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Gamification in Higher Education:
an educational trend with digital needs

Abstract

The last decade has shown the potential and limitations that Information and Communication
Technologies (ICTs) represent in society. During these years it has been possible to appreciate the
birth and development of devices whose incorporation into the daily routine has been almost imme-
diate. Some of the most relevant cases are laptops and smartphones, media that have significantly
altered the human paradigm. Its presence has meant the origin of new habits and the adaptation of
others towards digital terrain, alternating face-to-face and virtual. The impact and repercussions can
be observed in numerous areas, however, education is one of the most cohesive with these new
ways of living. Gamification is one of the didactic strategies that are most closely linked with ICTs,
an interaction that is conceived as natural as it is the translation of a methodology towards tools with
resources that can be unlimited and asynchronous. However, as always happens when technology
is incorporated into the educational field, these new teaching-learning paths require new ap-
proaches and reflections on the needs they demand. It is in the case of Higher Education that its
implementation must involve an analysis of the past, present, and future in order to favor the true
personal development of those who make up the process: teachers and students.

Keywords: gamification, ICT, higher education, digital competence, Spain.
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New contexts supported by the digital: the Spanish case

Human evolution has always been linked to the technological revolution.
From the consideration of stone as a tool for hunting or communication to
a new paradigm that goes beyond the physical. A constant of natural and in-
nate adaptation to the human being that has led him towards a 21st century
clearly marked by the appearance of Information and Communication Tech-
nologies (ICTs) (Carneiro, Toscano & Diaz, 2009). On this occasion, a new link
in a deep process is discussed, which has been going on since prehistoric times
and has continued to the present day through key milestones such as the cre-
ation of the printing press or the steam engine. Therefore, this stage must be
considered a new evolutionary step, with its consequent appearances and set-
tlements that favor more sustainable ways of living (Kovari, 2020). A journey
that, inevitably, goes through the integration of technological means into the
human routine.

ICTs are the axis of a new social stage, a new paradigm in which genera-
tional changes go beyond physical traditions but also confront digital trends.
Among these trends, computers and, above all, smartphones (Alves, Antonio
& Laux, 2021) emerge. These seconds have become the key device for day-to-
day use, whose growth has been encouraged by the origin of a specific industry
whose profits are on the rise and which has made it possible to democratize
its access. However, unlike previous ones such as radio or television, its con-
nectivity entails a complete change in the daily routine. Its origin, develop-
ment, and integration suppose new levels in diverse fields such as socializing,
participating in informative processes (Jiménez, Garcia & de Ayala, 2021), en-
tertaining (Cervi, 2021), or working. Alterations that no previous technology
had encouraged so directly, previously being more punctual disruptions and
always supported by attendance.

The inclination towards the digital, understood as the virtual, is probably the
greatest human conditioning that will be experienced in the 21st century. The
commitment to moving towards non-face-to-face interactions supposes the ap-
pearance of a paradigm that changes how living is conceived. Although ICTs have
not yet eradicated all habits, it is clear that society is moving towards it in as-
pects such as bureaucratic, commercial or informative. As for bureaucracy,
there are more and more administrative processes that must be carried out
through digital means. The presence of businesses on the Internet is no longer
conceived as a possibility but as a necessity, see how many of them are not born
with a web page or social network. Regarding information, one of the most ob-
vious signs is the decline in sales of physical newspapers or magazines in pursuit
of instant digital versions. This trend also implies the appearance of risks such
as Fake News, especially on social networks (Soler et al., 2021).
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Use of Internet by spanish population.
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Figure 2
Spanish population who has bought by Internet.

This revolution and hybridization between the physical and the digital is ob-
served in Spain. A country that has experienced the appearance of devices such
as computers or smartphones and whose integration has been exponential dur-
ing the last five years (Vaterlaus et al., 2021). The data provided by the National
Institute of Statistics (INE, 2022), reveal how ICTs are increasingly present in
monthly habits. Some of the most relevant values are that almost 96% of house-
holds have a broadband connection and more than 83% have some type of com-
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puter; and regarding the Internet, its weekly intensive use stands out: almost
86% of citizens. The phenomenon of Internet purchases is also striking since
more than half of the Spanish population admits to having bought something
through this channel in the last 3 months.

These trends show that the incorporation of ICTs is not an isolated process
but that its roots will increase over the years. The establishment of habits such
as Internet access, with the unlimited possibilities that this offers, is the most
important disruption due to the repercussions it has on the day-to-day numer-
ous habits (Ziemba, 2019). Despite this progress has been taking place for just
over a decade, its impact can already be seen in practically any social or eco-
nomic field. The appearance of new behaviors by the new generations is some-
thing usual, whether it is the designation of new words to explain facts contex-
tualized in the digital or practices that collide with previous generations such as
the preference for instant messaging instead of phone calls. All this has been
increased and altered by the pandemic derived from SARS-Cov2, a situation that
forced the forced reinvention of digital media for several months in 2020
(Lorente, 2020).

The incorporation of gamification in educational contexts

Educational institutions are in a constant process of adaptation and change.
The approaches developed in the 20th century are being readapted to new of-
fers and demands, both personal and technological. In this sense, the great
change that the adaptation of master classes towards active pedagogies en-
tails stands out. Different perspectives imply a generational contrast, an issue
on which the focus must be placed since the modifications that the teaching-
-learning processes have undergone can cause disparity. An evolution that is be-
ing accentuated by the integration of ICTs in the school. In short, a significant
change is taking place in the educational field, which cannot be ignored in a con-
text with a clear technological character and new forms of personal develop-
ment (Moseikina, Toktamysov & Danshina, 2022).

The integration of ICTs is a specific issue within the educational field. During
these first years of the 21st century, its inclusion in the teaching-learning pro-
cesses is increasingly common and profound. In the Spanish context, the at-
tempts in the 2010s to provide educational centers with technological materials
such as computers, tablets, or digital whiteboards stand out. A fact that had
a clear intention: to incorporate technology into learning processes. This re-
sponded to a social demand that has increased over the years, although it may
not respond to those specific devices. However, these equipment endowments
reflected and promoted the presence of ICTs in schools, a very relevant issue at
a time when Internet access is more of a necessity than a complement to life.
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The translation of all the changes and incorporations is the birth of new ped-
agogies, more active and oriented toward the active roles of the students (Krish-
namurthy et al., 2022). A new perspective of the teaching-learning processes
aimed at favoring the active participation of students in their learning through
different strategies. In recent years there has been a boom in methodologies
such as the Flipped Classroom, task-based learning or project-based learning.
These are some examples of approaches that represent a striking change with
respect to classical educational practices, the most used being the master class
and represented by closed sessions taught by teachers to students. One of the
characteristics offered by the new didactic approaches is the incorporation of
ICTs in the process, some such as gamification or teaching through online
courses (Para, 2021) being more and more frequent.

Gamification is one of the didactic practices whose boom has occurred dur-
ing the last five years (Rodriguez & Martin, 2019). Its approach is based on the
incorporation of gamified processes within teaching-learning, a nuance that
supposes a new context of work and learning among students. This is a strategy
that has been accentuated thanks to technological development. The incorpo-
ration of projectors in the classroom has been a tool that has allowed the inte-
gration of gamified processes in the classroom, which can be accompanied by
physical materials or other devices such as smartphones. It is usually chosen for
the first time since the incorporation of smartphones in the classroom is still an
educational controversy between sectors. The advancement of the Internet al-
lows a computer to serve as an axis for the development of playful dynamics
through games, tours, or other possibilities (Palocz & Katona, 2021).

The justification for its use in the classroom is usually supported by some
advantages it offers. It is conceived that student motivation can increase when
dealing with practices that are different from traditional teaching and whose
association with technology evokes a greater connection between learning in
the classroom and the student's personal context (Hursen & Bas, 2019). Simi-
larly, the ability of teachers or even students to manage the teaching process in
terms of difficulty is also argued. The delimitation and segmentation of contents
allow ordering the degrees of deepening in certain contents and learning.

As it has been commented, in turn, gamification commonly supposes a new
attitude on the part of the students and that is usually associated with more fun
participation (Hinojo et al., 2021). Another aspect is the attention capacity since
this type of teaching-learning process supposes a new relationship in the class-
room and a new presentation of content that requires the attention and total
performance of the students (Almalki, 2022). Finally, social improvements are
also suggested, provided that the process is shared. A controversial statement
since the incorporation of gamification can also assume levels of competitive-
ness that can lead to discrepancies at the personal and social levels of students
in the classroom.
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In short, the possibilities offered by gamification can be unlimited. Its nature
means adding a nuance to the learning process that can be very positive for the
student, in terms of content and social aspects. The presentation of the contents
is a very relevant issue, more so in the time of constant exposure that the new
generations live, so favoring the creation and distribution of significant materials
is something positive (Segade & la Cruz, 2021). In turn, these can be adapted to
the needs and worked through mechanisms that can range from production by
the students themselves to targeting students with learning difficulties. All this
is supported by the physical and the digital since it is a pedagogy that can play
with the hybridization of these two trends that are so representative of the cur-
rent moment in society.

The limitations of gamification must also be taken into consideration. Incor-
porating active pedagogies supposes not only new needs but also being aware of
new limitations. In this case, the treatment of the contents emerges, which can
be treated as a procedure within a playful process and not be correctly acquired,
just as social relations can be affected by the incorporation of competitive dynam-
ics. Both questions imply profound reflections since the adaptation of the teach-
ing-learning processes must be significant in improving the development of the
student body. At the same time, the role of ICTs within this methodology must
also be considered, since their application must be analyzed beyond their innova-
tive contribution to the classroom. A playful process can be functional without the
need for projectors or smartphones, it should not be customary to incorporate
them by trend without considering their true value in learning.

The needs that arise from gamification derive in the two great roles of the
educational process: students and teachers. On the one hand, the students and
their participatory role, since incorporating this type of strategy is usually a differ-
entiated element of the educational practices they receive. In this sense, it is nec-
essary to consider what capacity the students have for gamification to be a signif-
icant strategy, both in terms of content learning and due to the dynamics them-
selves. For this reason, it is key to keep in mind the preparation of content to work
on and its competence development in the case of incorporating ICTs or social
dynamics. On the opposite side is the teaching staff, whose demands fall that
range from the didactic to the organizational (Pimentel, Nunes & De Sales, 2020).
When selecting and applying gamification, with or without ICTs, you must bear in
mind: the organization of the teaching-learning process in terms of content, class-
room distribution, and management of dynamics or have a good level of digital
skills to apply ICTs transversally (Silva, Rodrigues & Leal, 2020).

A new paradigm in higher education

The new pedagogical approaches, increased by the development of ICTs and
their educational possibilities, have promoted the transfer of higher educational
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institutions towards a new paradigm (Mauri et al., 2022). The nature of higher
education, the most focused and oriented to professional work, supposes a con-
stant rethinking of the teaching-learning processes that take place in it. In the
same way that the topics and contents taught are updated, professional devel-
opments imply adaptations that must be reflected in university or professional
training practices. Regarding the University environment, its ability to investi-
gate and train new generations of workers, the need to reflect on the present
and future from a prism that goes beyond specific learning is undeniable. On the
other hand, vocational training has a clear practical and limited component
that is far from university innovation contexts. Two higher stages require up-
dating before the professions of the future through appropriate teachings to
present paradigms.

Higher education has been in a process of change since the beginning of the
century. The appearance and improvement of the Internet have significantly
changed its conceptualization, especially with regard to organizational issues. In
recent years, new pedagogical practices have emerged and been incorporated,
just as ICTs have established themselves as a transversal tool. The new pedagog-
ies, more oriented towards the active participation of the students instead of
betting on a single information channel in the classroom, have altered the classic
dynamics. Strategies that work through projects, in groups or with playful activ-
ities such as escape rooms are becoming more and more common. New ap-
proaches that correspond to work practices of current times, as well as interre-
late with daily leisure practices. In the case of ICTs, higher education has a di-
dactic approach that is consistent with practices such as Massive Open Online
Courses (MOOCs) or the application of apps, platforms or web pages that facili-
tate the management of students in their own learning process (Bernik, 2021).

Gamification is a specific case within higher education. It is a methodology
supported by the playful, as has already been commented on in previous sec-
tions, whose application can be supported by ICTs. A resource that is new in
recent years in this superior context, although it is not a completely revolution-
ary and invented issue today. Its incorporation into educational practices repre-
sents a significant change with respect to methodologies such as the master
class, in which students usually take a passive role within their knowledge pro-
cess (Pinter et al., 2020). Currently, gamification offers advantages regarding the
definition and work with content from different areas, just as it is adapting to
new social dynamics that respond to new practices outside and inside the class-
room. Some of the most striking activities around gamification in higher educa-
tion are linked to the use of ICTs through quizzes or incorporation into method-
ologies such as escape rooms or flipped classrooms.

All this has positive aspects, negative aspects, and even risks. The positive
that gamification can incorporate in higher learning environments is associated
with attention, content management, participation dynamics, or classroom
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management. Relevant aspects in the classroom can be positively affected by
incorporating systems such as Kahoot (Magadan & Rivas, 2022), a gamified tool
that simplifies didactic management. On the other hand, a series of limitations
appear, understood as those altered issues that require reflection. The prepara-
tion of content falls on the teaching staff, a task that has always been like this but
in this case, it is associated with a teaching digital competence capacity (TDC) that
is normally acquired autonomously (Soler et al., 2020). In turn, the change in class-
room dynamics, especially if competitiveness is incorporated into higher educa-
tion, can cause conflicts among students and even disengagement from care.

Applying new educational practices associated with the game can have
a positive value, as they have just been named, but they can also lead to risks.
Gamification requires a profound rethinking of the need to make learning play-
ful (Chung, Shen & Qiu, 2019). It is evident that there are methodologies that
provide greater value to students, moving from being passive and receptive be-
ing to actively participating in their personal development (Monzonis et al.,
2021). However, it is possible to contextualize the existence of educational risks
that range from the organizational to the didactic, passing through the social.

Students and teachers acquire new needs in the face of the change in the
educational paradigm (Aguiar et al., 2021). The new generations live immersed
in stimuli, digital devices, and competitiveness. Teachers, normally, have ac-
quired prior training that is far from current technological means. In both cases,
relevant training needs arise, especially from teachers immersed in constant leg-
islative and procedural change.

Discussion and conclusions

Technological development has revealed numerous economic, educational,
and social changes. In the last five years, the changes in how society has inte-
grated new devices such as smartphones have been remarkable. The incorpora-
tion of ICTs has become routine, a significant change compared to previous pe-
riods in history since on this occasion contact with them is practically constant.
The revolution that all this entails is transferred to everyday areas, from enter-
tainment to how information is accessed or adult life is managed. A change that
represents a disruption between generations, especially in recent years, since
any child today already grows up surrounded by technological devices. Although
this supposes something positive, since scientific advances allow the advance-
ment of society, it also entails a deep reflection regarding the degree to which
human life and behavior are going to be automated through machines.

Gamification is an adaptation of this changing context, a new educational per-
spective that transfers playful processes to the didactic field. Although it is a ped-
agogy that responds better to active student approaches, it also involves altering
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the teaching-learning processes. It is usual for this type of strategy to be comple-
mented with ICTs, be it a projector or smartphones, so their inclusion acquires
greater transversality than that of incorporating a tool (Navarro et al., 2022). This
change requires studying the potentialities, limitations, and risks that derive from
applying gamification in the classroom. More at a time when students are sur-
rounded by stimuli, teachers are immersed in legislative and technical changes;
and educational institutions are still moving toward hybrid learning spaces.

This is the case in higher education, an educational stage in which new gen-
erations, teachers, and researchers coexist. Their innate capacity for innovation
must be the engine of change in the educational system through new proposals
that enhance the teaching-learning processes. A specific case is a gamification,
which has been applied for a few years in these contexts and whose results are
ambiguous in some aspects (Magro & Pena, 2021). What is certain is that edu-
cational changes involve new organizations and new training, especially for
teachers in training. TDC is a key element in personal and professional develop-
ment, two worlds that are no longer isolated thanks to technological democra-
tization. In the same way, it is urgent to rethink innovations, especially in higher
education, since also during the last period there seems to be a tendency to
innovate with ICTs (Rincon & Santos, 2021) without considering aspects as evi-
dent as their real repercussion beyond ratings.
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nych (ICT) wystepujacych w spoteczenstwie. W ciggu tych lat mozna byto dostrzec narodziny i roz-
woj urzadzen, ktérych wtgczenie do codziennej praktyki byto niemal natychmiastowe. Jednymi
Z najczesciej pojawiajacych sie urzadzen sa laptopy i smartfony, czyli media, ktére znaczaco zmie-
nity ludzki paradygmat spotecznego funkcjonowania. Ich obecnos¢ oznaczata powstanie nowych
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nawykéw i dostosowanie innych do cyfrowego terenu, podczas edukacji prowadzonej na przemian
twarza w twarz i wirtualnie. Wptyw i reperkusje mozna zaobserwowac w wielu obszarach, jednak
edukacja jest jednym z najbardziej spdjnych z tymi nowymi sposobami zycia. Gamifikacja jest
jedng ze strategii dydaktycznych, ktére sg najscislej zwigzane z ICT; to interakcja, ktéra jest po-
strzegana jako naturalna, poniewaz jest to ttumaczenie metodologii na narzedzia z zasobami,
ktére mogg by¢ nieograniczone i asynchroniczne. Jednakze, jak to bywa, gdy technologia zostaje
wtgczona do dziedziny edukacji, te nowe $ciezki nauczania-uczenia sie wymagajg nowego podej-
Scia i refleksji nad implikowanymi potrzebami. W przypadku szkolnictwa wyzszego jej wdrozenie
musi obejmowac analize przesztosci, terazniejszosci i przysztosci, aby sprzyja¢ prawdziwemu roz-
wojowi osobistemu tych, ktorzy tworzg ten proces — nauczycieli i studentéw.
Stowa kluczowe: gamifikacja, ICT, szkolnictwo wyzsze, kompetencje cyfrowe, Hiszpania.
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How good are the students practicing
the Collaborative Problem-Solving Skills
in Mathematics-Based Task? (A Case of Indonesia)

Abstract

This study aims to assess the collaborative problem-solving skills of junior high school students
on the subject of mathematics using the teaching approach of collaborative problem-solving. The
student’s skill in collaborative-problem solving will be the main focus of this study due to this skill
is one of the important required skill regarding the Indonesian 2013 curriculum demands. In ad-
dition, collaboration-problem solving skill is a mandatory skill that must be given to students in
facing global competition.

Collaborative problem-solving skills are one of the 21st century skills that not only prioritize
knowledge of cognition but must also be together with social attitudes that will make success in
a work group. This research was conducted at SMP Negeri 2 Telaga, State Junior High School in
Gorontalo Province, Indonesia and was carried out in the academic year 2020/2021.

The research method used was a survey with a quantitative approach. The instruments used
in data collection were tests. The results showed that the student’s skills were still relatively mod-
erate in using collaborative problem-solving skills, namely building and managing mutual under-
standing with the value of 11,682, taking action approaches or strategies to solve problems
(10,219), and building and managing team organizations with 12,854.

Keywords: assessment, collaborative, problem solving, mathematics, student.
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Introduction

Student achievement in mathematics is still one of the problems in mathe-
matics education in Indonesia (Prahmana, 2017; Yurniwati & Hanum, 2017). This
is a classical problem that has not been resolved until today (Reys, et al., 2009).
At the international level, the mathematics achievement of Indonesian students
is still below compared to that of other countries (Aini, 2013; PISA, 2013; Sari,
2015). The results of an assessment conducted by TIMSS in 2015 placed Indone-
sia in rank 44 out of 49 countries (Nizam, 2016). In addition, the results of
a survey by the Programme for International Student Assessment (PISA) in 2018,
which was published in March 2019, indicated that, in the mathematics cate-
gory, Indonesian students occupied rank 7 from the bottom (73) with an average
score of 379. It was a decrease in achievement, in which Indonesia was ranked
63rd in 2015.

The low student achievement in mathematics can be caused by various fac-
tors. One of them is that many students still consider mathematics a very diffi-
cult subject (Sinay & Nahornick, 2016). As a result, most of them are not enthu-
siastic and confident enough in learning mathematics. In addition, the factors of
methods and approaches applied by the mathematics teachers to teach their
students also affect students’ learning outcomes (Nurhayati, 2014).

Mathematics has an important role. It is a basic science of knowledge that is
widely used in various fields of life (Rosa & Orey, 2011). Through the mathemat-
ics subject, it is hoped that students can develop critical, creative, systematic,
logical, careful, effective, and efficient thinking skills in solving problems. This
competence is highly needed so that students can have the ability to acquire,
manage, and use the information to survive in ever-changing, uncertain, and
competitive conditions (Haciomeroglu, 2006; Hill et al., 2016).

The National Council of Teachers of Mathematics suggested that the imple-
mentation of effective mathematics learning must (1) involve students in com-
pleting and discussing tasks that encourage reasoning and problem solving and
allowing various input and solving strategies, (2) involve students in making con-
nections between mathematical representations for a deep understanding of
mathematical concepts and various procedures for problem-solving, (3) facili-
tate discussion among students to build mathematical understanding by analyz-
ing and comparing various approaches and arguments proposed by students,
(4) provide meaningful questions to assess the progress of students’ reasoning,
and (5) utilize the results of students’ thinking to assess their progress towards
mathematics understanding and to adapt ways of teaching on an ongoing basis
that support and develop students’ learning styles (Lindquist et al., 2017;
Lomibao, 2016; Nolan et al., 2015).

In general, the goal of learning mathematics is to construct the problem-
-solving skills that are expected to be acquired by students after learning math-
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ematics. The problem-based collaborative learning strategies are superior to
conventional strategies in terms of developing students’ mathematical problem-
-solving abilities, mathematical communication skills, and confidence in learning
mathematics (Norton, 2018). For that reason, the implementation of problem-
-based collaborative strategies in mathematics learning needs to be carried out
more so that students have adequate problem-solving skills and mathematical
communication skills (Degner & Fi, 2012; Hoover et al., 2016).

Literature review

Collaborative Problem-Solving

Collaborative Problem-Solving Skills are an essential and necessary skill in
preparing students to become a qualified and successful workforce in a career
(Fiore et al., 2015; Griffin, 2017). In its implementation in learning, collaborative
problem-solving skills require interaction between students and each other in
solving problems to achieve common goals (Graesser & Foltz, 2013). The ability
to collaborate for problem-solving is crucial to be developed so that students can
work together in different groups as a provision to face the globalization era of
the 21st century (Levy & Murnane, 2013; Liu et al., 2012). Collaborative problem-
-solving skills are collaborative interactions between students to achieve com-
mon goals (Chinn et al., 2000; Graesser et al., 2018).

In Indonesia, the Ministry of Education has integrated collaborative problem-
-solving skills in the implemented curriculum in learning activities in response to
the importance of mastery of 21st-century skills. The improvement of the 2013
curriculum has developed several objectives, which are: 1) Strengthening student-
-centered learning patterns; 2) Strengthening interactive learning patterns
(teacher-student-community-natural environment interactive, sources / other
media); 3) Strengthening network learning patterns (students can gain
knowledge from anyone and from anywhere contact and obtain via the inter-
net); 4) Strengthening active-seeking learning (active seeking student learning is
further strengthened by the scientific learning approach); 5) Strengthening indi-
vidual and group learning patterns (collaborating); 6) Strengthening multimedia-
-based learning; 7) Strengthening mass-classical based learning patterns while
still paying attention to the development of the special potential of each stu-
dent; 8) Strengthening the plural science learning patterns; and 9) Strengthening
critical learning patterns (Ministry of Education and Culture Regulation, 2014).

The teacher should teach the students by using the right strategies in learn-
ing activities so that students can have the ability to collaborate in problem-
-solving (Umar et al., 2018). The implementation of this strategy has been car-
rying out practicum activities during the learning process (Hakkinen et al., 2016).
Students who can collaborate in solving problems should master three compo-
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nents of collaborative abilities. The three components are to: 1) Demonstrate
the ability to work effectively and respect team diversity; 2) Show flexibility and
willingness to accept other people’s opinions in achieving common goals;
3) Carry out joint responsibility in collaborative work because they are required
to appreciate the contribution of each team member (Trilling & Fadel, 2009).
The importance of mastering collaborative problem-solving abilities for students
made PISA start including it as an indicator in assessing student abilities in 2015.
The CPS assessment in the PISA Program 2015 focused on cognitive and social
skills related to problem-solving in collaborative scenarios (PISA, 2015). The in-
dicators were building and maintaining shared understanding, taking appropri-
ate action to solve problems, and building and maintaining group organizations.

