 2010). Réwniez w ramach edukac;ji ideologia ta moze
jawi€ sie jako sposéb na budowanie kapitatu spotecznego. Otwarty dostep réznych grup
spotecznych do ustug pomocy spotecznej, edukacji, ochrony zdrowia uwazany jest za
wystarczajgcy wyraz inkluzji spotecznej. Natomiast wykluczenie spoteczne odnosic¢ sie
bedzie do ograniczonego dostepu do powyzszych mozliwosci.

Szersza interpretacja inkluzji spotecznej identyfikowana jest przez ideologie spra-
wiedliwo$ci spotecznej. Najogdlniejsza zasada sprawiedliwosci glosi, ze

[...] wszelkie spoteczne wartosci — wolnosci i szanse, dochdd i bogactwo, a takze to, co
stanowi podstawy poczucia wiasnej wartosci, majg by¢ rozdzielane réowno, chyba ze nie-
réwna dystrybucja ktéregokolwiek z tych débr badz wszystkich jest z korzyscig dla naj-
mniej uprzywilejowanych. Niesprawiedliwos$¢ to nieréwnosci, ktére nie sg z korzyscig dla
kazdego (Jacorzynski, 1995, s. 5).

Wigczanie spoteczne odnosi sie do uczestniczenia w kluczowych dziataniach w spo-
teczenstwie, w ktorym sie zyje. Szkota odgrywaé moze wiec wazng role we wigczaniu
spotecznym przez budowanie zaangazowania w sprawy wspolnoty lokalnej, partner-
stwa we wspoétpracy z instytucjami edukacyjnymi, placéwkami oswiaty w rejonie (m.in.
z osrodkami realizujgcymi wczesne wspomaganie rozwoju, przedszkolami, szkotami,
specjalistycznymi centrami wspierajgcymi edukacje wtaczajgcg, poradniami psycholo-
giczno-pedagogicznymi), ochrony zdrowia (publiczne i niepubliczne o$rodki zdrowia,
centra zdrowia psychicznego, zespoty/osrodki srodowiskowej opieki psychologicznej
i psychoterapeutycznej dla dzieci mtodziezy, poradnie zdrowia psychicznego, osrodki
wysokospecjalistycznej catodobowej opieki psychiatrycznej) i pomocy spotecznej (miej-
skie i gminne osrodki pomocy spotecznej, centra pomocy rodzinie). Szkota moze budo-
wac partnerstwo miedzy ustugami edukacyjnymi a spotecznoscig, zas zaangazowanie
ze strony decydentow edukacyjnych (organéw prowadzacych, dyrektorow szkét i placo-
wek) moze sprzyja¢ budowaniu wspotpracy spotecznej, odpowiedzialnosci, spoteczen-
stwa demokratycznego. Ujecie wigczenia spotecznego z perspektywy sprawiedliwosci
spotecznej to — w odréznieniu od zatozen neoliberalizmu — dziatania bardziej ztozone,
obejmujgce dialog spoteczny, bazujgce na autentycznych potrzebach lokalnych spotecz-
nosci, takze na jej zasobach i potencjale ludzkim. Wzmocnienie potencjatu ludzkiego
staje sie najszersza perspektyws interpretacyjng inkluzji spotecznej. W tym ujeciu dgzy
sie do maksymalizacji potencjatu kazdej istoty ludzkiej bedacej czescig spotecznosci.
W tej interpretacji inkluzja to upodmiotowienie, z poszanowaniem ztozono$ci ludzkiej
spotecznosci. Inkluzja spoteczna dowartosciowuje réznorodno$c¢, a edukacja moze byé
rozumiana jako transformacyjna, utatwiajgca przygotowanie do zycia we wspolnej god-
nosci (Gidley i in., 2010).

Opisane perspektywy wskazujg na zmiane podejscia z negatywnego spostrzegania
~wykluczenia spotecznego” na bardziej pozytywne ramy ,wigczania” i co wazne: dostrze-
ganie zasobow w zréznicowanych spotecznosciach ludzkich. Z okreslania ,niedoboréw”
w kontekscie indywidualnym i spotecznym kierunkujemy sie w strone poszukiwania po-
tencjatu i mozliwosci indywidualnych, jednostkowych i lokalnych, Srodowiskowych.
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Inkluzja spoteczna jest celem, za$ edukacja inkluzyjna srodkiem do tego celu (Podgor-
ska-Jachnik, 2021, s. 9). Edukacje witgczajgca rozumie sie jako radykalne, demokratyczne,
zorientowane na spoteczng sprawiedliwos¢ podejscie w tworzeniu, rozwijaniu i wspieraniu
opartych na doswiadczeniach, wolnych od uprzedzen wspolnot edukacyjnych. Eliminujgc
wszelkie bariery, wspierajg one wszystkich swoich czionkéw bez wzgledu na réznice toz-
samosciowe w rozwoju i uczeniu sie (Gause, 2011; Papuda-Dolinska, 2018).

Zadania poradni psychologiczno-pedagogicznych w systemowym
wsparciu uczniow w edukacji wkgczajgcej na podstawie Raportu
merytorycznego. Edukacja wigczajgca — Bilans otwarcia 2020

W zwigzku z dynamicznie zmieniajgca sie sytuacjg spoteczng i edukacyjng dzieci i mto-
dziezy, rodzicéw i nauczycieli zmienia sie profil i zasieg oddziatywania poradni psycholo-
giczno-pedagogicznych. Poradnie psychologiczno-pedagogiczne petnig wazng funkcje
w polskim systemie oswiaty, a w kontekscie zatozen edukacji wtaczajacej ta rola po-
winna zmieniac¢ sie w kierunku specjalizacji oddziatywan. Précz prowadzonych w PPP
specjalistycznych terapii zachodzi potrzeba koordynowania wsparcia, ktore realizowane
jest na terenie placéwek szkolnych i poza nimi, w placéwkach ochrony zdrowia i w sek-
torze prywatnym.

Poradnie psychologiczno-pedagogiczne sg instytucjami wskazanymi do udzielania
pomocy psychologiczno-pedagogicznej dzieciom i mtodziezy i tym samym uzupetniajg
pomoc udzielang w szkotach i placéwkach, takze pozao$wiatowych. Szczegétowe zasady
dziatania PPP reguluje Rozporzadzenie w sprawie szczegotowych zasad dziatania publicz-
nych poradni psychologiczno-pedagogicznych, w tym publicznych poradni specjalistycz-
nych (Rozporzadzenie..., 2023). Do zadan poradni nalezy: 1) diagnozowanie; 2) udzielanie
dzieciom i mtodziezy oraz rodzicom pomocy psychologiczno-pedagogicznej; 3) realizowa-
nie zadan profilaktycznych oraz wspierajgcych wychowawczg i edukacyjng funkcje placé-
wek, w tym wspieranie nauczycieli w rozwigzywaniu probleméw dydaktycznych i wycho-
wawczych; 4) organizowanie i prowadzenie wspomagania placowek w zakresie realizacji
zadan dydaktycznych, wychowawczych i opiekunczych (Rozporzadzenie..., 2023).

Analizujgc aktualne realia pracy PPP, korzystatam z Raportu merytorycznego. Edu-
kacja wtgczajgca — Bilans otwarcia 2020 przygotowanego na zlecenie Ministerstwa
Edukacji i Nauki oraz Osrodka Rozwoju Edukacji (Podgdrska-Jachnik, 2021). Jest to
dokument syntetycznie ukazujacy stan systemu oswiaty w Polsce w roku szkolnym
2019/2020. Uznatam wiec, ze jest to wiarygodne i w miare aktualne zrédto, wskazujgce
takze na prace PPP bedacych czescig systemu polskiej oswiaty. Autorka raportu za-
znacza jednak, ze zwrotno$c¢ ankiet z PPP byta bardzo niska, wyniosta zaledwie 15,9%
(Podgdrska-Jachnik, 2021, s. 74).

Na koniec wrzesnia 2019 r. w Polsce funkcjonowato 1200 PPP. Poradni publicz-
nych byto 602 (50,2%), a niepublicznych 598 (49,8%). W biezgcym roku szkolnym MEN
wskazuje 1329 poradni psychologiczno-pedagogicznych, w tym 605 (46%) publicznych
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i 724 poradnie niepubliczne — stan na 01.09.2024. Sposrod publicznych PPP 580 pla-
céwek nie ma statusu poradni specjalistycznych (Podgorska-Jachnik, 2021, s. 65—66).
Jedynie publiczne poradnie majg prawo wydawania orzeczen dla celéw oswiatowych,
CO oznacza, ze ciezar orzecznictwa o potrzebie ksztatcenia specjalnego, indywidual-
nego nauczania, zaje¢ rewalidacyjno-wychowawczych spoczywa na 602 poradniach
publicznych (Podgérska-Jachnik, 2021, s. 65). Z analizy wynika, ze na jedng poradnie
publiczng i jedng niepubliczng przypada srednio prawie 9,6 tys. ucznidow. Nie wszyscy
ci uczniowie beda korzystac z ustug PPP, ale jednak nawet przy zatozeniu wskaznika
okoto 20-30% ucznidw, ktdrzy moga potrzebowac diagnozy specjalnych potrzeb eduka-
cyjnych, jest to okoto 1,9—-2,9 tys. uczniéw na jedng poradnie publiczng i jedng poradnie
niepubliczng. Na jednego nauczyciela specjaliste w poradni przypadato statystycznie
634 ucznidw. Sytuacja ta ukazuje skale zadan poradni publicznych przede wszystkim
w zakresie orzekania, ale rowniez wazng role poradni niepublicznych, odcigzajgcych
publiczne PPP w zadaniach diagnostycznych zwigzanych z opiniowaniem (Podgérska-
-Jachnik, 2021, s. 66). W poradniach dominujg trzy grupy nauczycieli: psycholodzy
(44,2%), pedagodzy (35,6%) i logopedzi (16,3%) (Podgoérska-Jachnik, 2021, s. 67). Po-
radnie psychologiczno-pedagogiczne udzielajg réznych form pomocy psychologiczno-
-pedagogicznej dzieciom i mfodziezy, z czego w roku szkolnym 2018/2019 najwiekszg
grupe (50,4%) stanowili uczniowie szkét podstawowych, nastepnie dzieci w wieku przed-
szkolnym (27,4%) i w trzeciej kolejnosci uczniowie szkdt ponadpodstawowych (19,6%).
Coraz czesciej klientami PPP sg takze dzieci do 3 r.z., ktore stanowity 7,2% ogétu diag-
nozowanych, w celu kierowania do wczesnego wspomagania rozwoju. To wazny obszar
profilaktyki i wczesnej interwencji stanowigcej element systemu edukacji wigczajace;j.
Poradnie udzielajg tez pomocy miodziezy nieuczgcej sie i niepracujgcej i cho¢ osoby
te stanowig niewielki odsetek osdb objetych wsparciem PPP (0,08%), to wazne jest, ze
majg takg mozliwo$¢ wsparcia (Podgérska-Jachnik, 2021, s. 72).

Poradnie psychologiczno-pedagogiczne obcigzone sg gtéwnie zadaniami diagno-
stycznymi dla celéw orzeczniczych, na co uskarza sie blisko 40% instytucji biorgcych
udziat w badaniu (Podgérska-Jachnik, 2021, s. 74). Pracownicy co drugiej PPP wska-
zujg réwniez na koniecznos$¢ dookreslenia zakresu pomocy psychologiczno-pedago-
gicznej Swiadczonej przez rézne podmioty, w tym potrzebe dotyczaca sposobu dziele-
nia sie tym zadaniem miedzy szkotami/przedszkolami a poradnia. By¢ moze regulacje
w tym zakresie zwiekszylyby udziat specjalistow PPP w bezpo$rednim wspieraniu ucz-
nidw i tym samym wsparciu szkot i placowek w realizacji pomocy. Poradnie psycho-
logiczno-pedagogiczne wskazujg potrzebe poszerzenia dostepu do bezposredniej
pomocy, uwzgledniajgcej takze potrzeby dzieci i miodziezy z zaburzeniami psychicz-
nymi. Z badan wynika, ze nieco wiecej niz potowa (53,3%) PPP juz zatrudnia psycho-
terapeutdw, a dwie trzecie (64,1%) lekarza lub lekarzy specjalistéw. Stanowi to wazne
uzupetnienie wsparcia dla specjalistow w przedszkolach, szkotach i placéwkach. Mimo
dos$c¢ dobrych wskaznikéw zatrudnienia ww. specjalistéw dla zdecydowanej wiekszosci
badanych PPP wcigz problematyczne pozostajg kwestie kadrowe. Nadal na potrze-
be zatrudnienia psychoterapeutéw wskazuje 90,3% PPP, psychiatrow — 89,2%. Dla
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71,3% PPP problemem jest takze odpowiednie wyposazenie gabinetéw (Podgérska-
-Jachnik, 2021, s. 75).

Poradnie psychologiczno-pedagogiczne za swoich gtéwnych parteréw uznajg przed-
szkola (99,5%) i szkoty (94,9%), ale réwniez inne placéwki systemu oswiaty (81,5%),
a takze osrodki pomocy spotecznej (87,2%), sady rodzinne (61%), podmioty lecznicze
(65,1%). Ponad potowa, 56,9% poradni wspétpracuje z zespotami ds. orzekania o niepet-
nosprawnosci, a 59% z innymi podmiotami (uczelniami, stacjami sanitarno-epidemiolo-
gicznymi, policjg, powiatowymi urzedami pracy, powiatowymi centrami pomocy rodzinie,
prokuratura, kuratorami, domami dziecka i bibliotekami) (Podgdrska-Jachnik, 2021, s. 78).

Waznym elementem edukacji wigczajgcej jest szeroko zakrojona wspotpraca insty-
tucji wskazanych do udzielania pomocy psychologiczno-pedagogicznej dzieciom i mto-
dziezy oraz ich rodzinom. Niestety wcigz jeszcze dla wielu przedszkoli i szkot wspotpraca
miedzyinstytucjonalna nie jest najwazniejszg potrzebg w zakresie wdrazania eduka-
cji wlaczajacej. Jako placowki, z ktérymi wspétpraca moze podniesé w przedszkolach
poziom edukacji wtgczajgcej, przedszkola wymieniajg przede wszystkim PPP, cho¢ jest
to niewielki odsetek wskazan (17,8%). Jeszcze mniej przedszkoli wskazuje placowki do-
skonalenia nauczycieli (12,1%) oraz przedszkola i placéwki specjalne (11,9%). Prob-
lematyczne dla przedszkoli we wspotpracy z poradniami wydajg sie: brak dostosowan,
nieprecyzyjne zalecenia oraz stabe wsparcie ze strony specjalistow PPP (Podgoérska-
-Jachnik, 2021, s. 31-32). Jezeli chodzi o hierarchig¢ potrzeb szkét w celu zapewnienia
wysokiej jakosci edukacji wigczajacej, jedynie co szdsta szkota (16,3%) wskazuje, ze
wspétpraca z PPP moze cos$ zmieni¢ na lepsze w tej kwestii (Podgorska-Jachnik, 2021,
s. 39). Indywidualne wywiady pogtebione z dyrektorami PPP, realizowane w ramach
badania warto$ci wskaznika rezultatu dtugoterminowego PO WER w obszarze o$wiaty
(MEN, 2019, s. 44), wskazuja, ze PPP wspoétpracujgc ze szkotami, majg wypracowane
witasne modele tej wspédtpracy. Jest to zalezne od liczby specjalistow w szkotach, a takze
kadry w poradni oraz mozliwosci finansowych szkét w kwestii organizowania zaje¢ do-
datkowych dla ucznidow.

Obecnie waznym zadaniem PPP jest diagnoza dzieci nie tylko w wieku szkolnym, ale
takze od urodzenia do 7 r.z., co zwigzane jest z powotaniem do funkcjonowania zespo-
téw wczesnego wspomagania rozwoju dziecka. Do zespotéw trafiajg dzieci kierowane
przez PPP na podstawie opinii o potrzebie wczesnego wspomagania rozwoju, wyda-
wanych przez zespoty orzekajgce PPP. W roku 2017, wraz z wejsciem w zycie Ustawy
o wsparciu kobiet w cigzy i rodzin ,,Za zyciem”, powotano wiodgce osrodki koordynacyj-
no-rehabilitacyjno-opiekuncze (WOKRO) (Ustawa..., 2023). Jak podaje Elzbieta Neroj
(2023) z Ministerstwa Edukacji Narodowej na 320 WOKRO funkcje te petnity: 166 PPP,
110 specjalnych osrodkéw szkolno-wychowawczych, 36 szkot podstawowych specjal-
nych, 5 osrodkéw rewalidacyjno-wychowawczych, 3 przedszkola, w tym 2 integracyj-
ne i 1 ogdlinodostepne. Wynika z tego, ze najczes$ciej funkcje WOKRO petnig poradnie.
Tym samym organizacja i koordynowanie wsparcia specjalistycznego dla najmtodszych
dzieci i ich rodzin staje sie obecnie jednym z zadan co czwartej publicznej poradni psy-
chologiczno-pedagogicznych w kraju.
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Studium przypadku. Zadania Poradni Psychologiczno-Pedagogiczne;j
Nr 1 w Rzeszowie w koordynacji wsparcia miedzysektorowego

w perspektywie realizacji zatozen edukacji wtaczajgcej i inkluzji
spotecznej dzieci mtodziezy i ich rodzin

Zreby zinstytucjonalizowanego poradnictwa zawodowego dla uczniéw zaczetly ksztat-
towac¢ sie od czasu ukazania sie 16 kwietnia 1958 r. Zarzgdzenia Ministra Oswiaty
w sprawie utworzenia poradni psychologicznych. Na mocy rozporzgdzenia MEN z dnia
11 czerwca 1993 roku poradnie przyjety funkcjonujgce po dzi§ dzien nazwy porad-
ni psychologiczno-pedagogicznych. Wraz ze zmiang nazwy nastgpita regulacja funk-
cji i zadan poradni, ktére rozszerzyly swojg dziatalno$¢ diagnostyczna, profilaktyczna,
doradczg i terapeutyczng. Poradnia Psychologiczno-Pedagogiczna Nr 1 w Rzeszowie
(dalej: PPP Nr 1) powstata w 1959 roku, w roku 2001 zostata wskazana przez Kuratora
Oswiaty jako placowka, w ktorej powotano zespét orzekajacy, a od roku 2017, decyzjg
Starosty Rzeszowskiego, petni takze funkcje WOKRO (Zarzgdzenie Nr 11/13/2017 Sta-
rosty Rzeszowskiego z dnia 15 listopada 2017 roku).

Obecnie na terenie wojewddztwa podkarpackiego funkcjonuje 26 publicznych PPP
i niemalze tyle samo poradni niepublicznych (23). Organem prowadzgcym poradnie pub-
liczne sg powiaty ziemskie lub miasta na prawach powiatu. Kazda jednostka systemu
oswiaty ma swojg poradnie rejonowa, natomiast dzieci nieuczeszczajgce do placéwki
objete sg rejonem dziatania poradni ze wzgledu na miejsce zamieszkania. PPP Nr 1 jest
placéwkg powiatu rzeszowskiego, a rejonem dziatania sg przedszkola i szkoty z 13 gmin
tego powiatu. Obecnie w PPP Nr 1 zatrudnionych jest: 9 psychologéw, 9 pedagogéw,
w tym wicedyrektor poradni, 3 logopeddw, w tym dyrektor poradni, oraz 9 pracownikéw
niepedagogicznych. Z PPP Nr 1 wspétpracuje 3 lekarzy specjalistéw, a 5 pracownikéw
pedagogicznych realizuje dodatkowo Program ,Za zyciem” w ramach WOKRO.

Analiza statystyczna zebranego materiatu sprawozdawczego (materiaty wlasne PPP
Nr 1) pozwala stwierdzi¢, ze z roku na rok zwieksza sie liczba dzieci i uczniéw, rodzicéw
i nauczycieli korzystajgcych z oferty PPP Nr 1, co obrazujg ponizsze wykresy.

Wykres 1. Liczba zgtoszen ztozonych do PPP Nr 1 w Rzeszowie w kolejnych latach szkolnych

LICZBA ZtOZONYCH ZGtOSZEN

_ 1863
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Zrédto: dane statystyczne PPP Nr 1 w Rzeszowie.
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Wykres 2. Liczba orzeczen i opinii WWR wydawanych przez Zesp6t Orzekajacy PPP Nr 1 w Rze-
szowie w kolejnych latach szkolnych

LICZBA WYDANYCH ORZECZEN | OPINIl WWR

1000 501
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0 -

2019/2020 2020/2021 2021/2022 2022/2023

Zrédto: dane statystyczne PPP Nr 1 w Rzeszowie.

W kwietniu 2022 r. Uniwersytet Slgski na zlecenie Ministerstwa Edukacji Narodowe;j
przystapit do realizacji projektu Model wsparcia miedzysektorowego. Celem stato sie
podniesienie jakosci i efektywnosci skoordynowanego, miedzysektorowego wsparcia
udzielanego dzieciom, uczniom i ich rodzinom oraz srodowisku, w ktorym funkcjonuja
na poziomie lokalnym (powiatu) (MWM, 2024). W projekcie wdrazania modelu wspar-
cia miedzysektorowego w wiekszosci biorgcych udziat powiatéw instytucjami koordynu-
jacymi zostaty PPP (25 na 36 jednostek samorzadu terytorialnego). Zadaniem instytu-
cji koordynujgcych byto: monitorowanie rozwoju i profilaktyka zaburzen rozwoju dzieci
i mtodziezy, wsparcie dla rodzin, specjalistow, koordynowanie wczesnego wspomagania
rozwoju dzieci i wsparcia rodziny w wieku od urodzenia do rozpoczecia nauki w szkole,
uzupetnienie oferty specjalistycznej niedostepnej na poziomie gminy, koordynowanie
wspotpracy miedzy instytucjami udzielajgcymi wsparcia prowadzgcymi dziatalno$¢ opie-
kunczg, rehabilitacyjng, wychowawcza, edukacyjng (SGH i MEN, 2024).

We wrzesniu 2022 r. powiat rzeszowski przystapit do realizacji projektu MWM, wska-
zujgc PPP Nr 1 jako instytucje koordynujgcg. Aby wiasciwie zrealizowa¢ zadania, PPP
Nr 1 wraz z koordynatorem z poziomu powiatu:

» dokonata analizy zasobow instytucjonalnych, form wsparcia srodowiskowego oraz
programow realizowanych przez jednostki samorzgdowe i organizacje pozarzado-
we w sektorze zdrowia, edukacji i pomocy spoteczne;j;

» przystgpita do badan pilotazowych narzedzi przesiewowych w réznych grupach
dzieci i miodziezy;

» po zrealizowanych badaniach (w | i Il etapie realizacji projektu) wytoniono dzieci
i ucznidw, wobec ktoérych zaimplementowano wytyczne opracowane w ramach
projektu MWM:

— opracowano zalecenia dotyczgce form wsparcia dzieci i rodzin stosownie do ich
indywidualnych potrzeb i mozliwosci;

— okreslono w wywiadach (z rodzicami) dotychczas realizowane zakresy pomocy,
a takze te obszary, w ktérych nalezatoby uruchomic dalsze dziatania pomocowe,
réwniez te spoza sektora edukac;ji;
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* naregularnych spotkaniach zespotu powotanego do realizacji projektu MWM w po-
wiecie rzeszowskim rozwazano, jakie sg mozliwosci zmniejszania obcigzenia proce-
duralnego zwigzanego z uzyskaniem dostepu dzieci, mtodziezy i rodzin do wspar-
cia, a takze jak efektywnie wdrazaé zasoby lokalne, podnies$¢ jakos¢ swiadczonej
pomocy;

» zorganizowano spotkanie informacyjno-promocyjne w celu omoéwienia mozliwosci
wspotpracy miedzyresortowej w organizacji wsparcia dla dzieci, ucznidéw i rodzin
na terenie powiatu rzeszowskiego oraz wypracowania dla stosownych ministerstw
rekomendacji dotyczacych mozliwosci rozwigzan w zakresie koordynacji wsparcia
dzieci i rodzin na poziomie lokalnym — powiatu. W spotkaniu udziat wzieli:

— kierownik projektu z Uniwersytetu Slaskiego w Katowicach;

— przedstawicie organu prowadzacego PPP Nr 1: starosta i wicestarosta rzeszow-
ski, dyrektor Wydziatu Spoteczno-Oswiatowego Starostwa Powiatowego,
petnomocnik Zarzgdu Powiatu ds. zdrowia;

— przedstawiciele ochrony zdrowia: z-ca dyrektora ds. organizacyjno-personalnych
oraz koordynator pediatrii Zespotu Opieki Zdrowotnej Nr 2 w Rzeszowie, przed-
stawiciele oddziatu psychiatrii dzieci i mtodziezy w tancucie, kierownik Kliniki
Noworodkoéw z Intensywng Opieka i kierownik Przyszpitalnej Poradni Neonato-
logicznej Uniwersyteckiego Szpitala Klinicznego w Rzeszowie, kierownik Pod-
karpackiego Centrum Stuchu i Mowy MEDINCUS, koordynator Euro-Medica
Centrum Psychologii i Psychoterapii w Rzeszowie;

— przedstawiciele pomocy spoteczne;j: dyrektor i z-ca dyrektora Powiatowego Cen-
trum Pomocy Rodzinie w Rzeszowie;

— podkarpacki kurator oswiaty, dyrektor Osrodka Wczesnej Interwenciji PSONI
Koto w Rzeszowie, dyrektor ,Domu Opatrznosci” dla Dzieci i Mtodziezy, dyrekto-
rzy szkoét podstawowych biorgcych udziat w badaniach przesiewowych uczniéw
w Woli Zgtobienskiej, Nosowce, Glogowie Matopolskim, dyrektor Zespotu Szkoét
Zawodowych w Dynowie.

W efekcie trwajgcych blisko dwa lata dziatan pracownicy PPP Nr 1 otworzyli sie na
realng wspotprace z placéwkami edukacyjnymi i pomocy spotecznej. Dostepnos¢ pla-
céwek ochrony zdrowia okazata sie na chwile obecng, przy aktualnych rozwigzaniach
prawnych, praktycznie niemozliwa. Pracownicy PPP Nr 1 wyjezdzajg do szkét i placé-
wek, stajgc sie inicjatorami lub uczestnikami zespotéw interdyscyplinarnego wsparcia
dzieci i uczniéw. Inicjujg spotkania w celu indywidualizacji pomocy psychologiczno-pe-
dagogicznej poszczegdlnym dzieciom i uczniom oraz ich rodzinom nie tylko w placéw-
ce edukacyjnej (przedszkolu i szkole), ale takze z wykorzystaniem zasobow gminnych
osrodkéw pomocy spotecznej. Podjeto takze wspotprace z Il Zespotem Kuratorskim
Stuzby Sadowej w sprawach rodzinnych i nieletnich Sgdu Rejonowego w Rzeszowie.
Opracowano plakaty i ulotki informacyjne nt. wsparcia wczesnorozwojowego dzieci
i rodzin, nastepnie przekazano je do szpitali prowadzgcych oddziaty potoznicze i neo-
natologiczne w Rzeszowie. Mimo zakonczenia projektu MWM zainicjowane dziata sg
kontynuowane i na trwate wpisuja sie w oferte PPP Nr 1.

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 57-67 65



%7%,‘/ /&9‘0}/&»&_ Matgorzata Zaborniak-Sobczak
I / L

Whioski i rekomendacje

Koncepcje edukacji wtgczajgcej mozna scharakteryzowac, wskazujgc na nastepujgce
jej cechy: ,dostep do szkoty dla wszystkich ucznidw, zrownowazone cele ksztatcenia,
uwzgledniajgce harmonijny rozwoj ucznidw, elastyczny system wsparcia wspotpracuja-
cych ze sobg specjalistow oraz wspdlny program ksztatcenia” (Szumski, 2019, s. 15). By
zbudowac ,elastyczny system wsparcia wspotpracujgcych ze sobg specjalistow” MEN
podjeto zadanie organizacji wsparcia miedzysektorowego, rozumianego jako integracja
dziatan pomocowych na rzecz dziecka i rodziny, realizowanych gtéwnie w trzech sekto-
rach publicznych: zdrowia, pomocy spotecznej i edukacji. Wydaje sie, ze PPP mogtaby
petni¢ funkcje koordynujgca wsparcie miedzysektorowe dzieci i mtodziezy, rodzin. Wy-
magataby to jednak uregulowan legislacyjnych. Sugeruije, by:

1. zadanie koordynacji wpisa¢ do zadan poradni;

2. umozliwi¢ zatrudnienie w PPP oséb, ktérych zadaniem bytaby koordynacja dzia-

tan miedzysektorowych (pracownika socjalnego/pedagoga), przygotowanych

i wspotpracujgcych zaréwno ze specjalistami PPP, jak i pracownikami ochrony

zdrowia, pomocy spofecznej;

3.  zabezpieczenie $rodkéw finansowych dla wynagrodzenia ww. os6b — koordy-

natoréw wsparcia;

4. do zadan oséb koordynujgcych nalezatoby:

+ opracowanie bazy informacyjnej, upowszechnianie i promowanie ustug wspar-
cia, realizowanych w rejonie dziatania PPP;

* monitorowanie dziatan postdiagnostycznych, realizowanych w srodowisku
lokalnym na rzecz wsparcia dzieci /rodzin;

» koordynowanie wsparcia: opracowanie planéw wsparcia z wykorzystaniem
zasobow lokalnych: pomocy spofecznej, edukacji, ochrony zdrowia, tak by nie
powiela¢ dziatan pomocowych, lecz by je efektywnie uzupetniaé.

Poradnie wydajg sie instytucjami, ktére posiadajg do$wiadczenie w zakresie koor-
dynacji wsparcia, wypracowane modele wspotpracy, jednak dotychczas zadanie to rea-
lizowane byto niesystematycznie, doraznie i intuicyjnie. Celem staje sie regulacja dzia-
tan w zakresie koordynacji wsparcia miedzysektorowego, a tym samym wsparcie dzieci
i ich rodzin w dostepie do stosownej pomocy i adekwatnej do zré6znicowanych potrzeb
edukaciji.
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Group Collaboration and Inclusive Education:
A Symmetrical Inclusion Perspective
Wspodipraca grupowa a edukacja wigczajaca.
Perspektywa inkluzji symetrycznej

RESEARCH OBJECTIVE: This study aims to examine and describe practical activities devel-
oped through participant observation of both able-bodied and disabled youth involved in collabo-
rative educational projects.

THE RESEARCH PROBLEM AND METHODS: The research problem is articulated as follows:
What elements of youth collaboration should be integrated into educational activities? Specifically,
the study explores who constitutes the group, the objectives of the meetings, the substantive con-
tent of the activities, the locations where these activities occur, and the methods employed. These
activities stem from an ongoing partnership between Special Education School Complex No. 3
in Krakow and the Institute of Geography and Spatial Management at Jagiellonian University, which
has been in place since 2016. Methods used in the study include participant observation, surveys,
interviews, and reflective analysis.

THE PROCESS OF ARGUMENTATION: The study outlines its objectives and proposes practi-
cal solutions through a structured argument. It begins with an introduction to the issue, followed
by a description of collaboration and inclusive education, a detailed explanation of symmetrical in-
clusion, and an examination of practical applications such as creating inclusive urban spaces, or-
ganizing forest expeditions, and designing geographical pop-up books. The study also provides
guidelines for effective collaboration based on these experiences.

RESEARCH RESULTS: The research presents examples of practical activities and collaborative
efforts within the framework of symmetrical inclusion, involving both university students and intel-
lectually disabled youth. These activities offer valuable insights and can serve as models for use
in various educational contexts.
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CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH: Lev-
eraging diverse learning styles and individual differences within youth groups not only enriches the
educational experience but also supports the development of essential social and emotional compe-
tencies. The study highlights the importance of focusing on clear objectives and hands-on, multisen-
sory activities to nurture partnerships, stimulate creativity, and seek solutions in relationship-building.

— KEYWORDS: SYMMETRICAL INCLUSION, INCLUSIVE EDUCATION,
COLLABORATIVE LEARNING, INTELLECTUAL DISABILITY,
UNIVERSITY STUDENTS

STRESZCZENIE

CEL NAUKOWY: Opis praktycznych dziatan opracowanych w wyniku obserwacji uczestnicza-
cej mtodziezy petnosprawne;j i z niepetnosprawnosciami podczas realizacji wspdinych projektow
edukacyjnych.

PROBLEM I METODY BADAWCZE: Pytanie problemowe sformutowano nastepujgco: Jakie wy-
miary wspotpracy miodziezy powinny by¢ uwzglednione w dziataniach edukacyjnych: kto tworzy
grupe, jaki jest cel spotkania, co stanowi tre$¢ merytoryczng zajeé, gdzie prowadzone sg aktyw-
nosci oraz w jaki spos6b? Opisywane przyktady dziatan byty prowadzone od 2016 roku w ramach
statej wspotpracy pomiedzy Specjalnym Osrodkiem Szkolno-Wychowawczym nr 3 w Krakowie a In-
stytutem Geografii i Gospodarki Przestrzennej Uniwersytetu Jagiellonskiego. W przedsigwzigciu
wykorzystano metody: obserwacje uczestniczace, ankiety, wywiady oraz refleksje.

PROCES WYWODU: Spetnienie celu badawczego i zaproponowanie praktycznych rozwigzan
zostaly zawarte w procesie wywodu, ktéry obejmuje: wprowadzenie w zagadnienie, opis pojecia
wspotpracy i edukacji wigczajgcej, charakterystyke inkluzji symetrycznej, opis praktycznych roz-
wigzan — przyjazna przestrzen publiczna w miescie, leSna ekspedycja, ksigzeczka geograficzna
pop-up, wskazoéwki do skutecznej wspotpracy.

WYNIKI ANALIZY NAUKOWEJ: Przedstawiono przykfady praktycznych dziatan i wspotpracy
w idei inkluzji symetrycznej miedzy mtodziezg akademicka a mtodziezg z niepetnosprawnoscig in-
telektualng. Mogg one stanowi¢ inspiracje do wykorzystania w réznych placoéwkach edukacyjnych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Wykorzy-
stanie r6znorodnosci styléw uczenia sig i roznic indywidualnych w grupie mtodziezy to podejscie,
ktore nie tylko wzbogaca proces edukacyjny, ale takze wspiera rozwdj kluczowych umiejetnosci
spotecznych i emocjonalnych. Skoncentrowanie sie na prostych celach i praktycznych dziataniach
w multisensorycznych przestrzeniach jest kluczowe dla partnerskiej wspotpracy, zachecajgc do twor-
czego podejscia i poszukiwania rozwigzan w relacjach.

— SLOWA KLUCZOWE: INKLUZJA SYMETRYCZNA, EDUKACJA WLACZAJACA,
WSPOLPRACA GRUPOWA, NIEPELNOSPRAWNOSC
INTELEKTUALNA, MLODZIEZ AKADEMICKA
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Introduction

In today’s globalized world, the ability to collaborate is becoming an essential skill. It
enables the creation of innovative solutions and the development of diverse, resilient
communities that can work together to meet the challenges of the 21st century. Accord-
ing to a UNESCO report (2014), Global Citizenship Education (GCE) plays a key role
in shaping communication skills and facilitating interaction with individuals from varied
backgrounds, cultures, and with different viewpoints. Within the realm of education, it is
essential to promote collaborative competencies at every level of schooling. This includes
creating opportunities for students with disabilities, particularly those with intellectual
disabilities (ID), to practice working effectively with others. Involving children and youth
with disabilities into group projects and school activities not only enriches their educa-
tional experiences but also fosters empathy, tolerance, and an appreciation for diversi-
ty among other students. Schools become places where everyone, regardless of their
abilities, can fully participate in social life and develop key communication, interpersonal,
and cognitive skills that are indispensable for both personal growth and future careers.
Joint activities and projects teach students teamwork, conflict resolution, and collective
decision-making, preparing them for future challenges in a diverse, contemporary world.

This article outlines methods and practical strategies for promoting collaboration
within the framework of symmetrical inclusion between college students and young in-
dividuals with intellectual disabilities (ID). Encouraging cooperation in educational set-
tings, particularly in the context of integrating youth with ID, is an investment in building
a society founded on mutual respect, solidarity, and teamwork, which is vital for achieving
sustainable and inclusive social development. Symmetrical inclusion transcends tradi-
tional inclusive approaches as it utilizes the social competencies of both groups simul-
taneously, with the entire process of shaping attitudes and changing social perspectives
occurring in diverse social contexts. This article describes collaboration and hands-on
activities involving individuals with ID and their non-disabled peers. The idea underlying
symmetrical inclusion is that the collaboration and mutual acquaintance between youth
with ID and college students will prepare them for full participation in adult social, cul-
tural, and professional life.

The effectiveness of this approach is supported by pedagogical research, which
shows that students without special educational needs (SEN) benefit in various ways
from engaging in interactive educational activities with peers with ID (Wlazto, 2019;
Kulesza et al., 2021). Youth learn to respect others, acknowledge different abilities, and
embrace diverse personalities, which fosters the development of new relationships. Ad-
ditionally, young people develop skills related to helping others, showing patience, and
gaining fulfillment from assisting their peers in learning and improving behavior (Molina
Roldan et al., 2021).
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Group Collaboration Versus Inclusive Education

Defining and describing the concept of collaboration and its key elements involves un-
derstanding its various definitions, concepts, and terminologies (Saltiel, 2002). This re-
quires consideration of the specific contexts in which the term is used, as meanings
may vary depending on the user and the particular circumstances (Hernandez, 2013).

Collaboration in education is anchored in collaborative partnerships, which adopt
a student-centered approach aimed at supporting the needs and strengths of young
people. It promotes an inclusive school culture and fosters a community focused on
achieving positive educational outcomes for students, while also creating a sense of be-
longing within the school environment (Tett et al., 2003; Billett et al., 2007). At the core of
these educational partnerships is the synergy of efforts toward a shared goal, grounded
in mutual assistance, and relationships built on trust, respect, and loyalty, which are key
elements for both professional success and personal development (Saltiel, 2002).

Effective teamwork, particularly in groups with diverse intellectual abilities, requires
a wide range of skills, including:

« Communication skills: The ability to convey information clearly, engage in active
listening, articulate thoughts and emotions effectively, and offer and accept con-
structive feedback.

» Social and adaptive skills: Developing empathy, understanding others’ perspec-
tives, resolving conflicts, building trust, and demonstrating flexibility and openness
to new ideas and methods.

« Cognitive skills: The ability to think creatively in new situations and to engage in
reflective thinking.

» Organizational skills: Planning and coordinating activities, prioritizing tasks, and
managing resources efficiently.

While both inclusive education and group collaboration aim to support effective learning
environments, their objectives and characteristics differ. UNESCO (2017) defines inclu-
sive education as “the process of strengthening the capacity of the education system to
reach out to all learners.” It emphasizes equal access to education for all students, re-
gardless of their individual needs and abilities. Group collaboration, on the other hand,
centers on teamwork and the collective effort to achieve shared goals. Key to this is the
development of cooperation, communication, and problem-solving skills within the group.
To implement group work in inclusive education, the following aspects should be
considered:
Approach to Diversity:

» Group collaboration can encompass a variety of youth from different backgrounds,
but emphasizes individuals working together to achieve a common goal.

« Inclusive education recognizes individual differences and seeks to adapt teaching
methods so that each student can progress at their own pace and according to
their abilities.
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Teaching Methods:

» Group collaboration may utilize teamwork strategies such as de Bono’s Six Thin-
king Hats, the Molier method, World Café, or group projects.

* Inclusive education may employ multisensory methods, hands-on activities, adap-
table learning environments (e.g., field trips), flexible groupings, and assistive IT
technologies to support the learning process.

Group Assessment:

» Group collaboration can be assessed through the analysis of group outcomes, the
degree of goal achievement, and observation of subgroup dynamics and member
interactions.

* Inclusive education may require a broader assessment that considers the diverse
skills and needs of students as well as their individual progress.

When organizing activities for youth with intellectual disabilities (ID) and their non-dis-
abled peers, it is important to:

» Keep group sizes small and carefully select team members.

» Ensure that the task is relevant and connected to everyday experiences.

» Make sure the objective of the activity is clear, easy to explain, and easy for all par-
ticipants to understand and repeat.

» Use methods that engage all senses, and incorporate a variety of materials and
commonly accessible resources.

« ltis good practice to use methods that require frequent communication, interaction,
consultation, and agreements.

» Consider diversifying the settings for group work, extending beyond the classroom
into community or public spaces.

This approach is in line with the principles of symmetrical inclusion.

Symmetrical Inclusion as an Educational Process for Collaborative
Youth Groups

In their book, Symmetrical Inclusion of Youth with Intellectual Disabilities and College
Students: Practical Solutions (Pietrzak & Sobocha, 2022), the authors of this article de-
scribe symmetrical inclusion as an educational process that goes beyond traditional in-
tegrative and inclusive education. In this model, positive relationships stimulate mutual
development, where each person contributes to the growth of the other. Symmetrical
inclusion is defined as

[...] a process of cultivating attitudes of understanding and acceptance of differences
through collaboration between able-bodied youth and youth with intellectual disabilities (ID)
in educational, academic, and social settings. Through peer interactions and education, the
needs of both marginalized and majority group members (i.e., both able-bodied individuals
and those with ID) are symmetrically met, while also fostering changes in their mutual rela-
tionships. Awareness of the differences between the groups emerges organically, without
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conscious control, simply through shared experiences in an environment distinct from daily
life (Pietrzak & Sobocha, 2022, p. 46).

The model of symmetrical inclusion follows a three-stage process:

Stage I: Introducing and Getting to Know Each Other
The goal of this stage is to develop interpersonal communication, an understanding of
community norms, and adapting behaviors to different social contexts, based on the
principle of “working with resources.”

Stage II: Taking Action and Collaboration
This stage focuses on peer discussions and shared activities, where college students
support youth with ID, following the principles of “reflection in action” and “mutual as-
sistance within the community.”

Stage lll: Meetings and Collaborative Actions in Public Spaces
The goal of this stage is to make use of diverse resources available in public spaces,
guided by the principle of “trust and authenticity.”

The activities outlined in this article have been ongoing since 2016 as part of a part-
nership between the Special Education Center No. 3 in Krakow (with 12 regular partici-
pants and 35 rotating participants) and the Institute of Geography and Spatial Manage-
ment at Jagiellonian University (involving a total of 117 students). These efforts were
observed by a special education teacher and a university lecturer using qualitative par-
ticipatory research methods (Babbie, 2024). The success of this approach is reflected
in accounts from professionals who describe how they “rely less on formulas learned in
graduate school than on the kind of improvisation learned in practice,” as discussed in
Schon’s 1983 book The Reflective Practitioner. Schon introduced ideas like reflection-
on-action and reflection-in-action, building on Dewey’s (1998) notion of reflective prac-
tice through the study of experience, communication, and reflection.

Simultaneously, in-depth interviews were conducted with university students, based
on their conscious reflections and observations, as well as through surveys. This allowed
for a more nuanced understanding of participants’ attitudes and behaviors in their eve-
ryday environments. The observations and feedback covered activities both in school
and in public spaces. The article describes three specific examples of these interactions:
an art workshop at the Special Education Center No. 3, a field trip to Twardowski Rocks
Park in Krakow, and a session at the Creative Collaboration Space on Jagiellonian Uni-
versity’s 600th Anniversary Campus. These observations, along with surveys, interviews,
and reflections provided material for introducing new and more effective approaches to
the activities. This material was used for qualitative analysis and was not intended as
statistical documentation.

The eight years of collaboration have led to practical conclusions regarding the ap-
plication of different forms of cooperation, aiming to accommodate the unique learning
styles and personalities of both able-bodied youth and those with disabilities.

74 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 69-82



Group Collaboration and Inclusive Education

Symmetrical Inclusion: A New Perspective on Diversity in Education —
Practical Solutions

The following three examples of collaborative projects under the framework of symmet-
rical inclusion were carried out as part of the third stage, “Meetings and Collaborative
Actions in Public Spaces.”

Creative Collaboration Spaces: Inclusive Places in the City

Public spaces can be viewed as venues for dialogue, where relationships are forged
through communication. The design, location, and arrangement of these spaces, based
on the principles of social participation, are essential. Participation involves collective
decision-making, where team dialogue plays a key role (Frejlich, 2021). Raising aware-
ness of the involvement of diverse individuals in the participatory design of public spaces
was the main objective of the meeting between university students and youth with intel-
lectual disabilities (ID).

The session began with a group reading of a city map of Krakow and informational
guides about significant places and landmarks. Participants then shared details about
places they often visit. The next step involved collectively creating a list of welcoming
places for social gatherings, recreation, culture, education, entertainment, and sports
in Krakow. Using a whiteboard, the group worked together to construct a spatial map of
the city, with symbolically labeled important locations (Figure 1). The session wrapped
up with participants working together to prototype urban spaces through 3D spatial
modeling.

The entire session took place in the Creative Collaboration Space at the Institute of
Geography and Spatial Management at Jagiellonian University (IGIGP UJ) (Figure 1).
The arrangement of this space is centered on human interaction, with an emphasis on
understanding user requirements, promoting teamwork, rapid knowledge acquisition,
idea visualization, and quick prototyping (Luc et al., 2020). The team space proved to
be a fundamental component, supporting creativity, idea exchange, and communication.
The playful and interactive atmosphere encouraged active participation and joint deci-
sion-making. The team had the opportunity to experiment and build in the tinker space,
which was key during the prototyping of welcoming urban spaces. The ability to test and
refine ideas in practice increased engagement and helped participants bring their urban
design concepts to life through 3D models (Figure 1). The presentation space gave par-
ticipants a platform to showcase their work and obtain feedback. This space was crucial
for presenting physical prototypes and fostering communication between teams, helping
them assess their progress and gain valuable input for further project development.
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Fig. 1. Project Activities Titled “Inclusive Places in the City” in the Creative Collaboration Space
at the Institute of Geography and Spatial Management, Jagiellonian University. Top Photo — Work
in the Tinkering Space. Bottom Photo — Work in the Presentation Space

Own source.
These sessions demonstrated the importance of diverse spaces in the educational

process, which enabled young people to fully engage in various stages of both team-
based and individual work.
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Forest Expedition — Creative Workshops and Natural Discoveries

The “Forest Expedition” workshops took place in the green surroundings of the Skatki
Twardowskiego Park and the Zakrzéwek Reservoir, offering both cognitive and emotional
benefits from immersion in nature (Karolak et al., 2013). The activities included terrain
navigation, creating forest mandalas, and playing “forest bingo.” The outdoor tasks began
with participants locating specific points in the forest using a map, compass, and mobile
apps. Creating forest mandalas involved working in teams to design compositions using
natural materials such as leaves, sticks, stones, flowers, pinecones, needles, bark, and
feathers (Figure 2). The forest bingo activity required participants to identify various plant
and animal species using mobile apps (e.g., Flora Incognita, iNaturalist) and special-
ized guides with descriptions, photos, and identification keys for local flora and fauna.

Fig. 2. Field Activities Titled “Forest Expedition.” Left Photo — Walk to the Skatki Twardowskie-
go Park Combined With a Forest Bingo Game. Right Photo — Presentation of Forest Mandalas

Own source.

Using maps, compasses, and mobile apps helped participants develop practical na-
vigation skills, which can be useful in a variety of contexts. The students observed that
teamwork and clear communication were essential for successfully locating all designa-
ted points, which reinforced their collaborative abilities. While working on the mandalas,
the group had a chance to express their creativity and learn to appreciate the diversi-
ty of materials that nature provides. The forest bingo activity proved to be an excellent
blend of fun and education. By observing and searching for different plant and animal
species, participants — regardless of intellectual ability — gained a deeper understanding
of the forest ecosystem. Moreover, both individuals with intellectual disabilities and their
neurotypical peers demonstrated unexpected interests. For instance, one participant with
a passion for herbal medicine shared her knowledge about the use of medicinal herbs
and cosmetic recipes, sparking curiosity among her peers.

These shared experiences in a diverse forest environment helped the youth deve-
lop a greater appreciation for nature, while discovering new interests and sharing their
knowledge with others. The teams had to communicate effectively to reach mutual
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understanding. The students realized that actively exploring nature together was a far
more engaging way to learn than traditional, passive classroom methods. The university
students also honed their communication and teaching skills by explaining natural phe-
nomena to participants with intellectual disabilities, which enriched the learning expe-
rience for everyone involved.

Geography Pop-Up Book Project

Climate change, water resource protection, and awareness of natural hazards are some
of the geographical topics important to both university students and youth with intellectual
disabilities, as these issues impact quality of life and health. The collaborative pop-up book
project is a fascinating and creative endeavor that requires both precision and imagination.
It not only promotes environmental awareness but also enhances manual skills, planning
abilities, and teamwork through creative collaboration, offering participants a platform for
creative expression (Ta'ba et al., 2024). Making a pop-up book involves creating three-di-
mensional elements that pop up when the pages are opened, using techniques like cutting,
folding, and gluing paper. The students explained concepts such as the factors affecting
river water levels, changes in climate and vegetation at different altitudes on mountain
slopes, the processes of volcanic eruptions and earthquakes, and the formation of clouds
and strong winds. These concepts were illustrated through 3D models created collabo-
ratively, which helped participants better grasp and remember the information (Figure 3).

Fig. 3. Interdisciplinary Workshops Combining Earth Science With Artistic Expression Through
Geographical Pop-Up Mooks, Held at Special Education School Complex No. 3 in Krakow

==

Own source.
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Collaborating on the pop-up book project proved to be a fulfilling and stimulating ex-
perience for both geography students and youth with intellectual disabilities. It was also
an innovative way to blend scientific concepts with artistic expression. The geography
students expressed enthusiasm for an opportunity to apply their theoretical knowledge
in a practical setting and were curious about how to represent geographical phenomena
in a pop-up format. Meanwhile, the youth with intellectual disabilities were captivated by
the new artistic methods and the way simple paper could be transformed into dynamic
three-dimensional models. After the sessions, the geography students reported feeling
satisfied with the teamwork, as they were able to share their knowledge and skills, as
well as learn from their peers’ solutions. They also observed that the youth with intellec-
tual disabilities enjoyed being part of a collaborative effort, reaching shared objectives,
and receiving support from their peers.

All participants took pride in the tangible outcomes of their work, which resulted in
an educational tool that others could use to learn about Earth’s processes. Through the
project, they developed skills in collaboration, communication, and creative thinking,
while also enhancing their manual dexterity, concentration, and ability to follow instruc-
tions. After the workshop, the geography students reported they had gained a better un-
derstanding of the needs and capabilities of individuals with intellectual disabilities. The
youth with intellectual disabilities, seeing the positive and real results of their work, felt
appreciated and accepted by their peers. This boost in their self-esteem was evident
when they eagerly and enthusiastically invited their academic peers to future meetings.

The challenge for university students involved using clear, accessible language, set-
ting goals collaboratively, explaining tasks precisely, providing straightforward instruc-
tions, and monitoring progress collectively. They also needed to tailor tasks to individual
capabilities, understand diverse perspectives, and communicate effectively, given the
varying levels of knowledge and skill within the group. In summary, working together on
the geographical pop-up book project offered not only an opportunity for learning and skill
development but also a chance to build connections, facilitate understanding, and pro-
vide mutual support. Such projects have the potential to become memorable experi-
ences that enhance both geographical knowledge and social skills for all participants.

Conclusions

The practical examples presented within the framework of symmetric inclusion high-
lighted a holistic approach to educational activities, which recognizes the diverse com-
position of participants. These groups comprised both able-bodied youth and individuals
with disabilities, each bringing a range of unique personalities.

Itis recommended that educational initiatives consider the following aspects of youth
collaboration: the composition of the group, the session’s objectives, the content being
covered, the location of the activities, and the methods of execution.
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Who: Embracing Diversity Within the Group

Creating a collaborative environment that includes both able-bodied youth and those
with disabilities, each representing different personalities, is key. Participants are en-
couraged to acknowledge and appreciate each other’s abilities and needs as sources
of mutual inspiration. Drawing on the diversity of learning styles and personalities within
the group strengthens communication skills, promotes knowledge sharing, empathy and
emotional intelligence.

Why: Focusing on Clear Goals and Hands-On Actions

Participants, together with facilitators, should define realistic goals for collaboration that
allow them to take on meaningful roles within the group. These goals should be relevant
for the participants and encourage creativity in working with peers.

What: Understanding Everyday Life and the Surrounding World

The substance of collaborative projects should center on themes related to social and
cultural life, understanding natural processes, the role of work in adult life, and the use
of modern technology.

Where: Diverse Collaboration Spaces

Facilitating collaborative projects in diverse settings — such as green spaces, cultural,
educational, and research institutions, or sports and recreational centers — creates a con-
ducive atmosphere for learning. Participants learn to overcome communication barriers
and respond to real-world social situations, which promotes the natural development
of interpersonal skills.

How: Multidimensional Environmental Experiences

Collaborative projects should engage participants through both sensory perception and
social interactions, as well as human behaviors. This approach provides youth with a ho-
listic set of experiences — both physical and emotional — that lead to a deeper under-
standing and perception of their surrounding world.

The above recommendations stem from eight years of collaboration and shared initia-
tives between students at the Institute of Geography and Spatial Management (IGIGP) at

80 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 69-82



Group Collaboration and Inclusive Education

Jagiellonian University and youth from Special Education School Complex No. 3 (SOSW
No. 3) in Nowy Sgcz. These endeavors unfolded within the framework of symmetrical
inclusion, which extends beyond traditional integrative and inclusive education by focus-
ing on joint projects in multisensory environments. In this context, symmetry refers to
balance and equality between the participants, where each partner maintains a compa-
rable degree of influence, responsibility, and benefits from the collaboration. This form
of symmetry nurtures seamless communication, mutual respect, and a shared commit-
ment to achieving common goals.
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The Finnish Model of Inclusive Education —

an Unmatched Ideal or a Viable Model of Good Practice?
Finski model edukacji wiaczajacej —

niedoscigniony ideat czy realny wzor dobrych praktyk?

RESEARCH OBJECTIVE: The research presented here was aimed at finding out Polish teach-
ers’ perspectives on the Finnish education model, which is widely regarded as exemplary, and to
assess the feasibility of applying its principles to the Polish education system, particularly in rela-
tion to inclusive education.

THE RESEARCH PROBLEM AND METHODS: The study focused on three main questions: What
factors characterizing the Finnish education system are relevant to the quality of inclusive educa-
tion? Which of these factors are already present in the Polish education system? Which factors
from the Finnish model should be implemented in the Polish education system? The study involved
258 Polish teachers and utilized a quantitative approach, employing a diagnostic survey method,
a questionnaire technique, and a self-developed survey questionnaire.

THE PROCESS OF ARGUMENTATION: The analysis focused on identifying the barriers to in-
clusive education based on recent research and the changes needed to improve the effective-
ness of the Polish education system. This evaluation was grounded in a comparison with the key
characteristics of the Finnish system and its relevant solutions.

RESEARCH RESULTS: The results indicate that the key areas for improvement, according to the
respondents, are the professional preparation of teachers, efforts to raise the prestige of the teach-
ing profession, and improvements in working conditions, particularly those related to school climate.
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CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: The
Finnish education system is not only effective but also inclusive of all students. As such, its solu-
tions can serve as a model for Polish teachers and policymakers as they work towards making the
Polish education system more inclusive. Implementing the study’s findings may contribute to im-
proving the Polish education system and fostering its inclusiveness.