Learning Mathematics with Collaborative Problem-Solving

In general, the students learn Mathematics because it helps them solve
problems. Observation reveals that some students do not spend time identifying
the problem, which makes it more challenging for them to create, execute, and
analyze the effectiveness of a solution plan (Silbey, 2016). In the schools, many
Mathematics educators have struggled to improve students’ performance in
Mathematics. Based on the cognitive load and problem-based theory, many
conventional instructional formats are less than effective because little consid-
eration is given to the concept of Collaborative Problem-Solving capacity (Tar-
mizi & Bayat, 2012).

According to Pdlya (2004) there are four principles of problem solving:
(1) understand the problem: students are often stymied in their efforts to solve
problems simply because they don’t understand it fully, or even in part; (2) de-
vise a plan: the skill at choosing an appropriate strategy is best learned by solving
many problems; (3) carry out the plan: using care and patience, persist with the
plan you have chosen. If it continues to not work, discard it and choose another;
(4) look back: take the time to reflect and look back at what you have done, what
worked, and what didn’t. The four stages of Pélya’s cycle are neglected or miss-
ing in the work of low-achieving students, who would more typically rush into
answering problems without planning systematically, neglecting to use key
strategies, and finishing when they found an answer without stopping to con-
sider whether the answer was reasonable (Boaler, 2008).

In the teaching practices, as many teachers, they often find themselves re-
verting back to teaching how they were taught rather than adapting and chang-
ing their practice. This is common in mathematics where procedural teaching
and rote learning are often inherent. In many countries, schools are often want-
ing a ‘programme’ to follow rather than upskilling teachers” mathematical con-
tent knowledge and pedagogical content knowledge. However, the ,ideal” Cur-
riculum document is wanting to engage students in mathematical thinking as
they solve problems and model situations in a range of meaningful contexts. The
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teacher wants the students to create models and representations, justify and
verify their thinking as they work with others and look for patterns and general-
izations. This is nigh on impossible if the teacher only teaches mathematics using
textbooks and worksheets. The best maths teachers have always encouraged
their students to do more than learn by rote, because Mathematics is different
from other subjects as it inculcates application of certain logical sequences that
result in the culmination of a desirable solution to a problem. Contextually, to
the change of mind-set of students in math classes, teachers have no choice but
to incorporate rigour in their classes, which were once considered to be dead
classes. Introducing mathematics to students in a context that is meaningful
or perhaps linked to other subjects is one way of doing this (Cellis, 1993; Mirza
& Hussain, 2014; Peterson, 2019).

By using Collaborative Problem Solving, teachers can facilitate students’
learning through the Standards for Mathematical Practice and the act of pro-
ductive persistence. The impact of teaching Mathematics through Collaborative
Problem Solving method are: (1) empowers students to reflect on their own
thinking and learning, (2) enables teachers to analyze student thinking for in-
structional implications, (3) aligns with the Common Core Standards for Mathe-
matical Practice and Productive Persistence, as well as can be used in K12 class-
rooms. Collaborative Problem Solving involves and engages every student in
class. It also embraces the third Common Core Standard for Mathematical Prac-
tice (Graham et al., 1999; O’Brien, 2005; Zevenbergen et al., 2003).

Method

The population of this study was all grade XI students at SMP Negeri 2 Tel-
aga, Gorontalo, Indonesia in the 2020/2021 academic year. Furthermore, sam-
ples were selected by employing purposive sampling. The total of samples in this
study was 98 students. Those students were taught using collaborative problem-
-solving (CPS) by giving them mathematics assignments. The instrument applied
in this study was a test of mathematical ability by measuring three aspects of
the CPS adopted from the 2015 PISA, namely (1) building and maintaining
shared understanding, (2) taking appropriate actions to solve problems, and
(3) building and maintaining a team organization.

Result
The results of the pretest to determine students’ initial abilities before being

given the treatment showed that the average pretest scores of students’ abili-
ties in solving mathematical problems for three aspects of the CPS were 8.086
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with maximum score is 10 for Aspect 1, 8.063 for Aspect 2, and 8.066 for Aspect
3. After being given treatment, the average posttest score of students’ abilities
in solving mathematical problems collaboratively was 13.343 for Aspect 1,
13.360 for Aspect 2, and 13.610 for Aspect 3.

By utilizing SPSSv. 20, the researchers carried out a data normality test using
the Kolmogorov-Smirnov test at the significance level (a) of 0.05. The hypothe-
ses for the normality test were as follows. H%: Data is normally distributed and
H®: Data is not normally distributed. Furthermore, the criteria for testing the hy-
pothesis were based on p-value (significance).

The results of the normality test of the students’ ability scores for three as-
pects of the CPS before being given the treatment can be seen in Table 1.

Table 1
The Results of the Normality Test on Students’ Pretest Scores for Three Aspects of the CPS

Kolmogorov-Smirnov

Thet::pce:;s of Stat. Sig. Conclusion Note
1 0.116 0.136 HO is accepted. Normal
2 0.142 0.082 HO is accepted. Normal
3 0.158 0.127 HO is accepted. Normal

Source: author’s results.

The significance values of students’ abilities for three aspects of the CPS, ac-
cording to the score gained from the Kolmogorov-Smirnov test, were greater
than 0.05. These results indicated that H° was accepted. In other words, the dis-
tribution of data on students’ ability scores for three aspects of the CPS before
being given the mathematical assignment treatment was normally distributed.

The results of the normality test of the students’ ability scores for three as-
pects of the CPS after being given the treatment can be seen in Table 2.

Table 2
The Results of the Normality Test on Students’ Posttest Scores for Three Aspects of the CPS

Kolmogorov-Smirnov

Thet::pcepc;s of Stat. sig. Resume Note
1 0.148 0.096 HO is accepted. Normal
2 0.165 0.082 HO is accepted. Normal
3 0.136 0.027 HO is accepted. Normal

Source: author’s results.
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Based on the results of the data normality test on students’ ability in three
aspects of the CPS (Table 2) after being given the treatment using the CPS
method, in the Kolmogorov-Smirnov column, the significance value varied and
all of three examined aspects were greater than the value of a (0.05). There-
fore, the distribution of data on students’ ability scores for three aspects of
the CPS after being given the mathematical assignment treatment was nor-
mally distributed.

To find out whether the data for three aspects of the CPS have homogene-
ous variances or not, the variance homogeneity test was carried out. The test
was conducted by using Levene’s statistical test with a significance level of 5%
with the following hypotheses.

HO: g2= rzz, the variance of data concerning students’ abilities on three
aspects of the CPS is homogeneous.

H!: o2= rzz, the variance of data concerning students’ abilities on three
aspects of the CPS is not homogeneous.

Hypothesis testing was carried out based on p-value (significance value or
sig. value) with the following criteria.

If sig is < ( with ( =0.05, H is rejected.
If sig is > ( with {( = 0.05, His accepted.

The results of the homogeneity test on the scores of students” mathematical
problem-solving abilities for the three aspects of the CPS before being given
treatment can be seen in Table 3.

Table 3
Results of the Homogeneity Test on Students’ Pretest Scores

The Aspects of Homogeneity of Variance
the CPS Resume Note
Lenene’s Stat. Sig.
1 0.096 0.758 HO is accepted. Homogeneous
2 0.165 0.082 HO is accepted. Homogeneous
3 0.136 0.027 HO is accepted. Homogeneous

Source: author’s results.

Based on Table 3 in the column of homogeneity of variance, the sig value of
students’ mathematical problem-solving abilities for the three aspects of the
CPS was greater than a (0.05). Therefore, the variance of the pretest scores of
students’ mathematical problem-solving abilities was homogeneous.
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After being given the treatment using a learning process with the results of
the homogeneity test on the scores of students’ mathematical problem-solving
abilities for the three aspects of the CPS can be seen in Table 4 below.

Table 4
Results of the Homogeneity Test on Students’ Posttest Scores

Homogeneity of Variance

The Aspects of

the CPS Lenene’s Stat. Sig. Resume Note
1 0.216 0.644 HO is accepted. Homogeneous
2 0.165 0.082 HO is accepted. Homogeneous
3 0.136 0.027 HO is accepted. Homogeneous

Source: author’s results.

In the table above, it can be seen that, in the column of Homogeneity of
Variance, the sig value was greater than a (0.05). Therefore, the variance of
the post-test score of students’ mathematical problem-solving abilities was
homogeneous.

Average Difference Testing

Data on students’ abilities for three aspects of the CPS before being given
the treatment were normally distributed and homogeneous. Therefore, to find
out whether the average scores of students’ abilities for three aspects of the CPS
were equal before being given the treatment, the average difference test was
carried out using the T-test. This statistical testing was conducted using SPSS v.
20 software with T-test (compare means independent samples t-test) at the sig-
nificance level (a) of 0.05. For the rule of decision making, if the p-value (sig) was
< a, then Hwas rejected.

H:pe=pk
Hl:pe>pk

The results of the T-test on the students’ CPS ability scores before being
given treatment are presented in the following table

Table 5
The Results of the Mean Difference Testing on the Pretest Scores

t Sig. Conclusion Note
0.042 0.965 HOis accepted. There is no difference.

Source: author’s results.
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From the results of the T-test, the obtained sig value for students’ CPS ability
was greater than a (0.05). Therefore, before being given the experiment to stu-
dents, they had the same initial ability for the three aspects of the CPS.

Based on the results of the normality test and the homogeneity test on the
data concerning students’ ability in three aspects of the CPS after being given
the treatment, it was found that the posttest data on students’ CPS ability scores
in both classes were normally distributed and homogeneous. Therefore, to de-
termine whether students’ CPS ability was similar, the researchers carried out
the average difference testing using the T-test. The results of the T-test on the
posttest scores of students’ CPS abilities were presented in the following table.

Table 6
The Results of the Mean Difference Testing on the Posttest Scores

t Sig. Conclusion Note
2.1840 0.039 HOis rejected. There is a difference.

Source: author’s results.

Based on the data presented in the table above, it can be seen that the sig
value was smaller than a (0.05). Therefore, HO was rejected.

This meant that the mathematical problem-solving abilities of students who
were given treatment with a collaborative problem-solving (CPS) learning
method were better than that of students who were given the treatment with
the conventional learning method.

Discussion

This study aimed at measuring students’ ability in solving collaborative prob-
lems for three aspects of the CPS in mathematics. In addition, this study was also
to find out the presence of an increase in students’ problem-solving abilities by
collaborating with other students in mathematical subjects both before and af-
ter being given the collaborative problem-solving learning model as the treat-
ment (Griffin, 2017; von Davier & Halpin, 2013). Before being given treatment,
students were given a pretest to determine their initial abilities in three aspects
of the CPS, namely (1) building and maintaining shared understanding, (2) taking
appropriate actions to solve problems, and (3) building and maintaining a team
organization (OECD, 2013).

After being given the treatment, students were given a posttest to deter-
mine the increase in their ability in those three aspects of the CPS. The results
of the normality test and homogeneity test on the data concerning students’
scores on the mathematical representation ability before being given the treat-
ment showed that the population was normally distributed and homogeneous.
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Furthermore, from the results of the T-test at the significance level (a) of 0.05
on the scores of students’ mathematical representation ability before being
given the treatment, it was found that there was no difference in the initial stu-
dents’ ability for three aspects of the CPS. This means that, before being given
the treatment, students had equivalent abilities for three aspects of the CPS.

After being given the treatment, the average score of students’ abilities for
the three aspects of the CPS obtained from the collaborative problem-solving
learning method was higher than that from the conventional learning method
(Luckin et al., 2017; Nokes-Malach et al., 2015).

The average score of students’ abilities for three aspects of the CPS after
being given the treatment using the collaborative problem-solving learning
method was 11.567. The scores of students’ abilities for three aspects of the CPS
were 11.628 for Aspect 1 (building and maintaining shared understanding),
10.219 for Aspect 2 (taking appropriate actions to solve problems), and 12.854
for Aspect 3 (building and maintaining a team organization).

After students were given the treatment, their abilities for three aspects of
the CPS increased. This increase was higher after giving the collaborative problem-
-solving learning method than the conventional method (Hesse et al., 2015). In
other words, the collaborative problem-solving learning method can increase
students’ CPS abilities.

Conclusions

The study results indicated that the ability of students who got the collabo-
rative problem-solving learning method was better than that of those who got
a conventional learning method. In conclusion, this study proves that the collab-
orative problem-solving learning method can improve students” mathematical
representation abilities.

The results of this study also showed that, from the three aspects of the CPS,
students’ CPS ability in the aspects of building and maintaining a team organiza-
tion had the highest score, namely 12.854. Meanwhile, the lowest score was
in the aspect of taking appropriate actions to solve problems, namely 10.219.
The aspect of building and maintaining mutual understanding had a score of
11.628, which was categorized as a fairly good ability, meaning that students
had a sufficient ability in solving problems collaboratively based on the treat-
ment given to measure students’ CPS abilities through assigning tasks on the
mathematics subject.
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Jak dobrze uczniowie opanowujg umiejetnos¢ wspodlnego
rozwigzywania problemoéw w zadaniach matematycznych
(przypadek Indonezji)

Streszczenie

Celem artykutu jest ocena umiejetnosci wspdlnego rozwigzywania problemoéw ucznidw
gimnazjow z przedmiotu matematyka z zastosowaniem metody dydaktycznej wspdlnego
rozwigzywania problemoéw. Umiejetnos¢ ta jest jedng z wazniejszych w odniesieniu do wymagan
indonezyjskiego programu nauczania przedmiotu z 2013 roku. Jest ona traktowana jako kluczowa
umiejetnos¢ w obliczu wymogow globalnej konkurencyjnosci.

Umiejetnos¢ wspdlnego rozwigzywania problemow jest jednym z gtéwnych wyzwan XXI wieku —
na pierwszym miejscu stawia wiedze, musi ona jednak harmonizowa¢ z nabytymi dyspozycjami
spotecznymi, ktdre zapewnia sukces w grupie roboczej. Badanie przeprowadzono w SMP NEGERI
2 Telaga, gimnazjum panstwowym w prowincji Gorontalo w Indonezji w roku szkolnym
2020/2021.

W badaniu zastosowano podejscie ilosciowe z wykorzystaniem testéw. Wyniki pokazaty, ze
umiejetnosci uczniow byty umiarkowane w zakresie wspdlnego rozwigzywania problemodw,
a mianowicie: budowanie i zarzadzanie relacjami wzajemnosci i zrozumienia osiggneto wartos¢
11 682, podejmowanie dziatan lub strategii w celu rozwigzywania problemdéw byto na poziomie
10 219, a budowania zespotu i zarzadzania nimi na poziomie 12 864 odpowiedzi.

Stowa kluczowe: ocena, wspdtpraca, rozwigzywanie problemdéw, matematyka, uczen.
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in Developing Critical Thinking Skills
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Abstract

This study examined the contribution of instructional strategies in developing critical thinking
skillsin non-formal secondary education in Tanzania. The study was carried out in Kinondoni Mu-
nicipal council in Tanzania. Qualitative approach with phenomenology design was employed in
this study. The study sample comprised 36 learners and 8 teachers that make total of 44 partici-
pants. The study used purposeful sampling to all participants. Methods used to collect data in this
study were interviews, focused group discussions and observations. This study employed thematic
analysis to analyze the data. The study findings indicated that there was limited use of instruc-
tional strategies had showed to have little contribution of developing critical thinking skills among
learners. These strategies include lecture, questions and answers, oral presentation, group discus-
sion and problem-solving that had low contribution in developing critical thinking among learners
in non-formal secondary education. The study further revealed that most of the people who were
teaching were not qualified to be teachers; this lead also to very low contribution of developing
critical thinking among learners. The study recommends that teachers should use adequate inter-
active instructional strategies that may have great contributions in developing critical thinking
among learners such as questions and answers strategy, group discussion, oral presentation, prob-
lem solving, research activities, field work, exposing learners to libraries, provisional of triggering
questions, puzzling questions and promoting self-independent learning.

Keywords: critical thinking, instructional strategies, non-formal secondary education.
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Introduction

Critical thinking is one of the higher order thinking skills that are highly
needed in the 21°* century (Baker, 2015; Barnett & Francis, 2012; Gini-Newman
& Case, 2018; Gray, 2016; Saputri et al., 2019; Susilawati et al., 2020). A learner
with critical thinking skills is always reasonable and rational (Baker, 2015;
Facione, 2015; Kong, 2015).Critical thinking involves different attributes such as
problem-solving, analysis, rational reasoning, evaluation, investigations, and ju-
dicious decision, interpretation, inference, explanation, interpretation, self-
-regulation (Facione, 2015; Ghazivakili et al., 2014). Literature (Chalkiadaki,
2018; Joynes, Rossignoli, & Amonoo-Kuofi, 2019) suggests that critical thinking is
an important aspect because it facilitates learners to become effective and effi-
cient in the labour market economy. For this reason, enhancing teachers’ abilities
to inculcate critical thinking skills in their learners is an inevitable endeavor.

Evidence indicates that critical thinking can be promoted in diverse ways.
One of the strategies used by many Western countries to enhance critical think-
ing is through highly involving learners in taking their own responsibilities, par-
ticularly during teaching and learning processes (Joynes et al., 2019; Raymond
& Choon, 2017). Some authors (Zhao, Pandian, & Singh, 2016; Ademi, 2012) ar-
gue that teachers may help to develop critical thinking in their learners through
asking questions, cooperative learning, as well as encouraging them to read nov-
els and watching movies. Students from some Asian countries, however, seldom
work collaboratively in class discussion due to their cultural influence (Raymond
& Choon, 2017).

Critical thinking is also well featured in the Tanzanian secondary education
curriculum (Giacommazzi, Fontana, & Truijillo, 2022). Developing self-confidence,
curiosity, and an inquiring mind are also important among learners in non-
-formal secondary education as they enhance their abilities to effective exploit
and utilize the available scarce (Tanzania Institute of Education, 2013). Funda-
mentally, non-formal secondary education in Tanzania aims to provide out-
-of-school with alternative or second-chance avenues of learning, as well as the
option of mainstreaming back into general school system (Kanukisya, 2012; Shi-
rima, 2020). The targeted group for this category of education are youths and
adults who missed opportunity to join the formal secondary education systems
due to poverty, early pregnancy, long distance from home to school, and or-
phanage (Mushi, 2010). This implies that non-formal secondary education in
Tanzania serves all people regardless of their cultural background, ages, sex,
marital status, disability and socio-economic status.

The role of critical thinking in shaping intellectual abilities of learners in
various formal schooling is widely investigated (Ekici et al., 2017; Facione,
2015; Ghazivakili et al., 2014; Gurkaymaket et al., 2008; Joynes, Rossignoli,
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& Amonoo-Kuofi, 2019; Juprijal & Simamora, 2017; Murawski, 2014; Nold,
2017; Oczan, 2020). Limited attention is, however, placed on understanding
instructional strategies in developing critical thinking skills in non-formal sec-
ondary education. Therefore, this study was intended to address this
knowledge gap. The study further is expected to add knowledge on both criti-
cal thinking literature and theory.

Methods

This study employed a qualitative approach and phenomenology design was
adopted. The approach and its design produce detailed description of partici-
pants’ feelings, opinions, and experiences (Rahman, 2017; Creswell & Poth,
2018). The study was carried out in four non-formal secondary education cen-
tres in Kinondoni Municipal Council (MC) in Dar es Salaam Region, Tanzania be-
cause of high enrolment rates of students as compared to other regions. Stu-
dents and teachers were purposively sampled from lowly and highly performing
schools. According to Etikan, Musa and Alkassim (2015), purposive sampling is
a deliberate choice of participants due to the qualities they possess. In this light,
teachers were chosen due to the fact that they are implementers of the non-
-formal secondary education curriculum through utilization of instructional
strategies during teaching and learning process. From each centre, two teachers
were purposive sampled by virtue of their profession of teaching mathematics
and history subjects. The researchers used expert sampling strategy to get
teachers because of their knowledge, experience, expertise and position in
teaching mathematics and history subject in non-formal secondary schools.
Teachers from other subject areas of specialization were not involved because
only two subjects that are mathematics and history were chosen for investigat-
ing the phenomena. These two subjects were chosen because elements of criti-
cal thinking skills are mostly found in mathematics and history subjects and
learners are applying critical thinking in their day-to-day life. Specifically, the de-
tails of the sample size were as follows: Given that 36 non-formal secondary
school learners were the main beneficiaries of the non-formal secondary edu-
cation program, they were purposively chosen. Learners were purposeful cho-
sen due to the fact that they are experiencing the practice of instructional strat-
egies used by their teachers. Maximum variation sampling strategy were used
to obtain the non-formal secondary school learners who study both history and
mathematics subjects. Maximum variation is a purposive sampling technique in
which the researcher selects informants who provide a cross diverse range of
cases relevant to a particular topic of study (Etikan et al., 2016). The learners
performing high, middle, and low studying both Mathematics and History sub-
jects in stage two were chosen.
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Data Collection

This study involved in-depth interviews because it is a valuable way of gain-
ing a description of activities and events that took place in the past, or those
which you cannot gain through observation method (Maxwell, 2005). Both
teachers and their learners were interviewed whereby each individual inter-
view took 45 minutes for every research participant to elaborate how the in-
structional strategies used by teachers develop critical thinking among learn-
ers. All eight teachers participated in this study were interviewed. In addition,
two learners from each centre that made eight in total were interviewed. Two
learners from each centre were interviewed that make total of eight. The study
also used observation method where by participant observation type was used
to collect data. The observation method was used due to the fact that this
method provides a direct and powerful way of learning about people and the
context in which this occur (Maxwell, 2005). The classroom observation took
40 minutes for every non-formal secondary education centre visited. Focused
group discussion was also used as a method to collect data. Seven learners
from each centre that make total of 28 participated in focused group discus-
sion. The FGD created a good opportunity to collect data from the group of
learners with diverse background who provide different ideas, opinions and
feelings towards the phenomena.. The study had four focused group discus-
sion in which each group had seven learners. Each focused group discussion
took one hour.

Pseudonym were used for all teachers participated in this study and were
named T1, T2, T3..T8. This is because teachers are experienced in teaching
these two subjects and also were purposive sampled by virtue of their profes-
sion of teaching History and Mathematics subjects. The four non-formal sec-
ondary school education centers chosen for this study were named NFSEC1,
NFSEC2, NFSEC3 and NFSEC4. From each non-formal secondary education cen-
tre 9 learners were chosen to participate in this study and were named LR1,
LR2, LR3...LR36.

Data Analysis

The analysis of this study was based on qualitative analysis whereby the-
matic analysis was employed. In this study Creswell, (2014) steps were followed
include ding organizing and preparing the data for analysis, reading all the data,
developing categories or topics for analysis, using the coding process, advancing
themes and interpreting the data.
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Analysis of the Results

This part presents the results basing on the objective this study. Methods
through which these data were obtained were in-depth interview, observation
and focused group discussion. Thematic analysis was used to analyze the data.
Six key themes were emerged from participants namely that are lecture strat-
egy, questions and answers strategy, group discussion strategy, oral presenta-
tion strategy, problem solving strategy and teachers’ qualification.

Lecture Strategy

The study found out that lecture strategy was predominantly used by all
teachers during teaching and learning process. Teachers and learners in the in-
terview and focused group discussion revealed that lecture is the main method
that is mostly used by all teachers during instructions. This was reflected from
the responses of all participants in this study. During the interview and FGD with
learners, they revealed that their teachers mostly they use lecture strategy dur-
ing teaching and learning. For example, one learner in the interview from
NFSEC3 had this to say:

Though to a large extent our teacher uses lecture in teaching to teach us but sometimes
he uses questions and answers, group discussion as well as oral presentations (LR34).

Likewise, teachers in the interview declared that they mostly use lecture
method. The study findings established that lecture strategy had no contribution
in developing critical thinking among learners. Teachers in the interview re-
vealed that lecture strategy was mostly used by teachers to deliver the course
content but not to develop critical thinking among learners. In addition, the
study sought to find out the reasons for teachers preferring using lecture strat-
egy than other instructional strategies. Teachers said that they mostly use lec-
ture method due to the fact that they were running with shortage of time and
their classes had large number of learners. For example, one interviewed
teacher from NFSEC4 remarked:

Lecture is the main strategy | use to teach my learners followed by question and answer
shortly. | prefer using lecture method due to large class size | have that is 163 learners.
It is very difficult for me to use the interactive methods mostly such as group discussion
for a congested class like this. That is the reason | prefer lecture (T6).

This was further confirmed through observation method where all tea-
chers observed to use lecture method mostly than other instructional strate-
gies. It was observed that lecture method was the main strategy all teachers
preferred used in the four visited centres. It was observed that teachers were
standing in front of the classroom and lecturing learners. Learners were just
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listening what their teachers were teaching and taking notes. For example T5
in NFCE3 when entered the class she started writing the title of the topic and
sub-topic, later she wrote some hints or points only to the whole board. After
finishing writing, she started giving a lecture by connecting the previous lesson
to the current lesson while learners listening and taking the notes what was
being said by this teacher.

The study findings imply that teachers in non-formal secondary educa-
tion centres visited mostly used lecture method. Since lecture method is non-
-interactive strategy whereby learners are passive during instruction and a teacher
observed to be the source of knowledge, it is difficult to develop critical thinking
skillamong learners. This is because when a teacher is lecturing there is no room
for learners to participate and collaborate during teaching and learning. This
make learners be passive, dormant and not active in learn that is a barrier for
developing critical thinking among them.

Questions and Answers Strategy

The result of this study established that teachers were using questions and
answers strategy during instruction. The study revealed that questions and an-
swers had some contribution in developing critical thinking among learners. The
study sought to explore the how questions and answers strategy enabled learn-
ers think critically on academic and general life issues. The findings established
that questions and answers strategy have enabled most of the learners to think
more on academic matters rather than life issues. For example, in the FGD with
learners, learners said that teachers use questions and answers method enabled
them mostly enabled me to think too much on academic issues rather than on
life matters especially when they answer questions in the examinations. Con-
trary to these findings, few learners in the interview declared that questions and
answers strategy has enabled them to think critically on both academic issues
and life issues. For example, one learner fromNFSEC4 states:

When a teacher asks questions in the class, | have to think first. This helps me to think
even outside classroom when | encounter difficulties in my life (LR 27).

On top of that, in the interview with teachers, teachers said that they also
use questions and answer method during instruction. Teachers revealed that
qguestions and answers method enabled learners think critically on academic
matters rather than on life issues. Additionally, teachers revealed that they use
guestions and answers strategy to make their learners memorize the concepts
and finally be able to perform different classroom activities assigned and do
school examinations and mock and national examinations for example, one in-
terviewed teacher in NFSEC 4 elaborated:
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If we do not use questions and answers method in teaching students, they might end up
getting zero scores in their final national examinations. This is because our main goal is
our learners are to pass their final examinations so that our learners can get good credit
while others get good certificates (T2).

Furthermore, it was also confirmed through classroom observation where it
was revealed that teachers were also using questions and answers method dur-
ing teaching and learning. For example, a Mathematics teacher (T8) in NFSEC2
was asking learners questions by asking them to repeat what he had said espe-
cially when saying something important. Similarly, T3 in NFSEC4 when was
teaching History subject was asking learners the oral questions and demand
learners to answer the questions in a chorus form. For example, this teacher
asked this question: ‘When the Second World War did occur?’ Learners replied
in a chorus form ‘1945’. In addition, T5 in NFSEC2 asked one question in the topic
of Africa in International Affairs and sub-topic of African Regional co-operation
as follows: ‘Mention any four regional cooperation entities’. Students answered
this question individually and the answers mentioned by students are ‘East Af-
rica Community, COMESA, SADC and ECOWAS'.

These findings imply that teachers were using questions and answers strat-
egy for the examinations purposes not developing critical thinking among learn-
ers. This shows that teachers were relying on cognitive domain of Bloom’s tax-
onomy rather than affective and psychomotor domains.

Group Discussion Strategy

The study findings established that teachers were using group discussion
strategy during instruction. The study also established that group discussion
method had large contribution in developing critical thinking among learners in
all spheres of life. This was evidenced from the interview and FGD with learners
that group discussion strategy mostly enabled learners to thinking critically on
both academic issues and life matters. For example, one learner in the FGD from
NFSEC2 states:

A group discussion is the best strategy which enabled me to think critically on life issues
rather than on academic matters compared to other strategies such as lecture and ques-
tions and answers (LR 12).

On top of that, teachers in the interview revealed that they use group dis-
cussion rarely. It was also revealed in the interview with teachers that group
discussion method had enabled learners to think critically on both academic and
life issues in general. It is only one teacher who said that group discussion ena-
bled learners to think critically much on academic matters rather than on life
issues. For example, one interviewed teacher from NFSEC1 portrayed:
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| think group discussion somehow has enabled my learners to think critically on both
academic matters and life issues in general. This is because group discussion can enable
learners to keep long memory when learning though it consumes too much time in prac-
tising it (T3).

This is evidenced from classroom observation that teachers were using
group discussion method occasionally. It was found that most of the group dis-
cussions were being conducted after class hours whereby learners were discuss-
ing questions mostly from past papers of mock examinations, national examina-
tions and few questions given by teachers to discuss. It was further observed
that teachers were not visiting the groups to provide assistance.

The findings imply that group discussion is a good method that enabled
learners have critical thinking though it was used rarely by all teachers in the
visited centres. This is because it was evidenced when all participants declared
that group discussion method enabled learners think critically on both on aca-
demic issues and life matters.

Oral Presentation Strategy

The study findings established that teachers were using oral presentation
during teaching and learning. It was further established that oral presentation
strategy had some contribution in developing critical thinking among learners
and confidence. Learners in the interview and FGD revealed that oral presenta-
tion somehow has developed critical thinking among them as well as on how to
present the given question. For example, in the FGD with learners, one learner
from NFSEC1 explained:

Oral presentation strategy has helped me to be confident when | am presenting. This
method also has added a value to me on how to think critically before I talk in front of
the class (LR8).

On top of that through interview with teachers they said that they seldom
use oral presentation method. In the interview, teachers declared that oral
presentation method has some contribution in developing critical thinking
among learners. This was evidenced from one teacher in the NFSEC1 heard:

| think oral presentation may be a good method that enable learners to think critically
and gives learners’ way of solving problems they encounter every day (T3).

On top of that, it was confirmed through observation method that few teach-
ers were using oral presentation strategy. It was observed that teachers provided
a question to discuss in groups and later on learners went in front of the class and
present the answer of the question given. It was further observed teachers were
asking some questions a group that was presenting and some members of the
group answered the questions basing on what they have presented.
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The study findings revealed that oral presentation method had some con-
tribution in developing critical thinking among learners rather than prepare
learners develop the confidence. This entails that teachers were using oral
presentations to prepare learners gain confidence, self-expression and master
course content.

Problem Solving Strategy

The study established that teachers who teach Mathematics subject were us-
ing problem solving strategy. It was revealed in the interview and FGD with learn-
ers and teachers who teach Mathematics subject that problem solving strategy
had great contribution in developing critical thinking among learners than other
strategies. For example, one interviewed teacher form NFSEC3 states:

Mathematics is a problem in nature... Any teacher who teaches this subject cannot avoid
using problem solving strategy. This is because we use mathematics in our daily life such
as measuring water, cooking oil, sugar, salt, rice and all types of food and other materials
This force me to teach learners on how to solve problem, in which critical thinking may
be developing (T4).

Again, one interviewed learner from NFSEC2 proclaimed that:

Problem solving strategy is a good method because when a teacher a question to
solve, for sure | have to stretch my brain. | start writing the question and then | write
a formula. Basing on the formula | solve a question step after step until | reach conclu-
sion or answer (LR10).

On top of that, through classroom observation, it was observed that pro-
blem solving method was used by teachers who teach Mathematics subject
while teachers teaching History subject were not using this method.

These findings imply that problem-solving strategy features all elements of
developing critical thinking. This is because learners think critically on how to
solve a problem stage by stage until the answer or solution is obtained. How-
ever, problem-solving strategy was done occasionally by mathematics teachers,
learners somehow were equipped critical thinking.

Teachers’ Qualifications

The study found that most of people who were teaching in the non-formal
secondary education visited were hat having qualification to be teachers. This
was revealed in the interview with teachers when the study sought to find out
the teachers’ education background and their experience of teaching. Through
interview with teachers it was revealed that three teachers out of eight were
qualified to be teachers. These teachers had a Bachelor of education in arts and
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science. One teacher had 12 experiences in teaching, another teacher had
6 years in teaching and one teacher had 3 years in teaching. The five unqualified
teachers four of them were the Form Six leavers (Advanced secondary level of
education). For example, two of them in their advanced level studied the com-
bination of History, Geography and Kiswahili (HGL). Two teachers studied the
combination of Physics, Chemistry and Mathematics (PCM) and one teacher had
a Bachelor of Public Administration (BPA).

These findings entails that most of teachers in the non-formal secondary edu-
cation centres were not qualified to teach basing the fact that they did not pass
any teachers training college or university provide courses for teachers. The impli-
cation of these findings might be that the heads of non-formal secondary educa-
tion centres are not basing on the teachers qualification. The lack of teaching qual-
ification may lead teachers fail to develop the critical thinking among learners.

Discussion of the Findings

The study findings revealed that teachers who teach Mathematics subject
used problem solving method rarely while teachers who teach History subject
did not use this method. The study further revealed that problem solving was
a good strategy for developing critical thinking among learners though it was
done rarely. The findings are in alignment with an experimental study by
Mardiana et al. (2018) in Indonesia who found that there are differences of crit-
ical thinking and science process skills among learners who learn to use problem
solving method with learners who learn by using conventional learning method
in experiment class. Similarly, in a quasi-experimental study by Budhi and Su-
warni (2019) indicated that there is an influence of learning problem-based
learning model on the ability of critical thinking on science. This entails that
problem-solving method is a good strategy for developing critical thinking skills
among learners though in the non-formal secondary education centres visited
was limited used in Mathematics classes while in History was not. This limitation
might cause the low contributions of development of critical thinking among
learners in non-formal secondary education centres visited. In addition, in the
study by Peppen et al. (2021) found that learners learned to avoid biased rea-
soning and learners reasoning task performance were improved from pretest to
immediate posttest. Contrary, the study by Juprijal and Simamora (2017) in In-
donesia, found that the learning devices based on Realistic Mathematics Educa-
tion (RME) increased students’ critical thinking. Tanzania differ with Indonesia
in technological and economic advancement in which the RME device in Tanza-
nia is not yet being used during teaching and learning to develop the critical
thinking among learners.
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The study findings established that all teachers were using questions and
answers strategy during instructions. The study found that questions and an-
swers strategy had some contribution in developing critical thinking skills among
learners. The findings concur with what have been found by Santoso, Yuanita,
and Erman (2018) in Indonesia that the level of questions plays an important
role in critical thinking skills in the question levels of predictive, analysis, evalu-
ation and inference. According to Santoso et al. questioning means thinking and
thinking is manifested in the form of questions in which a series of questions
usually encourage learners to think critically. However, not every questions pro-
mote the critical thinking among learners but it depend on the way the ques-
tions are structured and having dispositions of critical thinking such as the ques-
tions demanding learners to have high reasoning capacity, analytical, good de-
cision, comprehend, create and innovate and solve problems, infer and reach to
the conclusion. The findings further are in agreement with a qualitative study by
Rashid and Qaisar (2016) in Pakistan who found that questioning is a productive
teaching approach in promoting critical thinking among students. Contrary,
Yuliawati, Mahmud, and Muliati (2016) in their qualitative study on the
teacher’s questioning techniques and to analyze the roles of teacher’s question-
ing on student’s critical thinking, they found that the role of teachers question-
ing only in the lower order thinking of the students which could not facilitate the
student’s critical thinking but it can lead the students to think critically. Ques-
tioning technique is one of the elements of five step model that suggested by
Yusuf and Adeoye (2012) that can develop critical thinking among learners.

The study findings indicated that teachers who teach History subject were
using oral presentation strategy while those teaches Mathematics were not. The
study further indicated that oral presentation strategy had some contribution in
developing critical thinking skills among learners though it was done occasion-
ally. The study findings are in consistent with that of quantitative study by Ratha-
krishnan et al. (2020) in Malaysia found that oral presentation method allows
students to process new information and think critically and confident in con-
veying their oral speaking. In addition, the study findings concur with what have
been found from a mixed research by Robillos (2022) in Thailand that oral
presentation method has significance relationship in enhancing critical thinking
disposition. Despite the fact that there is an economic and technological ad-
vancement gap between Malaysia, Thailand and Tanzania, the findings had
some similarities though the disparities were few such as focus, methodology
and sample. Literature shows that oral presentation method allows learners to
encourage different skills including critical thinking skills (Zamira & Khurziya,
2020). The oral presentation may also enable learners in their future career
simply because this method apart from developing critical thinking skills it de-
velops also communication skills, self-expression skills and confidence.
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The study findings revealed that all teachers were using group discussion
strategy during teaching and learning though seldom it was used. The findings
also revealed that group discussion strategy contributed learners’ critical think-
ing in both academic matters and life issues. These findings has some similarities
with a qualitative study by Asrita & Nurhilza (2018) in Finland who found that
the ability of students to think critically was developed after getting experiences
in learning by using group discussion method. Similarly, the current study find-
ings concur with quasi- experimental study that of Maryani, Wahyudin and
Sopiansah (2018) in Indonesia in their quasi- experimental study found that the
whole group discussion has an emphasis in the development of critical thinking
among learners. This imply that the whole or not whole group discussion so long
this method is interactive in nature it has much in contributing in developing
critical thinking skills among learners. This is also support what Helterbran
(2007) asserts that group discussion is a good method that can be designed to
promote critical thinking among learners. Likewise, the findings are in agree-
ment with that of Ying (2020) who found that a discussion based business ped-
agogy fastened students how to think on one’s own two feet. Similarly, the study
by Jones (2014) found that the relationship between discussion group effective-
ness and critical thinking application are mediated by course interest and en-
gagement. In addition, the current study findings are in agreement with the find-
ings obtained in Iran in a participatory action research by (Hajhosseini, Zandir,
Shabanan, & Madani, 2016) Hajhosseini et al. (2016) who found that the com-
ponents of critical thinking dispositions and social interaction were mostly un-
veiled during group discussion.

The study findings established that all teachers predominantly used lecture
strategy during teaching and learning. Data from all participants revealed that
lecture strategy did not contribute critical thinking among learners. The current
study findings mirror what have been found in Malaysia in an experimental
study by Masek and Yamin (2012) who determined the effect of problem-based
learning on students’ critical thinking ability. In their study, they found that stu-
dents’ critical thinking ability in the problem based learning group had not been
significantly different from their counterparts in the conventional approach
group. Similarly, the current study findings connect with what have been said by
Maphosa and Ndebele (2014) that lecture method has serious limitations in
teaching students to be critical thinkers. Again, literature shows that the main
problem lecturers usually face in the classroom is the students be passive in in-
teractive activities and lack of asking questions that lead to lack of critical think-
ing (Santoso et al., 2018). Basing on these studies and the current study findings,
it is undoubted that lecture strategy have no ability to develop the critical think-
ing skill and other today needed skills in the 21 century due to the fact that
lecture is non-interactive method.
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The findings revealed that most of people who were teaching in non-formal
secondary education centres were not qualified to be teachers. The findings
contradicts with the Education and Training Policy [ETP] (2014) Tanzania that
does not recognize people who did not pass a recognized college or university
offering teachers training or courses. To develop learners’ different essential
skills including critical thinking, teachers’ ability to utilize instructional strategies
is a vital issue. For example, in Tanzania, teacher education is recognized and
emphasized as an essential determinant of quality education. There are two
teacher education programs in Tanzania, that are initial teacher education (pre-
-service education) and continuing professional development (in-service
teacher education) (Namamba, 2017; Nzima., 2016; URT, 1995). Teachers col-
leges provide non-degree programs (certificates and diploma) while universities
provide non-degree (Diploma), degree (Bachelor) and postgraduate diploma, and
Masters in teacher education (URT, 1995). For example, diploma in secondary
teacher education takes two years to offer professional courses, academic and
teaching methods courses, and field experience (Nzima., 2016). From the peda-
gogical point of view, student teachers are prepared to acquire the competencies
of guiding learners to be able to create, innovate and construct new knowledge
through different learner-centered teaching methods (MoEVT, 2007; TIE, 2011).

Conclusion and Implications

In view of the findings emanated from this study, critical thinking skills are
highly needed among learners in non-formal secondary education to enable them
in employment, business, entrepreneurship, leadership and different issues needs
judicious decision in this era of 21 century. In order for learners in non-formal
secondary school learners develop the critical thinking skills and respond to the
rapid global change of 21 century, teachers needs to use adequate interactive
instructional such as questions and answers, group discussion, problem-solving,
debate, oral presentation, peer tutoring, role-play, jig-saw, research, fieldwork,
independent learning and expose learners to library. By so doing, learners may
be in a better position of having critical thinking skills that may enable them
having different abilities such of high reasoning capacity, making good decision,
analyzing the wanted information from multiple source of information, create
and innovate new things. In addition, policy makers needs to provide on-job
training, workshops and seminars to teachers in non-formal secondary educa-
tion so as to equip them knowledge on how to develop critical thinking skills
among learners and various use of interactive instructional strategies needed
during teaching and learning. Policy makers further needs to make sure that all
people who teacher in non-formal secondary education centers have teaching
qualification. If this done, may prevent several challenges which pose a danger
of un employability, poor decision making, poor analytical of different source of
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information, failure of solving problems, incompetent in working place, lack of
confidence, lack of creativity and innovation among learners and graduates in
non-formal secondary education in Tanzania. Last but not least, further re-
searchers may conduct another study with similar knowledge by using mixed
research with different location, sample, and scope.
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Strategie instruktazowe w rozwoju myslenia krytycznego
w szkolnictwie $rednim nieformalnym w Tanzanii

Streszczenie

W niniejszym opracowaniu zbadano wktad strategii instruktazowych w rozwdj umiejetnosci
krytycznego myslenia w nieformalnym szkolnictwie Srednim w Tanzanii. Badanie zostato przepro-
wadzone w Kinondoni Municipal Council w Tanzanii. W badaniu zastosowano podejscie jako-
Sciowe z projektem fenomenologicznym. Préba badawcza sktadata sie z 36 ucznidw i 8 nauczycieli,
co daje w sumie 44 uczestnikdw. Wykorzystano celowy dobér proby do wszystkich uczestnikow.
Metody uzyte do zebrania danych w tym badaniu to wywiady, zogniskowane dyskusje grupowe
i obserwacje. W badaniu zastosowano takze analize tematyczng do analizy danych. Wyniki bada-
nia wskazujg na ograniczone wykorzystanie strategii nauczania, ktore okazaty sie mie¢ niewielki
wkfad w rozwéj umiejetnosci krytycznego myslenia wsréd ucznidw. Strategie te obejmujg wyktad,
pytania i odpowiedzi, prezentacje ustng, dyskusje grupowg i rozwigzywanie problemow, ktére
miaty niski wktad w rozwdj krytycznego myslenia wsréd uczniow w nieformalnym szkolnictwie
Srednim. Badanie wykazato rowniez, ze wiekszos¢ oséb uczacych nie ma kwalifikacji nauczyciel-
skich, co prowadzi do bardzo niskiego wktadu w rozwdj krytycznego myslenia wsréd uczniéw. Ba-
dacze zalecajg, aby nauczyciele stosowali odpowiednie interaktywne strategie instruktazowe,
ktore mogag mie¢ duzy wktad w rozwéj krytycznego myslenia wsréd uczniow, takie jak: strategia
pytan i odpowiedzi, dyskusja grupowa, prezentacja ustna, rozwigzywanie problemdw, dziatania
badawcze, praca w terenie, wystawianie ucznidw na dziatanie bibliotek, prowizoryczne pytania
wyzwalajace, zagadkowe pytania i promowanie samodzielnego uczenia sie.

Stowa kluczowe: myslenie krytyczne, strategie instruktazowe, ksztatcenie srednie nieformalne.
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The Contribution of Classroom Assessment
Techniques in Developing Problem-Solving Skills
in Non-Formal Secondary Education in Tanzania

Abstract

This study aimed to explore the contribution of assessment techniques in developing problem-
solving skills among learners in non-formal secondary education in Tanzania. Qualitative approach
with phenomenology design was employed in this study. 32 learners and 8 teachers that made
40 participated in this study. The interviews, focused group discussion and observation were
methods used to collect data. Purposive sampling was employed to all participants in this study.
The study findings revealed that the assessment techniques used by teachers had little contribu-
tion in developing problem-solving skills among learners. The study findings revealed that teach-
ers aimed at enabling their learners achieve high marks in their examinations and not focusing on
developing problem-solving skills. Another study finding showed that assessment techniques used
by teachers were mostly based on cognitive domain rather than on psychomotor and affective
domains. The study recommends that teachers should use the assessment techniques with the
aim of enabling their learners attaining good grades as well as attainment of problem-solving skills
to enable them solve challenges they face in their day-to-day life.
Keywords: Problem solving, assessment and non-formal secondary education.

Introduction

Problem solving is the vital skills people ought to have in the era of global
rapid change of 21% century. This draws from the fact that problem-solving skills
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enable people get solutions to difficult situations they pass through because
these skills demand adequate knowledge, competence and cognitive techniques
that lead to solving a problem (Mahanal, Zubaidah, Setiawan, Maghfiroh,
& Muhaimin, 2022; Yurtseven, Baysal, & Ocak, 2021). There is also a strong re-
lationship between problem solving skills and the achievement of sustainable
development goals (SDG’s) for 2030 as a result of this; teachers have to nurture
problem solving ability among learners. According to Chu, (2014) one of the ul-
timate goal of teachers in the 21% century should be to prepare learners for
a deep understanding of knowledge as well as competence such as problem-
-solving to enable them to cope with global challenges Chu, (2014). Other stud-
ies show that teachers have to promote the higher order thinking skills among
learners (Kapur, 2020; Jamari, Mohamed, Abdullah, Zaid, & Aris, 2017; Maha-
nal et al., 2022).The traits of problem solvers include good decision making,
seeking an opportunity through problems and normally appreciate others
(Yurtseven et al., 2021).

In order to develop problem solving skills teachers have to guide their learn-
ers to follow appropriate steps. For example, Kapur, (2020) provides five steps
of problem-solving that are: what is the problem, what are the causes of prob-
lem, what are the possible alternative to this problem, which alternative should
be applied and evaluation of the problem solving. Similarly, Mahanal et al.,
(2022) gave out seven problem solving process that are: defining the problem,
assessing it, collecting relevant data, developing different solutions, evaluating
alternative solutions, selecting the best answer and generalizing the results.
Moreover, teachers are supposed to use different assessment techniques such
as performance-based assessment and avoid techniques that require recalling
knowledge which are most frequently used by teachers (Doganay & Bal, 2010).
Therefore, it is worth to investigate on how assessment techniques contribute
in developing the problem- solving skills among learners in non-formal second-
ary education in Tanzania.

Why Problem-Solving Skills?

Problem solving skills are very useful skills that help people solve problems
face them in their day-to-day life. Problem-solving skills helps people to provide
solutions to their individual and life problems (Kapur, 2020). Studies show that
problems are an integral part of people’s lives (Kapur, 2020) Sungur & Bal, 2016;
Yurtseven et al., 2021). According to Kapur, (2020) problems do face people in
different places in their life such as family, personal, profession and business. In
addition, problem-solving skills are recognised to be the skills that are very im-
portant for learners and other people to succeed in the 215 century and in the
digital economy place (Kivunja, 2015). In addition, problem solving skills helps
people to become competent and able to manage the modern challenges of the
21 century (Jamari et al., 2017). Problem-solving skills further, enable people
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to communicate effectively and use of the knowledge in a certain context (Kim
& Tan, 2013). Therefore, basing on the importance of problem-solving skills,
there is a great need for youth and adult learners in the non-formal secondary
education to be equipped with problem-solving skills to enable them solve the
challenges face them in their day-to day life since education they get is for their
immediate use.

Study Objectives

This study is guided by two objectives as indicated below as follows:

— Explore the kind of assessment techniques used by teachers in non-formal
secondary education.

— Examine how the assessment techniques used by teachers develop prob-
lem-solving skills among learners.

Conceptual Framework

Assessment techniques

Assessment is a crucial part of any teaching and learning activities (Tosun-
cuoglu, 2018). Studies show that through assessment teachers can grade their
students, give feedback and structure the teaching strategies required (Dixson
& Worrell, 2017; Tosuncuoglu, 2018). Assessment has a key role in teaching and
learning process (Kelley, Fowlin, Tawfik, & Anderson, 2019). According to
Poehner (2007) sees assessment as the process of gathering data to measure
the strengths and weaknesses of students’ learning including knowledge, skills,
attitude, and beliefs of the learner. There are three types of assessment tech-
niques that are formative assessment, diagnostic assessment and summative
assessment. Formative assessment is the ongoing process assessment for learn-
ing that teachers use every day during teaching and learning process and under-
standing to identify learning needs and adjust teaching appropriately (Wiesne-
rova, 2012).Summative assessment is used to measure what students have
learnt at the end of unit, to promote students to ensure that they have met re-
quired standards on the way to earning certification for school completion or to
inter certain occupation (OECD, 2008). Diagnostic assessment is done at the be-
ginning of the topic or a course to assess the knowledge, interests, lived experi-
ences, strengths and weakness of a learner (Sanga, 2016).

According to Sanga, examples of diagnostic assessment tools are aptitude
tests, fitness examinations, questioning, interviews, self-assessment, observa-
tion and discussing board responses. Assessment has different functions in the
teaching and learning process including informative, corrective, motivational,
developmental, regulative, formative, prognostic and differential (Tosuncuoglu,
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2018; Wiesnerova, 2012). Basing on the importance of assessment in any edu-
cation activities particularly in teaching and learning process, problem-solving
skills are also crucial component learners needs to be equipped through assess-
ment techniques to enable them solve daily challenges and respond the ever-
changing world of the 21° century.