— KEYWORDS: |INCLUSIVE EDUCATION, BARRIERS TO INCLUSIVE EDUCATION,
FINNISH EDUCATION SYSTEM, TEACHERS’ OPINIONS,
OPTIMIZATION OF EDUCATION

STRESZCZENIE

CEL NAUKOWY: Prezentowane badania miaty na celu poznanie opinii polskich nauczycieli na
temat uznawanego powszechnie za wzorcowy finskiego modelu edukacji i mozliwosci wdrozenia
jego zatozen do systemu polskiego w perspektywie idei edukacji wtgczajace;j.

PROBLEM | METODY BADAWCZE: Badanie koncentrowato sie wokot trzech gtéwnych prob-
leméw: Jakie znaczenie dla jakosci edukacji wigczajgcej maja czynniki charakteryzujace finski
system edukacji? Jakie czynniki chrakteryzujgce finski system edukacji funkcjonujg w systemie
polskim? Jakie czynniki charakteryzujace system finski warto implementowac do polskiego syste-
mu edukacji? W badaniu wzieto udziat 258 polskich nauczycieli. Zastosowano podejscie iloSciowe,
wykorzystujgce metode sondazu diagnostycznego, technike ankiety oraz kwestionariusz ankiety
w opracowaniu wiasnym.

PROCES WYWODU: Podstawe dla analizy barier edukacji wigczajacej, na ktére wskazujg wyniki
prowadzonych w ostatnich latach badan, jak réwniez zmian koniecznych dla poprawy efektyw-
nosci polskiego systemu edukacji, stanowita charakterystyka systemu finskiego i wtasciwych dla
niego rozwigzan.

WYNIKIANALIZY NAUKOWEJ: Badania ujawniajg, ze kluczowe obszary wymagajgce zmiany to
wedtug respondentéw: przygotowanie zawodowe nauczycieli, dziatania na rzecz podniesienia pre-
stizu zawodu nauczyciela oraz poprawa warunkéw pracy, w tym zwigzanych z klimatem szkoty.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Firiski system
edukacji jest nie tylko skuteczny, ale takze nastawiony na wtaczanie wszystkich uczniéw. Dlatego
rozwigzania proponowane w systemie finskim moga stuzy¢ jako wzoér dla polskich nauczycieli oraz
dla politykdw, okreslajgcych role i ksztatt edukacji, ktdra coraz bardziej otwiera sie na idee wigcza-
nia. Zaimplementowanie wnioskéw z badan moze przyczyni¢ sie do poprawy polskiego systemu
edukacji i sprzyja¢ jego inkluzyjnosci.

— SLOWA KLUCZOWE: EDUKACJA WLACZAJACA, BARIERY EDUKACJI
WLACZAJACEJ, FINSKI SYSTEM EDUKACJI, OPINIE
NAUCZYCIELI, OPTYMALIZACJA EDUKACJI
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Introduction

When the Organization for Economic Cooperation and Development (OECD) launched
the Program for International Student Assessment (PISA) in 2000 to measure the skills
of 15-year-old students, Finland ranked first among 32 participating countries. Between
2000 and 2009, Finnish students consistently achieved top scores in mathematics,
reading comprehension, and natural sciences, attracting widespread attention from re-
searchers and policymakers worldwide. This interest came even from countries with
high educational expenditures but less spectacular outcomes (Czujko-Moszyk, 2018).

Although Finland’s international rankings have since declined, the most recent PISA
results, which included 81 countries, show that Finnish students continue to perform well
above the global average, with many achieving top-tier scores (OECD, 2023). Several
factors contributed to Finland’s educational success, particularly the comprehensive re-
forms introduced in the 1970s, which established a compulsory nine-year basic educa-
tion system (peruskoulu), fully state-funded and centrally managed. This system offers
universal access to education and integrates career and personal counseling. While the
national curriculum offers a broad framework, local authorities are responsible for man-
aging and financing schools, allowing for regional adaptation (Czujko-Moszyk, 2018).

The foundation of Finland’s education system is enshrined in the country’s constitu-
tion, which guarantees the absolute right to education for all. Finnish education is guided
by core principles such as equality, individualized lifelong learning, and cooperation,
which is the leading philosophy of the Finnish system. Since the early 1990s, Finland’s
primary education system has embraced the philosophy of inclusion, built on principles
of accessibility and universal design (Kyré-Ammala et al., 2017). According to research
by Aino Laari et al. (2021) Finnish teachers’ recognize the value of diversity and are
committed to providing all their students with equal opportunities to learn and succeed.
In inclusive education, teachers are key to addressing students’ individual needs and
fostering a sense of belonging within the school community. Inclusion is not only sup-
ported by legal mandates and policies but also deeply embedded in the educational cul-
ture (Kyré-Amméla et al., 2017).

Teacher education therefore plays a crucial role in maintaining the quality of the Finn-
ish education system. In Finland, all teachers are required to have a Master’s degree, and
teacher training programs emphasize research-based education, where teaching is both
informed by and integrated with research (Toom et al., 2010). This research-based ap-
proach has been identified as a key factor contributing to the high quality of teaching and
Finland’s strong performance in international assessments like PISA (Niemi et al., 2012).

According to Ashok Federick (2020), several key factors shape Finland’s current
educational system:

» Philosophy and state policy, rooted in the principles of the welfare state and prag-

matism. The government places a strong emphasis on education, prioritizing it as
a cornerstone for the development of the country.
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« Excellent teacher preparation and high social status of teachers, who play an active
role in designing curricula. This reflects the high value Finnish that society places
on education. Teachers work 19-24 hours per week and spend 3 hours per week
on self-development and collaboration with colleagues and other professionals.
They also work closely with their students’ parents.

» An education process based on early intervention and diagnosis of learning diffi-
culties, without resorting to standardized tests. Teachers provide individualized su-
pport and help to each student during extracurricular activities, protecting students
against stigmatization.

» Assessment of students’ learning progress that does not rely on external or stan-
dardized tests. Instead, teachers use their own assessments to gauge learning pro-
gress. Grades are not viewed as indicators of the quality of education.

» The common motto is “test less, teach more.” The system recognizes that each stu-
dent is unique, and has different capabilities. As such, success is measured not by
grades, but by the ability to offer guidance and support to struggling students and
to create a friendly and inclusive learning environment. This individualized appro-
ach is reflected in the adaptation of books, assignments, exercises, and the time
allotted for each task to meet students’ varying needs.

 Building a sense of community in the learning process is also essential. This sense
of belonging is reinforced by teachers, students, and the entire school community
as part of the system responsible for the education process. The foundation of this
community is the equality of all participants — students, teachers, parents, adults,
and children — along with the equitable funding of schools. As a result, the quality
of education is consistent across all Finnish schools.

Regardless of the OECD rankings, which mainly offer insight into how Finnish edu-
cation compares to other systems, the Finnish model seems to stand out as particularly
relevant in the ongoing transformation of schools toward inclusive education character-
ized by accessibility, sustainable educational goals, a flexible support system, and a uni-
fied curriculum (Szumski, 2019).

Data from the Statistical Report on Inclusive Education in Poland (Podgérska-Jach-
nik, 2021) reveal inadequate teacher preparation, insufficient financial support for infra-
structure adaptation, a lack of appropriate teaching materials, and a shortage of special-
ists. It also highlights unmet accessibility standards, negative societal attitudes toward
students with special needs, and the absence of coherent policies and strategies for
implementing necessary changes.

Authors who analyze inclusive education in Poland highlight the complexity of the
issue and the many factors influencing the current state of education. These factors in-
clude the disconnect between declared ideals of inclusion and real-world practices, low
societal readiness for inclusion, and the persistence of exclusionary narratives about the
“Other,” who is seen as needing support (Krause, 2023). Other challenges include the low
professional prestige and stability of teaching, excessive teacher workloads (Chrzanow-
ska, 2019), and a tendency among teachers to adopt isolating attitudes (Kotodziejczyk,
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2020; Skibska, 2021). Many teachers are accustomed to traditional teacher-centered
methods, are hesitant to embrace change (Baran et al., 2021) and often lean toward an
authoritarian teaching style (Kanar, 2023).

Another critical area requiring both academic reflection and practical solutions is
also the culture of the school. As a dynamic structure encompassing both material and
symbolic elements, and influencing every aspect of a school’s functioning (Czerepaniak-
-Walczak, 2020), school culture is of particular importance for the successful implemen-
tation of inclusive education (Zamkowska, 2017; Chrzanowska, 2021).

Methodological Assumptions and Research Results

The research presented in this article aimed to gather teachers’ opinions on the Finn-
ish education model and assess the potential for implementing its principles within the
Polish system, particularly in the context of inclusive education. The study focused on
the following key questions:

* How important are the factors characterizing the Finnish education system for the

quality of inclusive education?

» Which aspects of the Finnish system are already present in the Polish education

system?

* What Finnish system elements should be introduced into the Polish education

system?

Atotal of 258 respondents participated in the study, the majority of whom were women
(83.33%). Of these, 38.76% worked in rural areas, while the remainder were based in
towns of various sizes. The average age of respondents was 37.96 years (ranging from
23 to 63), and their average professional experience was 12.8 years (ranging from 1 to
39 years). Certified teachers made up 34.50% of the sample, while 28.68% were con-
tract teachers. Most respondents were teachers of grades I-lll, with 59.30% having ex-
perience working with students with special educational needs (SEN).

The study employed a quantitative research approach using a diagnostic survey. The
survey contained 11 statements, which respondents rated on a scale from 1 (completely
disagree) to 5 (completely agree). The statements were grouped into three categories:

A) The importance of Finnish system factors for the quality of education;

B) The presence of these factors in Polish education;

C) The necessary changes in Polish education to align more closely with the Finn-

ish system.

Each statement was accompanied by a brief explanation of the relevant Finnish educa-
tion factors. The analysis of the collected research material revealed that, of the 11 fac-
tors characterizing the Finnish education model, respondents identified the following as
the most important for its success:

» Excellent working conditions resulting from a sense of understanding, security, ac-

ceptance, and community.
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» Apositive public image of schools and high levels of social trust in teachers.

» Teaching methods focused on the individual developmental path of each stu-
dent, emphasizing active learning, creativity, and critical thinking rather than rote
memorization.

» Supportive psychosocial learning conditions (see Table 1).

The respondents placed the least importance on “school atmosphere” and “the meth-
ods for evaluating and assessing the work of students and schools” (Table 1). Factors
such as age, gender, work experience, professional title, and experience with SEN stu-
dents were found to influence opinions on the importance of individual factors. Significant
differences between men and women (p-values < 0.05) emerged, with women assigning
higher importance to aspects such as preparation and ethos of the teaching profession,
evaluation methods, factors defining school as a workplace, and students’ homework.
Older and more experienced respondents, on the other hand, rated the importance of
students’ homework lower.

Further analysis revealed that trainee and contract teachers rated the importance of
“school atmosphere” higher than certified teachers, who placed more emphasis on “fi-
nancing” than their appointed and contract counterparts. Teachers with SEN experience
rated the significance of assessment methods higher than those without such experience.

The factors that were identified as the best-functioning in Poland, and characteristic
of the Finnish system, included psychosocial learning conditions, the inclusion of SEN
students in mainstream education, and financing. In contrast, the lowest-rated factors
were methods of evaluation and assessment, preparation and ethos of the teaching pro-
fession, and students’ homework. Among the elements considered representative of the
Finnish model, participants deemed the following to be the most effectively functioning
in Poland:

» “psychosocial learning conditions”;

* “inclusion of students with SEN in mainstream education”;

» “financing”;

* The lowest-rated factors were:

* “methods of evaluating and assessing the work of students and schools”;

» “preparation and ethos of the teaching profession” and

» “students’ homework.”

However, the average ratings of these factors were significantly lower than the im-
portance attributed to them for the success of the Finnish model (Table 1).

Opinions varied based on seniority, workplace, and professional title. Work experi-
ence and professional title were negatively correlated with the assessment of the “financ-
ing” factor in Poland (p < 0.05); the longer the experience, the lower the rating. Trainee
and contract teachers rated this factor higher than certified teachers. Teachers in rural
areas gave significantly higher ratings to “preparation and ethos of the teaching profes-
sion,” “teaching methods,” and “psychosocial learning conditions” compared to those in
other areas. They also rated the following factors higher:
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» “positive image of schools, social trust in teachers” compared to those in large cities,

» “school atmosphere” compared to those in the largest cities,

* “method of evaluating work” and “including SEN students in mainstream education”
compared to teachers in small and large cities.

Participants ranked “school as a place of work” and “positive image of schools and
social trust in teachers” as the top factors for improving the Polish education system,
mirroring their highest ratings in the Finnish system. “Preparation and ethos of the teach-
ing profession” was the third most important factor. Women rated the need for changes
in these areas higher than men, and teachers of grades I-lll felt more strongly about
changes related to “preparation and ethos of the teaching profession” and “school as
a place of work” compared to those teaching at higher education levels. Older respond-
ents and those with more experience were more likely to advocate for changes in “in-
cluding students with SEN in mainstream education” and “financing.” Certified teachers
were also more convinced of the need for changes in financing, which aligns with their
ratings of Finnish system factors in Poland.

The summary of average ratings for the studied areas reveals that the perceived
importance of the factors defining the Finnish model, as well as the need for changes in
these areas, were significantly higher than the ratings assigned to the current function-
ing of these factors in the Polish system (Table 1).

Table 1. Summary of Ratings for Factors Characterizing the Finnish Model

Factor X

a b c
Preparation and ethos of the teaching profession 4.4 2.18 4.3
Positive image of schools, social trust in teachers 4.59 2.24 4.31
Teaching methods 4.57 2.31 4.23
Atmosphere at school 3.52 2.29 3.29
Method of evaluating the work of students and schools 4 1.94 3.88
Including students with SEN in mainstream education 4.35 2.44 3.92
Psychosocial learning conditions 4.51 2.78 3.83
School as a place of work 4.69 2.37 4.33
Students’ homework 4.34 22 4.06
Focusing on students’ well-being and developing their strengths 4.33 2.33 4.16
Financing 4.39 242 4.16

Notes:

a. Assessment of factors characterizing the Finnish model
b. Assessment of the functioning of these factors in the Polish system

c. The need for changes in the Polish system related to these factors from the Finnish model
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Discussion

The process of building democratic societies that value diversity begins with education
(UNESCO, 2020). This process is shaped by the legislative framework and the solu-
tions it offers, as well as the involvement of all participants. The role of a modern teacher
should not be limited to implementing curriculum content and organizing the educational
process but should also involve reflectively shaping the educational experience (Szum-
ski, 2019). The Finnish model exemplifies a system where the teacher’s role is not only
essential but emphasized as a key factor in driving change and enhancing educational
effectiveness, which is one of the fundamental conditions for the country’s development
(Federick, 2020).

This study confirms that professional training, including opportunities for professional
development, the prestige of the profession, and the positive image of schools, are the
most important factors for the surveyed teachers in terms of educational effectiveness.
At the same time, these are areas in need of reform in Poland. Social perceptions of
the profession, its value, and the trust placed not only in teachers but also in schools as
institutions, play a vital role in engagement and serve as significant motivators for work
(Krause, 2023). Only a teacher acting as an expert, rather than merely an observer or
executor of directives, can become a co-responsible participant in the educational pro-
cess. Teacher effectiveness is increasingly viewed through the lens of social interactions
within the school environment (Zamkowska, 2017; Chrzanowska, 2021).

For the respondents, working conditions defined by a sense of community, accept-
ance, and safety were deemed more important than changes related to funding. They
also rated the importance and functioning of “psychosocial learning conditions” highly
in Poland, recognizing the value of nurturing relationships and developing students’ in-
terpersonal skills alongside their academic knowledge. In contrast, significantly lower
ratings were given to the “school atmosphere” factor, likely reflecting the difference
from Finland, where informal relationships between students and teachers, grounded
in the belief that partnership fosters internal motivation and enthusiasm for learning, are
the norm.

It is also worth noting that the need for change in areas related to the factors “prepa-
ration and ethos of the teaching profession” and “school as a place of work” was par-
ticularly emphasized by teachers of grades I-lll. At this stage, when students with SEN
enter the school environment, teachers may be acutely aware of their lack of adequate
preparation for working in diverse teams, the need for professional development, and
the importance of a safe and supportive community. It is likely significant that compe-
tence tests for third graders, as well as diagnostic assessments carried out at the be-
ginning of fourth grade, are common in Polish schools, although not obligatory. While
these assessments aim to gauge students’ knowledge and skills, they also function as
an indirect measure of the teacher’s effectiveness. This burden of social requirements
and responsibility for preparing children — one of the greatest professional stressors
(Chrzanowska, 2019) — could be a key factor driving the perceived need for change.
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A high rating for the factors “preparation and ethos of the profession” and “methods
of work” did not, however, correspond with a strong conviction for change in the latter.
Even though creative and active learning strategies are valued positively, activating
and non-traditional methods may not be viewed as practical for achieving the outcomes
specified in the curriculum. Additionally, the Polish education system is heavily tied to
standardized tests and preparing students to solve them according to specific answer
keys. Surprisingly, the method of evaluating schools and students in Finland also re-
ceived a low rating. Did the respondents not consider reducing competition in favor of
cooperation, eliminating school rankings, and moving away from standardized tests as
important for educational effectiveness? Or does the education system tend to preserve
the status quo (Kwiecinski, 2021)?

Conclusion

The Finnish education system is not only effective but also supportive of the idea of in-
cluding all students. As such, its solutions can serve as a model for Polish teachers. Re-
searchers have identified several factors in the Finnish system that should be reflected
in Polish schools, including the preparation of teachers to work in diverse teams, the
positive image of schools, and societal trust in teachers. Additionally, significant chang-
es are needed in working conditions to ensure safety, acceptance, and a sense of com-
munity. The importance of these factors in achieving high-quality inclusive education is
undeniable. However, as Kwiecinski (2021) noted, schools tend to reproduce rather than
create cultural and social patterns, adapting to ongoing changes. Thus, what may serve
as a model for building inclusive education in Poland, based on the Finnish system, is
the society’s awareness and readiness for inclusiveness (Krause, 2023), along with
a philosophy and state policy rooted in the belief that education is the foundation of de-
velopment (Federick, 2020).
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Bilingualism of Students in Kazakhstan as a Challenge
for Inclusive Education

Dwujezycznosé ucznidw w Kazachstanie jako wyzwanie
dla edukacji wigczajacej

ABSTRACT

RESEARCH OBJECTIVE: The objective of this article is to present the issue of Kazakh-Russian
bilingualism as it relates to inclusive education in Kazakhstan. The study aims to gain insight into
parents’ perspectives on bilingualism and its role in their children’s development.

THE RESEARCH PROBLEM AND METHODS: Bilingualism in Kazakhstan is a significant chal-
lenge for the education system, particularly as the country undergoes a process of linguistic der-
ussification. The main research question is: How do parents in Kazakhstan perceive the bilingual
environment in which their children are developing? The study was conducted with Kazakh parents
(N =107) using a bilingual online survey.

THE PROCESS OF ARGUMENTATION: The theoretical section describes the linguistic situa-
tion in Kazakhstan and the changes that have taken place in this context. Bilingualism has been
described as a unique factor that can either enrich or impoverish a child’s development. The study
compares students’ low reading scores (PISA) with potential difficulties resulting from bilingualism.
The empirical section presents the findings from the research.

RESEARCH RESULTS: Parents reported that their children speak primarily Kazakh (49.5%),
followed by Russian (35.5%), and both languages (14%). Most children (73.8%) are surrounded
mainly by the Kazakh language at home and at school. A significant majority of parents (90.7%)
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want their children to speak English in the future. For most parents, bilingualism is seen as a posi-
tive phenomenon; however, a small percentage (9.3%) view it as a potential threat to their child-
ren’s development.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH: The
findings of this study can be used to inform further research on the developmental and social ef-
fects of bilingualism in Kazakhstan. They can also help educate teachers about the diverse needs
of multilingual students, both in Kazakhstan and beyond.

— KEYWORDS: BILINGUALISM IN PSYCHOLINGUISTICS, KAZAKH-RUSSIAN
BILINGUALISM, PISA, INCLUSIVE EDUCATION, EDUCATION
IN KAZAKHSTAN

STRESZCZENIE

CEL NAUKOWY: Celem artykutu jest przedstawienie problemu dwujezycznosci kazachsko-ro-
syjskiej jako kontekstu edukacji wtgczajacej w Kazachstanie. Cel badan to poznanie perspektywy
rodzicdw w spojrzeniu na zjawisko dwujezycznosci jako czynnik rozwoju ich dzieci.

PROBLEM | METODY BADAWCZE: Dwujezycznos¢ Kazachstanu stanowi wyzwanie dla systemu
edukacji. Kraj przechodzi proces derusyfikacji jezykowej. Gtéwny problem badawczy: Jak rodzice
dzieci w Kazachstanie postrzegajg dwujezycznos¢, w jakiej rozwijajg sie ich dzieci? Podjeto bada-
nia wsrod kazachskich rodzicéw (N = 107) z wykorzystaniem dwujezycznej ankiety internetowe;.

PROCES WYWODU: Czes$¢ teoretyczna opisuje sytuacje jezykowg Kazachstanu i przemiany,
ktore zaszty w tym zakresie. Opisano dwujezyczno$c jako specyficzng sytuacje wpltywajacg wzbo-
gacajgco lub zubozajgco na rozwdj dziecka. Zestawiono niskie wyniki uczniéw w czytaniu (PISA)
z mozliwymi z utrudnieniami wynikajgcymi z dwujezycznosci. W czes$ci empirycznej zaprezento-
wano wyniki badan wtasnych.

WYNIKI ANALIZY NAUKOWEJ: Rodzice wskazuja, ze dzieci postugujg sie gtownie jezykiem
kazachskim (49,5%), rzadziej rosyjskim (35,5%) czy obydwoma (14%). Wigkszos¢ dzieci (73,8%)
otoczona jest gtéwnie kazachskim i w domu, i w szkole. Najwigcej rodzicéw (90,7%) chciatoby, by
ich dzieci w przysztosci mowity po angielsku. Dla wiekszosci z nich dwujezycznos¢ jest zjawiskiem
pozytywnym; tylko niektérzy widza w niej zagrozenie dla rozwoju (9,3%).

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Badania
mozna wykorzysta¢ w projektowaniu dalszych badan nad rozwojowymi i spotecznymi skutkami
dwujezycznosci w Kazachstanie, ale tez w ksztatceniu nauczycieli w zakresie zréznicowanych po-
trzeb uczniéw wielojezycznych nie tylko w tym kraju.

— SELOWA KLUCZOWE: DWUJEZYCZNOSC W PSYCHOLINGWISTYCE,
DWUJEZYCZNOSC KAZACHSKO-ROSYJSKA, PISA,
EDUKACJA WELACZAJACA, EDUKACJA W KAZACHSTANIE
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Introduction

The education system in Kazakhstan views inclusive education as a key opportunity
for national development. Since proclaiming its independence in 1991 — the last of the
former Soviet republics to do so — Kazakhstan has emerged as the ninth-largest coun-
try in the world. It is a young and rapidly developing nation with ambitious goals, also
in the fields of education and science. Kazakhstan is closely following global trends in
the education of students with diverse needs, including those seen in Europe. However,
Kazakhstan began this journey from a markedly different starting point than most Euro-
pean countries. The nation faced significant post-Soviet deficiencies in providing edu-
cation for people with disabilities (Human Rights Watch, 2019a, 2019b). Nevertheless,
as early as 2007, Kazakhstan included the right to inclusive education in its education
law. This commitment was further solidified in 2015 with the ratification of the Conven-
tion on the Rights of Persons with Disabilities.
According to the law, inclusive education in Kazakhstan

[...] can be realized through the implementation of a personalized pedagogical approach
intended to include persons with special education needs, such as children with disabili-
ties, migrants and refugees, oralmans (ethnic Kazakh returnees), national minorities and
children in vulnerable social situations (UNESCO, 2021).

Diversity comes in different guises across different countries. This article seeks to
raise awareness of the situation of bilingual children. Although the cited definition of in-
clusive education does not explicitly mention bilingual children, the authors aim to bring
attention to the potential developmental and educational challenges faced by this group.

The Linguistic Landscape in Kazakhstan

Kazakhstan is a multi-ethnic nation, home to over 130 distinct national groups, which
makes linguistic and intercultural challenges a constant presence. Despite Kazakhs
comprising about 70.4% of the population and Russians 15.5%, Russian is spoken by
around 70% of the population, while Kazakh is spoken by more than 92%, according to
the 2021 census (National census..., n.d.). Additionally, 44.9% of the population (aged
5 and over) speaks two languages, 28.6% speak three, 1.7% speak four, 0.2% speak
five, and 0.1% speak as many as six. However, the census does not specify whether
this multilingualism pertains to daily communication or academic proficiency.

In Kazakhstan’s multicultural society, Russian has historically served as the lingua
franca, uniting people of different nationalities, cultures, and religions. Today, Kazakh
holds the status of the state language. Its resurgence not only fosters the development
of national identity but also symbolizes the nation’s independence, unity, and consolida-
tion. While Kazakh is the official language, Russian remains widely spoken, and the state
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actively supports the learning and development of all the languages spoken by the peo-
ples of Kazakhstan (Constitution..., n.d.). According to the Law “On Languages in the
Republic of Kazakhstan” (O yazykakh..., 1997), every citizen has the right to use their
mother tongue and to freely choose the language of communication, education, train-
ing, and personal development.

Bilingualism in the Light of Psycholinguistic Theories: Opportunities
and Challenges

While the concept of bilingualism is commonly understood, its meanings can vary sig-
nificantly. Bilingualism involves not just the ability to communicate in two languages, but
also encompasses psycholinguistic criteria related to the order in which languages are
processed in the mind and the degree of fluency in each (Kurcz, 2007).

Psycholinguistics identifies two distinct language systems: L1, the primary or mother
tongue, and L2, the second language, acquired later (Haman et al., 2017). Differenti-
ating between L1 and L2 can be difficult, especially in cases of simultaneous bilingual-
ism. However, a person typically establishes their foundational linguistic framework
in the mother tongue, the language acquired first and associated with the homeland,
or the country in which a child is raised. The term “heritage language” refers to a lan-
guage used at home or within a community that may not be the dominant language in
the broader society but still holds cultural significance (Rothman, 2009). The linguistic
landscape becomes even more complex in countries where multiple languages coexist
due to cultural, historical, or political factors.

Even from this initial overview, it is clear that language acquisition can occur in vari-
ous combinations. Research on migrant children highlights the complexity of these situ-
ations and their impact on child development (Haman et al., 2017). Typically, the mother
tongue (L1) is acquired with high proficiency, often considered native-level. Proficiency
in a second language (L2) can vary, with high proficiency sometimes referred to as near-
native (Abrahamsson & Hyltenstam, 2008). Lower levels of proficiency are characterized
as non-native but fluent, with further levels indicating decreasing proficiency. Bilingual-
ism is generally recognized only when a person achieves a level of fluency that allows
effective use of both languages.

In studies of early bilingualism among Polish children in migrant families, bilingual
children often scored lower than monolingual peers in several aspects of L1 develop-
ment (Haman et al., 2017). Researchers have identified a risk of incomplete L1 acquisi-
tion when exposure to the language is limited before proficiency is fully developed. Ad-
ditionally, multilingual environments can sometimes lead to language interference, which
can potentially result in uneven language development in both languages. This situation
is referred to as subtractive bilingualism (or submersion), as opposed to the additive
bilingualism (immersion) that is usually expected (Kurcz, 2007). While the impact may
be subtle during early development, it can eventually contribute to functional illiteracy.
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Thus, while bilingualism can be a considerable developmental asset and a growth op-
portunity for linguistically gifted children, it can also present challenges for children with
special needs and may even contribute to the emergence of such needs. Consequently,
bilingualism should remain a focus of inclusive education.