Global Context of Problem-Solving Skills

As it is stated earlier that problem solving is the vital skills needed to be at-
tained by the students and people in the 21 century, these skills are also highly
needed in the high-developed countries. In European context for example, liter-
ature shows that there is a radical process of a structural change in many work-
ing places that need people to have problem-solving skills to meet demand of
high mass production as well as flexible production techniques (Hamalainen,
Cinannato, Malin, & De Wever, 2014). In addition, Goos, (2013) asserts that one
of the most important skills in the working place in the most European countries
is problem solving. Though problem solving skills enables people solve their
problems but these skills increase production, bring good performance, make
conflict resolution, build teamwork spirit, make people respect each other and
bring peace. The 2012 PISA report shows that in Australia, Italy, Brazil, England
(United Kingdom), Korea, Japan, Macao-China and Serbia students performed
significantly better in problem solving than other students participated in the
study (OECD, 2014). The study by OECD, (2014)also shows that students in vo-
cational programmes in Shangai-China, Turkey, the United Arab Emirates and
Malaysia have significant better performance in problem solving than those
study mathematics, reading and science. Similarly, students enrolled in general
study in German and Hungary have strong performance in problem solving
(OECD, 2014).

Tanzanian Context of Problem-solving Skills

The problem-solving skills are crucial element in non-formal secondary edu-
cation particularly in Tanzania so as to enable non-formal secondary school
learners solve problems face them in their day-to-day life. In order to prepare
her youths for effective and efficient competing within 21 century, Tanzania
secondary education curriculum has been designed to inculcate all today
needed skills including problem-solving to enable learners respond to the rapid
global change of science and technology. Analysis in the lower secondary school
curriculum which covers both formal and non-formal secondary education TIE,
(2013) is given in this section through comparative analysis. The objectives of
this curriculum contain a number of elements including an element problem-
-solving. Similarly, the Tanzanian curriculum after being analyzed was observed
that to contain an element of developing problem-solving skills to non-formal
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secondary school learners through promoting the acquisition and appropriate
use of literacy, social scientific, vocational, technological, professional and other
forms of knowledge, skills and understanding for the development and improve-
ment of the condition of man and society (TIE, 2013). In particular, the curricu-
lum inculcates a sense and ability for self-study, self-confidence and self-
-advancement in new frontiers of science and technology, academic and occu-
pational knowledge and skills thereby building non-formal secondary school
learners with an ability to have aspects of five minds for the future (TIE, 2013).
For example, Mathematics subject features problem-solving skills, English and
Kiswahili subjects feature analysis, synthesis, comprehension and composition
which all-together leads to problem solving skills.

The Context of Non-formal Secondary Education in Tanzania

The Non-Formal Secondary Education (NFSE) program in Tanzania is pro-
vided for people who missed the opportunities to join ordinary level of second-
ary education and those who lacked credit to go for further studies (Kanukisya,
2012; Mushi, 2012; Shirima, 2020). According to Kanukisya, (2014) most of
learners in non-formal secondary education are coming from middle-income
families. Again, Lauglo (2001) asserts that non-formal secondary school learners
tend to come from the poor families. The non-formal secondary education is
conducted for two years while formal secondary education is taking four years
(Mushi, 2012). According to the Tanzania Institute of Education, (2020), non-
-formal secondary education in Tanzania has two stages. Stage | is commonly
called Qualifying Test (QT) in which Form One and Two levels are studying in the
first year, followed by QT. Stage Il, in which Form Three and Four levels are stud-
ying in the second year followed by Form Four National Examinations. Since the
syllabi of non-formal secondary education is two years, thus, learners in non-
-formal secondary education needs to be equipped with problem-solving skills.
This is because most of learners in non-formal secondary education are youth
and adults who have multiple social responsibilities in which problem-solving
skills may be a solution to the challenges facing them in their endeavours.

Nevertheless, assessment is seen as a procedure or techniques used to ob-
tain the information on students’ progress on learning, it may contribute in de-
veloping learners’ problem-solving skills that may enable them solve challenges
they face in their day-to-day life. Different studies have been carried out on as-
sessment towards learners achieving in their learning. For example, Kimaro
(2019) in Tanzania investigated the influence of self-efficacy and competence on
continuous and comprehensive evaluation practices among primary school
teachers. Sanga (2016) explored the teachers’ educators’ practices in assess-
ment and their implications for student learning in Tanzania. Again, Byabato and
Kisamo (2014) investigated the implementation of school based continuous as-
sessment (CA) in Tanzania Ordinary secondary schools and its implications on
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the quality of education. These studies did not pay attention on the contribution
of assessment techniques in developing problem-solving skills among learners
in non-formal secondary education in Tanzania. Therefore, this study wants to
fill the identified gap.

Methods and Sample selection

Given the nature of the objectives of this study, qualitative approach was em-
ployed. Creswell, (2014) argues that qualitative approach is used to explore for and
understand the meaning individuals or groups ascribe to social or human problem. As
such, this study deployed qualitative approach because the study required thick de-
scription of the phenomena. The study tried to find out data in a natural setting that
was non-formal secondary education centres context. In addition, since teachers and
learners in non-formal secondary education are the ones experienced the curriculum
implementation specifically assessment techniques, phenomenology design was wor-
thy to be used in this study. In phenomenology design, the researcher has normally
some of the connection, experience in the situation (Williams, 2007).

Furthermore, non-probability sampling was used as a technique to get sam-
ple whereby the purposive sampling was employed. Ray, (2007) assert that that
purposeful sampling technique usually identifying and selecting individuals or
group that are especially knowledgeable or experienced with a phenomenon of
interest. In this study, learners and teachers in non-formal secondary education
context deemed to have rich understanding of the issues of interest had to be
purposively sampled. This study included 32 learners and 8 teachers that makes
total of 40 participants. However, the researchers reached this number (40) of
the sample size because of saturation of data collected were reached.

The Location of the Study

This study was carried out in four non-formal secondary education schools
in Kinondoni Municipal Council (MC) in Dar es Salaam Region. Study shows that
many educational institutions doing adult education programs are located in ur-
ban or cities (Mushi, 2012). Therefore, Dar es Salaam Region specifically Kinon-
doni Municipal Council was chosen due to the following reasons: Firstly, most of
the non-formal secondary education learners are found in Kinondoni MC in Dar
es Salaam Region (Ministry of Education, Science and Technology [MOoEST],
2019). Secondly, in the past couple of years, the non-formal secondary educa-
tion learners in Kinondoni MC have been comparably performing well in the
Form Four National Examinations (National Examination Council of Tanzania
[NECTA], 2018). There is no evidence that there is relationship between learners
who perform well and the attainment of the problem-solving skills. However,
the researchers assumed that there is retrospective relationship between a stu-
dent with a good performance may likely to have problem solving skills.
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Data collection methods

Data in this study was collected through interviews, observation and Fo-
cused Group Discussion (FGD). In-depth interview was used so as to get inner
feelings of participants towards phenomenon. Literature shows that an inter-
view is a valuable method of gaining a description of activities and events that
took place in the past, or those which you cannot gain through observation
method (Maxwell, 2005). Both teachers and learners were interviewed in which
each interview took 30 minutes for every participant in the school contexts. The
observation method also was used in this study. Observation method was used
because it suffices what other methods such as interview and group discussion
may bring it seem to give the researchers an opportunity to look at what is taking
place in the real natural setting (M.D. Gall, J.P. Gall, & Borg, 2007). The classroom
observation was used to gather data on the assessment techniques used by
teachers in relation with development of problem-solving among learners. Each
classroom observation took 40 minutes as scheduled per lesson. Focused group
discussion also was used to some learners. Justification for using focused group
discussion is that this method enables the researcher to obtained rich data in
a short time and getting the in-depth information and very interesting data from
large group of people with different ideas, opinions and feelings towards the
phenomena as Mishra, (2016) states. This study had 4 focused group discussions
in which 24 learners were involved in the FGD. Each group had 8 learners from
each non-formal secondary education centre. Each focused group discussion
took one hour in the non-formal secondary education centres settings.

Data analysis procedures

In the course of this study, analysis of qualitative information was subjected
to thematic analysis technique. The analysis was done basing on the six steps
given by Creswell (2014) as follows. The first step is organizing and preparing the
data for analysis. In This step the recorded notes of in-depth interviews and fo-
cused group discussion were transcribed from Kiswahili language to English lan-
guage. In connection to this, the notes from classroom observation were sorted
and arranged in a good manner. The second step is reading all the data. All data
from in-depth interview, observation and focus group discussion were read sev-
eral times until the researchers got the sound meaning or message. The third
stage is coding all the data. The researchers started coding immediately after
the first in-depth interview. The researcher took a piece of raw data and analyse
them and be presented as a memo. Every memo was labelled with a concept
which reflects interpretation of what was being said by interviewee by using dif-
ferent colours that differentiated from one interviewer to another such as yel-
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low, green, pink and blue. Information from focused group discussion was la-
belled by using numbers such as participant 1, participant 2, and participant
3 respectively. The fourth step is using coding process to generate themes. In
this step, information and descriptions from participants about instructional
strategies towards developing critical thinking among learners were used to
make categories or theme. The descriptions from participants resulted into six
themes. The fifth step is advancing theme. The observational descriptions and
qguotations from participants during in-depth interviews and focused group dis-
cussion were used to expand the themes. The sixth step is interpreting the data.
The data were interpreted depending on the lesson learnt by the researchers
from the data presented. Every theme was interpreted by giving the meaning
from the data presented.

Ethical Considerations

This study was very sensitive to the ethical issues since it dealt with youths
and adult learners and their teachers in non-formal secondary education context.
Literature shows that studies involve collecting data from participants, research-
ers should consider to protect research participants from possible harm and how
to secure privacy and confidentiality and make a plan on how to do this (Gall et
al., 2007). Basing on this argument, researchers highlighted and took into consid-
erations three main issues as follows: First, people with authority were recognized
by seeking permission to carry out the research in the municipal council where
this study were carried out. Second, the consented participants were provided
with the informed consent forms and being asked to have the right of data dis-
semination from the interviewees, observations and focused group discussion.
The third issue was confidentiality where pseudonyms was used the interviewees
and all members in the focused group discussion in this the study. For example,
teachers were labelled Teach 1, Teach 2, Teach 3... Teach 8. Consequently, learn-
ers in this study were labelled Learn 1, Learn 2, Learn 3... Learn 32.

Study Findings

Formative Assessment

The study found that teachers used formative assessment in assessing learners.
During interview with teachers and learners as well as FGD with learners it was re-
vealed that the kind of formative assessment given to learners were quiz, weekly
test, monthly tests, mid-term test and terminal examinations and pre-mock exami-
nation. For example, one of the learners during FGD from centre 4 states:
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Our teacher usually gives us oral questions, quizzes and homework. Again, our teacher
gives us the weekly tests and mid-term test. (Lean 32).

Similarly, during interview, one of the teachers from centre 2 mentioned the
kind of assessment techniques she used and reasons of using them as she heard:

| do like giving several home works, assignments, weekly tests and quizzes. This is be-
cause through doing this my learners become competent and enhancing them for the
coming examination such as terminal examination (Teach 7).

During classroom observation, it was observed that teachers used formative
assessment in assessing learners. It was observed that six teachers in center 1,
3 and 4 occasionally provided assignments, quizzes and home works to learners
while teachers in center 2 regularly provided formative assessment to their
learners. Teachers in centre 2 gave questions to learners after finishing the les-
son every day without minding if the topic has finished or not. For example,
a history teacher provided quiz to learners as one of the questions as follows,
“Examine for the rise of state in pre-colonial African societies”. Again, a mathe-
matics teacher form centre 1 provided assignment to learners which poses the
disposition of problem-solving skills. One of the questions in an assignment this
teacher gave students is this below:

Jane was given 30 shillings to buy guavas and avocados. One guava cost 2 shillings
while one avocado cost 3 shillings. If the number of guavas bought is at least twice the
number of avocados, show graphically the feasible region representing the number of
ranges and mangoes she bought, assuming that no fraction of oranges and mangoes
are sold at the market.

The findings indicated that teachers were using formative assessment with
intention of preparing learners for summative assessment. Nevertheless,
teachers used formative examination with a purpose of preparing learners for
the future examinations; some of thequestions in the formative assessment
portrayed the dispositions of developing problem-solving skills among learn-
ers nevertheless.

Summative assessment

The study established that teachers used summative assessment as was the
practice scheduled in the school calendar for measuring students’ progress at
the end of the semester, terminal and per annum. This was revealed to all par-
ticipants during FGD and interview that teachers used summative assessment
techniques such as terminal examinations, annual examinations and mock ex-
amination. During FGD and interview learners unveiled that some of their fellow
learners did the examination provided by the Institute of Adult Education (IAE)
while others did not. The study sought to find out why some learners did not do
examination provided by the IAE. In working on this matter, one interviewed
learner from centre 3 explained:
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In order to be registered to do examination of IAE we must pay thirty thousand Tanza-
nian shillings (30,000/=). Some of our fellow students who fail to pay such amount are
not allowed to do this kind of examination (Learn 11).

On top of that, the study sought to know the reasons why teachers were
using summative assessment to assess their learners the way they did. During
interview, teachers mentioned five reasons. These reasons include one, to know
if learners; two, to prepare learners for the final examinations; three, to check
the effectiveness of their teaching methods; four, to make learners study hard;
and five understood what teachers taught, to help teachers to know learners’
ability in learning and discovering the strengths and weakness of the learners.

These findings show that teachers were using summative assessment as for
the purpose of evaluating learners learning progress as well as teaching process.
As it was revealed in the interview when teachers were mentioning the reasons
for using summative assessment it was observed that no one teacher mentioned
the reason of developing problem-solving skills and other important skills
needed to be achieved by learners to cope with technological change of science
and technology of 21° century.

Oral and Written Feedback

The findings revealed that teachers provided both oral and written feedback
occasionally. The study sought to find out if teachers were giving feedback to
the learners during teaching and after both formative and summative assess-
ment. During FGD and interview, learners said that their teachers gave them
both oral and written feedback seldom. Learners in the FGD also said that their
teachers gave them feedback rarely outside the classroom. For example, one
learner during FGD from center 3 heard:

We normally find our teacher at our own time in the office to ask him to mark our work
and giving us feedback in the office (Learn 26).

Another interviewed learner from center 4 disclosed that her teacher sel-
dom provided feedback as she elaborated:

However, our teachers give us both oral and written feedback, she gives us occasionally
such as after doing examinations. She come in the class and make correction for the
difficult questions we failed (Learn 18).

During classroom observation, it was also observed that teachers seldom
provided both oral and written feedback during and after teaching and learning.
It was observed that oral feedback given to learners who were asking questions
after the lesson in all centres. For example, a teacher in center 2 was marking
the assignment, quizzes and homework on the exercise books but oral feedback
was given to the class if there was a question that seemed to be difficult to the
majority of learners.
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The findings show that teachers gave both oral and written feedback occa-
sionally. This imply that the problem-solving skills were less developed among
learners. This is because through giving feedback is where teachers provide scaf-
folding to learners. Teachers paid little attention on feedback and aimed ena-
bling learners understand well the questions that they missed up and leaving
behind the goal of developing the problem-solving skills among learners.

The Intended objectives of Assessment

The study findings revealed that the intended objective of assessment was
to enable learners pass their examinations and make improvement. This was
revealed to all teachers during interview when they asked how they achieve
their intended objectives towards assessment. For example, one of the teachers
during interview from centre 2 narrated:

| achieve my intended objective through assessment. This is because results show me
where | have done mistake, also assessment help me to know how many learners have
passed and failed my test or examinations. Hence, | know the extent to which my objec-
tive is achieved and from their | know what to do for improvement (Teach 5).

Another teacher during interview supported by saying that the intended ob-
jective of her assessment was good performance of her learners as she stated:

My main goal is good performance of my learners in my subjects. Thus, through tests
and series examinations determine the achievement of my intended objectives (Teach1).

These findings clearly have indicated that the intended objective of teachers
was good performance of their learners not developing problem-solving skills
and other important skills that can enable learners to cope with life changes and
challenges. This is because during interview no one teacher dared to mention
the intended objective of developing problem-solving skills and other today
needed skills that may support learners in their day-to-day life and in their en-
deavours of 21 century.

Discussion of the study findings

The study findings have indicated that teachers used formative assessment
with intention of preparing learners for summative assessment and improving
their learning. The findings are in support with the argument given by Johan-
nesen, (2013) that formative assessment is a major source for improvement of
students’ learning. Similarly, Bhagat and Spector, (2017) assert that formative
assessment is aiming at helping learners succeed in their learning. The present
study findings are also aligning with such of Saeed, Tahir, and Latif, (2018) in
Pakistan who found that teachers believed that formative assessment could play
more pivotal role in promoting students learning. Other findings by Saeed et al.
revealed that teachers were using different assessment techniques without
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knowing its purpose. The present study findings are out of step with a quasi-
-experimental study by Parno, Wahyuni, and Ali, (2021) in Indonesia revealed
that problem-based learning STEM formative assessment is suggested to be
used in the field to increase problem-solving skills among learners.

On top of that, the study findings revealed that teachers used summative
assessment aiming at evaluating their learners at the end of the course, semester,
term and annum. These findings are contrary to the recommendations given in
a descriptive study by Olela, Allida, and Role, (2021) in Kenya that when teachers
assess students should focus on students’ acquisition attitude, valued and skills
needed for todays’ needs. This means that problem-solving skills is among of to-
days required skills in the 21 century needs to be developed even through sum-
mative assessment techniques. This is similar with what Ukobizaba, Nizeyimana,
and Mukuba, (2021)observed that the application of summative assessment strat-
egies like problem-based and cooperative learning is bound to strengthen stu-
dents’ mathematical problem solving. Contrary, Harlen and Crick, (2002) assert
that summative assessment has impact on students’ motivation on test anxiety
low achievement and teachers and curriculum. Again, Glazer, (2014) note that the
major function of summative assessment is to make sure that formative assess-
ment is done accordingly. This entails that the development of problem-solving
skills among learners is not one among of the functions of summative assessment.

Furthermore, the study findings established that teachers provided both
oral and written feedback occasionally and it was used for improving students
learning. These findings are in line with the argument given by Glazer, (2014)
that one among of the targets of feedback is to enhance learning and motivate
students to study. Similarly, Hattie and Timperley, (2007) assert that feedback is
one among influencing factor on students’ learning and achievement as well as
is used as instructional purposes. This imply that feedback may develop the
problem-solving skills among learners depending on how teachers targeted it.
The present study findings also go against with a quasi-experimental study by
Caceres, Nussbaum, Gonzalez., and Gardulski., (2019) who established that
feedback contributes more in allowing learners solve problems with much effi-
ciently. This entails that feedback is a good factor in contributing the develop-
ment of problem — solving skills among learners. Similarly, Fyfe, De Caro, and
Rittle-Johnson, (2015) suggest that there is a need to consider the cognitive re-
quirements of different types of feedback because the problem solving skills can
be optimized by considering learners’ characteristics and learning environment.
In addition, a study by Medina, Conway, Davis-Maxwell and Webb (2013) re-
vealed that provisional of both oral and written feedback among pharmacy stu-
dents improved their problem-solving skills. The present study findings are out
of step with that of Chevalier et al., (2022) who carried out a quasi-experimental
study in Switzerland and found that the delay feedback has positive effect on
computational thinking development in educational robotic.
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Besides, the study findings revealed that the teachers’ intended objective of
assessment was to enable their learners do good in their examinations at the
end of the course. The development of problem-solving skills among learners
was not one among of teachers intended objectives. These findings has some
similarities with the three main objectives of assessment given by Struyven, Do-
chy, and Janssens, (2013) that are plan the teaching methods, to know the de-
gree and results after test or examination and to provide feedback for improve-
ment. In addition, the study findings are in alignment with such of Amin Umar,
Dauda, and Kolomi Mutah, (2016) in Sudan who observed that observed that
one of the objectives of assessment is to raise students’ level of academic per-
formance and increases their motivation for learning. The study findings also are
in apparent with the argument given by Sewagegn (2020) that the learning ob-
jective and assessment are linked and do play an important role in the students’
learning success. Similarly, the study findings are in agreement with a qualitative
study by Sanga, (2016) in Tanzania who established that the purpose of assess-
ment is for improvement such as achievement obtained in criterion-referenced
assessment and norm referenced assessment. These findings contradict with
the assertion given by OECD, (2008) that the objective of assessment specifically
formative assessment is to meet the goal of promoting lifelong learning and
builds learners’ skills of learning to learn.

Conclusion and Recommendations

Based on the study findings, the researcher concluded that teachers in non-
-formal secondary education assessed learners focusing on improving learners’
learning and good performance in their examinations. The assessment tech-
niques were not structured to improve both learners learning and attainment of
problem-solving skills. This was done perhaps teachers in non-formal secondary
education were not aware about that the assessment techniques may be struc-
tured in developing problem-solving skills among learners apart from improving
learners’ performance. In addition, the kind of assessment techniques used by
teachers based much on cognitive domain rather than affective and psychomo-
tor domains. Conclusively, the assessment techniques used by teachers had low
contribution in developing problem-solving skills among learners in the non-
-formal secondary education visited.

Basing on the results of this study, the policy makers, curriculum developers,
school quality assurers and teachers should intervene the situation of which as-
sessment techniques should be for not only improving learners and grading but
also developing problem-solving skills among learners. Curriculum developers
should design the syllabus that show the assessment techniques that cut across
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all types of domains of Bloom (cognitive, affective and psychomotor). In addi-
tion, school quality assurers should inspect and give technical advice for teach-
ers’ non-formal secondary education on how to make the assessment tech-
niques that may contribute in developing problem-solving skills among learners.
Teachers in the non-formal secondary education should make sure that they use
three types of assessment that are formative assessment, diagnostic assessment
and summative assessment with the intention of developing problem-solving
skills among learners apart from improving students learning and academic per-
formance. Teachers also need to frequent immediate feedback both oral and
written in order to equip learners’ problem-solving skills that may support them
in solving the challenges face them in their daily life and respond to the ever-
changing globe.
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Wkiad klasowych technik oceny
W rozwoj umiejetnosci rozwigzywania probleméw
w nieformalnym szkolnictwie srednim w Tanzanii

Streszczenie

Celem podjetych dziatan byto zbadanie wktadu technik oceny w rozwéj umiejetnosci rozwigzy-
wania problemoéw wsrdd ucznidéw w nieformalnym szkolnictwie srednim w Tanzanii. W badaniu
zastosowano podejscie jakosciowe z fenomenologig. W badaniu wzieto udziat 32 ucznidéw
i 8 nauczycieli, co stanowito 40 osdb. Wywiady, zogniskowana dyskusja grupowa i obserwacja byty
metodami uzytymi do zebrania danych. Dobor celowy zostat zastosowany do wszystkich uczest-
nikdw tego badania. Wyniki badania ujawnity, ze techniki oceny stosowane przez nauczycieli miaty
niewielki wktad w rozwdj umiejetnosci rozwigzywania probleméw wsrdd ucznidw. Nauczyciele
dazyli do umozliwienia swoim uczniom osiggniecia wysokich ocen na egzaminach, a nie skupiali
sie na rozwijaniu umiejetnosci rozwigzywania probleméw. Inne wyniki badania pokazaty, ze tech-
niki oceny stosowane przez nauczycieli byty w wiekszosci oparte na domenie poznawczej, a nie
psychomotorycznej i afektywnej. Badanie zaleca, aby nauczyciele stosowali techniki oceniania
w celu umozliwienia uczniom uzyskania dobrych ocen, jak roéwniez osiggniecia umiejetnosci
rozwigzywania problemoéw, ktére pozwolg im rozwigzywaé wyzwania, z jakimi spotykajg sie
w codziennym Zzyciu.

Stowa kluczowe: rozwigzywanie problemoéw, ocena, nieformalne ksztatcenie srednie.
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Mysl pedagogiczna Moziego i szkoty moistow

Streszczenie

W artykule podjeto prébe rekonstrukcji mysli pedagogicznej Moziego oraz szkoty moistow, wy-
rozniajgcej sie, obok taoizmu i konfucjanizmu, starozytnej szkoty filozoficznej w Chinach. W bada-
niach odwotano sie do dzieta Moziego oraz opracowan autorstwa wspotczesnych znawcéw jego
filozofii. Podstawowe wartosci pedagogiczne czy cnoty wskazywane przez filozofa to mitos¢ uni-
wersalna, bezpieczenstwo (ekonomiczne), pokodj, prostota, skromnos$¢, samoograniczanie (po-
trzeb materialnych), aktywizm spoteczny, wysokie morale przywddcéw i zwierzchnikédw. Podsta-
wowy dylemat koncepcji moistéw sprowadza sie do panstwowego i religijnego sankcjonowania
wymienionych cnét pedagogicznych, co w Swietle wspotczesnych badan pedagogicznych podwaza
wartos¢ koncepcji.

Stowa kluczowe: pedagogika humanistyczna, mitos¢, pokdj, korzys¢, filozofia chinska, mysl| pe-
dagogiczna, autorytaryzm.

Wprowadzenie

Praca ma za zadanie przyblizy¢ mysl pedagogiczng Moziego i jego szkoty fi-
lozoficznej, ma zatem odpowiedzieé na pytanie, jak uksztattowata sie jego aksjo-
logia wychowania; analize przeprowadzono w oparciu o metody badan pedago-
gicznych — hermeneutyczng i poréwnawczg — tak, aby konkluzje byty czytelne dla
wspotczesnego humanisty w Polsce.

W czasach zblizonych do okresu zycia Konfucjusza, w Chinach Epoki Walcza-
cych Krolestw, okresie wojen miedzy sktdconymi siedmioma panstwami chin-
skimi, ale tez epoce znaczgcego rozkwitu szkoét filozoficznych, zyt Mozi (Mo Di,
Mo Tzu, Micjusz, ok. 470 lub 480 r. p.n.e. — ok. 392 r. p.n.e.). W tym okresie
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ztotego wieku filozofii na swiecie zyt réwniez Sokrates. Mozi byt filozofem chin-
skim, ktéry oddziatywat na pozostate starozytne chinskie szkoty filozoficzno-
-religijne, w tym na taoizm, legizm, a zwtaszcza na konfucjanizm, wobec ktérego
byt w opozycji. Szkota moistéw (motistow) nie byta tak popularna jak konfucjanska
i nie przetrwata zbyt dtugo. Juz podczas trwania krétkiej dynastii Qin (221 r. p.n.e. -
206 r. p.n.e.) zostata bardzo mocno ostabiona, a zanikta ostatecznie w trakcie rza-
doéw dynastii Han (206 r. p.n.e. — 220 . n.e.). Poczgwszy od XVII wieku, obserwuje
sie renesans zainteresowania naukami szkoty moistéw, nie tylko w Chinach.

W Zapiskach historyka Sima Qiana (ok. 145 r. p.n.e. — 86 r. p.n.e.), monumen-
talnym dziele historycznym obejmujgcym okoto 2000 lat chiniskiej historii, mozna
odnalez¢ w czesci ,Liezhuan” niewielkie wzmianki o zyciu Moziego, zamieszczone
wsrad biografii innych wybitnych postaci chinskiej kultury. Mozi prébowat w prak-
tyce, w spoteczenstwie chifskim, realizowac gtoszone przez siebie wartosci. Po-
dobnie jak Konfucjusz podréozowat po rozdartych konfliktami Chinach, starajac sie
powstrzymac wzajemng wrogosc i dziatania wojenne. Zgromadzit tez wokof siebie
zwolennikdw, w ten sposdb formowata sie jego szkota, aktywna w Chinach przez
niecate dwiescie lat. Szkofa moistéw byta znana z dopracowania technik sztuki
obronnej i logiki oraz stworzyta tradycje nauczania humanistycznego.

Mozi jako filozof skupiat sie na kwestiach panstwowych, spotecznych i oby-
czajowych, na rozwoju moralnym cztowieka i wartosciach moralnych oraz na wy-
chowaniu (Hundersmarck, 1997, s. 21). Przetrwato do dzi$ dzieto bedace zbio-
rem traktatdw pod nazwg Mozi, czyli Dzieta Mozi. Sktada sie ono z pietnastu
ksiagg (juan) podzielonych na piecdziesiat trzy rozdziaty, cho¢ pierwotnie byto ich
prawdopodobnie siedemdziesiagt jeden. Uwaza sie, ze podstawowe nauki Mo-
ziego zawarte sg w osmiu ksiegach (od drugiej do dziewiatej). Skupiajg sie one
na kilku gtéwnych zagadnieniach (Hundersmarck, 1997, s. 21-22). W tym arty-
kule odwotano sie do przekfadu i opracowania dziefa chinskiego filozofa i jego
nastepcéw dokonanego przez lana Johnstona pt. The Book of Master Mo. Wy-
danie to dzieli materiat na pie¢ czesci oddajgcych rézne tematy zainteresowan
Moziego i moistéw. Pierwsza z nich zawiera eseje na rozmaite tematy i rdzni sie
stylem od czesci drugiej. Ta z kolei zawiera dziesie¢ podstawowych doktryn, kto-
rym pierwotnie prawdopodobnie poswiecono po trzy eseje (jednak nie wszyst-
kie sie zachowaty). tacznie brakuje tu prawdopodobnie siedmiu rozdziatow.
WHtasnie ta czesc jest przypisywana Moziemu. Trzecia czes¢ sktada sie z rozdzia-
téw dialektycznych (s3 to tzw. Logiczne Rozdziaty), dotyczacych zréznicowanych
tematdéw: maksym, nauk przyrodniczych, matematyki, fizyki, optyki, epistemo-
logii, dyskusji, dialektyki, polityki, ekonomii, edukacji (jiaoxue) i etyki (lunli).
Czes¢ czwarta zawiera piec dialogéw w zywy sposdb prezentujacych doktryne
oraz pewne szczegoty z zycia mistrza Mo. Ostatnia, pigta czes¢ poswiecona jest
przede wszystkim zagadnieniom obrony miasta, zwtaszcza konkretnym meto-
dom obrony, ponadto innym jej aspektom o charakterze bardziej ogélnym (Mo
Zi, 2010, s. 29-31).
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Mitos¢ uniwersalna

Szesnastowieczni jezuici w Chinach uwazali Moziego za naturalnego chrze-
Scijanina z uwagi na jego wiare w Boga oraz powszechng mitos¢. Zdaniem filo-
zofa stronniczos¢, czy tez egoizm ludzki, lezy u zrédet kryzysu spotecznego, kon-
fliktow i wojen. ,Narcystyczne zaabsorbowanie samym sobg wywotuje chorobe
stronniczosci niszczgcej spoteczenstwo” (Hundersmarck, 1997, s. 22). Filozof
pragnat zastgpic¢ rozpowszechniony egoizm powszechng czy uniwersalng mito-
$cig. Wskazuje na jej znaczenie zaréwno dziatanie Nieba, jak i medrcow. W Ksie-
dze Mistrza Mo (2010) znajduje sie fragment:

Mitos¢ Nieba do cztowieka jest bardziej wszechogarniajgca niz mito$¢ medrca do czto-
wieka; jej korzys¢ dla cztowieka jest gtebsza niz dobro medrca. Mito$¢ wielkiego czto-
wieka do matego cztowieka jest bardziej wszechogarniajgca niz mitos¢ matego cztowieka
do wielkiego cztowieka; jej korzys¢ dla matego cztowieka jest petniejsza niz dobrodziej-
stwa matego cztowieka dla wielkiego cztowieka (44.1, s. 452).

Mozi stwierdzit, ze pokdj i bezpieczeristwo sg do osiggniecia, gdy inni sg trak-
towani jak my sami, gdy dla wszystkich innych chcemy dobra, nie tylko dla swo-
ich dzieci i rodzicdw, ale dla wszystkich dzieci i rodzicow.

Jest to gteboka mysl pedagogiczna, ktérg mozna odnalezé nie tylko u pier-
wotnych chrzescijan, ale rdwniez u Immanuela Kanta, twdrcy naukowej pedago-
giki humanistycznej. Krélewiecki uczony widziat wychowanie egoistyczne jako
wychowanie do teraZniejszosci, gdy rodzice pragna dla swych dzieci material-
nego powodzenia, a wtadcy instrumentalnie wykorzystujg swych poddanych, by
zaspokoi¢ swe ambicje. Wychowanie do przysztosci, do osiggniecia pokoju na
Swiecie wymaga porzucenia celéw i postaw egoistycznych na rzecz altruistycz-
nych (Kant, 1999, s. 47-49). Podobnie widziat to Lew N. Tofstoj, ktdry gtosit wy-
chowanie religijne oparte na poczuciu dobra, kierowaniu sie mitoscig i podob-
nych wartosciach, ktére realizowane w praktyce pozwolityby na stworzenie hu-
manistycznych warunkdéw zycia spotecznego oraz zapobiegatyby wojnom (By-
bluk, 2007, s. 701-702). Wedtug Theodora W. Adorno jedynym sposobem, ktory
miatby uniemozliwi¢ zbrodnie ludobdjstwa, jest powszechne praktykowanie mi-
tosci. Tylko pedagogika tolerancji i mitosci moze zapobiec rezultatom wychowania
autorytarnego, co Adorno zauwazyt juz w mysli pedagogicznej Kanta (Adorno,
1978, s. 357-358). Mamy tu zatem wyrazng zbiezno$¢ mysli pedagogicznej Mo-
ziego z podstawowymi zatozeniami humanistycznych pedagogik nowozytnych.

Wedtug Moziego, gdy ludzie ulegajg egoizmowi, to ginie mito$¢ (ai) i ginie
dobro¢ (humanitarnosé). W parze z mitoscig idzie korzysc¢ (li), zaréwno dla in-
nych, jak i dla siebie. Za dobro wtadcy lud odpowiada mitoscig, a korzyscig dla
wszystkich bedzie pokdj i harmonia. Powszechna mito$¢ ma réwniez zapewnic
duze plony oraz rozwdj gospodarczy. Wojna tylko pozornie przynosi korzysci,
gdyz miliony ludzi cierpig od postepujgcego niszczenia. Rozumienia dobra i zta
dla moistéw jest oczywiste, dobrymi sg czyny przynoszace korzys$¢ innym, ztymi
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czyny przynoszace im krzywde. Uniwersalna mitosé nie jest czyms idealistycz-
nym, nalezy aktywnie starac sie o bycie pozytecznym dla innych, mitos¢ przynosi
wszystkim najwieksze szczescie (Hundersmarck, 1997, s. 22). Ten aktywizm i uzy-
tecznosc¢ dla innych sg czesciowo zgodne z zatozeniami pedagogiki amerykan-
skiego pragmatyzmu. Mitos$¢ zdaje sie tez przejawiaé na rézne sposoby i mieé
rozne formy. To z kolei jest bliskie rozumieniu mitosci w spotecznej psychologii
humanistycznej Ericha Fromma (1973).

Wychowanie moralne

Podobnie jak przedstawiciele innych starozytnych filozofii chifskich, Mozi
dowodezit, ze czyny starozytnych medrcédw-cesarzy wyznaczajg uniwersalne za-
sady postepowania, jednak powinny one by¢ zgodne z doswiadczeniami zwy-
ktych ludzi. Zatem podstawowa norma moralna uniwersalnej mitosci ma przy-
nies¢ im dostrzegalne korzysci.

Tian, czyli Niebo, utozsamiane przez ttumaczy dziefa filozofa z Bogiem, jest
dla Moziego realnym bytem, Zzrédtem wszechrzeczy, ktére wspaniatomysinie re-
aguje, czynigc dobro tym, ktérzy sie do niego modlg i sktadajg mu ofiary.

Rozumienie Nieba jako pozaludzkiej sity przejawiajacej sie w cyklach przy-
rody oraz rozmaitych przejawach jej potegi, sity potgczonej ze $wiatem ludzi oraz
reagujacej na zachodzgce w nim procesy, byto charakterystyczne dla wierzen
roznych chinskich systeméw filozoficzno-religijnych, réwniez dla taoizmu i kon-
fucjanizmu. tad moralny i sprawiedliwos¢ w spoteczenstwie — dostrzegane przez
Niebo — powodowaty, ze zapewniato ono harmonie, dobrobyt i pomysinos¢ lu-
dziom, a wtadca cieszyt sie jego mandatem. Degeneracja moralna wywotywata
powodzie, trzesienia ziemi, rozmaite plagi i inne nieszczescia, co jednocze$nie
byto wezwaniem do odnowy moralnej wtadz i catego spoteczeristwa. Zatem
Niebo byto najwyzszym gwarantem moralnosci (Kohn, 2012, s. 5). Cztowiek
w swym postepowaniu odwotujgcy sie do mitosci uniwersalnej zyje w zgodzie
z wolg Nieba i jest ostatecznie przez nie wynagradzany, odwrotnie dzieje sie
z ludZzmi egoistycznymi, szkodzgcymi innym i nieprzyjaznymi dla nich. Wedtug
Moziego cztowiek, ktéry jest zgodny z esencjg czy istotg Nieba, zatem kieruje sie
uniwersalng mitoscig, a nie egoistycznym pragnieniem bycia przez nie nagradza-
nym, stanowi ideat wychowania moralnego (Hundersmarck, 1997, s. 22). Samo
wejscie na poziom nieegoistyczny czy pozaosobowy przypomina osiggniecie
szczytu cztowieczeristwa w koncepcji potrzeb, motywacji i wartosci Abrahama
Maslowa. Jest to juz poziom samotranscendencji (Koltko-Rivera, s. 316—-317;
Maslow, 1971, s. 91-94). Nie nalezy jednak na tym etapie analizy hermeneutycz-
nej przyjmowacé, ze Mozi tak rozumiat przekraczajgcy stronniczos$¢ czy tez niee-
goistyczny poziom funkcjonowania cztowieka.
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Jego zdaniem, aby przezwyciezyé pierwotny chaos zycia w brutalnym swiecie
zwierzat i zapewnié sobie zaspokojenie potrzeby bezpieczeristwa osobistego
i grupowego, ludzie uczynili wysitek na rzecz stworzenia spoteczenstwa. Wigzato
sie to z prébg przenikniecia uniwersalnej zasady Swiata oraz kierowaniem sie
wolng wolg w zyciu. Zjednoczenie z podstawowg intencjg Nieba jest mozliwe
przez zaangazowanie sie jednostek w prace na rzecz zbiorowosci. Kazdy w hie-
rarchii spotecznej zajmuje okreslone miejsce — i tu Mozi powiela tradycyjne ro-
zumienie modelu spoteczenstwa w Chinach. W modelu tym Niebo czyni swego
Syna — Cesarza najwyzszg wtadzg na ziemi, a ten sankcjonuje wtadze nizszego
szczebla, i tak dalej, gdyz wszyscy ,,utozsamiajg sie ze swoim przetozonym” (Hun-
dersmarck, 1997, s. 23). Zatem istniejg wyzsze i nizsze warstwy spoteczne w mo-
delu autorytarnym. Mozi zaktada tu idealistyczne funkcjonowanie takiego mo-
delu, w ktérym wtadza na kazdym poziomie ma odbijac¢ sprawiedliwe dziatanie
Nieba, sprawiedliwe stosowanie nagrdd i kar. Ma to zapewnié harmonijne funk-
cjonowanie catemu spoteczenstwu. Mamy tu zatem prébe pogodzenia mitosci
z autorytaryzmem. We wspdfczesnych naukach o polityce, a takze w naukach
socjologicznych, psychologii i pedagogice, autorytaryzm wigze sie podejsciem
antydemokratycznym, relacjami nieréwnosci o réznym stopniu nasilenia, prze-
mocy przez stosowanie sytemu kar i nagrdod. Respekt dla wiadzy, podpieranie sie
autorytetem zewnetrznym, idealizowanie wtasnej grupy, karanie naruszajgcych
przyjete w niej normy spoteczne, silne podporzadkowanie dzieci wychowawcom
we wczesnym okresie wychowania, wyksztatcenie juz u dzieci ulegtosci i podpo-
rzgdkowania — to, wedtug badan Adorno i innych uczonych, czynniki wdrazajgce
system autorytarny w spoteczenstwie.

Mozi uwazat, ze wiadze powinni sprawowac zdolni i godni, a nie krewni in-
nych rzadzacych. Oczywiscie powstaje tu pytanie o najwyzszego wtadce — czy
jest on witasnie taki? Kwestia wychowania odpowiedniego wtadcy byta prioryte-
towa dla innych filozoféw, dla taoistéw i konfucjanistdw. Pierwotna wersja
Ksiegi Drogi i Cnoty, czyli Bambusowy Laozi zdaje sie tego dotyczy¢, jak i wypo-
wiedzi konfucjanisty Meng Ke dotyczgce warunkéw mozliwej detronizacji cesa-
rza. Zachowania niemoralne, a zwtaszcza czyny zbrodnicze wtadzy, w tym cesa-
rza, sg wystarczajgcym powodem do jego obalenia i ukarania.

Cnoty stosowane w zyciu, metody samowychowania

Jakie cnoty proponowat Mozi ludziom do bezposredniego zastosowania
w ich zyciu, do kierowania sie nimi na co dzieA? Oprdcz mitosci uniwersalnej,
przejawianej w pracy na rzecz dobra innych, przede wszystkim nalezy tu jeszcze
wymienic prostote, ktéra idzie w parze ze skromnoscig. Wedtug Moziego pro-
stota hamuje 73dze, ktora napedza konsumpcje. Zbedny przepych nadwyreza
zasoby spoteczenstwa i uniemozliwia zaspokojenie niezbednych potrzeb, dla-
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tego nalezy go wyeliminowac. Zatem nalezy unika¢ np. zdobienia ubran, te po-
winny by¢ przede wszystkim praktyczne w uzyciu, nalezy tez rezygnowac z pozy-
wienia, jesli jest ono atrakcyjne przede wszystkim z uwagi na swdj smak, w do-
borze jedzenia ludzie powinni sie kierowaé jego pozywnoscig. Rdwniez muzyka,
jak i inne dziatania zwigzane z dostarczaniem przyjemnosci i rozrywki, sg niepo-
trzebng stratg czasu. Poprawienie ludzkiej sytuacji zyciowej, zapewnienie bez-
pieczenstwa osobistego i ekonomicznego jest zdecydowanie wazniejsze niz po-
Swiecanie swego czasu i wysitku jakimkolwiek dobrom kultury. Wtasnos¢ pry-
watna moze by¢ tolerowana jedynie wtedy, gdy stuzy wsparciu potrzebujgcych
i ubogich, jedynie wtedy ma tez sens jej zdobywanie i pomnazanie. Réwniez or-
ganizacja wystawnych pogrzebéw i innych uroczystosci przeczy cnotom prostoty
i skromnosci, dlatego ich forma, wielka wystawnos¢ i marnotrawienie sSrodkow
byty krytykowane przez moistow (Hundersmarck, 1997, s. 24).

Tego rodzaju poglady nie przysparzaty uznania Moziemu i moistom, zwtasz-
cza ze strony licznych w spoteczenistwie chifiskim konfucjanistow. Jednak czes¢
ich przekonan byta zgodna z konfucjafiskimi, a zwtaszcza te wskazujace na po-
trzebe doskonalenia sie jednostek w spoteczenstwie, ponadto pojmowanie
Nieba, znaczenie humanitarnosci (ren) i obowigzkéw synowskich wzgledem ro-
dziny. Konfucjusz podkreslat znaczenie ren, z ktérej to cnoty uczynit gtéwng idee
samodoskonalenia. Wartos¢ te ttumaczy sie niekiedy jako spolegliwos¢, w zna-
czeniu cechy zaufania do kogos$ i moznosci polegania na kims, postepowanie
w mysl zasady: czego nie zyczysz sobie, nie zZycz innym, czego zyczysz sobie, zycz
tez innym, co stanowi kamien wegielny filozofii moralnej konfucjanizmu. Ta
zyczliwos¢ dla innych czasami jest wrecz utozsamiana z umiejetnoscig pogtebio-
nej empatii. Konfucjusz zachecat do nieustannej pracy nad sobg przez czynienie
codziennego rachunku sumienia. Z kolei Mencjusz, drugi wielki konfucjanista,
podkreslat znaczenie praktykowania cnét humanitarnosci i prawosci w codzien-
nym zyciu oraz w ogdle upatrywat jego sensu w doskonaleniu i mistrzostwie mo-
ralnym cztowieka (Zielinski, 2015, s. 264—267, 305).

Mozi, nieco mtodszy od Konfucjusza, a starszy od Mencjusza, prawdopodob-
nie uczeszczat do szkoty konfucjanskiej, jednak ostatecznie odrzucit te nauki
i wrecz przeciwstawit sie im (Liu, s. 110). Réznica w pogladach dotyczyta przede
wszystkim sposobow rozwijania sie jednostki w spoteczenstwie i dochodzenia
do doskonatosci. Mozi uznat, ze doktryna Konfucjusza dotyczaca cztowieka, jego
mysl filozoficzno-antropologiczna, ostatecznie ujmuje cztowieka jako istote
bierng i zrezygnowang. Brat tu pod uwage miedzy innymi konfucjanskie wskaza-
nia dotyczace potrzeby wprowadzania dtugotrwatych okresow zatoby, powigza-
nych dodatkowo z przestrzeganiem wstrzemiezliwosci ptciowej, co miato hamo-
wac rozwéj spoteczeristwa. Zarzucat tez konfucjanistom lekcewazenie roli i woli
Nieba, czyli swoisty agnostycyzm filozoficzny, co miato narazi¢ ich i spoteczen-
stwo na gniew Niebios i jego konsekwencje. Podwazat rowniez hierarchie dzie-
dziczng w spoteczenstwie.
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Meng Ke w odpowiedzi na te oskarzenia zarzucit moistom nierozumienie
i nieuwzglednianie wyjgtkowej wiezi, jaka wytwarza sie miedzy jednostka a jej
ojcem, rodzing i wtadca, specyficznego rodzaju lojalnosci i mitosci, czego odrzu-
cenie sprowadza ludzi do poziomu dzikich zwierzat. Ta mito$¢ i lojalnos¢ sg szcze-
gblnie widoczne pomiedzy cztonkami rodziny, zapewniajac jej wyjatkowy status.
Gdyby zasada uniwersalnej mitosci zaczeta powszechnie obowigzywa¢, podwa-
zona zostataby gtéwna idea funkcjonowania spoteczeristwa wedtug konfucjani-
stow, oparta na podstawowym, fundamentalnym miejscu i roli rodziny w spote-
czenstwie (Hundersmarck, 1997, s. 24-25). Widac tutaj wyrazny sprzeciw kon-
fucjanizmu wobec moizmu, ktérego zrédta sg podobne jak w pdzniejszym sprze-
ciwie konfucjanizmu wobec buddyzmu, wskazujgcego na znaczenie zycia klasz-
tornego w samodoskonaleniu sie cztowieka, a zatem zycia pozarodzinnego. Po-
nadto, jesli podwaza sie zasady wychowania rodzinnego oraz przekazywanych
w nim wartosci, miejsce to musi wypetnié jakis inny rodzaj wychowania, np. pan-
stwowego (jak w utopii Platona) lub prowadzonego przez organizacje, ewentu-
alnie wspdlnoty religijne, ktore jednak nie uwzglednig wartosci ksztattowanych
w rodzinie. Wychowanie moistyczne odbywato sie w organizacjach paramilitar-
nych, zatem funkcjonujgcych na wzér skoszarowanych jednostek wojskowych,
o charakterze obronnym, z wyraznie zaznaczong dyscypling, ktérym przewodzili
nauczyciele filozofii i zasad moizmu.

Jak pisat Youlan Feng w swej Krdtkiej historii filozofii chiriskiej:

Dobre, wedtug Mozi, jest realizowanie , wzajemnej wszechogarniajacej mitosci”, zte zas —

realizowanie ,,wzajemnego réznicowania”. Mozi miat nadzieje, ze stosujac sankcje poli-

tyczne wespét z sankcjami religijnymi, sktoni wszystkich ludzi na swiecie do realizowania
swojej zasady wszechogarniajgcej mitosci (Feng, 2011, s. 68).

Moizm cieszyt sie poczgtkowo duzym uznaniem wsréd spoteczenstwa chin-
skiego targanego wojnami i narazonego na ubodstwo, jednak gdy te problemy zo-
staty przezwyciezone i wzrdst dobrobyt spoteczeristwa, postulaty skromnego ma-
terialnie zycia, odwrécenia sie od doébr kultury i Zrédet przyjemnosci stawaty sie
coraz mniej popularne, az filozofia i ruch moistéw poszty w czasowe zapomnienie.
Pdzniej do nauk Moziego nawigzywali zwolennicy chrzescijanistwa na Dalekim
Wschodezie, jak réwniez marksisci, cho¢ przyczyny ich zainteresowania moizmem
byty zdecydowanie rézne (Liu, 2010, s. 130-131; Hundersmarck, 1997, s. 25).