Accommodating Bilingualism in the Education System and Its Impact
on Educational Outcomes

Currently, Kazakhstan has 6,909 public schools, with over half (54%), or 3,743 schools,
offering instruction in Kazakh, 1,055 in Russian, 5 in Uyghur, and 2,106 with mixed lan-
guages. Despite the larger number of Kazakh-speaking students, half of the resources in
school libraries are in Russian. Educational institutions widely utilize electronic platforms
such as BilimLand.kz, Kundelik.kz, and Daryn.online.kz, which provide digital education-
al content in both Kazakh and Russian across all school subjects. Schools are annually
provided with textbooks and educational materials, including those in Kazakh, as part of
a planned policy to strengthen the Kazakh language as the national language. In recent
years, there has been a substantial rise in the number of students speaking the Kazakh
language. The country now has 119 universities, all offering instruction in both Kazakh and
Russian. Currently, nearly three-quarters of students study in Kazakh, compared to just
35% a decade ago when the majority of students were Russian-speaking (Nurullin, 2023).
Although Kazakh is the official language, for a long time, it was effectively secondary to
Russian in the country. While Russian no longer holds official status, it remains widely
spoken. Paradoxically, many native Kazakhs still have limited proficiency in their national
language, which poses significant challenges in education. In 2018, a decree mandated
the complete transition to Kazakh as the language of instruction in schools, accelerat-
ing the process of derussification in education. Previously, about 25% of schools used
Russian as the language of instruction (Kurmanowa, 2009). In 2022, Russian was re-
moved from the curriculum in early grades and shifted to later grades as a foreign lan-
guage, similar to English. Since 2023, Kazakh has been the language of instruction in
all schools. Additionally, in 2017, the country began transitioning from the Cyrillic to the
Latin alphabet, a move expected to elevate the status of the Kazakh language and in-
crease Kazakhstan’s global engagement.

Do these measures truly ensure equal educational opportunities for students in dif-
ferent language contexts? Or could they be masking an educational barrier? To date, no
research has been conducted on this issue, so it is important to examine the learning
outcomes of students. Since 2009, Kazakhstan has participated in the international PISA
survey. Table 1 summarizes the results from 2009 to 2022, revealing a gradual improve-
ment in outcomes with a notable decline in 2018 (Nurbaev, 2020; Bocharova, 2022). This
drop has been partly attributed to overrepresentation of students from Nazarbayev In-
tellectual Schools in the 2015 sample, who achieved exceptionally high scores. Another
contributing factor was the younger age of many Kazakh students surveyed (many start
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school at age six) and the introduction of computer-based assessments, which were new
to Kazakh students. A remediation plan was implemented, yielding initial results in 2022
(Table 1), though substantial improvements are not expected for another 7-8 years.

Table 1. PISA Results of Kazakhstani Students from 2009 to 2022

Subject Area 2009 2012 2015 2018 2022
Mathematics 405 432 460 423 425
Science 400 425 456 397 423
Reading 390 393 427 387 386

Source: OECD, 2023.

Reading has consistently been the lowest-rated skill across all grades and years.
Unfortunately, only about 40% of Kazakh students in 2018 and 2022 reached Level 2 or
above in reading, compared to the OECD average of 78%. These scores suggest that
most 15-year-olds struggle with text analysis and comprehension (Nurbaev, 2020; Bo-
charova, 2022; OECD, 2023). Unfortunately, existing studies on the causes these out-
comes do not fully consider the unique bilingual context of the country or the challenges
many students face during language transition. While multilingualism could be an asset
for Kazakh students, there is a need for deeper research into whether bilingualism en-
riches or hinders their development. Currently, the link between reading difficulties and
bilingualism is only hypothetical. To gain preliminary insights into this issue, we con-
ducted a survey of parents to understand their perspectives on bilingualism as a factor
influencing their children’s development.

Method

Bilingualism is often seen as highly desirable: the ability to speak two languages is
generally perceived as more advantageous than knowing just one. It opens up greater
opportunities for communication, education, and employment. Few people, aside from
specialists, recognize any potential drawbacks. However, bilingualism can sometimes
necessitate additional support for children. The authors of this study hypothesized that
examining parents’ perspectives could clarify the potential link between perceived read-
ing difficulties among Kazakh students and bilingualism, which may negatively impact
their learning process.

The primary research question was: How do parents in Kazakhstan perceive the bi-
lingual environment in which their children are being raised? To address this question,
a diagnostic survey was conducted using an original, anonymous questionnaire de-
signed for parents. The survey included 12 open-ended questions covering topics such
as: the language spoken by the child; the language spoken by those closest to the child
(at home, in school/preschool); the language used during interactions with peers and
media; the choice of school based on language; and expectations regarding the child’s
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future language learning. One open-ended question asked parents to explain their ra-
tionale for choosing a school with instruction in a specific language. Parents of children
who were already able to read were also asked to assess their child’s reading proficien-
cy in both Russian and Kazakh. Additional questions inquired about the child’s age and
any special educational needs.

This survey, conducted in both Kazakh and Russian, serves as a pilot study before
further research. It was available through the Forms application from November 15 to
December 12, 2023, and parents were invited to participate by teachers from several
schools in Uralsk (Oral), located in western Kazakhstan. Atotal of 107 parents responded,
representing children in the following age groups: 3-5 years (18 respondents, 16.8%);
6-9 years (31 respondents, 29%); 10-14 years (32 respondents, 29.9%); and 15-18
years (26 respondents, 24.3%). Regarding developmental concerns, 56.1% of parents
reported no issues, while 30% noted visual impairments, 9.3% reported speech disor-
ders, and some indicated mental disorders (4 children), motor disabilities (2 children),
hearing impairments (1 child), or autism (1 child).

Results

When asked, “What language does your child speak?” 49.2% of respondents answered
Kazakh, 41% said both Kazakh and Russian, 8.2% said Russian, and 1.6% said Eng-
lish. In response to the question, “What language do speak with your child at home?”
80.3% of respondents said Kazakh, 11.5% said both Kazakh and Russian, and 8.2% said
Russian. When asked, “What language does your child speak in kindergarten among
friends?” 59% of parents responded Kazakh, 27.9% both Kazakh and Russian, and
13.1% Russian. We would like to highlight the significant differences in the responses
to these initial questions.

The next question addressed the language of programs on TV or the Internet (movies
and cartoons) that the child watches. Half of the respondents (50.8%) reported that their
children watch such programs in both Kazakh and Russian, 29.5% in Russian, 16.4% in
Kazakh, and only 3.3% in English. When asked about the language in which their child
communicates with peers, the vast majority (75.4%) selected Kazakh, 18% selected Rus-
sian, and 6.6% selected both Kazakh and Russian. Additionally, most parents (72.1%)
indicated that they would like to send their child to a class where Kazakh is the language
of instruction, 21.3% preferred both Kazakh and Russian, and 6.6% preferred Russian.

When asked why they want to send their child to a class taught in Kazakh, respond-
ents most frequently answered that they want their children to know their native lan-
guage, often citing their national identity as the reason. Typical responses included:

» “Because we are a Kazakh family, and we speak Kazakh at home.”

» “Kazakh mentality, education, and tradition. | respect the language of our people.”

» “Because | am Kazakh, my child must speak Kazakh and know the language. We
must preserve the language of our nation, understand its history, and pass it on as
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a heritage to the next generation. We should learn other languages but respect our
own! Let the Kazakh language express our heritage!”
» “In Kazakhstan, we should speak the traditional Kazakh language.”
Respondents also provided developmental and educational reasons:
* “It will help him deeply understand his language.”
» “A child should be primarily educated and raised in their native language. Other
languages can be learned at any stage of life.”
* “To excel in reading in class.”
» “There is nothing better for language development than education in the native
language.”
One parent expressed regret: “| wish my son had been taught in his native language.”
Another reason for choosing Kazakh was related to the child’s future career: “I think
it will be difficult for him to work in the future if he doesn’t know Kazakh, because all the
documentation is in the official language.”
Arguments in favor of Russian focused on the benefits of bilingualism, such as:
» “To have more opportunities in life.”
» “Being bilingual is so convenient.”
Other reasons included personal preferences, like:
* “The child is interested in the language.”
Additionally, some respondents pointed out that Kazakh is not spoken in many Russian-
speaking families.
A key question in the study explored how parents perceive their children’s bilingual-
ism (Figure 1).

Figure 1. What Does Bilingualism Mean to Parents? (N = 107, Average Number of Selections: 1.42)

What Does Bilingualism Mean to Parents?

It has a positive effect on the child's cognitive
development

It’s simply a necessity in our country | NN 2/ .30%

It provides greater opportunities for career
development

I,  53.90%

I 18.70%
It's a way to better understand cultures and people | NI 17.30%
This is an unnecessary burden on the child |l 9.30%

It poses a risk of incomplete language knowledge | 9.30%
It is a factor in the child's development [l 3.70%

0% 10% 20% 30% 40% 50% 60%

Own source.
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Parents predominantly see bilingualism as a positive influence: 53.9% believe that it
positively influences cognitive development, with an additional 3.7% noting it benefits
overall child development. Moreover, 18.7% associate bilingualism with greater career
opportunities, while 17.8% link it to better understanding of cultures and people. For
one-quarter of parents, bilingualism is simply a necessity in a country like Kazakhstan.
Only 9.3% consider bilingualism an unnecessary burden for their child, and the same
percentage views it as a risk for incomplete language proficiency.

The next set of questions focused on assessing children’s reading proficiency in both
languages (Figure 2).

Figure 2. Parents’ Assessment of Their Children’s Reading Proficiency in Kazakh and Russian
(N =107)

How Do Parents Assess Their Children’s Reading Levels in Kazakh and

Russian?
Very high - reads willingly and freely in this |anguag e o 44.90%

Rather high - reads well in this language but not very 39.30%
willingly | 37.40%
Rather low - has difficulty reading in this language and 17.80%
reads reluctantly I 12.10%
Very low - finds reading in this language very difficult 4.70%
and does not want to read 0.90%

The child does not read yet g 2 70% 13.10%
.70%

0% 10% 20% 30% 40% 50%

Russian Language M Kazakh language
Own source.

When evaluating their children’s reading skills in Kazakh, parents predominantly rated
them as very high (44.9%) and rather high (37.4%), totaling an impressive 82.3%. In
comparison, reading proficiency in Russian received slightly lower, yet still substan-
tial, high ratings: 25.2% very high and 39.3% rather high, totaling 64.5%. Reading with
reluctance and/or difficulty was reported for 22.5% of children in Russian and 13% in
Kazakh (Figure 3).

The survey also explored parents’ expectations regarding the languages their chil-
dren will speak in the future (Figure 3). Interestingly, the percentage of parents who an-
ticipate proficiency in Kazakh and Russian is marginally higher than their assessment of
their children’s current language skills. This discrepancy may suggest that the number of
Kazakh selections might be underreported compared to earlier responses, possibly due
to some parents interpreting the question as referring to additional languages beyond
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the current ones. On average, parents made 2.5 selections, indicating that most desire
their children to be fluent in two or three languages.

Figure 3. Parents’ Expectations About Which Languages Their Child Will Speak in the Future
(N =107, Average Number of Selection 2.5).

Languages Chosen by Parents

English | 90.70%
Kazakh [N 53.30%

Russian [ 50.50%

French N 19.60%
Chinese NG 18.70%

Arabic IIININNEGEGEE 15%

Other M 3.60%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90%  100%
Own source.

Despite the recent political changes, Russian remains a valued choice, with 50.5%
of parents recognizing its utility, even as there is a growing emphasis on cultivating the
Kazakh language. However, English is the clear favorite, with 90.7% of parents wanting
their children to learn it. English is seen as a language of opportunity, career advance-
ment, and global connection, as well as a counterbalance to Russian cultural influence.
Although the small sample size limits the generalizability of the study, the findings sug-
gest that parents envision not just bilingualism, but trilingualism for their children, despite
the current level of English proficiency among children being relatively low.

Discussion

The findings show a complex picture of the language status of the students as de-
scribed by their parents. Although the vast majority, some 73.8%, of the children sur-
veyed encounter Kazakh as the language used at home and the primary language in
school, only about half (49.2%) speak exclusively Kazakh. A slightly smaller percent-
age of children are bilingual, with proficiency in both Kazakh and Russian, likely influ-
enced by the Russian language exposure at home before the national language gained
wider use.
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The type of media that children consume also plays an important role. According to
the parents, Russian media (29.5%) is more appealing to children than Kazakh media
(16.4%), with about half of the children using both. This likely exposes more children to
the Russian language beyond what they encounter at home or school. Only a small per-
centage of children (1.6%) use English-language programs and media, which contrasts
sharply with the aspirations of their parents — 90.7% of whom expect their children to
be proficient in English in the future.

Parents generally rate their children’s reading abilities in both languages highly,
though these assessments may be inflated in light of the PISA results (Nurbaev, 2020;
OECD, 2023). Without better benchmarks, parents might be overestimating their chil-
dren’s capabilities. Furthermore, the proportion of children who read reluctantly and/or
with pronounced difficulties (around 13% in Kazakh and 22.5% in Russian) is consider-
able, so it is worth investigating the underlying causes (only half of these children have
diagnosed special educational needs). Bilingualism is not thought of as a potential risk
by most parents; only 9.3% consider it a concern, while the majority view it as purely
beneficial.

Conclusions

Parents in Kazakhstan generally perceive bilingualism as a positive factor in their chil-
dren’s development, with overwhelming majority considering it to be beneficial in its
own. However, while proficiency in multiple languages is undoubtedly a valuable asset,
bilingualism can also pose challenges for some children’s development and potentially
lead to insufficient achievement in both languages. The OECD PISA findings show that
many Kazakh students have difficulties in reading, which suggests that the issue may
have deeper roots than previously believed. Education in a multilingual country requires
a carefully crafted strategy that addresses not only cultural and political aspects but also
psycholinguistic factors. There is also a need for a system that diagnoses and supports
students for whom bilingualism may be hindering development, as well as those with
linguistic talents who clearly benefit from learning multiple languages. These are also
tasks of inclusive education.

The scope the study was insufficient to establish a direct link between low reading
scores and difficulties arising from bilingualism. However, it would be beneficial to sys-
tematically monitor students’ proficiency in both languages, along with an objective as-
sessment of their reading performance, to better understand the magnitude of this prob-
lem. This should be treated as a hypothesis requiring further investigation, particularly
in the context of identifying factors that can improve the language and reading compe-
tencies of Kazakhstani students.

These students face another daunting challenge: the transition from the Cyrillic to
the Latin alphabet. While this change is important and justified for the country, it may fur-
ther complicate the linguistic and reading experiences of Kazakh- and Russian-speaking
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students, as well as those of their parents, who were “raised on Cyrillic.” This transition
requires the careful attention of teachers and the entire educational system in Kazakh-
stan as they develop an inclusive education model that acknowledges the complexities
of bilingualism.
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“As a Shadow” — the Experiences of a Support Teacher
of Students With Autism Spectrum Disorders (ASD)

»Ja jako cien” — doswiadczenia nauczyciela
wspoforganizujgcego ksztatcenie ucznia z zaburzeniami
ze spektrum autyzmu (ASD)

ABSTRACT

RESEARCH OBJECTIVE: The objective of this article is to explore the experiences, challenges,
and pedagogical strategies employed by teachers who co-facilitate the education of students with
Autism Spectrum Disorder (ASD).

THE RESEARCH PROBLEM AND METHODS: The central research question addresses the
experiences and challenges faced by teachers who co-facilitate the education of students with
ASD. Data were gathered through in-depth narrative interviews with three active teachers work-
ing with ASD students.

THE PROCESS OF ARGUMENTATION: The study’s objective and research question are ad-
dressed through a structured argument, consisting of an introduction to inclusive education for stu-
dents with ASD and the role of support teachers. This is followed by a comparative presentation
and analysis of the teachers’ experiences in co-facilitating ASD education.

RESEARCH RESULTS: The analyses reveal that teachers co-facilitating the education of stu-
dents with ASD are aware of the unique needs of each student, developed through direct expe-
rience. Their role involves tailoring their approach to the changing needs of students at different
educational stages, ranging from supporting daily activities to assisting with learning and social
skills development.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH: Thereis
a need to implement concrete measures for expanding psychological support for parents of children
with ASD. Given the rising prevalence of this disorder, it is essential to enhance the knowledge, skills,
and competencies of society, especially educational staff — to better support individuals with ASD.

— KEYWORDS: INCLUSIVE EDUCATION, SUPPORT TEACHER, AUTISM
SPECTRUM DISORDER (ASD), SPECIAL EDUCATION,
INDIVIDUALIZED TEACHING
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STRESZCZENIE

CEL NAUKOWY: Celem artykutu jest poznanie do$wiadczen i identyfikacja wyzwan i strategii pe-
dagogicznych stosowanych przez nauczycieli wspoétorganizujgcych ksztatcenie uczniéw z zabu-
rzeniami ze spektrum autyzmu (ASD).

PROBLEM | METODY BADAWCZE: Wiodgcym problemem badawczym jest pytanie o to, jakie
sg doswiadczenia i wyzwania nauczycieli wspoétorganizujgcych ksztatcenie uczniéw z ASD. Zgro-
madzone materiaty zrédtowe uzyskano dzieki przeprowadzeniu pogtebionych wywiadéw narracyj-
nych z trzema aktywnymi nauczycielami wspotorganizujgcymi ksztatcenie uczniow z ASD.

PROCES WYWODU: Realizacja celu i odpowiedzi na pytanie problemowe zostata ujeta w proce-
sie wywodu ztozonego z wprowadzenia w zagadnienie edukacji wigczajgcej uczniéw z ASD i roli
nauczycieli wspétorganizujacych ich ksztatcenie oraz zaprezentowania poréwnawczej analizy do-
Swiadczen nauczycieli wspoétorganizujagcych ksztatcenie ucznidéw z ASD.

WYNIKI ANALIZY NAUKOWEJ: Prezentowane analizy pokazujg, ze nauczyciele wspotorga-
nizujgcy ksztatcenie uczniow z ASD zauwazajg unikalne potrzeby kazdego dziecka, poznawane
poprzez bezposrednie doswiadczenie. Rola nauczyciela polega na dostosowywaniu dziatan do
zmieniajgcych sie potrzeb uczniéw na réznych poziomach edukacji — od wsparcia w codziennych
czynnosciach po pomoc w nauce i rozwijaniu kompetencji spotecznych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Istnieje po-
trzeba wprowadzenia realnych dziatan w zakresie upowszechnienia pomocy psychologicznej ro-
dzicom dzieci z ASD. W obliczu coraz czestszego wystepowania tego zaburzenia nalezy rozwija¢
wiedze, umiejetnosci i kompetencje catego spoteczenstwa, a zwtaszcza pracownikdw placowek
edukacyjnych, aby skutecznie wspiera¢ funkcjonowanie oséb z ASD.

— SLOWA KLUCZOWE: EDUKACJA INKLUZYJNA, NAUCZYCIEL
WSPOLORGANIZUJACY KSZTALCENIE, ZABURZENIA
ZE SPEKTRUM AUTYZMU (ASD), KSZTALCENIE SPECJALNE,
INDYWIDUALIZACJA NAUCZANIA

Introduction

Modern educational systems are increasingly required to meet the diverse needs of stu-
dents, and the rising number of autism spectrum disorder (ASD) diagnoses presents
a unique challenge. Current estimates suggest that ASD affects approximately 1-2%
of the child population, making it one of the most commonly diagnosed neurodevelop-
mental disorders (Schendel et al., 2012). The condition is marked by difficulties in social
interactions, communication, and a tendency toward repetitive or excessive patterns of
behavior (Pisula, 2020). In response to the specific needs of students with ASD, educa-
tional strategies have been developed to reshape inclusive education approaches and
adapt teaching methods accordingly.
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The Charter of Rights for People with Autism, adopted on July 12, 2013, states that
individuals with autism are “entitled to easily accessible, free, and appropriate educa-
tion tailored to the abilities and needs of students with autism” (Uchwata..., 2013, Arti-
cle 3). Additionally, the Ministry of National Education’s regulation from July 24, 2015,
guarantees that students with disabilities, including those with ASD, have the right to
attend various educational institutions (Rozporzadzenie..., 2015; Rozporzadzenie...,
2017b). Since January 1, 2016, schools have been required to employ teachers with
qualifications in special education — known as support teachers — whose role is to assist
in organizing the education of students with autism (Rozporzadzenie..., 2015, §8). The
Ministry of National Education’s regulation from August 9, 2017, further specifies that
support teachers, also referred to as shadow teachers, collaborate with other educators,
provide direct support to students with disabilities, assist in selecting appropriate teach-
ing methods and tools, and lead additional activities tailored to the individual needs of
students (Rozporzadzenie..., 2017a, §7.7).

While the roles and responsibilities of support teachers have been discussed in the
literature (Apanel, 2016; Bobinska-Domzat, 2014; Gotubiew, 2001; Gorajewska, 2009;
Lipinska-Loks, 2013; Puda, 2022; Wojciechowska, 2021; Zamkowska, 2017; Zamkowska
& Nogaj, 2024; Zamkowska & Snopek, 2017), we should continue to update and expand
our understanding of the various strategies employed by these educators to identify the
most effective methods for working with students on the autism spectrum (ASD). Gain-
ing insights into the perspectives and challenges faced by teachers can lead to more tai-
lored support and professional training, ultimately improving pedagogical practices and
informing recommendations for the educational system. Such research can generate
actionable, practical suggestions that respond to the real-world needs of both teachers
and students with ASD, thereby improving the quality of education while adapting to its
local and cultural contexts. Given these considerations, this study aims to investigate
teachers’ experiences and to identify both the challenges and the instructional strate-
gies they employ when supporting students with ASD.

Research Focus

The central question of how support teachers perceive and evaluate their roles in ful-
filling their pedagogical duties is encapsulated in the main research problem: What are
the experiences and challenges encountered by support teachers working with students
on the autism spectrum (ASD)?
To examine this central issue, the following detailed research questions have been
formulated:
1. What are the experiences of teachers when they first interact with students
diagnosed with ASD?
2. What essential skills and competencies are required for effectively performing
the role of a support teacher for students with ASD?
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3. How do support teachers view their role in the educational process for students
with ASD?

4. Which teaching strategies and methods are most frequently employed and con-
sidered effective in working with students on the spectrum?

5. What programs and projects help promote the integration of students with ASD
into peer groups?

6. How do support teachers collaborate with other educators, specialists, and the
parents of students with ASD?

7. What obstacles do support teachers face in their work with ASD students, and
how do they assess their overall job satisfaction?

8. What recommendations do support teachers have for educational authorities
overseeing the implementation of inclusive education?

Research Procedure

The research problem inspired the use of a qualitative research strategy grounded in
the interpretive paradigm, which promotes a flexible approach and the ability to craft re-
search questions without the constraints of standardization (Konecki, 2000; Rubacha,
2008; Silverman, 2009; Urbaniak-Zajgc, 2008). Qualitative research allows for a deeper
understanding of complex, previously misunderstood facts and hidden aspects of edu-
cational practices and realities (Rubacha, 2003; Urbaniak-Zajac, 2008).

To explore the experiences and personal narratives of support teachers working with
students diagnosed with autism spectrum disorder (ASD), in-depth narrative interviews
were conducted with three teachers. This biographical approach provided insights into
their personal experiences and general perspectives (Smolinska-Theiss & Theiss, 2010;
Kvale, 2012; Silverman, 2023. Throughout the study, ethical standards were upheld.
Participants were informed about the study’s purpose, the voluntary nature of their in-
volvement, confidentiality, and about how their data would be used (Flick, 2012).

Participants

The study, conducted between May and June 2024, utilized narrative-based interviews
to capture participants’ professional experiences. The questions were designed to scru-
tinize key aspects of their work histories, in line with the study’s research objectives.

The sample selection was purposeful, focusing on teachers with significant expe-
rience related to the study’s goals (Flick, 2012, p. 139). The final sample consisted of
three support teachers working with ASD students across various levels of mainstream
education, representing institutions in cities of different sizes.

The first participant, a female teacher, has worked for two years as a support edu-
cator in a public preschool in a regional capital city. She assists a 6-year-old boy with
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ASD who, due to developmental delays, is placed in a group of 4-year-olds. In addition
to her teaching role, she is pursuing a master’s degree in early childhood and preschool
education.

The second participant, also female, began her role as a support teacher for a sec-
ond-grade boy with ASD at a rural public elementary school at the start of the school
year. She has prior experience in both an inclusive preschool and a public elementary
school. She holds a degree in education, has completed training in Special Education
for Intellectual Disabilities, and has pursued postgraduate studies in supporting individu-
als with autism.

The third participant, a male teacher, has served as a support educator for three
years, working with a sixth-grade student with ASD in a rural public elementary school.
He holds a degree in special education for individuals with intellectual disabilities and
is currently advancing his qualifications through postgraduate studies in education and
therapy for individuals on the autism spectrum. His background also includes experi-
ence in an inclusive preschool, a special education school, and a special educational
and care center.

Comparative Analysis of the Experiences of Support Teachers
Working With ASD Students

Initial Challenges in Engaging Students With ASD

Support teachers who began working with students with ASD frequently encountered vari-
ous early challenges, particularly in managing student behavior. The first teacher described
her initial difficulty with a young boy who showed minimal engagement, avoided eye con-
tact, and struggled with verbal communication. She identified these issues as priorities in
the therapeutic process. The second teacher worked with a student accustomed to dis-
ruptive behaviors from the previous school year. This boy would often interrupt lessons
or leave the classroom to spend time in the library or with a counselor. Although restruc-
turing these patterns and introducing new rules initially met with resistance, the teacher’s
consistency eventually led to positive changes. The third teacher struggled to build rap-
port with his student, who at first was reluctant to work with him: “It was tough at times,
he would shout: ‘I'm not working with him! | don’t want him around! He can’t sit with me!”

Key Competencies for Effective Support of Students With ASD
The first teacher emphasized the importance of long-term planning, such as the lengthy
process of toilet training, as well as the need for flexibility in accommodating the child’s
sudden mood swings. She stressed the value of a vigilant, supportive presence that

avoids placing excessive demands on the student.
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The other teachers echoed the importance of empathy, particularly during moments
of crisis when students may express frustration or exhaustion in socially inappropriate
ways due to their limited social skills. Being open to the student’s perspective enables
the teacher to better understand the challenges they face and to build stronger con-
nections that ultimately enhance support. The teacher working with the second grader
pointed out his susceptibility to rapid fatigue and described the importance of adjusting
the pace of work to the child’s energy levels rather than expecting them to keep up with
the rest of the class. Meanwhile, the teacher supporting the sixth grader stressed that it
is important to respect the student’s autonomy by offering assistance while always pref-
acing it with a question about whether they wanted help, rather than assuming it. This
approach enables teachers to meet the student’s needs without diminishing their moti-
vation or exacerbating feelings of helplessness and the sense of being overwhelmed.

All teachers agreed on the need to tailor the educational process to each student’s
unique needs and maintain open, authentic communication with parents. They also unan-
imously stressed the value of ongoing professional development, particularly through
specialized training.

The Role of the Support Teacher for Students With ASD

Support teachers for students with ASD fulfill duties in accordance with special educa-
tion laws and regulations. Their goal is to be a subtle presence — available when needed
but not overly intrusive.

Preschool Teacher:

» Educational Support: “We head to class, and he does his best to engage... | tend
to sit slightly away from him, but when he’s having a bad day, | make sure to sit
right by his side.”

* Hygiene Assistance: “I assist with even the simplest things... for instance, if he
doesn’t receive the instruction ‘wash your hands,’ he’ll just stand in the bathroom,
spinning in circles.”

» Social Skills Development: “We work on building independence... like knowing when
to greet others and shake hands. At lunch, he sits with the other children and has
his own spot at the table.”

» Mealtime Independence: “He usually unpacks his breakfast on his own, and learns
how to place his plate and cup... he also helps me set up the cups and plates
before lunch.”