Podsumowanie

Mysl pedagogiczna Moziego z jednej strony opiera sie na ideach mitosci
i niesienia altruistycznej pomocy w spoteczenstwie, dgzenia do zapewnienia po-
koju i bezpieczenstwa, a z drugiej — wskazuje na sposoby wcielania tych idei
w zycie w organizacjach hierarchicznych, wspierajgcych model funkcjonowania
spoteczenstwa i panstwa autorytarnego. Zarzuca sie Moziemu i moistom idea-



76 Pawet ZIELINSKI

lizm, ktdry przejawia sie przede wszystkim w zatozeniu, ze przynajmniej ludzie
posiadajgcy wiadze, np. przywddcy moistycznych wspdlnot czy organizacji, beda
rozwinietymi moralnie nauczycielami. Ten problem dostrzegt réwniez ponad
dwa tysigce lat pdzniej Kant, pragnacy reformy edukacji. Wprowadzenie szkét
o charakterze wolnosciowym i pokojowym wymagato w pierwszej kolejnosci wy-
ksztatcenia nauczycieli bedgcych na wysokim poziomie rozwoju moralnego.
Skad mieliby sie oni wzigé i czy egzaminy panistwowe zagwarantowatyby odpo-
wiedni poziom kompetencji moralnych takich ludzi?

Theodor Adorno jednoznacznie podkreslat, ze realizacja idei mitosci, toleran-
cji i altruizmu nie jest mozliwa w autorytarnych organizacjach i spoteczenstwach.
Wskazuje to na potrzebe zaistnienia spoteczenstwa obywatelskiego, w ktérym
wtadza sprawowana jest demokratycznie, a edukacja ma charakter rowniez ro-
dzinny i bardziej wspdlnotowy. Zaistnienie takich warunkéw nie wydaje sie moz-
liwe bez bolesnego procesu uczenia sie na wiasnych btedach jednostek i catych
spoteczenstw, jednak wizja wychowania do wartosci humanistycznych realizo-
wanych w zyciu spotecznym jest wcigz niezwykle pociggajgca dla pedagogiki.
Jednakze filozofie starozytnych Chin, w tym moizm, nie wypracowaty demokra-
tycznych koncepcji panstwa i edukacji, za wyjatkiem nielicznych przyktadéw
edukacji taoistyczne;j.
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The pedagogical thought of Mozi and the Moist school

Abstract

This paper attempts to reconstruct the pedagogical thought of Mozi and the Moist school, the
preeminent ancient philosophical school in China, along with Daoism and Confucianism. The re-
search refers to the work of Mozi and studies by contemporary experts on his philosophy. The
basic pedagogical values or virtues identified by the philosopher are universal love, security (eco-
nomic), peace, simplicity, modesty, self-restraint (of material needs), social activism, high morale
of leaders and superiors. The fundamental dilemma of the Moist concept comes down to the state
and religious sanctioning of the pedagogical virtues listed, which in the light of contemporary ped-
agogical research undermines the value of the concept.

Keywords: humanistic pedagogy, love, peace, benefit, Chinese philosophy, pedagogical
thought, authoritarism.
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In the Slovak Republic, pupils with intellectual disabilities encounter history
as a learning subject mostly in special primary schools in which they are cur-
rently routinely included, or to a much less extent in mainstream primary
schools in which they come in the circumstances of school inclusion. History as
a separate subject is taught at a special primary school only for pupils with mild
intellectual disabilities in the last three years out of nine, when the pupils have
a physical age of around 12 to 15 years.

Students should learn about the most important historical periods of national
history and their European context. Furthermore, they should understand the need
for peaceful coexistence and the harmfulness of totalitarian ideologies. This has
been negatively revealed in the past in order to eliminate prejudice. Elementary his-
torical ideas are created mainly on the basis of visual perception and interesting
narration of historical events, personalities and monuments, especially regional
ones. Preference is given to the artistic processing of the past and the cognitive-
emotional involvement of students over the memory acquisition of historical facts.
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It is recommended that students should learn to use textbooks and work-
books in an active mode, as well as various reading books, appropriate popular
science literature, historical maps, pictures or movies. There should also be ex-
cursions and museum visits focused on regional history, which with their arti-
facts can also object to the too abstract side of history (Vzdeldvaci, 2022). The
principles of clarity and specificity must be applied consistently for all. The suc-
cess and effectiveness of teaching history in the monitored students is inher-
ently linked to the proper use of adequate aids.

It can be summarized, that the textbook is not the only didactic tool, but it
still remains the key one. That is why we decided to theoretically define its na-
ture on the basis of a constructivist approach to education and empirical re-
search carried out in recent years. We will gradually analyze the position of the
textbook as one of the tools governing the entire educational process, then
move on to describe the functions and requirements for history textbooks, and
finally present an idealized history textbook for students with mild intellectual
disabilities compared to current textbooks used in Slovakia.

The position of the textbook in the educational process

In order for students with a mild degree of intellectual disability to be
an active learner in history lessons, they need to interact with the educational
process through the manipulation of the curriculum. Not only do they achieve
individual educational goals more easily, but when manipulating the curriculum,
their deficits, which result from their health disadvantage, are also compen-
sated. In such a constructivist-oriented approach to learning, each subject is
closely connected with its carrier, a teaching aid. One of the most used tools in
our environment is undoubtedly the textbook.

The conclusions of the research, which was carried out in Slovak primary
schools with a focus on assessing the quality of history textbooks by teachers,
show that students in grades five to nine worked with textbooks very often or
often (ranging from 64.7% to 75.3%). More than half of the teachers then used
the textbooks in preparation for teaching very often and in direct pedagogical
activities also very often, especially in the explanatory part of the lesson and in
the application of the curriculum (Jus¢akova, 2020). Similar research has not yet
been carried out in special primary schools. So far, we can only hypothetically
assume that its results would be comparable.

According to common ideas and definitions, the school textbook defines and
concretizes the scope and content of the curriculum for a particular subject in
a particular year according to the state educational program or its equivalent
(Prtcha, 1998, p. 13). From this point of view, it can be considered as a poten-
tially implemented curriculum, which in the case of its use, the teacher mediates
to the students (Simik, 2017, p. 11).
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At the practical level, the textbook is perceived primarily as an information
source. However, even though it is understood mainly as a didactic text with
possible additional content, it is also given a decisive role in teaching not only
from this student aspect, but also from the point of view of teachers who use it
themselves in their direct pedagogical activities (Turek, 2014, p. 323) It is thus
an information source that also manages and stimulates student learning
(PrGcha, Walterova, Mares 2013, p. 323)

At the same time, some definitions go even further and consider the text-
book to be a means of managing the whole educational process (Kolar et al.,
2012, p. 152). Its understanding is in many ways, intervening in various areas in
which:

a) helps teachers to plan and implement teaching,

b) it serves as an aid and a means for pupils to actively achieve the set educa-
tional goals for individual lessons,

c) last but not least, it plays an important role in home preparation for teaching.

We do not deny that the textbook is intended mainly for students, but it also
directly affects the work of teachers who, according to it, teach. We can even
more and more understand its addressee, as evidenced by the fact that the text-
books include various prefaces, instructions for working with the textbook or
tasks and instructions for them.

Various graphical components are also used to guide the learning process,
such as symbols indicating lessons and tasks, fonts highlighting important data
and phenomena, or the use of a textbook cover to illustrate diagrams. We also
find deeper didactic equipment of textbooks in current history textbooks for pri-
mary schools (Veselei, 2021, pp. 7-16). This means that the textbook more con-
sistently connects the interacting student-curriculum-teacher relationship.
Therefore, the nature of individual publications corresponds to a certain con-
cept of teaching (Kolaf et al., 2012, p. 152).

In this light, a properly compiled textbook appears to be one of the key con-
ditions for the educational process. It contributes significantly to the success and
effectiveness of achieving teaching goals by enabling the processing of inten-
tional learning pressure created by teachers and at the same time organizing
students' learning (Petlak, 2004, pp. 184-185).

This corresponds to the idea of a history textbook, which has an analytical-
synthetic character. It combines an interpretive story about history with a work-
ing part developing abilities and skills to deal with the interpretation of historical
information in a creative way (Gracova, 2013, pp. 163-172).

Last but not least, the concept of a broader understanding of the use of the
textbook resonates in the environment of special pedagogy, where it is also em-
phasized as a means of overall teaching, not only as a common source of infor-
mation. This is evident in those publications in which the learning tasks are
strengthened at the expense of the interpretive text (Valenta, 1992, p. 33).
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In order for a textbook to fulfill such a challenging task, it must be adequately
processed. When creating it, its basic functions and the requirements that are
placed on it must be respected. Due to their condition, many textbooks were
considered unsuitable for a wider purpose in the past (Manak, 1994, p. 81). In
practice, they were created more as a passive textbook and not as an activating
multifunctional tool.

Basic functions of a history textbook

The theory of its basic functions also corresponds to the above-mentioned
view of the textbook. The hierarchy and quantity of textbook functions tend to
be defined differently in the pedagogical literature, and in principle they overlap
in many ways. These are often two main functions, namely the organizational
and didactic function, which is subsequently developed by the informative,
methodological and formative function (Ju¢sakova, 2020, p. 8).

We therefore understand the organizational function as equivalent to the di-
dactic one. It is reflected in the use of the textbook by students and teachers. At-
tention is focused not only on the facts and the importance of important dates,
historical concepts and events, but also on working with them and on their critical
acquisition in the formation of historical consciousness (to take a note of the ma-
nagement page of history textbooks Labischova, Gracova, 2010, pp. 44-46).

Each textbook must therefore be clearly and logically structured. The con-
tents, various registers, headings and subheadings, and then graphic elements
such as marks for individual components or highlighted fonts are used for good
orientation.

Thanks to the organizational function, students easily (at first glance) recog-
nize individual parts of the textbook such as explanatory text, supplementary text,
summaries and repetitions, tasks, instructions, definitions, important things to re-
member, links to other resources, etc. In turn, it allows teachers to lead the lesson
and assign assignments for independent work (Ju¢sakovd, 2020, p. 11). It also fa-
cilitates interpersonal communication related to the textbook e.g. at subject com-
mittee meetings, in trade union communication, or at parent meetings.

The didactic function of the textbook represents the transformation of the
content of education and its presentation. This is the corpus of the historical
curriculum and its processing. This function is further developed by the men-
tioned informative, methodical and formative function.

The information function transfers the knowledge of historical science to the
environment of school education. Interpretations of the past, their plurality,
evaluation and significance for the present, or also lessons learned from histor-
ical events. The information function thus has a culturally and socially condi-
tioned interpretation of the educational content (Benes, 2008a, pp. 31-40) .
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In this context, it should be noted that any selection of what gets into the
textbook from the past is the first step in conditional interpretation. This is fol-
lowed by decisions on the length of the didactic text and its division into explan-
atory, supplementary and expanding text.

Last but not least, we talk about the interpretation of history by including
the image component and written sources in the individual chapters. All of this
determines in what spirit textbook students will potentially learn about a partic-
ular historical phenomenon or event. The methodological function influences
the mastery of the curriculum both in terms of acquisition of pre-defined histor-
ical knowledge and in terms of affective in the form of students' ability to take
the expected attitudes to the past and gain sufficient motivation to study it
(Juscakova, 2020, p. 12).

The methodological function is related to the organizational function and is
closely linked to the requirements for the language level and structural equip-
ment of the textbook. Each textbook, including the history textbook, should lead
students to achieve educational goals through a text that is appropriate to the
age and abilities of the students, has an adequate scope and is written engag-
ingly with an activating approach in a rich set of didactic tasks and exercises.

The formative function is manifested in the content transmitted to students
through textbooks. We divide this function into four sub-functions:

a) legitimizing function — this is about arousing respect for history and building
identity among students, in this history, as the only institutionalized form of
formation and transmission of historical consciousness, has a direct monop-
oly position in society,

b) ethical function — it is connected with the cultivation of pupils' personalities
and the development of values such as family, region, homeland, coexist-
ence, human rights, but also the elimination of prejudices, condemnation of
totalitarian ideologies and regimes and deeds against humanity,

c) aesthetic function — cultivates taste and beautiful experience for students
through traditions and art history,

d) self-educational function — leads students to the idea that history enriches
their own lives and anchors them in society, the better they understand their
own development (Michovsky, 1980, pp. 9-32).

Requirements for the history textbook

Learning and learning from textbooks requires quality publications that pri-
marily meet the content requirements, which are always outlined in the relevant
curriculum, e.g. educational program for students with intellectual disabilities
for primary education. This is regulation on a legal basis. Without a curricular
link, it would only be an additional textbook or popular science publication. The
historical subject matter thus forms the essence of the textbook.
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In this sense, the textbook represents a specific form of expression of the
transformation of historical knowledge into the school environment, following
the set educational goals. These are elaborated in the Slovak educational pro-
gram according to grades seven to nine (Tab. 1).

Table 1
Educational goals of history

Grade Aims

— to create elementary historical ideas of students
— to know the most important periods of our national history with a focus
7-th grade on progress — teach the student to work with the textbook
— teach the student to read a coherent text and try to understand it
— be able to use visual material, “read pictures”, timelines

— understand the causes and consequences of the First and Second World Wars
— be able to use visual material, “read pictures”, timelines
— be able to draw a simple timeline according to a pattern
— be able to work independently with a workbook

8-th grade

— with the help of the teacher to reveal positive
and negative examples in history
— be able to compare the present with the situation in the past
9-th grade — to teach students to understand the values
that previous generations have left us
— be able to orientate reliably on the timeline
— be able to work independently with a workbook.

Source: Educational program for students with intellectual disabilities for primary education.

These textbooks must be highly professional, as they represent a complex
set of different requirements that need to be balanced (Mandk, P. Knecht,
2007). Sensitive and special pedagogical requirements must be sensitively com-
bined with each other, which requires close cooperation of the author's team
with the teaching and subsequently with the publishing and printing team.

General requirements

We distinguish four main areas of requirements that are placed on any qual-
ity textbooks: content, structural, language and technical-editorial requirements
(Kurelova et al., 2001, pp. 122-134).

Content requirements are naturally determined by didactic principles. The
principles of science, the principle of connecting theory with practice, the prin-
ciple of continuity, the principle of proportionality, the principle of illustration,
the principle of feedback and the principle of purposeful activity and regulation
are particularly important.
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The curriculum presented in history textbooks must, of course, be factually
accurate, i.e. scientifically verified, because it is no longer used as such. Histori-
cal events are presented as closed historical facts, in order to shape historical
consciousness. Students should not be "little historians", they should not scien-
tifically reconstruct the past, but they should work analytically-critically with the
didactic synthesis of history and form the required civic attitudes (Kratochvil,
2005, pp. 231-236).

In this sense, it is necessary to see the connection with practice. Through
history, students have to acquire their own historical identity based on a qual-
ity historical memory, whether it is a regional, national or European identity.
To this end, textbooks need to include a sufficient updating aspect to illumi-
nate the past.

The principle of continuity, in other words the principle of proceeding from
the simple to the more complex, from the known to the unknown and from the
concrete to the abstract, must also be reflected in the creation of textbooks. In
particular, the use of chronological aspects (e.g. political developments in a cer-
tain epoch) or thematic aspects (e.g. acquaintance with selected works of art of
the epoch) in individual chapters, resp. larger units of the textbook.

Furthermore, it is necessary to respect the principle of adequacy (lower
grades do not burden with excessive abstraction and complexity), the principle
of clarity (use of period photographs and illustrations, examples from chronicles
and everyday life, etc.) and the principle of feedback, which is most often rep-
resented in the form of various tasks and exercises. in pedagogical diagnostics.

Didactic tasks and exercises are also related to the principle of purposeful
activity and regulation. At present, emphasis is placed on the independent ac-
tivities of students who, with appropriate guidance, are able to work purpose-
fully and regulate their own actions. Teachers should intentionally introduce stu-
dents to educational situations, bringing them the opportunity to manipulate
the curriculum and acquire the required knowledge and skills as much as possi-
ble (Cirbes, 1990; E. Petlak, 2004; I. Turek, 2014; Zormanova, 2014).

Content requirements are linked to structural requirements. These are re-
lated to the didactic equipment of textbooks with specific elements (compo-
nents). Their rich and diverse classification determines their successful use in
educational processes at school and in home preparation for teaching.

The individual components used, as holders of partial functions, together
form the basic function of the textbook, i.e. to be primarily a teaching aid. A total
of 36 components have been identified, which are divided into three groups:

a) curriculum presentation apparatus (e.g. different levels of didactic text,
summaries, notes and explanations, photographs, illustrations, maps, etc.),

b) learning management apparatus (e.g. foreword, textbook manuals, ques-
tions, assignments, instructions, etc.); and

c) orientation apparatus (e.g. content, marginal, registers) (Prlicha, 1998).
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All components skillfully represent a fundamental set of elements for text-
book authors, from which it is desirable to compile the relevant publications.

In historical textbooks, the pictorial component is also understood through
the narrative aspect, because it is included here as a historical source or depict-
ing a statement about historical facts. Then we can structurally divide the text-
books into verbal text and iconic text (Tab. 2). (Benes, 2008b, pp. 5-19)

Table 2
Division of didactic text in history textbooks.

Didactical text

1. Author's explanatory text.
2. Written historical sources, fiction.
3. Accompanying text to the iconic component.
4. Texts governing the acquisition of the curriculum — preface, methodo-
logical note, questions and tasks, basic data, bibliography, dictionaries,
registers.

verbal

1. Documentary iconic texts - photographs and reproductions of works of
art such as paintings, drawings, caricatures, illustrations, posters, recon-
structions.

2. Symbolic iconic texts - maps, graphs, diagrams, diagrams, timelines.
3. Iconic texts of orientation character - pictograms, color underprint,
frames.

iconic

Source: Benes 2008b, pp. 5-19.

Language requirements are related to the overall expression of the language
culture and the complexity of the text with regard to the personality and devel-
opmental stages of the pupils concerned. It is the textbook that brings didacti-
cally processed historical information that significantly helps to achieve the ex-
pected educational goals (Gavora, 1992).

Its processing requires that the information submitted in it does not “drown”.
Therefore, textbook authors must choose the appropriate length and complexity
of sentences, paragraphs, and chapters. Furthermore, it is necessary for them to
take into account the density of the submitted information and the lexical-semantic
difficulty, i.e. the appropriate use of technical, factual and numerical terms.

Even technical-editorial requirements cannot be underestimated. Ade-
quately prepared textbooks are able to better motivate and more effectively
participate in creating a positive attitude towards history. We include graphic
and ergonomic requirements for the font, size, color and style of the font and
for the size and binding of the publication.

The wide range of general requirements reflects the fact that school reality
is a complex interdependence and complementarity between the relevant cur-
riculum, educational goals, textbook, teaching methods and classroom everyday
life (Tufekci¢, 2012, pp. 119-126).
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The importance of complying with the general requirements is confirmed by
one Serbian research, according to which students in history textbooks posi-
tively evaluate the use of graphs and photographs, clear and engaging text, ac-
curately and concretely presented events, graphic design with appropriate text
layout, selection of important national topics and general history contributions.
On the contrary, students negatively evaluated factual information (dates,
names, years, battles), insufficient separation of important things from supple-
mentary, boring text, lack of interesting things and knowledge from the history
of everyday life (Djurovic, 2006, pp. 315-326).

Thus, this research has shown that students can appreciate what makes
sense to them, whether content (national history, important events in general
history, everyday life) or presentation (interesting and clear interpretation,
graphics, illustration). Of course, history must necessarily bring a certain amount
of facts, but these should clearly correspond to "functional literacy", i.e. stu-
dents must see the meaning in the curriculum presented and be able to apply it
in life (Bockova, 2008, pp. 23—-33).

We do not learn about historical events on our own, but in order to be able
to grasp personal, national and European historical identity and take an ade-
guate attitude to the past, or they were able to discuss it. Unfortunately, our
schools often have a focus on the work of the teacher, the content of the curric-
ulum and its isolated interpretation (Blizkovsky et al., 2000).

This corresponds to one Czech research, according to which teachers chose
history textbooks in practice, mostly on the basis of their availability or compli-
ance with the curriculum. They take into account the needs of students to
a much lesser extent. Although the textbook market is not open in Slovakia (of-
ficial textbooks are specified) than in the Czech Republic, it can be assumed that
even in our conditions, teachers focus on the use of history textbooks rather
under the heading of their own needs.!

Special pedagogical requirements

The specifics of the personality and cognitive processes of students with
mild intellectual disabilities significantly and uniquely interfere with the possi-
bilities of creating and effective use of textbooks, while not significantly affect-
ing all the more detailed functions of the textbook (I. Turek, 2014, pp. 324-325).

1 However, it should be added that we are currently undergoing changes that should

lead to the opening of the textbook market. Then it will be possible to monitor the
impact of the creation and quality of textbooks, the choice of teachers among the
options offered and the degree of their inclusion and the way they are used in histo-
rical practice.
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Its transformational, self-educational and fixation-control function is particu-
larly affected (Valenta, 2008, pp. 134-137), which is also reflected in the require-
ments for how the textbook is to be compiled.

The cognitive processes of the monitored students limit the didactic trans-
formation of historical information and knowledge. Their processing requires
a level of concreteness and illustrative images. E.g. Slovak national revival must
be clearly presented through the central personality of Ludovit Stur, i.e. through
his life story; through a clear and vivid description of what he did and what he
sought. The topic cannot be processed from the aspect of socio-political ideas
and movements.

Within the transformational function, the deficits of imagination and concep-
tual thinking of these students, their limited ability to understand abstract concepts
and difficulties in verbal communication must be taken into account. The process of
generalizing and abstracting the essential properties of things and phenomena, in-
cluding the connections between them, does not usually appear in their thinking,
and they also have a reduced vocabulary (Jakabcic, 2017, pp. 40-43).

When processing the curriculum into the textbook, it is not appropriate to
place emphasis on e.g. that Ludovit Stir promoted the expansion of national
education and considered national culture important. The textbook must strictly
adhere to the level of clearly stated examples that Ludovit Stir wanted Slovak
schools to be founded, books to be written in Slovak, etc., while it is not only
an explanatory text, but also a summary.

In mainstream primary schools, due to the psychological development of pu-
pils, it is possible to gradually move to higher, higher categories, but in special
primary schools we move in the level of concreteness all the time. However, the
observed students manage grouping and sorting operations according to speci-
fied criteria and comparison operations based on matches / differences in spec-
ified characters. But even these lower thinking operations need to make the
identified criteria and features more visible. Pupils thus know e.g. to determine
that the selected personality also belonged to the group of Ludovit Stur, because
he wrote a work in Slovak, ran a Sunday school, etc.

Facts and events from history cannot take the form of immediate experi-
ence, so correct verbal and pictorial presentation in class is an alpha and omega.
The use of non-traditional ways of teaching in the form of various didactic
games, audiovisual works or museum visits, which would bring the past closer
to the experiential and experiential form, is very time-consuming and logistically
demanding.

In our case, the self-educational function of the textbook is influenced by
low motivation and inactivity in cognition and perception (Svarcova, 2011,
pp. 48-50). Learning is not attractive and mechanical learning by heart without
understanding prevails. In order for a textbook to be able to motivate learning,
it must be interesting at first glance (Manak, Knecht, 2007, p. 8) .
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In addition, students tend to perceive things in a simplistic, superficial and
detail-to-detail way, so it is important how these students understand the infor-
mation presented (verbal and pictorial) and how they process it or whether they
can find an explicit meaning in it (Valenta et al., 2012, pp. 178-200). Each piece
of information must be specially pedagogically processed and must contain
a clear measure of the thing, i.e. what it presents from the curriculum.

The self-education function is also affected by difficulties in executive func-
tions, which represent the ability to organize and plan learning. These skills are
very poorly developed. The textbook must therefore contain simple and clear
elements to help manage learning, so that students can orient themselves in
what is important, what needs to be remembered, what is to help them under-
stand and repeat things, and so on.

The question of specifics in the fixation-control function is directly related to
the self-educational function. This needs to be strengthened at the expense of
the exposure function. The textbook should contain a variety of different and
appropriate control questions, activating exercises, and learning tasks. Their
number improves the involvement of students in the educational process and
naturally increases the frequency of repetition. This needs to be strengthened
in the monitored students in order to successfully learn the required content.
These are mainly tasks involving memory and simple thought operations
(Valenta, 2008, pp. 134-137).

Among the special educational needs, it should be noted that the considerate
and activating character of the textbook alleviates, corrects and positively devel-
ops other deficits, such as stereotyping of thinking (tendency to repeat learned
practices in thinking and finding solutions), its non-criticality (the procedure is au-
tomatically considered correct and overlooked). inconsistencies (easy distrac-
tions) and difficulties in understanding the context (Mdiller, 2002, pp. 41-44).

All the above-mentioned peculiarities of cognitive processes and personality
traits create relatively strict requirements for history textbooks, if we want to
have a modern means of achieving educational goals in the first place. We can
understand them more broadly than the ability of students:

a) totake aninterestinthe past of one's own person, family, region and home-
land, or given the European dimension,

b) identify with the members of the given companies,

c) tounderstand the behavior of people and the functioning of communities in
the past and today,

d) to know and distinguish basic human values of good, truth, justice, toler-
ance, responsibility, empathy,

e) be able to name the character and attitudes of the most prominent historical
figures,

f) tounderstand the continuity and variability of human life and society in history,

g) to getacquainted with the most important events and historical concepts of
national history and with important elements of general history,
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to get acquainted with the achievements of national culture,

use resources about history,

search for basic facts in historical time and space,

to develop imagination, concentration, attention and logical thinking of
cause and effect,

know state and national symbols,

know the most important historical monuments in the place of residence
and in the wider region,

express their own opinion and evaluate their behavior and the behavior of
others (Krélewicz-Pakalska, 2002).

From the calculation of educational requirements, it can be seen that these

are difficult challenges for teachers and the organization of the educational pro-
cess, requiring textbooks sensitively written and adequately compiled, which re-
spect the pathopsychological image of students with intellectual disabilities as
much as possible.

The ideal history textbook and current textbook file

According to Czech research conducted among teachers in special primary

schools, a framework of an ideal history textbook has been compiled. A total of
eight requirements for an idealized textbook were identified.

1.

2.

3.

4.

The textbook should be written in fiction form, followed by a short didactic
generalization. This better corresponds to the nature of the thinking of the
monitored students and the active stimulating needs in their education.
The individual chapters should be processed in a different form (e.g. in the
form of a letter, a story, etc.). Although the survey respondents preferred
the same form, differences in the novelty principle as a motivating factor
were included in the framework model.

The ratio of visual material to other (verbal) components of the textbook
should be 1: 1. To this we add that visual material should be concise and
properly separated from the text, because students with mild intellectual
disabilities have difficulty with superficial perception, focusing to insignifi-
cant details, insufficient differentiation and understanding of the context.
The ratio of the didactic text to the other components of the textbook
should be approximately % to the remaining % the scope of the textbook
consisting mainly of the pictorial component and the learning tasks in their
own proportionality. Although the research states that the ratio of the ex-
planatory text is only less than %, due to other ratio requirements and the
fact that the content of the textbook consists of almost only its chapters, the
need for an interpretive text naturally arises up to 20% of the textbook
scope, resp. her chapter. The remaining 5% then form a didactic summary.
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5. The chapter should contain max. four new historical terms. The acquisition
of new concepts and conceptual learning in general is limited for the moni-
tored students, therefore they cannot be burdened at this level.

6. The scope of historical data is to be under fifteen centuries.

7. In addition to the fixation task, the teaching tasks should also contain other
views and details of the subject matter. Although respondents preferred
only a fixation task, again this requirement was corrected for more efficient
repetition.

8. Learning tasks should be approximately in the range V4 of the overall text-
book. Their sufficient representation is important for activating the student
(Valenta, 1992, pp. 32—-40).

It is the framework model of a history textbook that can be a method of
successfully creating the desired publication. It offers sufficiently defined pro-
portional, content and editorial approaches, which, while respecting the char-
acteristics of history defined in the educational program, affect the final quality
of the textbook.

According to Slovak research, current history textbooks intended for stu-
dents with a mild degree of intellectual disability (Mojtova-Bernatova, 2014a;
Mojtova-Bernatova, 2014b; Mojtova-Berndatova, 2014c) meet the requirements
of the framework model of the history textbook only in a quarter (Veselei, 2020,
pp. 533-550). The requirements for a maximum of four new historical terms and
the scope of the curriculum under the fifteen centuries were met, while one
textbook also showed an agreement in the relative representation of pictorial
material to other components of the textbook (9-th grade). By failing to meet
most of the requirements of the framework model, it is necessary to “complete”
textbooks during the educational process or to omit them from this process more
often. In this respect, they do not correspond to the concept of a textbook under-
stood as a means of teaching management. There is a need to update them.

Although the explanatory text is written in a simple style and uses a mini-
mum of historical technical terms, which it always explains, the lack of propor-
tionality has been negatively reflected in the fact that the text is often too
straightforward without a storyline connecting the whole curriculum, creating
an undesirable room for implicitness (the text is only 11.97% in the 7-th grade
and 11.79% in the 8-th grade). An interpretation that claims to be a synthesis of
a selected historical fact does not offer a sufficient narrative of the story in such
cases. Just austere facts and information about the past is not enough
(Kratochvil, 2005, pp. 231-236; Kratochvil, 2019). It is students with a mild de-
gree of intellectual disability who have to explicitly state the meaning of each
connection of facts and their meaning when manipulating the curriculum. In this
regard, the textbook for students needs to be “finished” in practice.

The pictorial component of textbooks tends to be over-represented at the ex-
pense of the explanatory text (66.39% in the 7-th grade and 70.36% in the 8-th
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grade). Therefore, some pictures are not verbally linked to the curriculum. How-
ever, students with a mild degree of intellectual disability need the pictures to
contain a clear narrative of the presented historical fact, i.e. to illustrate the pre-
sented subject matter. The most common type of image is a photograph and
a depiction of a period event or personality. The general requirement is that the
image be linked to the primary information contained in the curriculum. In order
for the image to be used meaningfully, students should be able to describe what
they see (what person, activity, thing), including the compositional aspect (what
is in the foreground, background, left, etc.), and at the same time they should be
able to say what happened in the photo, why do we remember it, what is im-
portant in it (Stradling, 2003, pp. 74—80). As mentioned above, students with mild
intellectual disabilities do not have sufficiently advanced higher-level operations,
so it is necessary for their primary explanatory text to be translated into pictures.

The individual parts of the chapter, such as explanatory text, tasks, descrip-
tions and pictures, are not always sufficiently separated from each other. In this
regard, textbooks do not use graphical elements to guide learning, and students
themselves do not receive help in compensating for their deficits in attention,
perception, learning, or executive functions. In addition, the graphical pro-
cessing of chapters contains too many visual stimuli. These are different fonts
(normal, italic, bold, underlined), period one-color photographs in various
shades, color photographs, multi-colored maps, illustrations and illustrations,
which are all used in different shapes and sizes on one side, respectively double
pages of an open textbook in each chapter to a greater or lesser extent.

The tasks included in the textbooks are based on the principle of mechanical
repetition of the curriculum and lead students to passivity and learning without
deeper understanding. They are directly related to what you have just read. Alt-
hough it is a separately reserved part, the tasks are repeated in each chapter,
they have a fixed assignment:

1. Why are we learning about...?
2. Show on timeline point / Show on timeline...
3. Isittrue/ correct?

Pupils can better fix their knowledge with tasks that contain further details
and views of the curriculum by being given them in a way that is multiple func-
tional repetitions. Such innovative tuned knowledge fixation better corresponds
to current ideas about students as active learners. However, the textbooks do
not contain this.

These textbooks are primarily a carrier of didactically processed historical
information, to which the verbal and pictorial component of textbooks is subor-
dinated. However, if such history textbooks were to have a broader or even
more dominant position in the educational process, the pathopsychology of stu-
dents with mild intellectual disabilities in the context of the theory of textbook
functions and the framework model of the history textbook would need to be
taken into account in their processing.
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Charakterystyka podrecznika historii przeznaczonego dla
stowackich ucznidw z niepetnosprawnoscia intelektualna
w sSwietle badan

Streszczenie

Artykut opisuje podrecznik do historii przeznaczony dla ucznidéw z niepetnosprawnoscia inte-
lektualng w kontekscie aktualnych badan. Skupiono sie na pozycji podrecznika w procesie eduka-
cyjnym, podstawowych funkcjach podrecznika do historii oraz wymaganiach stawianych podrecz-
nikowi. Artykut opisuje oczekiwany podrecznik do historii i poréwnuje z nim aktualne podreczniki.

Stowa kluczowe: podrecznik do historii; lekka niepetnosprawnos¢ intelektualna; szkota podsta-
wowa specjalna.
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KntouoBi cnoBa: AkagemiyHa rimHasis y J/1bBosi, isudHe BUXOBaHHA, CNOPTUBHO-Mi3HABAbHWUIA
Typu3Mm, TOBapuCTBO «COKiN», ICUHUYI.

YKpPaiHCbKUI CNOPTUBHMI pyx MoYaTKy XX CT. CTaB Ba*K/IMBOIO CKIA[0BOO
3aranbHO HalioHanbHOro pyxy. Y uel nepios y JIbBOBi OpraHi3oByoTbCA NepLui
Ha YKPAIHCbKMX 3eMAAX Y CKAaai ABCTPO-YrOpLWMHU YKPAIHCbKI CNOPTMBHI TOBa-
puctea (Cosa, 2016, c. 68). HauioHanbHO cBigoMa yKpaiHCbKa MON0OAb, FOTYlO-
4Yncb A0 MalibyTHbOI BaXKKoOi 6O0pOTLOM 33 AEPKaBHICTb, aKTUBHO A0/1y4anaca Ao
Pi3HOMaHITHMX CMOPTUBHWUX TOBAPUCTB Ta OpraHisauii, Takux sK, «Cokin-ba-
TbKO», 3rogom «lnact», «Ciu», «Jlyr» Ta iH.

Cepepn, 0OCNIAHUKIB, AKI YaCTKOBO BUCBITAOBAIM AaHE NUTaHHA MOXHA 3ragaTtu
AHapia Cosy, Bacuna Maby, NeHpwuka LlenHika, Opecty Koutombac, Metpa MNyuana ta
iH. MeBHa iHdopMaLis micTUTbCA TakoXK y cnoragax CtenaHa Laxa «/IbBiB — micTo
MOEI MONOA0CTUY», @ TAKOXK Y Pi4HKMX 3BiTaxX AKageMIYHOI rimHasii nodaTky XX CT.

MeTta nybaikauii nonarae y posrnsai ocobamsocTeit po3BUTKY cuctemn o¢i-
3MYHOr0 BUXOBAHHA Ta CMOPTMBHO-0340P0BYOM0 TYpM3My B AKaZeMiuvHii rimHa-
3ii Ta yyacTi MNeTpa byb6enn (gepaBHOro Ta BiiCbKOBOrO giaya nepiogy 3axigHoi
YKpaiHcbkoi HapoaHoi Pecnybiku) y unx npouecax y nepioa HaB4aHHA B Aka-
AeMidHi rimHasii ynpogosx 1900-1908 pp.


http://dx.doi.org/10.16926/p.2022.31.07
mailto:andrprokip@gmail.com
mailto:myhalski@gmail.com
https://creativecommons.org/licenses/by/4.0/deed.pl

98 Anzpii MPOKIN, t0piti MUXATbCbKUM

COKiNbCbKMI, NNACTOBUMN, CIYOBUIA pyxn Yy FaIMUMHI CyTTEBO cnpuanun ¢isny-
HOMY BMXOBaHHO Monoai. Biaomo, Wwo nepue ykpaiHCbKe CNOPTUBHE TOBapUC-
T8O «COKin» 3acHyBaB 1894 p. iHkeHep Bacunb HaripHuii. OueBMAHO, AK 3pa3okK
BiH B3AB MO/IbCbKEe CNOPTUBHE TOBapPUCTBO «Sokodt», ake aiano 3 1867 p. (ctatyT
«Sokéta» satBepannn 7 atotoro 1867 p.), nicna nopasok y CiuHeBoMy NOBCTaHHI
1863-1864 pp. «Sokdt» maB cTaTh peakLieto Ha Ty AyXOBHY Aenpecito, AKa 0Xo-
nuaa NoNbCbKe CYCMisIbCTBO, MaB CTUMYJIOBATU CNABKMUX Ta anaTUYHUX A0 HOBUX
3aBAaHb, HOBOro MaMbyTHboro. [Jo racna «aobpobyty Ta ocBiTU» TBOPL
«Sokdta» (H03ed Minneper, rpad AH AnekcaHap Ppeapo, AH [obskaHCbKKI Ta
iH.) AoAanu TpeTe «340pPOB’s | CUAN» — «mens sana in corpore sano!» («3a0po-
BUIN Ayx y 3aoposomy Tinil») (Cepnik, 1907, c. 8).

MopaibHi 3aBAaHHA CTOANM | Nepes NOHEBOIEHUM YKPAIHCbKMM CYCNi/IbCTBOM.
laeanu cokinbCbKOro pyxy akTMBHO Nponarysas Ta BNpoBaAKyBaB BU3HAYHWUN da-
XiBeLb CMOPTUBHOI CcnipaBu, BUKagay npodecop AkagemivyHoi rimHasii m. JlbBoBa
IBaH BobepcbKuii. 3aBAAKN MOro cTapaHHAM ToBapucTBo «COKin» KopucTyBanoca
nepeaosnmMmm 3406yTkamm Ta MeToAamm GisM4HOro BUXOBAHHA MOJIOA,.

Cepep, y4acHUKIB YKPaAiHCbKOTO CNOPTMBHOIO pyxy no4atky XX ct. 6ys i Me-
Tpo bybena (1889-?) — ypoakeHeub cena JIncMHudi JIbBiBCbKOro NosiTy, Maiby-
THili TPOMaACbKO-NONITUYHNI, BINCbKOBWUIA AiAY, O4MH 3 opraHi3aTopis Jiuctona-
fosoro YmHy 1918 p., uneH ypsaay (Paam geprkaBHux cekpeTapis) 3axigHoi Ykpa-
iHCcbKoi HapoaHoi Pecny6niku (3YHP), 3acTynHMK (TOBapULL) AeprKaBHOTO CeKpe-
TapA BilcbKoBMx cnpas 3YHP.

Y 1931 p. M. bybena 3a3HauyaB HacTynHe: «Hapoamsca y 1889 poui B cim’i
censHuHa. Kpim meHe 6yno Tpoe bparis i Tpu cectpu. (dboT. 1) Bumscs s oguH.
3aKiHuMB aKaZeMiuHy yKpaiHCbKy rimHasito y /ibBosi B 1908 p.... 6patn — CemeH,
OmunTpo i Bonogumunp — xnibopobu, cectpa MasniHa Lliyana (3amykem). JoHbKa
nomepsioi cectpu — Mapilika, 3aMy»Kem 33 CTyAeHTOM-arpoHoMmoM MwuKonoto
OparaHom» (OepxasHuit, ¢. 8065, on. 2, cnp. 7792: 4, 13).

M. Bbybena pos3no4yaB CBOE HaBYyaHHA B AKagemiyHin rimHasii JlbBOBa
y 1900/1901 HaBuyanbHOMY poLi. Y cnucky yuHis 1 b knacy rimHasii 6aunmo i noro
npissuuie. Pasom 3 MeTpom, y 1 b Knaci HaByanoca 50 yuHiB (a came: Babili Bo-
noanmup, BapaHnk Muxaiino, bacapab Mocud, benerait Muxaiino, by6ena lMe-
Tpo, MNopowkKo Inbko, JaubkKis Teogop, Apennx Bacunb, Aymuy IBaH, [yTkeBuny
Bonogmumup, erannosuu Tagei, IBaHuyK Teogop, Kanutuyk CtedaH, Knumke-
Bu4Y Muxaiino, Kosak Mogect, Koposeub Muxaiino, Kopoub AHApiN, Kynbumub-
Kuit IeaH, KyHuHeub CtedaH, KypmaHosuy Koctb, Manko IBaH, MaHA3in Mu-
xaiino, Macntok Teogop, Matsicis CtedaH, OniHcbkui MeTpo, OniltHuk Mocud,
MNenex PomaH, MNoniwko Knum, Noxmypcbknin KOpinn, PeweTtnno CemeH, Pnbak
Mwukona, Canamaxa Bacunb, Catosap Bonogmumunp, Cnonutakesuy MNetpo, Crpi-
NbbULBKMIA Bacunb, YTprcko Bonogummp, Ytpucko Mocnd, Ytpucko Knum, do-
cTaK CemeH, Xupaw Bacunb, YeHb IBaH, A6n0HbCbKMIN OnekcaHap, ABOPCbKUM
EpoHim) (3BiT, 1901, c. 45).
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®domoepadpis 1
M. by6ena (cToitb y dopmi rimHasmcTa), pasom 3 6aTbKom IBaHOM, cecTpamu i bBpatamu. JIMCUHMYI.
Mou. XX cT.

Oxkepeno: CimenHuit apxis J1tlo60Bi MUKeTIOK.

Cepef, yunTenbCbKoro ckaaay rimHasii 1900/1901 H. p. MOXKHa BUOKPEMUTHU
TaKi Bigomi nocTaTi, sk AHaToNb BaxHAHMH, IBaH BepxpaTcbKkuit, lnapioH OroHos-
CbKUWW, Ta iH. BUKNaganuca Taki npegmeTy, AK yKpaiHCbKa, HiIMelbKa, NaTUHCbKA
MOBMW, peniris, icTopia, reorpadisa Ta iH. JocnigHmnua O. Koutombac 3a3Havana,
Lo noYnHatoum 3 1874 p. HaBYaHHA Y FiMHa3ii BeN0CA YKPATHCLKOK MOBOO, YYHi
HaBYa/MCA 33 TPAAMLIMHOK NPOrpamMold HaBYAHHSA, 33 AKOK BWBYASIM TaKi
060B’A3KOBI HaBYaNbHi AMCUMMMIHK, AK peniria, NaTUHCbKa, rpelbKa, yKpaiH-
CbKa, HimeL,bKa, N0/IbCbKa MOBMW, icTopiA, reorpacdia, matemaTuKa, ¢pisnKa, ximis,
npupoja, nponeaesTuka ¢inocodii, 3aranom 12 obos’s3kosMx npegmerTis. [0
Heob0oB'A3KOBMX NpeaMeTIB Hasexanu ictopia pigHoro Kpato, ¢paHuy3bKa
MOBa, Ma/ItOBAHHSA, cniBK, cTeHorpagdis Ta rimHacTuka (Kouytombac, 2016, c. 41).

MpeameT «HayKa riMHaACTMKM» CTaB Ba*KAMBUM A/1A BCeBIYHOro po3BUTKY Ai-
Ten. OgHak, y 3BiTi AKagemivHoi rimHasii 3a 1900/1901 H. p. nosigomnsanocs, Lo
Y LbOMY HaB4Ya/lbHOMY POL,i Yepes BiACYTHICTb MPUMILLLEHHA, YYHI FiMHA3ii He manun
MOX/IMBOCTI Moro BiaBiayBaTh. «Hayku rimHacTMKM 3aana 6paky BignosigHoro
JIbOKanto He Nobmpanm y4eHMKM B Cim poLLi», - YUMTaemo Y 3BiTi (3BiT, 1901, c. 5).
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3 nepefOBUMU [OCATHEHHAMM Y Frany3i ¢isMYHOro BUXOBAHHSA Y4HIB 3Halo-
MWB BUKAaZad rimHasii, npodecop |. bobepcbKkuit. Y nepios HaB4aHHA B AKaze-
MiYHil rimHasii, M. bybena maB 3mory BiggiayBaTn MOro feKkLii, NpMucBAYEHi icTo-
pii po3BUTKY $i3MYHOrO BUXOBAHHA, 3HAMOMWUTUCH 3 MOro NpaLAMMU NpUCBAYe-
HUMW Ui Temi. Tak, y rimHasiiHomy 3BiTi 3a 1905/1906 H. p. onybnikoBaHa
npausa |. bobepcbKkoro, NpUcBAYEHa TaKOMY HOBOMY, AK Ha TOM Yac BUAY CNOPTY
AK «KoMaHui m’au» abo ¢ytb6on «3abasu i irpm pyxosi. Il yactb. KonaHnit mau.
(Association Football)». ¥ ubomy aocnigseHHi |. BobepcbKuin BUCBITAMB icTOpItO
PO3BUTKY LbOIO BWAY CMNOPTY, 33a3HAYMBLUM, WO BXKE PUMAAHM «Nigdusanu
Harpastum, noBHMiA MAY HOramm, Wobu 3406yTH None NPOTUBHMKA. IX NerioHm
npuHecan cto rpy go bputaHii. TyT po3BMHyNa cA BOHA A0 TOro CTeneHs, LWo Cy-
cigHi cena i micteuka BiabyBanu 3 coboto 60pbu mauem, a B XIV, XV i XVI Biui
MYCiNN KOpOoAi OKpeMUMM po3nopaaKamu 3abopoHoBaTh cto rpy, 60 posraps-
yyBana 3a Aye ronosu. LLiekcnip y»KMBaA€E B CBOiX Apamax 3BOPOTIB i NOPiBHaHb
3 rpu B Football ako 3aranbHo 3BicHOI. Mo pedopmaumi, nig BNAMBOM NypUTaH-
CbKKX 3acag, ctpatue Football B XVII i XVIII Biwi cBOto CTiMHICTb i NiAWOB BKiIHUM
Malixke B 3abyTen. (LlnT. 3a: «bobepcbkuit |. «3abasu i irpm pyxosi. Il yacTb. Ko-
naHuin mad. (Association Football)», 3BiT gupeKuui U, K. AKagemiyHoi rimHasui
y NlbBOBI 3a piK WKinbHKUIM 1905/6) (38iT, 1906, c. 1). 3aBAAKM Tili NONYAAPHOCTI,
AKy ¢yT60N Noyvas 3400yBaTU HanpuKiHLi XIX — noyaTky XX CT., 04eBMAHO, LLO
YUHi rimHasii, y ix umcni i1 M. bybena, 3ant06KM rpann y Lo rpy.

3i 3BiTiB AKageMiuHOI rimHasii gisHaemocs, Wo i B HacTynHomy, 1901/1902 H. p.,
YYHi riMHa3sii BCe We He Manu MOMK/IMBOCTI 3aiMaTUCA «HAYKOH FiMHACTUKKY,
yepes BiACYTHICTb FiMHAcTMYHOT 3aaK. Y 3BiTi rimHasii 3a 1901/1902 H. p. 3HOBY
3a3HAYEHO, WO «HayKM NMHACTUKKM 33415 BpaKy BiANOBIAHOMO /IbOKAJIO He Mo-
6upanm yueHnkn B cim poui» (3sit, 1902, c. 5).

Ha noyatky 1908 p., koau M. By6ena HaByaBca y VIII b Knaci ronosHuMiA Kopnyc
AKageMmiyHol rimHasii nepeHecnn y Hose nNpumiwteHHA no Bya. Jlbea Canirny,
8 11 Y4YHi OTPMMAN MOMK/IMBICTb 3aMMaTUCA CNOPTOM Y HOBIM FiMHACTUYHI 3aAi Ti-
MHa3sii. Bigbysanuca TyT i pisHOMaHiTHi ypouncTi 3axoam. Tak, 10 6epesHa 1908 p.
y riMHacTUYHIl 3ani Biabynoca BwaHyBaHHA nam’aTti Tapaca LeBuyeHka: «HA
10 mapTa ycTpoinu y4eHWKN rON0BHOIO 3aBeAEHA B CanW FMiMHACTUYHIN» (3BIT,
1908, c. 36).

C. Wax, y cnoragax «JIbBiB — MiCTO» MOEI MONOAOCTI», 3rafytoum 4yac CBoro
HaB4YaHHA B AKageMmiyHii rimHasii, 3a3HauyaB Take: «LloiHo, sK a 6ys y Il KA.,
yBeaeHo Haaob0B’A3KOBO «rpu i 3a6aBu» B NiTHIM Nopi. A Wo6 «TinecHo Bnpas-
NIATUCB», XOAUN MU CaMOYMHHO OCIHHIO i iTOM Ha BucoKuit 3amoK, ae B na-
naHky 6asuaucb, abo Ha «Kaisepsanba», a 3MMo0 3 BacHoi oxotTn ao «Co-
KOJla» Ha «WBeACbKY MiMHACTUKY» 3 TArapkamu i Ha peky» (Lax, 1956, c. 80).

Mpod. |. BobepcbKMii opraHisyBaB Ana Y4HIB OKpeMi BeYipHi pyxaHKOBI ro-
OVHWN «LIBeACbKOT MiMHACTUKM» Y FMIMHAcTUYHIN 3ani «Cokona-baTbKka» B byan-
HKY «[lHicTpa», Ha ByA. PycbkKiit. BigBiayBaHHS riMHaCcTUYHUX BNPaB Yy TOBAPUCTBI
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«CoKin» 6yno nnatHe. HesHauyHa nnaTHA cknagana 30 cotukiB micayHo. C. Wax
3a3HayasB, Wo «40 NOMOoYi B npaLi ctoAann npod. bobepcbKomy BUOpaHi BXKe HUM
cTapuwi rimHasucTm» (LWWax, 1956, c. 81). Cepes yuHiB, siki gonomaranu |. bobep-
CbKOMYy, BiH Ha3uBae MeTpa PpaHkKa, CtedaHa MNainayyka, CemeHa Maranaca, Mu-
xanna beneras, PomaHa OxpumoBuya Ta iH. (LWax, 1956, c. 82) YuHi noginanuca Ha
4 rpynu: nepLuy rpyny cknaganu yyHi | Ta Il knacis, it nposiaHnkom 6ye C. Mangy-
Yok, yyeHb Il Knacy, a ihoro 3actynHuMKom ctas . PpaHko (cuH IBaHa dpaHKa),
yyeHb |l Knacy. Apyry rpyny cknaganm y4Hi lll i IV knacis, ii npoBigHMKom 6yB yyeHb
V knacy C. Maransc, a ioro 3actynHukom ctas 1. bybena, yyeHsb IV Knacy.