« Emotional Support: “Once, | left the room without letting him know, and he started
screaming... he feels secure with my presence and knows that I’'m there to sup-
port him when needed.”

Early Elementary Teacher:

» Primary Responsibilities: “My duties involve supporting the student’s progress

through the curriculum, helping him integrate with his classmates, collaborating
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closely with the lead teacher, developing the Functional Support Plan (FSP) and
the Individualized Education Program (IEP), and conducting one-on-one social re-
habilitation sessions and social skills training.”

 Daily Support: “I read longer texts to him, help him understand what he’s reading,
paying attention to spelling, select tasks for him, explain instructions, keep a com-
munication notebook, motivate him to stay engaged, and help him manage his
emotions.”

Teacher at the Upper Elementary Level:

» Support: “I support him, sometimes help him pack up, calm him down... but I'm ca-
reful not to let my presence become overwhelming.”

» Conversations: “l tell him, ‘I know it feels like you have two sides — part of you wants
to run, shout, and disrupt, and another that wants to be engaged in class.’ | share
examples of other children who face their own struggles but manage to cope, ex-
plaining that this is something everyone deals with, not just those on the spectrum.”

Effective Strategies and Approaches for Working With Students
With ASD

Teachers interpret effective methods for working with students with ASD in different ways.
For instance, the teacher of the youngest student stresses the importance of individual-
ized strategies: “The most valuable experience comes from working directly with each
child, as every case of autism is unique.” Respect for the student’s personal space is
also essential: “We must be mindful to respect the child’s needs.”

The second-grade teacher employs specific methods: “I create an environment con-
ducive to learning, offer clear instructions, minimize distractions, and adapt methods to
the student’s specific abilities.” The teacher of the oldest student discusses managing
emotional outbursts: “When he starts crying hysterically, | take him for a walk, help him
calm down, and reduce the surrounding stimuli. Usually, after an hour, he’s ready to return
to class and participate again.” This teacher also advises others by saying: “I explain
that he needs a calm environment and avoid talking to him in these moments — | act as
a shadow, watching over him while allowing him the freedom he requires.”

Teacher-Led Initiatives for Integrating Students With ASD
Into the School Community

Teachers note the importance of helping students with ASD feel connected with their
peers and broader school community. For the youngest student, one teacher explains,
“Even when seated near other children, he doesn'’t interact... They could try talking to
him or even laugh at him, but he doesn’t respond... There are some people he likes, but
if they come to say goodbye, he simply turns around and walks away.” She continues,
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“Through play, we practice approaching others together; sometimes, | gently nudge him
to encourage a farewell.” The teacher notes that, “In terms of building relationships, he
has to feel a need for it and that need usually arises only when he wants something
from others, like, ‘I need you because you have something for me.” Sometimes, if a staff
member sits beside him and tries to chat, he simply stands up and walks away.”

For the second-grade student, structured peer activities have proven beneficial.
“The Playtime with [Name] project... where he and peers made simple educational toys
together, was especially helpful,” the teacher explains. “He got to decide whom to invite
to the activity and even made invitations himself.” Another initiative, Playing with Our
Senses, has been equally successful: “He now addresses classmates by name... joins
in during breaks, and has been accepted by the group.”

The oldest student also benefits from support in social interactions, and he can now
initiate them on his own: “Students with autism need to learn how to function alongside
other children and integrate. This doesn’t mean they shouldn’t have individual lessons;
he does... But in other classes, he’s doing well, and | can see how open he’s become
to interacting with others. During group work, he goes over to the other kids and wants
to engage with them.” He continues, “Recently, he found a younger friend, and talking
to him seems to have a calming effect... Though he sometimes enjoys being alone, it's
clear that social interactions genuinely make him happy.”

Collaboration Among Co-Teaching Teachers, School Specialists,
and Parents of Students With ASD

Teachers note several challenges they encounter in collaborating with specialists. The
preschool teacher shares, “Some activities had to be removed because specialists were
hesitant to include him.” Nonetheless, she underscores the parents’ dedication: “They
keep me in the loop on everything, and together, we find common solutions. | genuinely
admire these parents because they truly do everything within their power.”

The early elementary level teacher describes her collaborative process: “We meet
at least twice annually during team meetings, where we discuss the results of the Multi-
Specialty Assessment of Student Functioning. Our focus is on developing an Individu-
alized Education Plan (IEP). Both the school and the Psychological and Pedagogical
Counseling Center work closely collaborate with me, as do the parents. | use a Com-
munication Log to update them on daily happenings, academic progress, and behavio-
ral concerns... They’re on board with my methods.” The teacher working with the oldest
student recalls some initial resistance: “Other teachers felt uneasy about my presence,
but I'm here to support them.” He emphasizes the importance of tailoring his approach:
“I don’t always go along with the majority view, but | always act in the student’s best in-
terests.” The trust he has established with the family is key: “His mom trusts me com-
pletely — I'm not just seen as a teacher but almost like a family friend.” He considers
this strong rapport as essential to his work: “I work not only with the student but with his
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family, who know that | am here to help.” Drawing on his experience, he adds, “Being
a licensed foster parent helps me understand the struggles parents face when dealing
with various disorders. Everyone deserves to be treated with respect and support tai-
lored to their needs and abilities.”

Challenges and Fulfillment in the Role of Supporting Students
With ASD

Teachers often emphasize how motivating students to engage in learning can be an on-
going challenge. With the youngest student, for instance, “praise or small rewards that
would normally thrill most children hold no value for him.” The teacher admits feeling
limited in her impact: “I know I’'m giving him everything | can, but | can’t help feeling he
could be further along.” She also points out how unappreciated this role can feel: “You're
putting in a level of dedication similar to parenting... but understanding or acknowledg-
mentis rare.” She reflects, “There’s often no tangible reward by conventional measures;
at times, there’s even a sense of powerlessness.” She concludes, “It teaches you to set
priorities — the child is the priority in this work, not me.”

For early elementary school students, success depends on a range of factors, in-
cluding “the day’s weather, the child’s interest, and their unique strengths and needs...
it's a tough job; it's really important to build a trusting relationship, establish rapport, and
remain patient, firm, and consistent.”

In any teaching situation, flexibility is key: “With rigid plans and big goals, don’t expect
everything to go as planned. Professional courses and degrees can only take you so
far. Most of all, you need to find empathy and patience within yourself and understand
the perspective of someone with autism.”

Teachers point out specific moments that bring them joy and purpose in their roles.
“For me, it was when my student participated in a Mother’s and Father’s Day event and
danced the polonaise with a classmate,” recalls the second-grade teacher. Another finds
a sense of pride and fulfillment when a student gains self-control: “He holds it together,
and in those moments, | feel truly proud.”

Recommendations for Authorities Overseeing Inclusive Education
From Teachers Supporting ASD Students

Teachers underscore the pressing need for increased psychological support for par-
ents of children with ASD, which is currently accessible to only a select few: “There’s no
free support available; considering how much therapy costs for their children, parents
simply cannot afford to prioritize their own well-being. They are often exhausted, frus-
trated, drained, and judged by society.” Additionally, expanding the number of special-
ized facilities is crucial, as children with severe needs frequently end up in schools un-
equipped to cater to them due to limited placements. Training teachers and other staff
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on ASD is equally essential: “For many, it's like another world, and the student seems
like an outsider.” It is also necessary to raise awareness among society and among
other parents: “Everyone, not just the support teacher, should know how to work with
them; these children are not outsiders to be isolated, but remarkable children who may
not function neurotypically but still need companionship, connection, and integration.”

Conclusions

Reviewing teachers’ insights into supporting ASD students reveals similarities and dis-
tinctions depending on educational stages. Teachers unanimously point to the difficulties
they encounter when stepping into the role of a support teacher and the necessity of an
individualized approach for each child, where direct experience and hands-on practice
are invaluable. Motivating ASD students is challenging, especially when conventional in-
centives fall short. Teachers build their skills through further education and professional
training, but daily classroom experience is priceless. Each child with ASD has specific
needs that call for flexible methods and strategies.

Education levels:

Preschool: The youngest children need assistance with daily hygiene routines, and
it is essential to provide them with a sense of security and stability.

Early Primary Education: Children benefit from support in actively participating in
class activities and adjusting to classroom norms and expectations.

Upper Primary Education: Children focus on developing social skills and establish-
ing friendships.

Teachers strive to work discreetly, staying “in the background” while being attentive
to students’ signals and adjusting their strategies to children’s changing needs. How-
ever, this work is often complicated by low public awareness surrounding autism spec-
trum disorders, insufficient specialized training for staff, and the challenges of meeting
specific student needs. Positive experiences often emerge from strong partnerships with
parents, who appreciate the teachers’ commitment. Many educators see their work as
a calling rather than simply a set of duties.

Qualitative studies shed light on the complexities of this role, and underscore the
importance of educating both teaching professionals and the broader public to better
understand and support individuals with ASD.
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Terapeutyczne aspekty onimow literackich w edukacji dzieci
przedszkolnych z trudnosciami komunikacyjnymi
Therapeutic Aspects of Literary Proper
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RESEARCH OBJECTIVE: The aim of the work is to emphasize the validity of using literary proper
names for stimulation and/or language therapy at the level of all language subsystems, and develop-
ing social competences and emotional intelligence, as well.

THE RESEARCH PROBLEM AND METHODS: The research problem is the issue of literary
pseudonyms and their use in the therapy and linguistic, social and emotional education of pre-
school children with communication difficulties. The analysis of selected texts in terms of the func-
tion and meaning of the onyms appearing in them, along with an exemplification of their use in the
educational and therapeutic process, is the main methodological strategy adopted in this article.

THE PROCESS OF ARGUMENTATION: The work highlights the need to improve language and
communication skills through education in the field of key competencies, and it describes and char-
acterizes them indicating the possibilities of using literary pseudonyms in the therapy of children
with communication difficulties.

RESEARCH RESULTS: The onomastic layer of the selected works, in addition to the obvious and
long-recognized functions - nominative, expressive, semantic, cultural, can also have an education-
al and therapeutic function. Appropriately and consciously selected onyms for therapy support the
building lexical resources, understanding grammatical rules and meanings, obtaining the fluency

in

creating narratives and stimulation of cognitive processes and thought operations.
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munikacyjnymi. Horyzonty Wychowania, 23(68), 123—135. https://doi.org/10.35765/
hw.2024.2368.12



https://orcid.org/0000-0002-8134-2285
mailto:marzena.szurek@ignatianum.edu.pl
https://orcid.org/0000-0001-7858-2643
mailto:ewa.zmuda@uken.krakow.pl

%7%»1] /fﬂ‘ﬁﬁ/oﬂu&' Marzena Maria Szurek, Ewa Zmuda
7 / 7

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: In the
speech therapy, pedagogical and psychological environment, there is a need to search for attrac-
tive and eclectic therapeutic activities. The article indicates new possibilities of enriching them by
using literary pseudonyms for language and emotional education, and supporting students’ motiva-
tion and maintaining their attention. Thus, it expands the scope of psycholinguistic, speech therapy
and pedagogical research.

— KEYWORDS: LITERARY PSEUDONYMS, PRESCHOOL EDUCATION, EMOTIONAL
EDUCATION, LINGUISTIC AND COMMUNICATIVE COMPETENCES,
LANGUAGE THERAPY

STRESZCZENIE

CEL NAUKOWY: Celem pracy jest podkreslenie zasadnosci uzycia literackich nazw wtasnych do
stymulacji i/lub terapii jezykowej na poziomie wszystkich podsysteméw jezyka, ale takze do rozwi-
jania kompetencji spotecznych i inteligencji emocjonalne;j.

PROBLEM I METODY BADAWCZE: Gtéwnym problemem badawczym jest zagadnienie oniméw
literackich i ich zastosowania w terapii i edukacji jezykowej, spotecznej, emocjonalnej dzieci przed-
szkolnych z trudno$ciami komunikacyjnymi. Analiza wybranych tekstéw pod katem funkgji i znacze-
nia wystepujgcych w nich oniméw wraz z egzemplifikacjg ich zastosowania w procesie edukacyjno-
-terapeutycznym jest gtéwng strategia metodologiczng przyjetg w tym artykule.

PROCES WYWODU: W pracy podkreslono potrzebe usprawniania umiejetnosci jezykowo-komu-
nikacyjnych poprzez edukowanie w zakresie kluczowych kompetenciji, opisano i scharakteryzowano
rodzaje tych kompetencji i wskazano mozliwosci wykorzystania literackich nazw wtasnych w terapii
dzieci z trudnosciami komunikacyjnymi.

WYNIKI ANALIZY NAUKOWEJ: Warstwa onomastyczna wybranych do analizy utworéw, oprécz
oczywistych i dostrzeganych od dawna funkcji — nominatywnej, ekspresywnej, semantycznej, kultu-
rowej, moze petni¢ réwniez funkcje edukacyjno-terapeutyczng. Odpowiednio i Swiadomie dobrane
do terapii nazwy wtasne wspomagajg budowanie zasobu leksykalnego, rozumienie regut grama-
tycznych i senséw znaczeniowych, nabywanie biegto$ci w tworzeniu narracji, stymulowanie pro-
ceséw poznawczych i operacji myslowych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: W $rodowi-
sku logopedycznym, pedagogicznym, psychologicznym zauwazalna jest duza potrzeba poszukiwan
atrakcyjnych i eklektycznych dziatan na polu terapii. Artykut wskazuje nowe mozliwosci wzbogace-
nia tych oddziatywan przez wykorzystanie oniméw literackich do edukac;ji jezykowej, emocjonalnej
oraz wspierania motywac;ji i utrzymywania uwagi uczniéw, przez co rozszerza zakres badan psy-
cholingwistycznych, logopedycznych i pedagogicznych.

— SLOWA KLUCZOWE: ONIMY LITERACKIE, EDUKACJA PRZEDSZKOLNA,
EDUKACJA EMOCJONALNA, KOMPETENCJE JEZYKOWO-
KOMUNIKACYJNE, TERAPIA JEZYKOWA
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Wprowadzenie

Spojrzenie na onomastyke literackg od strony terapeutyczno-pragmatycznej jest kwe-
stig rzadko podnoszong w srodowisku logopeddw, pedagogdéw i psychologéw, wszak
nazwy witasne obecne w literaturze dla dzieci stanowig w wiekszosci przedmiot opisu
stricte jezykoznawczego lub temat rozwazan literaturoznawczych. Majgc na uwadze
potrzebe usprawniania umiejetnosci jezykowo-komunikacyjnych u dzieci z trudno$cia-
mi w tym zakresie, chcialybysmy w niniejszym artykule podjaé¢ temat terapeutycznych
aspektow onimow literackich i wskaza¢ mozliwosci wykorzystania tychze w procesie
edukacyjno-terapeutycznym.

Jak podkresla Krystyna Zabawa, ,pierwszymi piszgcymi utwory intencjonalnie prze-
znaczone dla najmtodszych byty osoby niekryjgce swych intencji pedagogicznych i edu-
kacyjnych” (2017, s. 7). Aspekty edukacyjne i ich waznos$¢ byty wielokrotnie dostrzegane
przez samych twércow i badaczy literatury dzieciecej, np. Ryszarda Waksmunda (1986,
s. 70iin.), Joanne Papuzinska (2007, s. 42 iin.). Wspdtczesnie aspekty te sg ekspono-
wane zarowno przez literaturoznawcéw (zob. np. Zabawa, 2017), jak i jezykoznawcow
(zob. np. Czaplicka-Jedlikowska, 2007). Naszg uwage chciatybysmy skierowaé¢ wytgcz-
nie na warstwe onimiczng utworéw dla dzieci, ale jednoczes$nie ukaza¢ nieco inng per-
spektywe — edukacyjno-terapeutyczng, ktéra pozwala na wykorzystanie nazw wtasnych
w kreowanych zadaniach podczas nauki i stymulacji dziecka.

Kluczowe kompetencje w procesie komunikacji

Trudnosci komunikacyjne sg wypadkowa braku lub niedostatecznego wyksztatcenia sie
u dziecka kluczowych kompetenciji, od ktérych uzalezniona jest zdolno$¢ do méwienia.
W dyskusji jezykoznawczej zwykto sie wyodrebniaé¢ dwa aspekty zwigzane z jezykiem,
jego akwizycjg i uczeniem sie. Mowa tu o dwdch rodzajach kompetenciji: jezykowej
i komunikacyjnej. Kompetencja jezykowa, jak pisze Ida Kurcz, ,okresla specyficzng dla
czlowieka zdolnosé/umiejetnos¢ postugiwania sie [...] dwuklasowym jezykiem. Pozwa-
la mu na wyrazenie wtasnych mysli (spostrzezen i wyobrazen) w mowie wewnetrznej
i w mowie zewnetrznej” (Kurcz, 2011, s. 154) i jest Scisle zwigzana z funkcjg reprezen-
tatywng (poznawczg) jezyka. Kompetencja komunikacyjna, inaczej nazywana pragma-
tycznag, to umiejetnos¢ uzywania jezyka w sytuacjach spotecznych poprzez dostosowanie
wypowiedzi do konkretnego kontekstu, petnionych rél spotecznych czy celu wypowiedzi
(Cywinska, 2017, s. 14), a dominujacg funkcjg jezyka jest tu funkcja interpersonalna (ko-
munikacyjna) (Kurcz, 2011; Cywinska, 2017, s. 15). Nie wystarczy wiec mie¢ zdolno$¢
do produkowania i rozumienia wypowiedzi w danym jezyku, nadawa¢ wypowiedziom
forme fonetyczng, fleksyjna, syntaktyczna, semantyczna, ale konieczne jest réwniez po-
stugiwanie sie konkretnym jezykiem adekwatnie do okolicznosci i odbiorcy. ,Kiedy oby-
dwie funkcje jezyka — poznawcza i komunikacyjna — wzajemnie sie dopetniajg, mozliwa
jest skuteczna interakcja” (Panasiuk, 2019, s. 59). Co wiecej, mowi sie o dominujacej
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roli kompetencji komunikacyjnej jako tej, ktéra w sposdb nadrzedny wptywa na warto$¢
i jakos¢ interakcji miedzyludzkiej (Kurcz, 2011, s. 156; Borda i Knapik, 2021, s. 147).
W jej zakresie mieszczg sie pojecia z dziedziny psychologii i psychologii rozwojowe;j,
takie jak: wspdlna uwaga, empatia, teoria umystu oraz inteligencja emocjonalna (Kurcz,
2011, s. 157). Sktadowe te bedg wiec kluczowe w procesie edukaciji i terapii jezykowe;.
A poniewaz mowa ,realizuje sie jednoczesnie w sferze biologicznej, psychicznej i spo-
tecznej” (Grabias, 1997, s. 14), to chcgc dotrze¢ do mechanizméw jej zaburzen (beda-
cych przedmiotem logopedii), nalezy wszystkie te perspektywy wzig¢ pod uwage (Gra-
bias, 1997, s. 15).

Onomastyka literacka jako narzedzie terapeutyczno-edukacyjne

Na potrzeby niniejszego artykutu w celu ukazania terapeutycznych aspektéw onimow li-
terackich wybraty$my dwie serie ksigzek dla dzieci w wieku przedszkolnym, reprezentu-
jace rézne nurty literackie. Pierwszg z nich sa ksigzki Marcina Mortki o wikingu Tappim?,
ktére nalezatoby umiesci¢ w nurcie fantastyczno-basniowym (zob. Kosyl, 2005, s. 381).
Drugg serig sg ksigzki poswiecone przygodom Pucia i jego rodziny, autorstwa Marty
Galewskiej-Kustry?, ktére — zgodnie z typologig nurtéw wyodrebniong przez Czestawa
Kosyla — nalezatoby umiesci¢ w nurcie realistycznym, wolimy jednak w przypadku tej
serii mowi¢ o nurcie edukacyjno-terapeutycznym?.

Dziefa literackie Mortki skierowane do mtodego odbiorcy cieszg sie obecnie duzg
popularnoscig. Podyktowane jest to zapewne z jednej strony ich gatunkowym umiejsco-
wieniem w obrebie nowoczesnych opowiesci typu fantasy (por. Frycie, 2001: s. 79), ale
takze ich jezykowo-tresciowym uksztattowaniem. Autor czesto siega po wazne tresci filo-
zoficzne, jednoczesnie operujgc na przyktad humorem czy grami jezykowymi. Obszarem,
w ktérym daje sie to w sposob tatwy zaobserwowad, jest warstwa onomastyczna utworu,
co uzasadnia wybor witasnie tej serii do realizacji przedstawionego w tytule artykutu celu,
czyli wykorzystania onimoéw literackich w dziataniach edukacyjno-terapeutycznych.

Mortka, kreujgc postac i przygody wikinga Tappiego, jednoczesnie tworzy cate boga-
ctwo nazw witasnych. Autor trzymat sie zasady, o ktérej pisat Edward Balcerzan (1983,
s. 144), dotyczacej kreowania oniméw w literaturze dla dzieci: nalezy tworzyc takie, ktére
beda dziataty na wyobraznie dziecka, ale zarazem nie bedg stanowity zadnej przeszko-
dy w rozumieniu komunikatu. Dlatego tez mozna je z powodzeniem wykorzysta¢ miedzy

' Wykorzystane tomy wydane zostaty naktadem wydawnictwa Zielona Sowa w latach 2013-2022.

2 Z tej serii wykorzystane zostaty ksigzki, ktore ukazaty sie w latach 2016-2023 w wydawnic-
twie Nasza Ksiegarnia.

3 Do tego nurtu zaliczamy ksiazki, ktérych gtéwnym celem powstania jest stymulacja jezykowo-
-poznawcza dziecka, w tym réwniez ksigzki, ktére majg na celu utatwienie procesu wczesnej nauki
czytania. Szerzej o zasadnos$¢ wyodrebnienia tego nurtu w monografii dotyczacej onomastyki lite-
rackiej utworéw dla dzieci (w przygotowaniu).
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innymi w dziataniach terapeutycznych. W catej serii o Tappim znajduje sie ponad dwie-
Scie nazw wtasnych, co sktada si¢ na materiat reprezentujacy kilka klas oniméw: nazwy
postaci (w tej grupie znalezé mozna nazwy wiasne 0s6b, zantropomorfizowanych
zwierzat lub roslin czy nazwy wtasne postaci fantastycznych, a nawet spersonifikowane
zjawiska meteorologiczne), np. Tappi, Bolle, Pasibrzuch, Karolus Majestikus, tapucapu,
Kari, Krzynka, Sigrid, Ingolf, Chichotek, Paszcza, Drzemka, Brzuchacz, Grzebieluszek,
Chrobotek, Smigaczka, Kropeczka, Niuchacz, Tuptup, Pedzik, Wedrowniczek, Tuptak,
Drobniaszek, Paplak, Dab Starodziej, Gburek, Chmurzotek, Marudzik, Chlupka, tamaga,
Burczek, Nochal, Markotka, Gtazek, Gadulec, Obibtoki, Dzikie Wiatry, Grzywacz, Bty-
skawica Bezczelnica; nazwy geograficzne (miejscowe, terenowe, hydronimy czy
oronimy), np. Szepczacy Las, Stoneczna Polana, Malutka Wysepka, Mruczgce Gory,
Ognista Wyspa, Bulgotka (rzeka), Lodowa Zatoka, Brzozowy Gaik, Ciamkajgce Bagna,
Szumigce Morze, Elfia Wyspa, Burczgca Kraina, Ptomienne Szczyty, Wielkie Nieznane,
Rozesmiane Bagna, Stuknieta Przetecz, Zachmurzona t.gka, Wielka Droga, Rozgadany
Bér/Rozgadane Bory, Kumakowe Trzciny, Ropusze Bajorko, Sekretna Sciezka, Trollowa
Polanka, Ciche Wzgérza, Zaczarowany Zagajnik, Senne Jezioro, Ropuszy Staw, Bulgo-
czacy Staw, Zrédetko-Odwracadetko, Zakatek Ogrodnika, Sad Wisnioplujki, Szeptaczka,
Debinka (wioski), Wielgachna Dziupla, Brzozowy Gaik, Kurze Wyspy, Miodunia, Przytutka
(wyspy), Ostrzycha, Paskuda (goéry) oraz szeroko rozumiane chrematonimy* (nazwy
produktéw, obiektéw architektonicznych, przedsiewzie¢ kulturowych czy organizacii)®,
np.: Chata, Biblioteka Szepczacego Lasu, Wielkie Ziewanie (nazwa $wieta), Podusia
Mruczusia, Smoczy teb (zantropomorfizowana nazwa czesci okretu), Budzik (zegar),
Zielony Most, Nawiedzony Dom, zespot Rechot Czyli Przecier, Zgromadzenie Fal Bu-
rzowych, Konkurs o miano Najgtupszej Fali Roku, Mecz o Puchar Szepczacego Lasu,
firma budowlano-remontowa Dzik i Warchlak, Tytut Pogromczyni Pogromcéw Wiedzm,
Wielkie Zachmurzenie (nazwa imprezy/zgromadzenia).

Z kolei seria stworzona przez Marte Galewska-Kustre® to opowies¢, ktéra ,rosnie
wraz z dzieckiem”, a zatem znajdziemy w niej zaréwno elementy skierowane do najmtod-
szych, jak i do starszych przedszkolakow. Tematyka utwordw jest bliska dzieciom, po-
ruszane sg tu tematy zwigzane z ich codziennoscia, takie jak: péjscie do przedszko-
la, wyjazdy wakacyjne, narodziny rodzenstwa, nabywanie nowych umiejetnosci przez
dziecko itp. Na kazdej stronie oprdcz tradycyjnej narracji wzmocnionej obrazem znajdujg

4 Nazwy te traktujemy jako literackie chrematonimy uzytkowe, przyjmujgc jednoczes$nie szero-
ka kulturowg definicje chrematonimii, czyli zaliczamy do nich wszystkie nazwy wtasne stanowiace
swoisty dowodd aktywnosci w réznych obszarach zycia i jego aspektéw kulturowych (zob. Gatkow-
ski, 2011, s. 51). Natomiast odnosnie do chrematoniméw literackich przyjmujemy ujecie zapropo-
nowane przez Artura Gatkowskiego, rozumiejac je jako czes$¢ procesu twérczego, a mianowicie
,wykreowanie nazw wiasnych typu chrematonimicznego na uzytek narracyjny, opisowy, regulacyj-
ny fikcyjnego tekstu literackiego” (2011, s. 41).

5 Opisatysmy to szerzej w tekscie: Wybrane aspekty onomastyki literackiej w literaturze dla
dzieci na przyktadzie opowiesci o Tappim Marcina Mortki (w druku).

5 Nie bez znaczenia jest fakt, ze autorka jest logopedg i pedagogiem.
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sie wydzielone elementy opowiadania nazwane pojedynczym wyrazem, z sugestig do
utrwalania poprzez wskazywanie i nazywanie (jest rowniez zaznaczony wiek, w ktérym
dziecko powinno radzi¢ sobie z wymowieniem danego wyrazu).

Warstwa onimiczna tej serii jest duzo ubozsza (z catej serii zostato wyekscerpowa-
nych 41 nominacji), co wynika przede wszystkim z reprezentowanego nurtu, i sktadaja
sie na nig przede wszystkim antroponimy i zoonimy, natomiast toponimy i chrematonimy
sg reprezentowane pojedynczymi egzemplifikacjami (odpowiednio: Kaszuby i Restau-
racja Wesota Marchewka). Wéréd antroponiméw wystgpity tylko imiona i jednostkowe
deskrypcje okreslone o funkcji nominacji imiennych. Znajdujemy tu imiona dzieci: Pucio,
Misia, Jedrek, Jagoda, Inga, Maja, Tytus oraz imiona dorostych, bardzo czesto w zesta-
wieniu z deskryptywnym rzeczownikiem okreslajacym pozycje w rodzinie lub spoteczno-
$ci, co ma w petni oddawac¢ perspektywe dziecka: Babcia Zosia, Dziadek Kazio, Babcia
Jola, Dziadek Ignacy, Wujek Marek, Ciocia Halinka, Ciocia Iga, Pan Mateusz, Grazyna,
Henryk, Stasia, Monika, Waldek, Ewa, Agata, Tomek. Ws$réd zoonimow wystgpity za-
rowno nazwy wykreowane, jak i przeniesione z antroponimii: Funio (pies), Mimi (kot),
Teodor (kot), Kruszynka (pies), Gibon (kon), Helena (kura), (Bobr) Bogus.

Jak widaé, onimy stanowig bogatg i bardzo zré6znicowang grupe jednostek jezyko-
wych w utworach literackich, dzieki czemu dajg mozliwosé szerokiego ich wykorzysta-
nia réwniez w edukacji i terapii. Ograniczone ramy artykutu pozwalajg nam jedynie na
podanie wybranych przyktadéw z zakresu wykorzystania nazw wiasnych w procesie
edukacyjno-terapeutycznym. Wiedzac rowniez, jak szerokim terminem sg trudnosci ko-
munikacyjne, o ktérych piszemy w tytule, postaramy sie dokona¢ tego wyboru z réznych
ptaszczyzn owych trudnosci.

Jak wiadomo, zmiany poznawcze w umysle dokonujg sie na drodze procesu ucze-
nia sie i rozwoju (zob. Cieszynska, 2013, s. 284), u dzieci z trudnosciami komunikacyj-
nymi konieczna jest stymulacja srodowiskowa (por. Pylyshyn, 1999). Onimy literackie
mozemy wykorzystywac na wszystkich etapach uczenia sie. Michael Tomasello (2002)
wskazuje na trzy najwazniejsze etapy, takie jak nasladownictwo, wspétdziatanie i dziata-
nie wedtug instrukcji, na kazdym z nich moze pojawic sie uzycie oniméw w dziataniach
edukacyjnych. Na etapie nasladownictwa moze to by¢: powtarzanie oniméw (zaczyna-
jac od percepcyijnie najtatwiejszych, zbudowanych z dwéch sylab otwartych, jak Pucio,
Misia, Maja, Funio, Mimi), na etapie wspotdziatania mozna éwiczy¢ zaréwno rozumie-
nie, jak i kontynuowanie dziatan, a zatem moga sie tu znalez¢ zadania dotyczgce rozu-
mienia i tworzenia np. prostych konstrukcji sktadniowych zawierajacych nazwy postaci
w funkcji podmiotu: Pucio ma lody, Pucio daje wode itp. (fot. 1), jak i zadania polegajgce
na wspoélnym czytaniu opowiesci w celu wyodrebniania z nich nazw przynaleznych do
réznych kategorii” (nazwy os6b, nazwy zwierzat, rzeczy, nazwy miejsc itd.). To z kolei
pozwala na dalsze wspdlne dziatania sprowadzajgce sie do interpretacji budowy

7 Kategoryzowanie jest waznym procesem mentalnym w trakcie nabywania kompetencji jezy-
kowej pozwalajgcym na rozumienie i abstrahowanie regut gramatycznych jezyka.
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morfologicznej nazw (ich cech charakterystycznych) i rozmaitych operacji stowotwor-
czych na wyodrebnionych onimach (o czym bardziej szczegoétowo w dalszej czesci
artykutu).

Fot. 1. Przyktad sposobu tworzenia prostych konstrukcji sktadniowych zawierajgcych nazwy
postaci

Zrédto: opracowanie whasne (z wykorzystaniem maskotki przedstawiajgcej postaé Pucia z serii
ksigzek M. Galewskiej-Kustry oraz pomocy edukacyjnej z zestawu Moje pierwsze stowa.
Czes¢ Il autorstwa A. Fabisiak-Majcher i E. Lawczys).

Na etapie dziatan wedtug instrukcji mamy do dyspozycji caty wachlarz pragma-
tycznego uzycia onimoéw — instrukcja moze byc¢ przekazywana zaréwno werbalnie, jak
i w dziataniu. Bedzie to rowniez werbalizowanie instrukcji przez dziecko.

Etap pierwszy — nazywanie bohaterow literackich moze stuzyé do budowania pola
wspolnej uwagi (0 wspdlnej uwadze jako podtozu kompetencji komunikacyjnej wspomi-
natysmy wyzej), etapy drugi i trzeci — dotyczgce wspotdziatania i instrukcji — tej wspolnej
uwagi juz wymagaja.

Nazwy wiasne mogg postuzy¢ do konstruowania scenariusza catych zaje¢ lub po-
szczegolnych ¢wiczen dotyczgcych usprawniania kompetencji jezykowej w zakresie
wszystkich dziatow nauki o jezyku: fonetyki, fonologii, morfologii, sktadni. Onimy literac-
kie mogg zaistnie¢ w ¢wiczeniach z zakresu wszystkich wskazanych obszaréw, odgry-
wajgc nie tylko role gtdwnego budulca zadan, ale takze dodatkowg role motywacyjna.
Wszak ¢wiczenia z lubianym bohaterem literackim sg wykonywane chetniej i z wigkszym
zaangazowaniem.

Onimy zaczerpnigte z literatury stanowig doskonaty materiat do projektowania zadan
fonacyjno-artykulacyjnych. Niemal kazda gtoska znajdzie wsparcie w nazewnictwie lite-
rackim, co mozna wykorzystac¢ do tworzenia logotomoéw (fot. 2a i 2b) zainspirowanych
pytaniami naprowadzajgcymi:
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Jak chichocze Chichotek? — chi, chi/hi, hi; ha, ha/cha, cha...

Jak gada Gadulec? — ga, ga; gadu, gadu...

Jak ciamka sie na Ciamkajgcych Stepach? — ciam, ciam; ciamk, ciamk...
Co szepce Szepczacy Las? — sza, sza; sze, sze, Szu, SZu...

Fot. 2a i 2b. Przyktady ¢wiczen fonacyjno-artykulacyjnych, ktérych baza sg a) nazwy postaci
i b) toponimy

f

CHI CHI CHi
"HA HA HA
CHA CHA CHA

Zrédto: opracowanie wtasne na podstawie ilustracji M. Kurczewskiej zaczerpnietych z opo-
wiadan Tappi i tajemnica buteczek Bollego (2018) oraz Tappi i Kocyk Mocyk (2019) autor-
stwa M. Mortki, Wyd. Zielona Sowa.

Chcac realizowa¢ ¢wiczenia fleksyjne, podczas czytania akcentujemy odmiang imion
bohaterow (Jest Pucio/Misia/Funio; Nie ma Pucia/Misi/Funia; Opowiadam Puciowi/Misi/
Funiowi; Widze Pucia/Misig¢/Funia; Bawig sie z Puciem/Misig/Funiem itd.). Moze to by¢
potgczone z szukaniem bohatera na ilustracji. W poczatkowych etapach edukacji po-
trzebujemy prostych imion, najlepiej ztozonych z dwdéch sylab otwartych, takg mozliwos¢
daje nam sieganie po publikacje z nurtu terapeutycznego Galewskiej-Kustry. Dzieci star-
sze i bardziej zaawansowane jezykowo otrzymujg caty wachlarz nazw wiasnych z serii
opowiadan z nurtu fantastyczno-basniowego Mortki, ktore reprezentujg rézne kategorie
fleksyjne mogace by¢ egzempilifikacjg wszystkich mozliwosci odmiany.
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W ramach aktywnosci stowotwérczych proponujemy szukanie podstawy stowotwor-
czej, co jednoczesnie potgczone jest z uswiadamianiem istnienia warstwy semantycznej
jezyka. Punktem wyjscia mogg by¢ pytania, np.:

Dlaczego Mis$ nazywa sie Brzuchacz? Od jakiego wyrazu zostato utworzone jego
imie?

Kompetencje stowotwoércze mogg by¢é ¢wiczone rowniez poprzez derywowanie
nowych nazw z uzyciem tego samego formantu, ktéry wystepuje w wyekscerpowanych
antroponimach i zoonimach (fot. 3a). Aktywnos$¢ te warto zainspirowaé¢ naprowadzeniem
dziecka na konkretny tok myslenia poprzez pytanie:

Jak nazwiemy corki wiewiorki?

Tu mozna poczeka¢ na kreacje dziecka albo podpowiedzie¢, dajgc wskazéwke:
Mtodsza corka lubi skakac¢ [po drzewach] a starsza lubi chrupa¢ [orzeszki] (fot. 3b). Za-
biegi derywacyjne rozszerzamy réwniez na inne cze$ci mowy (Smigajgca Smigaczka,
Chrupigca Chrupaczka).

Fot. 3a i 3b. Przyktady ¢wiczen polegajgcych na tworzeniu derywatow

-

CHRUPACZEA,

| SKAKACZKA

SKAKACZEA

CHRUPACZX A .

""""" | C2E 5
A caruRiE

Zrédto: opracowanie wiasne.

Nazwy charakteryzujgce sg materiatem nie tylko do pracy nad rozumieniem znaczen,
ale takze mogg by¢ wykorzystane do kreatywnych zabiegéw semantycznych — dokony-
wania przesunie¢ semantycznych, neologizacji, metaforyzacji czy metonimizac;ji.

Kompetencje sktadniowg i narracyjng takze warto usprawnia¢ z uzyciem oniméw
literackich. Na przyktad mozna uktadac piosenke, ktérg bedzie Spiewat zespét Rechot
Czyli Przecier, wymysla¢ dialogi migdzy Gadulcem i Paplakiem, Chichotkiem i Grzebie-
luszkiem i in. (fot. 4), tworzy¢ opisy bohateréw z wykorzystaniem aspektu deskryptyw-
nego nazw itp.
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Fot. 4. Propozycja sposobu wykonania zadan skfadniowo-narracyjnych z wykorzystaniem dia-
logéw miedzy bohaterami

FeYe

1t __.__'______
CRIEBIELUSIEE cnvporee

Zrédto: opracowanie wtasne na podstawie ilustracji M. Kurczewskiej zaczerpnietej z serii opo-
wiadan o wikingu Tappim autorstwa M. Mortki, Wyd. Zielona Sowa.

Ponadto onimy literackie stanowig doskonate narzedzie do budowania kompetenc;ji
w zakresie komunikacji i inteligencji emocjonalnej — koniecznos¢ i potrzeba takich dziatan
byta dostrzegana przez twoércow literackich® (Papuzinska, 1996) i zostata juz wielokrotnie
doceniona na gruncie badan psychologicznych (zob. np. Smieja i Orzechowski, 2008)
i pedagogicznych (zob. Biatek, 2000). W niektérych nazwach znajduje odbicie emocjo-
nalnosc¢ bohatera lub zachowania mogace miec¢ zrédfo w okreslonych emocjach, jak np.:
Smieszek, Ztosnik, Gburek, Marudzik, Markotka, Humorzynka, Naburmulak, Marudna
Burza — moze to by¢ asumpt do dialogu na temat okreslonych stanéw emocjonalnych.
Warte uwagi sg rowniez cechy jezykowe takich jednostek (np. stowotwoércze), poniewaz
.€zyk pomaga dziecku zrozumie¢ doswiadczenia emocjonalne” (Gérecka-Mostowicz,
2005, s. 22). Odkrywanie podstawy stowotwoérczej pozwala na poszerzanie stownictwa
dotyczacego emoc;ji oraz éwiczeniu zachowan spotecznych w zakresie emocjonalnosci.

Sposobem na stymulowanie kreatywnosci i ksztattowanie kompetencji emocjonalnej
(ale jednoczesnie ¢wiczeniem stowotwdrczym) moze by¢ tworzenie wspélinie z dzieckiem
nazw dla wykreowanych przez nas kolejnych bohateréw, analogicznie do Smieszka czy
Ztosnika (fot. 5).

8 Joanna Papuzinska podkreslata, ze: ,Waga emocjonalnych doznan literackich moze sie
okazac¢ znacznie istotniejsza dla rozwoju osobowosci dziecka, jego zdolnosci do komunikowania
sie z innymi ludzmi, zdolnosci do przezwyciezania cierpien i nieuniknionych trudnosci nizli czerpa-
na z literatury pieknej wiedza czy informacje” (1996, s. 14).
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Fot. 5. Tworzenie nazw bohateréw wywiedzionych od nazw emocji

| a‘o% 0@\

|
i i
. i ;

GNIEWEK = SICZESNIK | sTRACHAK|

¥

Zrédto: opracowanie wiasne.

Taki typ aktywnosci — ze wzgledu na swg prostote podejmowanej, tgcznie z rysun-
kami, razem z dzieckiem — mozna potraktowac¢ takze jako wprawke do rozumienia kon-
strukcji przenosnych, ktérymi czesto postugujemy sie w méwieniu o emocjach. Jak pod-
kresla Anna Pajdzinska:

Kazda préba méwienia o uczuciach bardzo szybko uswiadamia fakt, jak niewieloma wyra-
zami o nieograniczonej fgczliwos$ci dysponujemy w tym zakresie. Postugujemy sie frazeo-
logizmami i potgczeniami pozornie swobodnymi, a faktycznie nieswobodnymi, a faktycznie
siegamy po metafory jezykowe i — rzadziej — metonimie (1999, s. 99).

Jednakowoz bohaterowie przezywajg rozne emocje, co stanowi doskonaty wstep do
dialogu na ich temat oraz pracy nad ich rozpoznawaniem, nazywaniem i regulowaniem.
Pomocna w tym moze by¢ rowniez szata graficzna ksigzki, z ktorej czerpiemy temat do
dialogu, pomaga bowiem w oswajaniu emoc;ji (zob. Zabawa, 2017, s. 147).

Podsumowanie

Seria o Tappim podaza za stusznym przekonaniem, ze dzieci kochajg $wiat basni, uwiel-
biajg sie Smiac i kreowac (jak pisat Tuwim: ,Dzieci bzdurzg i — ze tak powiem — chcg byé
bzdurzone” [Tuwim, 1950, s. 17]), a owa basniowos¢, kreacja i gry jezykowe w utworach
Mortki sg obecne rowniez, a moze przede wszystkim na poziomie warstwy onomastycz-
nej. Natomiast seria o Puciu uwzglednia i wykorzystuje dzieciecg rados¢ z méwienia
i komunikowania sie, jaka jest widoczna na poszczegdlnych etapach rozwoju kompe-
tencji jezykowej oraz komunikacyjnej i zwigzanych z nig inteligencji emocjonalnej, em-
patii czy teorii umystu.
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Funkcjonalnie onimy sg w przestrzeni utworéw niezwykle istotne, petnig nie tylko
oczywiste funkcje — nominatywng czy identyfikujaca, ale takze ekspresywng, seman-
tyczng, a nawet intertekstualng czy kulturowa, jak rowniez edukacyjno-terapeutyczna.
Nazwy charakteryzujgce w literaturze dla dzieci pomagajg w konceptualizacji postaci,
wspomagajg procesy rozumienia znaczen czy budowania narracji, uczg rozumienia
jezyka, wprowadzajg elementy gry jezykowej, uczg spostrzegawczosci, a przy tym majg
funkcje ludyczng. Nazwy realistyczne dajg mozliwo$¢ utozsamienia sie z bohaterami.

Nasze wieloletnie doswiadczenie zawodowe (zaréwno jako logopeddw praktykow,
jak i wyktadowcow na kierunkach logopedycznych oraz pedagogicznych) pokazuje po-
trzebe poszukiwan takich eklektycznych dziatan na polu terapii. Logopedzi sg czesto
w nietatwej sytuacji. Pracujgc z dzie¢mi, winni posiadac i stale poszerza¢ wiedze z wielu
dziedzin nauki. Muszg rowniez utrzymywaé motywacje dziecka do pracy na bardzo wy-
sokim poziomie, przekazujgc rozne tresci w sposob atrakcyjny i zmienny. Powinni tez
dba¢ o wlasne zaangazowanie w proces terapeutyczny. Zaprezentowane rozwigzania
moga by¢ w tym pomocne.
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Teacher Perspectives on Supporting Students With Stuttering
in Schools and Preschools

Wsparcie ucznia z jgkaniem w szkole i przedszkolu

w opinii nauczycieli

ABSTRACT

RESEARCH OBJECTIVE: The purpose of the research presented in this article was to explore
the opinions of kindergarten and elementary school teachers on supporting students with stutter-
ing in their functioning within educational institutions.

THE RESEARCH PROBLEM AND METHODS: This study aimed to evaluate teachers’ knowl-
edge about stuttering and their approaches to supporting students with this condition. A diagnostic
survey was conducted using a structured questionnaire, gathering responses from 155 kindergar-
ten and elementary school teachers. The survey focused on assessing their general understand-
ing of stuttering in children.

THE PROCESS OF ARGUMENTATION: The argumentation process involves identifying the
problem, presenting the survey results, drawing generalized conclusions from the findings, and
extrapolating these conclusions to provide actionable recommendations for teachers working with
students who stutter.

RESEARCH RESULTS: The study results indicate that the level of knowledge among preschool
and elementary school teachers about stuttering and methods to support affected students is in-
sufficient. Teachers expressed a need for additional training, which highlights the necessity of sys-
tematic educational efforts in this area.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLEVALUE OF RESEARCH: A criti-
cal first step to increasing teachers’ awareness of stuttering is incorporating evidence-based con-
tent into the Integrated Learning Platform. Promoting current, research-backed knowledge through
training sessions and mentoring programs would also prove highly beneficial. Practical applications
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of this research include implementing teacher training programs at both local and national levels
and creating initiatives such as InterACT to reduce stigma and exclusion. These measures would
better prepare educators to support students with stuttering, contributing positively to their emo-
tional and social development.

— KEYWORDS STUTTERING, SCHOOL, KINDERGARTEN, TEACHERS, SUPPORT

STRESZCZENIE:

CEL NAUKOWY: Celem badan przedstawionych w artykule byto zbadanie opinii nauczycieli
przedszkoli i szkét podstawowych w kwestii wspierania ucznia z jgkaniem w jego funkcjonowaniu
w placéwkach edukacyjnych.

PROBLEM I METODY BADAWCZE: Gtéwny problem przeprowadzonych badan dotyczyt pytania
na temat tego, jaki jest poziom wiedzy na temat jgkania i wsparcia ucznia z jgkaniem wsréd bada-
nych nauczycieli. W celu uzyskania odpowiedzi ha zwigzane z tym tematem pytania postuzono si¢
metodg sondazu diagnostycznego z wykorzystaniem techniki kwestionariusza ankiety. W badaniu
wzieto udziat 155 nauczycieli przedszkoli i szkét podstawowych. Zadane im pytania dotyczyty ogél-
nego poziomu wiedzy na temat jgkania u dzieci.

PROCES WYWODU: Proces wywodu polega na rozpoznaniu problematyki, przedstawieniu wy-
nikdw badan ankietowych i wyciggnieciu uogdlnionych wnioskéw z ankiet i dokonaniu ich ekstra-
polacji, aby przedstawi¢ rekomendacje dla nauczycieli zajmujgcych sig dzieémi z jgkaniem sie.

WYNIKI ANALIZY NAUKOWEJ: Wyniki badan jednoznacznie pokazujg, ze poziom wiedzy na-
uczycieli przedszkoli i szkét podstawowych na temat jgkania oraz metod ich wspierania jest niewy-
starczajacy. Nauczyciele wykazali potrzebe dalszego doksztatcania sig, co wskazuje na koniecz-
nos¢ systematycznych dziatan edukacyjnych w tym zakresie.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Pierwszym
krokiem do zwigkszenia $wiadomosci nauczycieli o jgkaniu mogtoby by¢ zamieszczenie odpowied-
nich tresci w ramach praktyki opartej na dowodach (EBP) w Zintegrowanej Platformie Edukacyjne;j.
Propagowanie aktualnej wiedzy na temat jgkania przez szkolenia tematyczne i programy mento-
ringowe rowniez wspieratoby powyzszy cel. Wyniki niniejszych badan mogg by¢ wykorzystane do
implementacji programéw doszkalajgcych dla nauczycieli na poziomie lokalnym i krajowym oraz
programoéw przeciwdziatajgcych stygmatyzacji uczniéw z jgkaniem (np. InterACT), co przyczynito-
by sie do pozytywnego wptyniecia na ich rozwoj emocjonalny i spoteczny.

— SLOWA KLUCZOWE: JAKANIE, SZKOLA, PRZEDSZKOLE, NAUCZYCIELE,
WSPARCIE
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The Nature of Stuttering According to Literature

Stuttering has long been recognized as one of the least understood communication dis-
orders (Sommers & Caruso, 1995). The need for a holistic perspective presents a sig-
nificant challenge for specialists studying stuttering from a theoretical standpoint and for
therapists addressing it in practice. The first symptoms of stuttering typically emerge be-
tween the ages of 2 and 4, and manifest as the repetition of syllables, sounds, or entire
words, sound prolongation, or speech blocks. These symptoms often develop gradually,
although sudden onset is associated with an increased risk of more severe difficulties
(Yairi & Ambrose, 2005).

Over time, perceptions of stuttering have evolved markedly. In the 1980s, it was
suggested that “stuttering is a collision between thoughts” (Hamre, 1984, p. 238). This
led to the hypothesis that stuttering results from overly rapid thinking coupled with slow
movements of the articulatory organs. Other theories attempted to frame stuttering within
psychological and emotional contexts, such as crises in the mother-child relationship
(Wyatt, 1969). Building on the earlier discoveries of Broca and Wernicke, scholars also
defined stuttering as a difficulty arising from uncoordinated functions of the brain’s motor
or speech centers (Klingbeil, 1939).

In the initial and less established phase of stuttering, the proportion of boys and
girls affected is roughly equal. However, by the time children reach school age, this
shifts dramatically, with three boys stuttering for every one girl. As children grow older,
this ratio increases to as much as 5:1 or even 6:1 (Bloodstein & Bernstein Ratner,
2007). Across the general population, stuttering affects around 1% of individuals,
though when accounting for people who have experienced stuttering symptoms at
some point in their lives, the figure rises to 5%. This statistic highlights a relatively
large group of children whose stuttering resolves spontaneously (Bloodstein & Bern-
stein Ratner, 2007).

Why, then, do some children stutter while others do not? Although the answer remains
elusive, specialists agree that stuttering stems from a combination of factors. Physiologi-
cal influences, for instance, include genetic predispositions that increase a child’s likeli-
hood of stuttering. However, it is important to note that what is inherited is not stuttering
itself, but the susceptibility to it. Additionally, differences in the structure and function-
ing of the left hemisphere of the brain — specifically in areas responsible for sensorimo-
tor integration critical for fluent speech — are significant in adolescents and adults who
stutter. Linguistic factors also play a role, with disruptions in speech development, such
as delayed speech onset or age-inappropriate language skills, contributing to the phe-
nomenon. Stuttering is more likely to occur in long, complex sentences than in shorter,
simpler utterances (Kelman & Nicholas, 2013).

Psychological factors may also contribute to stuttering, with certain personality traits
or temperamental tendencies being more likely to co-occur with the disorder (Bfachnio,
2013). These include a heightened tendency toward activity, weaker attention retention,
difficulties shifting focus between tasks, reduced ability to manage strong nervousness
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or excitement, greater impulsivity, and a predisposition toward introversion and sensi-
tivity (Millard et al., 2008).

Environmental factors often center around parental anxiety. Although conclusive evi-
dence is lacking, research suggests that parents of children who stutter frequently dis-
play elevated levels of worry and emotional tension, which can be sensed by the child
and may exacerbate their stuttering symptoms (Kowalczyk, 2020). Furthermore, a family
communication style characterized by hurried conversations or frequent interruptions
during conversations can perpetuate stuttering (Checiek, 2007; Kaminska, 2007).

Methodological Framework and Study Group Characteristics

The objective of this study was to explore teachers’ perspectives on the experiences
of students with stuttering in the school environment and to assess their understanding
of the students’ potential support needs. The research sought to address the following
questions:
1. Whatis the respondents’ knowledge regarding the possible causes of stuttering
in school and preschool children?
2.  How frequently do the surveyed teachers encounter a student with stuttering
in their professional practice?
3.  What observable signs of stuttering do respondents notice in their students?
4. What school-related difficulties directly attributable to stuttering do respondents
believe affect these students?
5. Inthe respondents’ view, how do students with stuttering function compared to
their classmates?
6. Which behaviors do respondents identify as supportive or unsupportive toward
students with stuttering?
7. How do the surveyed teachers evaluate their own knowledge about stuttering in
school- and preschool-aged children, and do they express a desire to improve it?
To answer these questions, the study employed a diagnostic survey method using a struc-
tured questionnaire. Respondents completed 18 questions, which included closed-ended,
semi-open, and open-ended formats. Data collection occurred over several months, from
March to June 2024, utilizing both electronic platforms — via online thematic forums (137
survey questionnaires) — and paper-based distribution at schools in Bochnia, Tarnow,
Nowy Sacz, and Limanowa (18 survey questionnaires).

Respondent Demographics
The study group predominantly comprised women, who accounted for 97% of partici-
pants, while men constituted 3%. Regarding professional seniority, the largest seg-

ment (57%) consisted of teachers with 11-20 years of experience. Teachers with 6-10
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years of experience formed the second-largest group (33%), followed by those with up
to 5 years of experience (8%). The smallest segment (2%) included teachers with over
20 years of professional seniority.

Respondents were geographically distributed across several provinces: Matopolska
(51%), Podkarpackie (17%), Kujawsko-Pomorskie (14%), Mazowieckie (8%),
Swietokrzyskie (5%), and Slagskie (5%). Participants were employed at various types of
educational institutions: public elementary schools (31%), public kindergartens (22%),
non-public elementary schools (21%), non-public kindergartens (11%), private elemen-
tary schools (8%), and private kindergartens (7%).

Analysis of Research Results

1. The first question presented to respondents was: In your opinion, what are the
primary causes of stuttering in school and preschool children?

The analysis of responses reveals a clear pattern in the perceived causes of stuttering.
Genetic predisposition emerged as the most commonly cited factor, selected by 26% of
respondents, who referred to inherited traits that may predispose a child to stuttering.
Emotional causes ranked second, with 18% of participants pointing to traumatic or highly
stressful experiences in a child’s life as significant contributors. Behavioral influences,
such as a child mimicking the speech patterns of a stuttering family member, were noted
by 16% of respondents. Physical factors, such as breathing difficulties, accounted for
15% of responses. Meanwhile, 12% of teachers emphasized the role of psychological
traits, including temperament or personality characteristics, as contributing to stutter-
ing. Less commonly mentioned were linguistic factors, such as disharmonious speech
development, identified by 8% of respondents, and family dynamics, which only 5% of
participants associated with stuttering.

2. Respondents were next asked: How often have you encountered a student with
stuttering in the classes you have taught?
The majority of respondents indicated infrequent encounters with students who stut-
ter, with 62% selecting this option. Meanwhile, 21% reported frequent contact, and
17% noted very rare interactions. Notably, none of the respondents selected the option
“never,” which suggests that most teachers have at least some experience working with
students who stutter.

3. The subsequent question focused on teachers’ observations of stuttering symp-
toms: What visible or audible symptoms of stuttering have you noticed in your
students?

Among the respondents, 36% identified the repetition of sounds, syllables, or words as
the most common symptom, and another 24% pointed to heightened nervousness in
students. Voice prolongation, such as dragging out sounds, was mentioned by 16%,
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while blocking, or an inability to initiate speech, was reported by 15% of respondents.
Less frequently mentioned symptoms included avoiding eye contact (4%), excessive
physical movement during speech (3%), and involuntary co-movements, such as head
or shoulder jerks, observed in 2% of students.

4. Respondents were asked: In your opinion, what school difficulties directly caused
by stuttering can be identified in a preschool or school-aged child?

The most frequently cited difficulty was a reluctance among students to volunteer for
oral responses (33%). This was closely followed by reports of negative peer interac-
tions, with 26% of respondents reporting that students with stuttering often experience
poor treatment from classmates. Another notable observation, selected by 19% of re-
spondents, was that students who stutter sometimes pretend not to know the answer to
avoid speaking aloud. Additional responses included difficulties with written assignments
(10%), poorer academic performance due to lower levels of cognitive processes such
as memory, attention, or thinking (8%), and difficulties in solving math problems (4%).

5. The next question asked respondents: Have you observed any differences in
how a student with stuttering is treated by their classmates?
A significant majority (70%) reported no noticeable differences in the treatment of stu-
dents with stuttering. However, 29% observed that such students were treated worse by
their peers, while 1% reported instances of better treatment from classmates.

6. The survey further inquired whether respondents had ever intervened on behalf
of a student with stuttering in cases of aggression, ridicule, or bullying, including
both physical and psychological harm. A majority of 57% stated they had never
needed to take such action, while 43% confirmed having done so at some point.

7. The final question sought respondents’ opinions on how teachers can sup-
port students with stuttering in school or kindergarten: In your opinion, what
actions should a teacher take to support a student with stuttering in school or
kindergarten?

Respondents’ answers varied. The most common response, chosen by a quarter of the
participants (25%) was to avoid commenting on the student’s stuttering in front of the
entire class. Another 20% suggested following the instructions of a speech therapist,
while an equal 20% advocated for finishing the student’s sentences when they strug-
gle. Nine percent recommended recognizing the student’s strengths in front of the class,
and another 9% supported the idea of finishing sentences only when the student is vis-
ibly struggling significantly.

Less common responses included referring the student to a speech therapist because
the teacher felt unable to help directly (5%), isolating the student during oral responses
(5%), patiently waiting for the student to complete their statements (4%), and incorporat-
ing music-based activities as a strategy for working with students who stutter (3%).
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8. Respondents were asked the following question: What behaviors or actions on
the part of the teacher do you think are not supportive of a student with stut-
tering in school or kindergarten?

A detailed analysis of the responses shows a strong consensus among respondents
that the most detrimental behavior would be unexpectedly putting a student on the spot
to speak without prior notice (41%). Ranked second was a teacher’s lack of reaction
when a student with stuttering is teased or mocked by peers (17%), followed by asking
the student to repeat what they had said (11%). Other behaviors cited as unsupport-
ive included openly discussing the student’s stuttering in their presence (10%), talking
about the student’s stuttering with other children in the classroom while the student is
present (9%), being overly lenient toward the student (8%), and making loud, mocking
comments about the student’s stuttering (4%).

9. The next question asked: In your opinion, is it important to build the proper self-
-esteem of a student with stuttering?
The responses demonstrate that most teachers view this as a critical issue, with 63%
answering “yes” and 26% responding “rather yes.” However, 8% of respondents indi-
cated that maintaining the student’s self-esteem is “rather unimportant,” while 3% con-
sidered it “definitely unimportant.”

10. Another question posed to respondents was: In your opinion, what feelings,
emotions, and behaviors may accompany a student with stuttering in school
or kindergarten?

The most frequently reported emotions were shame (27%), a sense of inferiority (18%),
and anger (16%). Other notable responses included a sense of powerlessness (10%),
fear of speaking (9%), loneliness (6%), and isolation (5%). Less common responses
identified stress (3%) and conflict-provoking behaviors (2%).

11. To assess their knowledge, teachers were asked: How would you rate your kno-
wledge about stuttering in preschool and school-aged children?
Most teachers (63%) rated their knowledge as “average,” while 28% felt it was “rather
good.” Only a small proportion, 5%, believed their knowledge to be “definitely good,”
whereas 2% each categorized it as “rather poor” or “definitely poor.”

12.  The next question inquired: Do you feel the need to improve your knowledge
about working with students who stutter, for example, through training, webi-
nars, or lectures?

A strong desire to improve their knowledge was expressed by 12% of respondents, while
50% answered “rather yes.” Meanwhile, 21% responded of teachers responded “rather
no,” and 17% selected “definitely not.”
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13. Thefinal question asked: Where do you obtain your knowledge about stuttering
in preschool and school-aged children?
The Internet was identified by 84% as the predominant source of information about stut-
tering. A much smaller percentage, only 7% reported gaining knowledge from discus-
sions with specialists, 5% cited television programs, and a mere 4% relied on special-
ized literature.

Summary and Conclusions

Analyzing the survey data offers a general, simplified — yet insightful — overview of
the knowledge and perceptions that some teachers hold about stuttering. Despite
its limitations, the data provides valuable indicators, allowing us to draw several key
conclusions. These are presented below as answers to the research questions that
framed this study.

1. Whatis the respondents’ knowledge regarding the possible causes of stuttering
in school and preschool children?

Teachers’ knowledge of the etiology of stuttering can be assessed as insufficient. While it
is encouraging that the most frequently selected answer correctly identified genetic fac-
tors, other popular responses revealed misconceptions. Many respondents incorrectly
suggested that stuttering could be acquired through imitation of a close individual, or that
it arises as a response to severe stress. While stress is acknowledged in the literature
as a triggering factor, it is never cited as a direct cause of stuttering. A small proportion
of respondents correctly identified linguistic, psychological, or environmental factors in
the development of stuttering, but these answers were relatively rare.

2.  How frequently do the surveyed teachers encounter a student with stuttering

in their professional practice?
The majority of respondents reported that they rarely encounter students who stutter.
However, this response raises questions about their ability to recognize stuttering, espe-
cially its more subtle symptoms. It is plausible that gaps in knowledge or observational
skills may cause them to underestimate the prevalence of stuttering among their students.

3.  What observable signs of stuttering do respondents notice in their students?
Respondents most frequently reported noticing repetition of sounds, syllables, or words
as key symptoms, followed by signs of nervousness during speech and the elongation
of sounds. While these are important indicators, the overall ability of respondents to
identify visible symptoms remains average at best, which is insufficient given the chal-
lenges faced by students who stutter.
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4. What school-related difficulties directly attributable to stuttering do respondents
believe affect these students?

Respondents’ understanding of the school difficulties directly linked to stuttering also
appears to be concerningly limited. Although many respondents correctly identified
common issues, such as reluctance to participate in oral activities or difficulty forming
social connections, a notable proportion cited difficulties unrelated to stuttering, such as
diminished cognitive abilities, general learning problems, or trouble solving mathematical
tasks. These misconceptions are troubling and underscore the need for greater aware-
ness and education on this topic.

5. Inthe respondents’ view, how do students with stuttering function compared to
their classmates?
The majority of respondents expressed the belief that students with stuttering are treat-
ed equally by their peers. However, paradoxically, more than half of the respondents
also admitted to having intervened in defense of a student with stuttering who was being
bullied. This apparent contradiction suggests that teachers may not fully recognize the
complexities of peer interactions involving students who stutter.

6. Which behaviors do respondents identify as supportive or unsupportive toward
students with stuttering?

An interesting paradox emerged in the analysis of respondents’ answers: some identi-
fied the same behavior — such as asking a student who stutters to repeat an answer —
as both supportive and unsupportive. While many of the behaviors mentioned by re-
spondents align with recommendations from professional literature, others appear to be
tenuously connected to the actual needs of a stuttering student, particularly in a school
setting — for instance, incorporating music into lessons or discussing the issue of stut-
tering in the child’s presence.

7. How do the surveyed teachers evaluate their own knowledge about stuttering in

school- and preschool-aged children, and do they express a desire to improve it?

Most respondents rated their knowledge as “average,” yet many acknowledged the need

for further education on the subject, which is an encouraging sign. However, optimism is

tempered by the finding that 84% of respondents rely on the Internet — rather than pro-
fessional literature — as their primary source of information about stuttering.

The results of this study reveal clear gaps in teachers’ knowledge about stuttering.
These gaps may partly stem from limited exposure to students who stutter, but they
also appear to reflect the persistence of outdated beliefs or misinformation about stut-
tering. While the Internet is a convenient source of knowledge and it is unsurprising that
over 80% of the surveyed teachers turn to the Internet, much of the information avail-
able online — particularly on such a sensitive issue as stuttering — is not moderated by
experts or regularly updated, which can perpetuate harmful myths and inaccuracies.
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Given these challenges, it is crucial to ensure that teachers have access to reliable
sources of knowledge about stuttering, such as scientifically grounded educational web-
sites like www.logolab.edu.pl, current scholarly articles, popular science publications,
and regular training sessions led exclusively by accredited specialists. Furthermore, the
curriculum for future teachers should include more comprehensive content related to
communication difficulties among students — not limited solely to stuttering.

Anti-discrimination programs, such as InterACT, aimed at preschool-aged children,
could also play a valuable role in promoting awareness and understanding of stuttering.
Additionally, a mentorship program in which experienced specialists or educators pro-
vide guidance and support to less experienced teachers could prove to be an effective
strategy. Although these initiatives represent long-term strategies whose results will not
be immediate, they hold the potential to gradually shift teachers’ attitudes and improve
their approaches toward students with stuttering. This is especially important given that
teachers often serve as primary role models for their students, and their attitudes carry
significant weight. Teachers, therefore, hold the potential to drive meaningful and last-
ing improvements in how students who stutter are supported within Polish educational
institutions.

A pivotal first step toward increasing societal awareness and implementing the pro-
posed changes could involve introducing educational materials on stuttering to the Inte-
grated Educational Platform. These materials should be based exclusively on scientific
evidence and present key information on stuttering in a concise, accessible manner.

To maximize their utility, these resources could be offered in two formats:

1. Abasic version, accessible to all students and anyone interested in the topic,

providing general insights into stuttering.

2.  An expanded version, reserved for teachers, which would include teaching

strategies and practical advice to avoid common mistakes when working with
students who stutter.
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ABSTRACT

RESEARCH OBJECTIVE: The study highlights teachers’ and education leaders’ role in ensuring
the development of learners’ talent and passion in learning institutions.

THE RESEARCH PROBLEM AND METHODS: Effective learning should begin with the learner
at the center of the learning process. The research utilized a systematic review of the recent litera-
ture on the subject to collect secondary data.

THE PROCESS OF ARGUMENTATION: Leadership in the education sector influences the learn-
ing process and educators’ impact on students. Passion and talent in education is a value that ex-
plores and expresses how learners appreciate knowledge, persevere in seeking it, and are curious
while reading about any given topic.

RESEARCH RESULTS: The study highlights the need to reshape educational priorities by placing
greater emphasis on fostering passion and talents than on traditional academic achievements. It is
emphasized that teachers and education leaders play a crucial role in developing students’ talents
and passions through a transformational approach. Effective teaching should be based on trust, in-
spired leadership by teachers, and teaching content integrated with real-life situations of the students.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Talent
and passion are integral to the learning process, and educators play a vital role in creating an envi-
ronment that cultivates commitment and dedication among learners. Shifting educational priorities
toward developing talent and passion, as opposed to a singular focus on academic achievement,
is recommended for meaningful transformation in the learning process. The correlation between
transformational leadership and passion in education underscores the importance of creating an
inspiring, supportive educational environment that fosters student engagement and success.
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STRESZCZENIE

CEL NAUKOWY: Podkreslenie roli nauczycieli i lideréw edukacji w rozwijaniu talentéw oraz pasji
uczniéw w instytucjach edukacyjnych.

PROBLEM | METODY BADAWCZE: Efektywne ksztatcenie powinno rozpoczyna¢ sie od posta-
wienia osoby uczacej sie w centrum procesu nauczania. W celu zebrania danych wtérnych w ba-
daniu wykorzystano systematyczny przeglad najnowszej literatury.

PROCES WYWODU: Przywdédztwo w sektorze edukacji pozytywnie ksztattuje proces uczenia sie
i ma wptyw na formowanie uczniéw przez nauczycieli. Pasja i talent w edukacji to warto$¢, ktéra
odkrywa i wyraza sposoéb, w jaki uczniowie cenig wiedze, wytrwale jej poszukujg i sa zaintereso-
wani danym zagadnieniem.

WYNIKI ANALIZY NAUKOWEJ: Badanie wskazuje na konieczno$¢ przemodelowania prioryte-
téw edukacyjnych, ktadac wiekszy nacisk na rozwijanie pasji i talentow niz na tradycyjne osiag-
niecia akademickie. Uwydatniono, ze kluczowa role w rozwijaniu talentéw i pasji uczniéw od-
grywajg nauczyciele oraz liderzy edukacji poprzez zastosowanie podejscia transformacyjnego.
Efektywne nauczanie powinno opieraé sie na zaufaniu, inspirujgcym przywodztwie nauczycieli
i integracji tre$ci nauczania z rzeczywistymi zyciowymi sytuacjami uczniow.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Talent i pasja
sg integralng czescig procesu uczenia sie, a nauczyciele odgrywaja istotng role w tworzeniu Srodowi-
ska, ktore rozwija zainteresowanie i zaangazowanie wsrod uczniow. W przeciwienstwie do skupiania
sie wytgcznie na osiggnieciach akademickich zalecana jest zmiana priorytetow edukacyjnych w kie-
runku rozwoju talentéw i pasji w celu znaczacego przeksztatcenia procesu uczenia sie. Korelacja
pomiedzy transformacyjnym przywodztwem a pasjg w edukacji podkresla istote tworzenia inspiruja-
cego i wspierajgcego srodowiska edukacyjnego, ktore sprzyja zaangazowaniu i sukcesowi uczniow.

Introduction

Talent and passion in the learning process are promising when considering learners’
ability to commit and dedicate themselves fully to a learning activity. However, their sig-
nificance can only be achieved when teachers and education leaders create an environ-
ment that propels their learners to persevere, commit, and remain dedicated to engen-
dering everyday practices (Ruiz-Alfonso & Leon, 2016). The study highlights teachers’
and education leaders’ role in ensuring the development of learners’ talent and passion
in learning institutions.

Research Problems and Methods

Effective learning should begin with the learner at the center of the learning process.
Thus, every course should be learner-based and must prove valuable to enable students
to link course content to their lives. However, teachers and education leaders often look
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beyond the significance of learner-based teaching in establishing passion in students.
The challenge has resulted in learning institutions focusing on academic performance
rather than students’ talent, passion, and development.

The research utilized a systematic literature review to collect secondary data. With
the adopted research approach, the researcher analyzed the gathered material and
performed a peer review of the information used in the research. At every step of the
process, the researcher included multiple reviewers and employed the inclusion/ex-
clusion criteria in the search strategy. Through the research approach, the researcher
had a chance to review the existing information about the role of education leaders and
teachers in developing learner talent and passion. To successfully utilize the research
method, the researcher defined the reason for developing the research objective, ob-
tained the appropriate articles, and extracted the right content to establish the study’s
themes (Linares-Espinds et al., 2018).

Leadership in the Education Sector

When teachers become influential leaders, they contribute to the educational institution
and the people who go through the system to become independent citizens. Using lead-
ership, teachers can surrender to their profession while making the most of their talents,
training, and skills, often developed under similar educational circumstances (Cejas Mar-
tinez et al., 2021). Adie et al. (2020) argued that leadership was a virtue conferred on
politicians, managers, and social figures based on their ability to influence others and
demonstrate charisma. Leadership significantly influences the learning process and ed-
ucators’ impact on students (Ziadat & Qatawi, 2014).

When understanding leadership in its different forms, the learning process must be
considered based on innovation, progress, and the decision-making approach teach-
ers use to guide and influence students (Cejas Martinez et al., 2021). Therefore, when
leadership is perceived from a teacher’s perspective, the fundamental essence of the
teacher must be defined and maintained, since the learning process falls under social
responsibility. As Ruiz-Alfonso and Leon (2016) pointed out, the importance of this con-
sideration lies in the teachers’ role in creating meaningful change in students’ lives. In
line with educators’ different roles, leadership in every area must fluctuate between ty-
pologies while exercising responsibility. Therefore, leadership identification depends on
every area’s degree of responsibility.

Transformational leadership significantly influences the learning process, since teach-
ers can use it to permeate their learners via shared knowledge through the four attrib-
uted dimensions. Intellectual stimulation enables educators to arouse their learners’
curiosity, a variable that serves as an indicator of shared knowledge (Ziadat & Qatawi,
2014). Next, individual consideration allows for the creation of an environment where
learners review every situation individually according to their circumstances. Likewise,
inspirational leadership enables learners to feel that their instructors value them. Lastly,
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idealized influence facilitates charisma development, which allows teachers to identify
their students’ emotions (Ruiz-Alfonso & Leon, 2016).

Transformation in the learning process does not happen by chance. Instead, au-
thentic leadership is essential for changes to occur. Transformational leadership fosters
the development of distributed and shared learning and is more likely to result in stu-
dent knowledge acquisition and transformation (Bonneville-Roussy et al., 2013). A good
education is a moral task, since it engages learners in a profound comprehension of
the purpose and nature of their lives while helping them determine how they can con-
tribute to the greater good within society (Bonneville-Roussy et al., 2013). However, for
this type of learning to take effect, new skills and knowledge for learners and educators
must be considered, where learning is more about giving an individual’s unique human-
ity to others and society (Adie et al., 2020).

For schools to trigger this transformational process in their students, the curricu-
lum must be intellectually challenging for all. That promotes higher-order creative and
critical thinking, profound comprehension, and active learner engagement (Adie et al.,
2020). The curriculum must also be differentiated and inclusive to meet diverse learning
needs. Moreover, it must be underpinned by pro-social values that offer social respon-
sibility among students and student learning with others (Ziadat & Qatawi, 2014). The
curriculum must also establish social connections among learners to develop emotional
literacy and social competencies. Lastly, the curriculum must improve student resilience
by incorporating self-regulation and optimistic capability (Leung et al., 2013). Therefore,
transformative learning in schools must be anchored in community ethics and values,
which are fundamental to a person’s culture within society.

Passion and Talent in Education

Passion is present in the learning process, and in light of its role in producing critical out-
comes, itis inevitable to comprehend better what passion is. According to Vallerand (2012),
passion can be a strong inclination to a particular activity, concept, object, or high value
in which an individual regularly invests energy and time. Within the realm of education,
passion is essential since it impacts learners’ and teachers’ performance. The passion for
learning revolves around a student’s interests in a specific domain (Mutgen, 2017). On
the other hand, talent is closely related to achievement and performance. In the education
sector, a learner is considered to have talent if they can attain specific educational goals,
such as gaining a particular ability, in a sufficient educational environment (Meyer, 2021).

Therefore, talent and passion for knowledge is a value that explores and expresses
how learners appreciate knowledge, persevere in seeking it, and are curious while reading
on any given topic (Najmuldeen, 2021). Moreover, talent and passion for knowledge entail
the eagerness students have to search for knowledge to assimilate, discover, and contrib-
ute to further learning through in-depth comprehension, reflection, and as a way of living
(Najmuldeen, 2021). Therefore, within an educational setting, when passion and talent
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are combined, it becomes the driver for students to persevere and appreciate learning as
they continue to seek knowledge (Najmuldeen, 2021). However, the curiosity and eager-
ness to seek knowledge to discover learning, assimilate what has been learned, and con-
tribute to knowledge production. should be nurtured within curricula by incorporating op-
portunities for critical thinking, creativity, and practical application, ensuring that students
not only retain information but also use it to innovate and solve real-world problems.

The Role Talent and Passion Play in Teaching and Learning

Both talent and passion require the participant’'s commitment, which is at the heart of
effective teaching (Hamdi, 2017). With a passion for creating and talent requiring moti-
vation, the two are essential in teaching and learning, since they encourage educators
to act. For this reason, talented and passionate teachers have the potential to develop
excitement in the learning process, which influences learning. Hargreaves (1997, p. 17)
and Hamdi (2017) showed that the link between education and learning, in every peda-
gogical approach, only exists in a passionate classroom.

Talented and passionate teachers love their job, are aware of passion’s impact on
learning environments and learner success, and always look for ways for their learners
to achieve more (Ziadat & Qatawi, 2014). Enthusiastic teachers can promote success
among their learners by turning them into passionate individuals and enabling them
to attach significance to their activities (Mutgen, 2017). With this, passionate teachers
transform their learners into energetic people willing to learn.

The participant’s dedication and commitment are critical elements in the development
of talent and passion. In teaching and learning, passionate teachers are strongly inclined
to their work and can motivate their learners by awakening in them a willingness to learn
(Hamdi, 2017). With the power of a profession being measured by the commitment of the in-
dividuals involved in teaching, passionate teachers positively impact their student’s achieve-
ment (Parlo Singh & Allen, 2019). As such, a relationship exists between passionate teach-
ing and high-quality education, which motivates learners to pursue their talents and enables
them to achieve academic success (Ruiz-Alfonso & Leon, 2016). The relationship between
passionate teaching and learning can therefore be illustrated in the following manner.

Firstly, if and when learners realize that their educators are very interested in the course
content and place high learning standards on them, they become more serious. When
this occurs, the learning process no longer requires force, but runs based on inspiration
(Cejas Martinez et al., 2021). Secondly, in the absence of a collaborative learning environ-
ment and the arousal to take risks within classrooms, creating a teacher — student relation-
ship becomes a challenge (Bonneville-Roussy et al., 2013). Lastly, the inability to connect
course content to real-life scenarios makes learners less motivated (Leung et al., 2013).

Talented and passionate teachers understand their mandate when encouraging stu-
dents. Meyer (2021) showed that such teachers and leaders always show interest in
their students’ development, constantly improve their commitment and devotion, and
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work with enthusiasm while believing in the significance of their work. This commitment
to work influences an educator’s attitude, behavior, performance, and perspective since
they constantly endeavor to enhance their skills, being important for continuous teach-
ing (Hamdi, 2017).

What distinguishes passionate teachers and education leaders is their willingness to
share their knowledge, strength, and love with their learners. Bonneville-Roussy et al.
(2013) argued that these teachers develop learning conditions in their fields to instruct
their students, accept who they are and their role in the learning process, and pass on
their passion to learners to influence them to pursue their desires. With this realization and
purpose, these teachers can inspire less motivated or experienced students to achieve
their talent for learning activities and passion. For a passionate educator, teaching and
the learning process becomes a platform to understand what was not known before.

Passion can also be understood as a feeling that strongly influences an individual’s
mind. With this perspective, passion becomes a motivating and guiding aspect that em-
anates from emotional power, enabling teachers to reach their targets: students (Car-
bonneau et al., 2008). Passionate teachers go beyond planning for the upcoming les-
sons, are engaged by approaching the next lesson from another perspective, can make
a difference in their learners’ achievements and lives, always work on their professional
development, and aim for students’ success (Mutgen, 2017).

Focusing on Talent and Passion Over Achievement

Learning institutions have developed to prioritize academic achievement over intrinsic
motivation. The significance of this design has been attributed to the understanding that
academic achievements matter more to learners than whether topics are motivating or
enjoyable (Cooper, 2019). The role of teachers and education leaders is to ensure that
learning focuses on talents and passion rather than academic achievement. Therefore,
promoting passion among learners requires education leaders to rethink their approach
to learning (Cejas Martinez et al., 2021). Teachers should focus on strategies to identify
a student’s sense of purpose relative to how their intrinsic motivation is deeply devel-
oped toward achieving specific tasks.

Engaged students can discover exciting topics that make them enjoy their learning.
Such learners are intrinsically motivated to pursue the topics despite external motivators,
like grades, that may hinder their motivation (Medina Alvarado, 2020). Education lead-
ers must always acknowledge that by helping their students find passion and pursue their
talents, they create a new generation of individuals who have a genuine interest in what
they do (Parlo Singh & Allen, 2019). When such learning aspects are incorporated within
classrooms, not only do learners achieve academic excellence, but they also find and
pursue fields that make them happy. True success comes from working on things that
make people happy. When such considerations are made in teaching, learners appreci-
ate activities that make them happy regardless of societal expectations (Meyer, 2021).
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Teacher—Student Relationship

The other role that teachers and education leaders play in developing learners’ passion
and talent is to establish trust between teachers and students. Khan (2020) has shown
that despite strong teacher relationships being critical, especially in special needs learn-
ers, teacher—student relationships make learners engaged and motivated. Students’
ability to persevere in any challenge highly depends on the trust that students develop
in their educators (Cooper, 2019). When students appreciate knowledge by being pas-
sionate and having the required talent, they understand that working hard and making
mistakes are essential to learning.

As Gilal et al. (2019) argue, when learners understand that making mistakes is es-
sential to seeking their purpose, they become purpose-driven. Therefore, creating strong
teacher—student relationships is one way of helping learners study in a safe environment
to explore and fail. Since the learning process entails taking risks, education leaders are
responsible for ensuring that learners feel safe to explore and fail (Medina Alvarado,
2020). Moreover, such strong relationships are critical since they foster learner—learner
and learner—teacher interactions, which are trust-based and help students thrive.

Fostering Collaboration

Incorporating collaboration within classrooms is another way that education leaders and
teachers help learners feel safe and become involved in the learning process. Accord-
ing to Cejas Martinez et al. (2021), collaboration facilitates safety and creates a plat-
form where students become exposed to different ideas. One way to achieve this is to
ask learners to contribute to designing the learning environment. The creative learning
strategy is critical in designing the learning environments, since it encourages students
to share their voice in the development, which is an opportunity to explore learner pas-
sion (Khan, 2020). Involving learners in this process is important in developing talent and
passion, since it incorporates learners’ change and interests and establishes student-
based learning environments. Teachers and education leaders should create more similar
autonomous classrooms by including student-based activities to help create a learning
culture where every student’s interests are valued (Gilal et al., 2019).

Sharing Personal Passion

Learners emulate the behavior of their educators and when they see that their teachers
are enthusiastic about learning, they become excited and desire to be more engaged in
their work (Meyer, 2021). In their position as mentors, teachers are responsible for show-
ing their learners the significance and value that talent and passion have in their learning
and future. Students pick up on the positive energy their teachers share when they are
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enthusiastic about any topic. For example, when an educator incorporates music into
the curriculum, the sing-along sessions can help students develop an interest in music
(Cejas Martinez et al., 2021).

The enthusiasm that educators share with their learners about why they teach might
guide their students to pursue a meaningful career path. Showing and sharing their pas-
sion for what teachers do is an opportunity to create excitement among learners about
what they desire to be in the future. A teacher’s love for their career can help students
find the same energy, fueling their desire to pursue specific courses (Khan, 2020).

Harnessing Students’ Curiosity

Talent and passion are innate to every learner; however, they can only be initiated when
learners start to explore their curiosity (Cejas Martinez et al., 2021). According to Gilal
et al. (2019), students must determine what field they want to pursue before becoming
curious. For teachers and education leaders to get their students to connect with the
content that interests them, they must always consider ways to make learners associate
courses with skills and interests (Cooper, 2019). Effective learning begins when learn-
ing is student-based, and every subject proves valuable to students. Additionally, learn-
ers will be interested in pursuing specific topics only when they link a course’s content
to their own lives.

With this understanding, the role of teachers and education leaders is establishing
a subject’s relevance and making it meaningful and fun for learners. One way to achieve
this connection is by associating local case concepts, current issues, and events — espe-
cially those that directly influence learners’ lives (Cejas Martinez et al., 2021). As such,
teachers are mandated to constantly update learning content and ensure that it is ap-
plicable to students’ everyday lives.

When learners’ curiosity transitions into interest, they become more committed to the
learning process, their ability to process information improves, learning strategies are
more effective, and course concepts are well understood. Harnessing learners’ curiosity
contributes to talent and passion development and is the best way that allows learners
to discover their vital areas by delving into creative, intellectual, and physical activities
outside their comfort zone (Carbonneau et al., 2008). With passion and talent requiring
perseverance, the more learners try to strengthen their activities, the more they encoun-
ter opportunities that enable them to discover their passion.

Within the same understanding, teachers can also take learning activities outside and
pair their students with their peers or help centers that align with learners’ interests. As
guides, teachers can help students identify areas of interest, especially when they have
trouble doing so by themselves (Cejas Martinez et al., 2021). Teachers can achieve this
by engaging learners in several personality tests and career questions to enable them
to identify their interests.
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Conclusion

Talent and passion in learning institutions are of value when exploring and expressing how
learners appreciate knowledge, persevere in seeking it, and are curious while reading about
any given topic. It becomes the role of teachers and education leaders to harness stu-
dents’ curiosity and eagerness to seek knowledge to discover learning. Talented and pas-
sionate teachers love their job, always look for ways to enhance student achievement, are
strongly inclined to work and can motivate learners by awakening their willingness to learn.

The appropriate innovations to create learning environments where education is learner-
based is by incorporating learners’ change and interests to make learning student-based.
Creating autonomous classrooms is necessary to further explore learner talent and pas-
sion. Creating such a learning culture will ensure that learning concentrates on learners’
interests and strives to develop them. Another innovative approach to consider facilitating
learner-based curricula development is to take learning activities outside. Through this,
teachers become student guides and help them identify their areas of interest.

Based on the literature and the innovations for developing talent and passion among
learners, it is fundamental that teachers should consider students’ interests when developing
courses, the content of which should enable students to link material to everyday activities.
When this is achieved, it becomes possible for learners to associate current issues, and
events, especially those that have a direct influence on their lives. Another recommenda-
tion for enhancing learner talent and developing passion among students is by helping them
identify their areas of interest. Teachers must challenge their students to engage in identi-
fying their interests so that their interests can form the foundation of the learning process.

Transformational leadership appears to play a key role in developing students’ pas-
sions and talents in the context of education. By using a transformational approach,
teachers and education leaders can not only inspire students to explore their interests
and engagement, but also integrate learning content with their real-life experiences.
This correlation between transformational leadership and passion in education under-
scores the importance of creating an inspiring and supportive educational environment
that fosters student engagement and success.
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New Technologies in the Development of Empathy:
Benefits and Threats
Nowe technologie w rozwoju empatii: korzysci i zagrozenia

ABSTRACT

RESEARCH OBJECTIVE: The objective of this analysis is to explore the potential of new tech-
nologies in enhancing the empathy skills of modern users.

THE RESEARCH PROBLEM AND METHODS: The research problem focuses on exploring
how new technologies can be applied to foster empathy, considering both positive and negative
implications. The study utilizes a critical method of analysis and synthesis of relevant literature to
address this issue.

THE PROCESS OF ARGUMENTATION: The study examines traditional definitions of empathy
and distinguishes between the concepts of digital empathy and virtual empathy. It also identifies
various ways in which new technologies can be employed to cultivate empathy skills and presents
key examples of their impact, with arguments both in favor of and against their use.

RESEARCH RESULTS: New technologies can facilitate the development of empathetic interper-
sonal relationships by enhancing empathy skills in various ways. They offer easier access to a wide
range of perspectives and narratives, which can broaden understanding and encourage empathetic
attitudes in different contexts. These technologies can be used for personal growth as well as by
educators, therapists, and coaches. It is crucial, however, to maintain a balance between the use
of technology and the cultivation of interpersonal skills in real-world settings.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Re-
search on media-driven empathy is complex yet necessary to better grasp the multidimensional
nature of empathy that is fostered through the use of new technologies. A key recommendation is
to raise awareness among users regarding the implications of these technologies for empathy de-
velopment. Additionally, it is important to encourage VR designers to create tools that ethically and
responsibly promote empathy in users.

— KEYWORDS: EMPATHY, DIGITAL EMPATHY, NEW MEDIA EMPATHY, NEW
TECHNOLOGIES, Al
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STRESZCZENIE

CEL NAUKOWY: Celem podijetej analizy jest przedstawienie potencjatu nowych technologii w roz-
wijaniu umiejetnosci empatycznych ich wspotczesnych uzytkownikow.

PROBLEM | METODY BADAWCZE: Problem badawczy dotyczy poszukiwania odpowiedzi na
pytanie: Jakie sg mozliwosci zastosowania nowych technologii w rozwijaniu empatii z ich pozy-
tywnymi i negatywnymi implikacjami? Wykorzystana zostata krytyczna metoda analizy i syntezy
literatury przedmiotu istotnej dla podjetego problemu.

PROCES WYWODU: Omawiam definicje empatii w tradycyjnym rozumieniu, rozrézniam pojecia
empatii cyfrowej i wirtualnej. Wskazuje na sposoby zastosowania nowych technologii w rozwija-
niu umiejetnosci empatycznych oraz przytaczam znaczace przyktady jej oddziatywania ze wska-
zaniem argumentow za i przeciw.

WYNIKI ANALIZY NAUKOWEJ: Nowe technologie mogg wspiera¢ empatyczne relacje migdzy-
ludzkie, gdyz oddziatujg na mozliwosci ksztattowania umiejetnosci empatycznych na wiele sposo-
béw. Umozliwiajg one tatwiejszy dostep do r6znorodnych perspektyw i historii, co moze poszerzac
horyzonty i wspiera¢ empatyczne postawy w réznych sytuacjach. Mogg by¢ wykorzystywane do
samorozwoju, a takze przez nauczycieli, terapeutéw, coachow itp. Wazne jest zachowanie réwno-
wagi miedzy wykorzystywaniem technologii a rozwijaniem umiejetnosci interpersonalnych w na-
turalnych warunkach.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Badania nad
empatig nowomedialng sa trudne, cho¢ konieczne, aby lepiej zrozumie¢ wielowymiarowos$¢ empa-
tii rozwijanej z wykorzystaniem nowych technologii. Wazng rekomendacjg jest nie tylko uswiado-
mienie uzytkownikom, jakie implikacje niosg za sobg nowe technologie w kontekscie empatii, ale
zwrdcenie uwagi projektantéw VR na odpowiedzialne i etyczne opracowywanie narzedzi stuzagcych
do rozwijania empatii ich uzytkownikow.

— SLOWA KLUCZOWE: EMPATIA, EMPATIA CYFROWA, EMPATIA NOWOMEDIALNA,
NOWE TECHNOLOGIE, Al

Introduction

With the rapid development of new technologies, society has witnessed a fundamental
shift in the way we communicate and thus build interpersonal relationships. Itis feared that
as we become increasingly reliant on technology, our empathetic abilities may change.
The internet allows us to connect with people from diverse backgrounds and with differ-
ent viewpoints, which in theory could foster empathy by enhancing our understanding
of the diversity of human experiences. However, there are also concerns that prolonged
exposure to new technologies may disrupt the process of human communication, in-
cluding empathetic behaviors, because face-to-face communication differs significantly
from mediated communication. The purpose of this article is to investigate the potential
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of new technologies to enhance the empathetic skills of internet users, with considera-
tion of both the positive and negative implications.

Traditional Conceptions of Empathy

I will begin by outlining the etymological origins of empathy to lay some historical and
theoretical groundwork for further discussion. The concept of empathy existed long before
it was given its modern name. Aristotle, for instance, discussed ways to persuade others
to one’s words and beliefs by projecting human emotions. He emphasized that the cred-
ibility of a speaker depends on what attitude they express, how their attitude is judged
by the audience, and what attitude the audience itself adopts (Arystoteles, 2004, p. 48).

In tracing the origin of the word empathy, it is important to note its roots in the con-
cept of sympathy (sympatheia in Greek), which the ancient Greek Stoics used to de-
scribe a spiritual interconnectedness which leads to expressing compassion. Edward
Titchener was the first to use the term empathy in psychological literature in 1909 (as
cited in Rembowski, 1989, p. 115). He defined empathy as a psychological process in-
volving the projection of oneself into the mental states of others. In his in-depth analy-
sis of the German term Einfiihlung, Titchener identified two main areas of empathy re-
search: perceptual psychology and social psychology.

In aesthetic theory, the English equivalent empathy originates from the Greek word
inpathos (empatheia/en + pathos), meaning feeling or suffering, and was introduced by
Theodor Lipps (as cited in Nazar, 1990, pp. 26-27). Lipps argued that the essence of
empathy lies in experiencing emotional resonance and internal mimicry of others, as well
as the so-called motor mimicry. In the theory of interpersonal relationships, Fritz Heider
defined empathy as an emotional reaction encountered in the life of another person.
Similarly, Carl Rogers described empathy as “deep understanding” or “empathetic iden-
tification.” David Stewart, in his discussion of empathy, highlighted the importance of
intentionally identifying with another person, viewing it as an intuitive process and an
attitude of dynamic inference. This is based on perceiving the other person’s internal
frame of reference, including their emotions, their significance, and the causes behind
them, as that person experiences them (as cited in Trzebinska, 1985, p. 418).

In the literature, empathy is often categorized into three types: cognitive, emotion-
al, and a combination of cognitive-emotional empathy. Cognitive empathy, which origi-
nates from the psychoanalytic theory of personality, posits links between empathy and
the concept of identification (Aronson, 2000; Wojciszke, 2004). Freud defined empathy
as “the mechanism using which we are enabled to take up any attitude at all towards
another mental life.” It plays a fundamental role in understanding what is truly alien to
us in others (as cited in Eliasz, 1980, pp. 471-472). Another way of understanding cog-
nitive empathy comes from Piaget’s theory of cognitive development, which associates
empathy with the ability to take on the perspective or role of another person. The first
psychological concept of role-taking was presented by George Herbert Mead (1975).
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According to Martin L. Hoffman, emotional empathy is “a vicarious response to others:
thatis, an affective response appropriate to someone else’s situation rather than one’s own”
(2006, p. 55). The emotions of the other person trigger an emotional reaction in us, which
helps us better understand the mental states and social behaviors of others (Rembows-
ki, 1989, p. 55). However, in order to truly understand the feelings of others, one must
have a strong awareness of one’s own. Daniel Goleman (1997, p. 159) emphasizes this
by defining empathy as “understanding others’ feelings and concerns and taking their
perspective,” which stems from self-awareness.

The third, cognitive-emotional approach is represented by scholars such as Norma
Feshbach (1975) and Jay S. Coke, Daniel C. Batson, and Katherine McDavis (1978).
They argue that empathy should be analyzed as a combination of both cognitive and
emotional dimensions because it is a form of emotional response to perceived signals
from the environment. However, cognitive processes also mediate how this response
develops (Eliasz, 1980, pp. 475-478).

Viewed from this broader perspective, empathy can be understood as a communica-
tive process that includes both emotional and cognitive experiences. Empathetic com-
munication, which is the first natural form of human interaction to develop, evolves with
personal experience and personal growth. It influences the emotional-cognitive domain,
refining one’s personality and behavior toward others. In empathetic communication,
the experiences shared are current, authentic, and personal. Ewa Trzebiska (1985,
pp. 432-433) confirms that building empathetic relationships with others not only fos-
ters individual growth but is often essential for healthy development.

Empathy in the Context of Modern Technology

The boundaries between online and offline human communication are increasingly blur-
ring, and as a result, our understanding of empathy must also expand to include digital
spaces. Today, digital empathy — sometimes referred to as virtual empathy (though is
this distinction valid?) — is often considered a digital core competency. But is it accu-
rate to treat the terms virtual empathy and digital empathy as synonymous? According
to Brenda K. Wiederhold and G. Riva (2019), these terms are related but differ in cer-
tain nuances. Digital empathy is a broad concept encompassing various forms of digi-
tal communication, such as social media, emails, online forums, chat apps, and other
online interactions. It involves interpreting emotions conveyed through text, images,
emoijis, GIFs, and videos. Virtual empathy, in contrast, extends to interpreting under-
standing emotions expressed through avatars and interactions in 3D virtual spaces. In
these settings, users can “embody” roles and experience emotions in a more immersive
and sensory way. As such, virtual empathy might be seen as a specific subset of digital
empathy as noted by the aforementioned authors.

Christopher Terry and Jeff Cain (2016, p. 1) define digital empathy as “traditional
empathic characteristics such as concern and caring for others expressed through
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computer-mediated communications.” Similarly, Thomas Fuchs (2014, p. 155) ob-
serves that “our affective relationships with others are increasingly mediated by vir-
tual interactions.” Echoing Yonty Friesem (2016, p. 72), Lianjiang Jiang and Jinyuan
Gao (2020, p. 74) describe digital empathy as “cognitive and emotional ability to be
reflective and socially responsible while strategically using digital media.” While both
concepts involve the ability to understand and react to emotions in digital spaces, and
although virtual empathy is more specialized, pertaining to interactions within more
technologically advanced virtual settings, it is clear that both forms of empathy are
vital for cultivating relationships and fostering understanding in our increasingly digi-
talized world. For the purposes of this discussion, | will refer to this concept as “new
media empathy.”

In summary, whether we are discussing traditional empathy or new media empathy,
the core essence of empathy remains unchanged. However, the ways in which empa-
thy is expressed naturally evolve as the world and its modes of communication become
increasingly digital (Terry & Cain, 2016, p. 3). At a certain point in my research, | began
to question whether it is even necessary to differentiate between new media empa-
thy and traditional empathy, especially in light of J. Morbitzer’s (2015, p. 418) idea of
a “hybrid world,” where the real and virtual converge without distinct boundaries. On the
one hand, making this distinction helps raise awareness of the challenges and opportu-
nities of expressing empathy in digital environments and encourages reflection on the
differences and similarities, such as how empathy is communicated across these plat-
forms. On the other hand, one could argue that our online and offline communication
should be viewed as part of a continuous spectrum (Bracci et al., 2022). We immerse
ourselves in the virtual world with empathic experiences from the real world, encounter
new emotions and behaviors from global virtual interactions, and then return to the real
world, carrying these experiences with us.

New Technologies in Developing Empathy Skills

Contemporary technologies, such as artificial intelligence (Al), can play a significant
role in in personal growth, especially in enhancing empathy skills. One way to leverage
Al to enhance empathy and the ability to respond to others’ emotions is through simu-
lations and educational games (Louie et al., 2018). By controlling characters in simula-
tions and games that portray various social and emotional scenarios, participants can
explore different feelings and reactions in a controlled setting without facing real-world
repercussions (Oh et al., 2016). For instance, the game Becoming Homeless: A Human
Experience immerses users in the lives of people affected by homelessness. Through
exploring a virtual city, interacting with other characters, and making decisions, users
gain insights into the struggles and hardships of being homeless. The goal of Becom-
ing Homeless is to increase social awareness and empathy for homeless individuals, by
helping players understand their daily difficulties better (VHIL, 2017).
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During the SoTechLab AGH seminar on “Virtual Reality (VR) as an Empathy Ma-
chine? How VR is Changing the Social World and Emotional Abilities,” the discussion
referenced an example from Chris Milk, a well-known American filmmaker and pioneer
in interactive art and virtual reality. Milk was among the first to describe virtual reality
as the “ultimate empathy machine” (Olszewska & Zuchowska, 2023). In collaboration
with the United Nations, he created one of the most renowned projects in 2015, Clouds
Over Sidra. This interactive film tells the story of a young Syrian refugee girl and was
a groundbreaking experiment in using virtual reality to foster empathy. By allowing view-
ers to immerse themselves in the protagonist’s situation, the film enabled a deeper un-
derstanding of her daily challenges and life in a refugee camp, thus potentially leading
to greater empathy and engagement with refugee issues.

| wonder, however, how participants of different ages might reflect on the situations
and behaviors in the real world after such an immersive experience, and whether they
can independently draw appropriate conclusions. Cognitive and emotional empathy are
governed by different mechanisms. It seems that emotional empathy is often triggered
automatically by the suggestive stimuli in virtual reality, whereas cognitive empathy
might require more effort, such as using one’s imagination to construct the experienc-
es of others. This is why VR designers are encouraged to develop tools that challenge
users to engage in the empathic effort more deeply.

Another way Al can be used to develop empathy skills is by creating advanced chat-
bots or virtual assistants capable of recognizing the emotional context of a conversation
and responding empathetically. These chatbots can simulate real-life situations where
users need to demonstrate empathy, such as interacting with someone going through
a difficult emotional event, and then requiring the user to find an appropriate response.
Advanced chatbots equipped with emotion recognition algorithms can provide immedi-
ate feedback based on the user’s interactions, highlighting which behaviors were more
empathetic and effective and which could be improved. By simulating conflict situations,
these chatbots can prompt users to apply empathy and problem-solving skills to find
positive resolutions.

However, | would also like to point out the potential negative consequences of using
chatbots for training emotional interpersonal relationships. One notable example is Rep-
lika Al, which was initially developed to support users’ mental health by creating a safe
and non-judgmental space for conversations and emotional expression. Unfortunately,
in January 2023, concerning behaviors were observed during interactions with Replika.
It was found that conversations with the chatbot posed “too many risks for children and
emotionally vulnerable individuals, primarily because they received responses that were
entirely inappropriate for their age” (Panczyszyn, 2023). This is just one of the more
prominent examples of the negative impacts of using chatbots.

A third example involves Al systems analyzing human communication (such as in-
teractions on social media platforms) and providing users with feedback in the form of
constructive criticism on their communication style, suggesting more empathetic respons-
es and behaviors toward others. This can include analyzing text, tone of voice, or even
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facial expressions in video calls. Through virtual training scenarios, users of new tech-
nologies can learn how to respond appropriately to the needs and emotions of others,
tailoring their responses to specific social situations. Recognizing and managing one’s
own emotions, as well as responding compassionately to the feelings of others are key
skills for developing emotional intelligence (Teding van Berkhout & Malouff, 2016).

| am aware that these examples of cultivating empathy through modern technologies
offer only a general overview due to the constraints of this text. | want to emphasize that
modern technologies offer significant potential for developing interpersonal skills, includ-
ing empathy. However, their effectiveness and ethical use depend on the creators — on
proper design, testing, and implementation — to ensure that Al supports positive and
healthy behavior patterns rather than distorting or manipulating them. As Olszewska
and Zuchowska (2023) note, “The use of VR technology alone does not guarantee the
promotion of a specific type of emotional connection. It is important to acknowledge po-
tential concerns about cultivating empathy through VR” (p. 12). While Al cannot replace
genuine human interactions, it can serve as a valuable tool in supporting the develop-
ment of empathetic skills.

Conclusions and Reflections

The use of modern technology to develop empathy can yield both positive and nega-
tive outcomes. Immersing oneself in virtual social situations, where users “connect” or
“embody” virtual characters who share their stories and emotions, offers the opportunity
to experience another person’s life and understand feelings and thoughts distinct from
their own. This can lead to heightened empathy and a deeper appreciation of human
diversity, as well as a better grasp of complex social issues such as poverty, migration,
or war. Consequently, it may inspire increased social awareness, a desire to help, en-
gagement in charitable activities, and efforts in conflict resolution. Virtual reality technolo-
gies can also be employed in cognitive-behavioral therapy, trauma therapy, and phobia
treatment as tools for exposing patients to controlled conditions, which can potentially
aid in the management of various mental health disorders.

On the other hand, using virtual reality as a tool for empathy has limitations, par-
ticularly when it comes to accurately representing real experiences. Although advanced
technology makes it possible to simulate different situations, it is not always possible
to fully capture the complexity of another person’s emotional experience. For instance,
simulating the experiences of individuals with autism may not effectively capture the
nuances of their reality in a virtual space. Additionally, there are potential risks to users’
mental health. Engaging in simulations of traumatic experiences to raise awareness
and empathy might lead to emotional distress or negative feelings, such as anxiety or
aggression.

Another major challenge is the expense of acquiring and maintaining the necessary
equipment, tools, and software. The tendency to spend excessive time in front of a screen
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at the cost of real-world human interaction can heighten isolation by reducing face-to-
face contact, ultimately diminishing empathetic abilities. The threat posed by treating
virtual reality as an “empathy machine” also includes the potential for its unethical use,
especially for commercial purposes in marketing and advertising. This could distort the
original purpose of the technology, by shifting the focus from building genuine empathy
to driving consumerism (Olszewska & Zuchowska, 2023, pp. 13-14).

In conclusion, while there is ample evidence that modern technologies can be used
to develop empathetic skills, concerns about their use are valid. It is essential to con-
sider these risks and strive for the responsible application of new technologies to opti-
mize their social benefits. As Marek Konopczynski (2020, p. 28) rightly points out, we
must remember that our current understanding of human interactions in virtual spaces
is based on a limited knowledge of the coexistence of certain links, such as the interplay
of specific physiological and psychological traits and their correlation with elements of
the digital environment. “The digital revolution, of which we are both witnesses and par-
ticipants, is opening new dimensions of perceiving reality, shaping a new culture and
entirely different ways of engaging with the world, others, and ourselves” (Kalbarczyk-
Borawska, 2017, p. 119).

When used thoughtfully and responsibly, new technologies can assist users in honing
empathetic skills as part of personal growth. Teachers and professors can leverage
these tools in schools and universities to design interactive lessons, facilitate online dis-
cussions, and organize group projects that promote empathy. Likewise, therapists and
coaches can incorporate them into their sessions. However, this requires awareness of
the ethical and psychological implications and maintaining a balance between modern
technology and the cultivation of natural interpersonal skills. With a better understanding
of artificial intelligence and its potential to nurture empathy, we may be able to develop
more effective and ethical tools for refining these skills.
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P. Duchlinski (red.). (2023). Spory moralne. Wydawnictwo
Naukowe Uniwersytetu Ignatianum w Krakowie

Book review:
P. Duchlinski (Ed.). (2023). Moral dispute.
Ignatianum University Press.

W 2023 roku naktadem Wydawnictwa Naukowego Uniwersytetu Ignatianum w Krakowie,
w serii ,Stowniki Spoteczne” pod redakcjg Wita Pasierbka i Bogdana Szlachty, ukazat
sie tom Spory moralne, ktérego redaktorem jest Piotr Duchliniski, profesor Uniwersytetu
Ignatianum w Krakowie, etyk i filozof.

Juz we wstepie redaktor wskazuje na kierunek, w jakim bedg zmierza¢ rozwazania
catosci owego wydania, zadajgc pytania o rozumienie pojecia moralnosci, o to, jak czto-
wiek powinien postepowac i dlaczego i co sprawia, ze czyn staje sie dobry i powinny mo-
ralnie; dlaczego na swiecie jest tyle cierpienia, sporéw, konfliktow, wojen... Czy problem
lezy po stronie ludzi, czy moze po stronie moralnosci (por. s. 9)? Na tak postawione
pytania naukowcy z réznych osrodkéw akademickich w Polce starali sie udzieli¢ odpo-
wiedzi w 20 hastach opracowanych w formie obszernych artykutéw.

Kazdy z nich ma takg samg strukture formalng i merytoryczng, na ktorg sktadajg
sie: 1. Definicja bedgca usystematyzowaniem pojeciowym. 2. Analiza historyczna, ktéra
celnie przekonuje, ze pojecia majg swojg historie i zrodta. 3. Ujecie problemowe pojecia,
ktore ujawnia istote sporow moralnych. 4. Refleksja systematyczna z wnioskami i reko-
mendacjami, ktéra porzadkuje wiedze o wspoétczesnym charakterze sporéw. Struktura
ta pozwala w sposob przejrzysty i uporzgdkowany ukazac¢ wspétczesne spory moral-
ne, ujawniajgc ich istote, spoteczny sens, zrédta, ewolucje, a takze odzwierciedlenie
w jezyku.

Omawiany tom ,Stownikéw Spotecznych” rozpoczyna wyzej juz wspomniany wstep,
ktory redaktorzy tomu nazwali Wprowadzeniem. Jak sama nazwa sugeruje, redaktor
tomu dokonuje w tym miejscu prolegomeny, by utatwi¢ czytelnikowi zrozumienie tresci
dzieta. Pierwszym tekstem zasadniczym jest artykut Piotra Duchlifskiego pt. Spory mo-
ralne — préba spojrzenia na cato$c¢, ktory posiada charakter otwierajacy i systematyzujgcy
catg zawarto$¢ tomu. Jest to niezmiernie wazne, poniewaz czytelnik od samego poczatku
zostaje zaznajomiony z gtéwnymi pojeciami, dzieki czemu jest w stanie uporzadkowac
wiedze, unikajgc w ten sposdéb chaosu logicznego. Duchlinski wyjasnit i poddat analizie
nie tylko pojecie moralnosci, ale rowniez sporu moralnego, ktéry zaprezentowat jako:
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[...] pojecie techniczne, ktérym postugujg sie etycy. Nawet jesli spory moralne sg obecne
w zyciu codziennym, ludzie rzadko postugujg sie tym wyrazeniem. Etycy czerpig wiedze
o sporach moralnych albo z wlasnego doswiadczenia, albo z obserwacji innych, z literatury
pieknej lub tez z badan, jakie prowadzi sie na ten temat w etyce i szczegétowych naukach
o moralnosci. Mozna je zdefiniowac jako sytuacje, w ktérych mamy do czynienia z wyklu-
czajgcymi sie przekonaniami moralnymi dotyczacymi norm, regut postepowania, wartosci
oraz ocen okreslonego dziatania (s. 15—-16).

Najwazniejsza jest jednak konkluzja Duchlinskiego, ktéra brzmi: ,W sporach moral-
nych zawsze chodzi o cztowieka” (s. 29). | tutaj nalezy zgodzic¢ sie z autorem, poniewaz
poglady na temat moralnosci i zmiennego pojmowania etyki od zawsze powodowaty owe
spory moralne, co udato sie redaktorowi tomu w sposéb systematyczny zaprezentowac,
ukazujgc rozne stanowiska na ten temat, jakie ksztattowaty sie na przetomach dziejow.

Kolejne artykuty charakteryzujg zwigzek moralnosci z konfliktem. | tak w kolejno$ci
redaktor tomu prezentuje teksty: (2) T. Grabinskiej Konflikt moralny; (3) A. Bogatynskiej-
-Kucharskiej Dylematy moralne; (4) E. Podrez Konflikty moralne a kompromis; (5) K. Sta-
chewicza Konflikty aksjologiczne — rodzaje i sposoby ich rozstrzygania; (6) J. Kuchar-
skiego Pluralizm warto$ci; (7) A. Cebuli Rozum, czy emocje. Spor o zrodta wiedzy
etycznej; (8) P. Duchlinskiego i A. Jonkisza Kognitywizm versus 2 akognitywizm etyczny;
(9) A. Szostka Religa i etyka. Opozycja versus kooperacja; (10) J. Kopani Wrodzonos¢
charakteru a moralno$¢; (11) R. Monia Normatywno$c; (12) P. Mazura Spér o nature
ludzkg miedzy naturalizmem a antynaturalizmem; (13) S. Gatkowskiego Spér o podmiot
w etyce; (14) R. Wisniewskiego Godnosc; (15) S. Gateckiego Natura sumienia i jego
konflikty, (16) M. Kozak Sp6r wokét pojecia odpowiedzialno$ci w filozofii wspofczesney;
(17) A. Thier Spory moralne w etyce Srodowiskowey; (18) A. Bugajskiej Spory wokot ulep-
szenia cztowieka; (19) S. Florka Neuroetyka z perspektywy empiryczneyj, (20) D. Dan-
kowskiego Granice pluralizmu etycznego w ujeciu katolickiej etyki spotecznej. Tak do-
brane zestawienie haset stownikowych trafia w przestrzen i istote wspotczesnych sporéw
moralnych, co niewatpliwe byto zamiarem redaktora tej obszernej pracy zbiorowe;.

Konkludujgc, recenzowany tom jest pracg wartosciowa, ktéra pozwala czytelnikowi
na zapoznanie si¢ z tematykg sporéw moralnych, a takze pojeciem samej moralnosci,
ktéra nieodzownie zwigzana jest z cziowiekiem, bo jak mawiat juz Arystoteles, ,czto-
wiek bez poczucia moralnego jest najniegodziwszym i najdzikszym stworzeniem”. Warty
podkreslenia jest fakt, ze tom, podobnie jak cata seria, wydawany jest takze w jezyku
angielskim, co pozwala na umiedzynarodowienie dzieta. Niewatpliwe omawiane Spory
moralne z powodzeniem mogg by¢ wykorzystywane jako pomoc dydaktyczna dla studen-
téw, ale takze uczniow szkot Srednich. Bogaty spis bibliograficzny z pewnoscig bedzie
tez pomocg w tworzeniu niejednej pracy naukowe;j.
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