Y uiit rpyni BNpaeaascaA i ManbyTHIM NPOBIAHMIA 4iAY BU3BOSIbHOMO PYXY, MOJIKO-
BHWK €BreH KoHoBaseup. BiH BBaXKas, L0 HAWBINbLUMI BM/MB HA HbOTO CMPaBMB
npoo. I. BobepcbKkuii (Mpuuai Ta iH., 974, c. 20). ToBapuLwi €. KoHoBanbLA NO riMHa-
3ii CTBEPAKYBaNN, LLLO TON MaB YUMAJIMIA TanaHT 4O «PYXaHKOBUX irop Ta po3Bar,
AKMX HAaBYMBCA B}KE B riMHa3ii Big, HEBTOMHOTO Nnponaratopa TiIeCHUX BNpas, npod.
IsaHa Bobepcbkoro» (Mpuuaii Ta iH., 1974, c. 57). C. WLax 3raaysas: «Mo Bnpasax
yuuB Hac npod. bobepcbKuniA cTaBaTh «CTPIMHO» B PAAM, 3aCKaKyBaTW B YBIPKM i Chi-
BaTW COKINbCbKMI TMMH: «COKOMN, COKOAM cTaBaimo B paam!» (LLax, 1956, c. 83).

YiKe 3 poKiB HaBYaHHA B AKageMiyHin rimHasii . bybeny Ta €. KoHoBanbus
nos’a3yBasna TicHa gpyK6a. MNicnsa 3aKiHYeHHA rimHasii, 06MaBa NPOAOBKUAN Ha-
BYaHHA Ha npaBHMYOMYy ¢akynbTeTi JIbBIBCbKOrO YHiBEpCUTETY, BOAHOYAC
3alManunca rpomMagCbKo-NoNITUYHOK POBOTOK KOXKEH y cBOeMy ceni — I1. by-
6ena y /iIncuHmyax, a €. KoHosaseub y 3alwKosi. [poaoBKyBann KOHTAKTYBATU
i B nepio HalioOHaNbHO-BU3BOIbHMX 3MaraHb 1917-1921 pp. bpaT €. KoHoBa-
NbusA MupoH, Hasueas M. Bybeny «milh i moro 6paTa npuatenby (Fyuynsk, 1993,
c. 30). Nicna ytBopeHHn 1920 p. €. KoHoBanbuem YKpaiHcbKoT BilicbkoBoi Opra-
Hi3auii (YBO), M. bybena, HiI6BUTO (Ha AYMKY CNigumx AepKaBHO-NONITUYHOTO yn-
paBniHHA (AMNY), 3 1928 p. o4ontoBaB ii 0gecbKe BiaAiNeHHA, BXOAUB 40 CKAagy
BilNCbKOBO-aAMIHICTPATMBHOI rpynn oaecbKoro BigaineHHs YBO: «KepiBHUK Xa-
pKiBCbKOrO LeHTPY YBO ABopcbKMiA HasnBae bybeno KepiBHMKOM oaecbKoi dinii
YBO: «... Ogeca yxe B 1928 p. mana roToBMin KOMITET, AKUI KepyBaB NianinbHOO
AiANbHICTIO CaMOCTIHO, Ha YoAi AKoro ctoann LibokaH, By6eno, NaaA3uHCbKUN...
O6BuMHYBavyBaHnin [iayHWK nokasas, wo bybeno € ogHMm 3 uneHiB OgecbKoi
opraHisauii YBO i Kepye BOEHHO-agMiHICTpaTMBHOO 06s1acTio», - 3a3Havyanocs
y cnigyint cnpasi M. by6enn 1931 p. (depskasHuit, . 8065, on. 2, cnp. 7792, c. 213).

AKLL,0 NOBEPHYTMCA A0 NEpPiosy HaBYAHHSA, TO BECHOHO Ta BAITKY, HAaCKiNbKK f0-
3B0/1A/1a noroaa, B AKageMmiuHii rimHasii BigbyBanuca T. 3B. «LLUKiNbHI 3a6aBn» Ha
cBiXkomy nosiTpi. Tak, y 1901/02 HaBYaNnbHOMY POLLj TaKi CMOPTUBHI 3aHATTA NPO-
BoamamncaA Ha [Macikax 3a J/InyakiBcbKow poraTtkoto nig nposogom npod. PomaHa
LlernnHcokoro Tta Bumtena OnekcaHapa MamoTu. YUHiB noginnaun Ha Tpu rpynu
(1 rpyna —I-ll kKnacw, 2 rpyna —IlI-IV knacw, 3 rpyna — V-VII knacu). Aitv 3anyyanuca
00 Takux irop, AK «nunka HixkHa (football), nunka yxata, poHaepc i NuAKa 38uU-
YaliHa, a KPOMi TOro NWJIKa HiXKHa B Koni, BypeHe Bexki i np.» (3BiT, 1902, c. 31).
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31906 p. npu rimHasii gise «YKpaiHCbKUIA CMOPTOBUIA TYPTOK», 3aCHOBHUKOM
Ta igeMHNUM HaTXHEHHUKOM AKoro cTaB npog. |. bobepcbKuit. 'ypToK HapaxoBy-
BaB noHag, 100 ocib., a MOro y4acHMKM HOCMAM NepLi HA YKPATHCbKUX 3eMAax
YKOBTO-CUHI CNOPTUBHI Bia3HaKM 3 fitepamu «Y. C. K» (Koutombac, 2021, c. 89).

Y4Hi 3aiimannca GyTbosom, Nerkor aTneTUKo, BOKCOM, XOKEEM, TNKHUM,
CaHHUM CMOPTOM, NAABaHHAM, BEC/IYBAaHHAM, CITKIBKOIO, BE/IOCMOPTOM, BEPXO-
BOIO 134010 Ta iH., @ TAKOX TYPM3IMOM.

3oKkpema, AyrKe NoNyNAPHUMK cepes riMHasiMHOT MoNoAi Yy TeENY MOPY POKY
CTaBa/IM TaK 3BaHi «MPOTy/JibKM» — TPYMNoBi TYPUCTUYHI MOXOoAM Ha npupoay
3 0340POBYOIO Ta Ni3HaBa/IbHO MeToto. CboroaHi ue 6 Ha3BaAu NilMM CNOPTUBHO-
-034,0pPOBYMM, Mi3HABA/IbBHUM MAPLIPYTHUM TYPU3IMOM.

OpraHi3oByBanUCb TaKi «NPoryibkn» y 6araTboX HaB4aNbHMX 3aKknagax la-
JIVMYMHK, Y TOMY YnCni B AKageMiyHili rimHasii JibBosa. Ix opraHizaTopamm cTa-
Ba/IN NepeBaKHO yuuTei, AKi 3 MeToto 3400yTTA HOBMX 3HaHb Ta Nonyaapu3au;i
3/10POBOr0 CMocoby UTTA, Po3pobaanM Ana y4yHiB rimHasii HOBi CMOPTMBHO-
-Ni3HaBabHi TYPUCTUYHI MapLUPYTU, BKAKOYAKOUYM 0 HUX BiABISAHHA | BUBYEHHSA
HOBMX LiKaBUX iCTOPUKO-KYAbTYPHUX i npupoaHnx ob’ekTis. Tak, y 1901/1902
HaB4YanbHomy podi (M. Bybena Toai HaBuasca y Il b knaci), 50 yuHiB rimHasii pa-
30M 3 yYUTENAMM 34iNCHUAN CNOPTUBHO-NiI3HaBaNbHUA TYPUCTUYHKUI Noxig,y Ka-
pnatu: «B yaci pycbkux 3eneHunx CoBAT Biabyno 50 yyeHMKiB Nporyabky Ha Yop-
Horopy nig nposofom npodecopis: A-pa PyaHuuKoro, ButowmHcebKoro i Lernu-
HCbKOro. [1HA 14 yepBHA BMiXanM YYEHUKM PaHIiLLHIM Noi3gom 3i JIbBOBa i npu-
6ynu okono 1 rog. cnonyaHs ao Apemua» (3BiT, 1902, c. 31). TyT yuHi ornaHyam
BoAOCNaA Ha p. MNpyT, KaMiHHWI 3a1i3HUYHKUI MicT, ckento JoBbyLa, TYHe b, Ka-
MiHb KpaTepa Ta BesnnyesHi komopu Josbylwa Ha ropi. MNoTim noBepHyaucs Ha
3a/1i3HMYHY CTaHLO i BeYipHiIM noTarom Npmbyamn Ha Hiunir oo cena BopoxTu:
«MpumiLLLeHE HaMWAW TYT Ha KOJIbOHIi ToBapucTBa TaTpsAHCbKoro (Biaain YopHo-
ropckuit). Cnigytoyoro AHA paHoO, 3a0CMOTPEHI NPOBIAHTOM Ha 2 AHW, KOTpUIA
BE3/IM TYLY/IN Ha KOHAX, NYCTUAN CA Y4aCTHUKKU NPOryabKK B Aopory Ha YopHo-
ropy. Hacamnepep, suiiinun Ha ropy Kivepy (3smw 1200 m. B.), BiaTaK Ha Kykynb
(381w 1500 m. B.), a 3 Kykyns, igyum cnepluy noHag noTik dopeleHka a onicnn
ropi Mpytom, npnbynn go cxopoHuLua Ha Mponi. B Tim CXOpOoHMLLY nepeHoYyBa-
BLIW, YAANAN CA CAigyrovoro gHA, T. €. 16 yepBHA, NPOCTO Ha YOPHOrOPCKUIA
wnunb FoBepnto (2058 m. B.). 3a 3 rogMHM BUIALLAM BCi YYEHMKM HA CaM BEPLLOK,
BKPUTUI 3 MiBHIYHOT CTOPOHM rpyboto BEPCTBOLO CHiry. TyT Bignoyann AosLINiA
yac Ta OF/IAHY/IN AaNeKi OKOAMLi MO CTOPOHI HaLWil i yropckin, npu 4im nn. npo-
decopun nogaBanu im Ha3BW BCix BaXKHiNwWmx rip. Kpomi Toro, npod. ap. PygHu-
LKW NOACHAB 3BEPXHUIA BUFNAL Tip, 3ragyBaB Npo iX reonboriYHUi cknag, BKa-
3yBaB Ha AifANbHICTb BOAM B PiXKHWUX GOPMALLMAX re0IbOriYHMX, 3BEPTaB yBary Ha
cnigv paBHbOro neaisuA nNig YopHOropoto, NOACHAB KNIMATUYHI Bi4HOCUHWU BU-
COKMX Fip i B3arani nogasas yYeHWKaM, KOTpi BnepLue 6aunnm BUCOKI ropu, Ko-
HeyHi reorpadiyHi BUACHEHHA, YOTO BCEro YYEHMKM 3 LiKaBicTio cnyxanu. Mpod.
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BiTOWMHBLCKMI NiAHOCUB KpacoTy rip i noaaBaB Ana 3’'0pieHTOBaHA BiAOMOCTU
3 Tonorpadii. BigTak cnyctnance 8 HM3 i npubyan [0 APYroro CXpoHMULLA, Nexa-
4Oro Mo yropckin cTopoHi. Mo KOPOTKIM BUNOYNHKY YA3AM CA B Aanblly A0POry
i npubynn oo knaB3n KosHiBcKoi, Ae B notoui JlasowmnHa BUKynaaum ca, cro-
KUAW NigBedipoK i niwnm Ao 3emipy Ha cTaumio 3enisHuui. Beyepom Toro ca-
MOro AHA BEPHYAW Ha3agd Ha Hivnir 4o Bopoxtn. Caigytoyoro auAa, 1. €. 17 vep-
BHA, 3BMAiAN Wwe B BopoxTi ropy PebpoBay (3asmw. 1200 m. B.), BUKYNanu cs
B MpyTi i no o6iai Bubpanmcb 3 noBopoTom Ao JlbBosa» (3siT, 1902, c. 32).
OTKe, AK BUAHO 3i 3BiTy, Nifg, Yac TaKMX NOXOAiB AiTU HE TiNbKK Bignoymsanm,
0340pOB/IIOBANNCA, afe i Ni3HaBaAM HOBE, HABYANMUCA, OTPUMYIOUM Bif, BUKNa-
AadiB neBHWMI Habip 3HaHb, 30Kpema 3 reorpadii, reosorii, Tonorpagii, Heob-
XiAHUX AnA ix ycebiyHOro po3BUTKY.

Taki Xk «nporynoku» M. bybena npakTMKyBaB i pa3om 3 TOBapuLIAMK — Yne-
HaMW BiAAiNeHHA cnopTMBHOro ToBapuctea «Cokin» y c. JincuHwmui. Tak, B oa-
HOMY 3 IOKYMEHTIB IMcMHelbKoT ¢inii «Cokona» 3a 7 cepnHa 1906 poky (Y. 46),
YMTAEMO HacTynHe: «3anpoweHe. Pinia nbBiBCKOro ToBapuCcTBa rNMHACTUYHOIO
«CokKin» B JInCMHMYAX MaA€E YecTb BucokonosarkaHux [py3is 3anpocuTh Ha Npo-
rynbKy, KoTpa Biabyaecs aHs 12 cero micaua o roa. 3 no non. Migsoan 6yaytb
KOATU Ha poraTui JInyakiscbKilt. JlncuHwmdi, gHa 7. VIII. 1906. KomiteT nporynb-
KoBuii: JaHuno BeHauw, Bybena MeTpo, EpoHim ABopcbKuii» (LleHTpanbHuUii
OeprKaBHUI icTopuyHMiA apxis YKpainu y Jibeosi, ¢. 312, on. 1, cnp. 424, apk.
10). Ha noyatky 1930-x pp. M. bybena 3raaysas, L0 HaBYaOUYMCb B AKageMiuHil
rimHasii «bpaB yyacTb y NO3aLWKiNbHMX rypTRax» (depkasHuin, ¢. 8065, on. 2,
cnp. 7792, c. 5). AocnigHuk M. Myuan 3ayBarkus, wo M. bBybena Bxoame A0 cknaay
ynpasu ToBapuctea «Cokin-batbko» (Myuan, 2018, c. 190). Y cepnHi 1908 p. ioro
6pat, CemeH bybena, 3aliHAB Nocaay 3acTynHUKa ronoswu ¢inii Tosapmctea «Co-
Kin» y incnHmyax (LeHtpanbHuii, ¢. 312, on. 1, cnp. 424, c. 14). bpatn 6panu
YYaCTb Y YNCNEHHUX COKINBbCbKMX Hapaaax. Y JIMCMHUYAxX TpaguLiinHO npoBoau-
JINCA COKiNbCbKi cBaTa (dectnHK). locnigHuK icTopii cena B. /laba 3a3Hauvas, WO
«Ha Taki cBATa 3BMYaliHO NpubyBaso 6araTto MoMOAj 3 iHWKUX MicLeBocTel i ue
CNpUANo 36IMKEHHIO MONOAI Ta 3MiLLHIOBaIO Ti opraHisauito. Ha cBaTax BUKOHY-
Ba/IMCA CNOPTUBHI BNpaBK, BNaLLTOBYBanuca pisHi irpu» (Slaba, 2004, c. 30).

BucHoOBKM

OT)Ke, y Nnepiog cBOro HaBYaHHA y rimHasii, . bybena 3anyyaBca y rimHasii-
HWI HaBYaNbHWUI Npouec 3 Gi3UYHOrO BUXOBAHHA, 3HAMOMMBCA 3 NepesoBUMMU
OOCATHEHHAMM Ta MeToAamMu Yy ranysi ¢isu4yHOro BMXOBAHHA i TEOPETUYHO,
i MPaKTMYHO, BpPaB y4acTb Yy TYPUCTUUHMX 3aX04aX «NPOryabKax», AKi opraHiso-
BYBa/MCA B rimHa3ii. Pazom 3 uneHamm «Cokona» y JIMCMHMYax, NpoBOAMB Crop-
TUBHO-TYPUCTUYHI 3ax04mM Y pigHOMY ceni.
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3aBAAKKM BMKIagadyam AkagemivyHoi rimHasii, Takum sk |. bobepcbkuit, C. Py-
AHVUUBKUIA, J1. LlerenbCbKuUin Ta iH., 3aHATTA CNOPTOM i Typu3am yce binblue cTa-
Ba/IN HeOBXiAHMM enemeHTOM A1A GOPMYBAHHA 3 YYHIB riMHasii Ayx0BHO, di3n-
YHO 3arapToBaHMX Ta PO3BUHYTUX OCOBMCTOCTEN, rOTOBUX A0 6OpoTLOU 3a YKpa-
THCbKY Aep»KaBHicTb. BBarkaemo, Wwo aocsig AKagemivyHoi rimHasii m. JlbBoBa no-
YyaTKy XX CT. B OpraHi3ay,ii HaB4Ya/IbHOrO NPOLLECY B HANPAMKY Qi3UYHOro BMXO-
BaHHA MOJ104i, NPOBeAEHHI CNOPTUBHO-0340P0OBUYMX, Mi3HABAIbHUX TYPUCTUY-
HUMX 3aXO0AiB € KOPUCHUM Ta NOTPebYE NOAANbLIMX 'PYHTOBHUX AOCNIAHKEHD.
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Physical education and sports-experienced tourism during
the education period of Petro Bubela’s
at the Academic gymnasium in Lviv (1900-1908)

Abstract

During 1900-1908, Petro Bubela (the future leading statesman and military figure of the West-
ern Ukrainian People's Republic) studied at the Lviv Academic Gymnasium. During his studies at
the gymnasium, he was involved in the gymnasium educational process in physical education, got
acquainted with advanced achievements and methods in the field of physical education, partici-
pated in sports and recreation, educational tourism events organized by gymnasium teachers.
Thanks to gymnasium teachers such as lvan Boberskyi, Stepan Rudnytskyi, Longyn Tsegelskyi, etc.,
sports and tourism increasingly became an important element in the formation of gymnasium
students as spiritually, physically hardened and developed personalities, ready to fight for Ukrain-
ian statehood.

Keywords: Lviv Academic gymnasium, physical education, sports and educational tourism,
“Sokil” society.

Wychowanie fizyczne i turystyka sportowo-wyczynowa
w okresie edukacji Petro Bubeli w Gimnazjum Akademickim
we Lwowie (1900-1908)

Streszczenie

W latach 1900-1908 Petro Bubela — przyszty czotowy maz stanu i dziatacz wojskowy Zachodnio-
ukrainskiej Republiki Ludowej — uczyt sie we Lwowskim Gimnazjum Akademickim. W czasie nauki
w gimnazjum byt zaangazowany w proces wychowania gimnazjalnego w zakresie wychowania fi-
zycznego, zapoznat sie z zaawansowanymi osiggnieciami i metodami wychowania fizycznego, brat
udziat w imprezach sportowo-rekreacyjnych i turystyce edukacyjnej organizowanych przez nau-
czycieli gimnazjum. Dzieki nauczycielom gimnazjalnym, takim jak Iwan Boberski, Stepan Rudnycki,
Longin Cegielski itp., sport i turystyka coraz bardziej stawaty sie waznym elementem formowania
ucznidw gimnazjum jako duchowo i fizycznie zahartowanych i rozwinietych osobowosci, gotowych
do walki o ukrairiska panstwowosé.

Stowa kluczowe: Gimnazjum Akademickie we Lwowie, wychowanie fizyczne, turystyka, Towa-
rzystwo ,,Sokot”.
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Kohabitacja jako alternatywna
forma zycia rodzinnego

Streszczenie

Zwigzek matzenski jest przedmiotem zainteresowania wielu dziedzin badawczych. Badane s3
wptywy spoteczne oddziatujace na jego przeobrazenia, trwatosé, funkcje i role w nim petnione.
Pomimo wielu przemian rodzina jest podstawowg i najwazniejszg komdrka spoteczna. Z biegiem
lat ciekawos$¢ badaczy ukierunkowuje sie na zwigzki nieformalne, ktére sg coraz czesciej spotykanag
alternatywna forma rodziny. Matzenistwo uznawane jest za pokrewienstwo w zakresie ekonomicz-
nym, uczuciowym i seksualnym, realizujgce ten sam cel w dazeniu do szczescia i wspdlnego dobra.
Jest sformalizowanym zwigzkiem, stuzacym miedzy innymi do zatozenia rodziny, sptodzenia po-
tomstwa, zapewnienia bytu jej cztonkom. Celem artykutu jest wskazanie czynnikéw warunkuja-
cych jakosc¢ i trwatos¢ wspdtczesnych zwigzkdéw partnerskich ze szczegdinym uwzglednieniem ko-
habitacji jako alternatywy matzenstwa.

Stowa kluczowe: kohabitacja, rodzina, dziecko.

Wprowadzenie

Zycie rodzinne ulega przeobrazeniu poprzez zmiany zachodzace w spote-
czenstwie. Zmiany wiezi i relacji tworzonych miedzy partnerami czy matzonkami
skierowane sg na wysokg jakos¢ poprzez nastepujacy proces indywidualizacji zy-
cia jednostek. W coraz wiekszym stopniu wdrazajg one dziatania zorientowane
na siebie, z ukierunkowaniem na autonomie, samorealizacje i zaspokojenie po-
trzeb emocjonalnych, seksualnych i materialnych. Obecnie zmiany te dotyczg nie
tylko struktury rodzin, ale réwniez zmieniajgce] sie roli kobiety i mezczyzny
w rodzinie. Wobec wspétczesnych przemian zjawisko kohabitacji jako alterna-
tywna forma zycia rodzinnego staje sie coraz bardziej popularng formg zycia.
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Rodzina i jej znaczenie

W literaturze przedmiotu rodzina interpretowana jest jako podstawowa
grupa spoteczna, wspdlnota, instytucja wychowawcza i sSrodowiskowa. Ujecie
rodziny jako grupy jednostkowej daje nowe mozliwosci do interpretowania ro-
dziny i analizowania jej dziatalnosci. Jak podaje Marzenna Magda-Adamowicz
(2018), ,,Rodzina jest obiektem zainteresowania réznych badan naukowych.
Kazda z nich, analizujgc rodzine, czyni to adekwatnie do zatozen swojej dyscy-
pliny naukowej, stosujgc odpowiednie metody” (s. 78). Psychologia interesuje
sie funkcjonowaniem jednostki w réznych systemach, interakcjami zachodza-
cymi w obrebie danej grupy, wspdlnoty celdw i norm, poczuciem odrebnosci
i powigzania. Socjologowie zauwazajg skutek, w jaki rodzina wptywa na swiado-
mosc¢ jednostki oraz jej oddziatywanie na zachowania kulturowe. Wyznawane
przez rodzicéw wartosci decydujg o modelu rodziny, wychowania, jej strukturze
i zasadach funkcjonowania.

Istnienie cztowieka i jego funkcjonowanie w spoteczeristwie opiera sie na
wartosciach, jakie zostaty mu wpojone w dziecifistwie przez opiekunéw. Uzasad-
niajgc ich wyjatkowosé, nalezy przywotaé poglady Kazimierza Denka (1999),
ktdry pisze, ze:

spoteczenstwo demokratyczne, ktére z takim trudem budujemy w Polsce, nie jest moz-

liwe bez udziatu obywateli, kierujacych sie w swoim postepowaniu $wiadoma, wtasng

i dobrowolng odpowiedzialnoscig oraz uniwersalnymi wartosciami. Poniewaz wartosci

nie s dane raz na zawsze, trzeba je kultywowaé, aby ich nie utraci¢. Odzyskanie raz utra-
conej wartosci jest bardzo trudne (s. 196).

Warto takze przyjrzec sie interpretacji rodziny przedstawionej przez Jadwige
Izdebska, ktdéra pisze, ze rodzina jest Srodowiskiem, w ktérym dziecko wycho-
wuje sie, obserwuje, doswiadcza. Takie wtasnie dziatania przyczyniajg sie do po-
zytywnego rozwoju. Poprzez uczestnictwo w zyciu rodzinnym, maluch staje sie
czynnym obserwatorem zachowan i interakcji, ktére zachodza miedzy rodzi-
cami, zdobywa takze wiedze i umiejetnosci praktyczne. Rodzice przekazujg
dziecku wyznawany przez nich system wartosci, normy spoteczne oraz kulture za-
chowan, ktére sami stosujg w interakcjach miedzyludzkich. W rodzinie jednostka
pozyskuje wiedze w zakresie umiejetnosci zaspokajania wiasnych potrzeb oraz
zdolnosci do poszukiwania wiasnych zainteresowan (lzdebska, 2003, s. 7).

W dyskursie pedagogicznym, reasumujgc, rodzine przedstawia sie jako
»,matg zbiorowos¢, grupe pierwotng, ktéra oparta jest na naturalnych podsta-
wach, stanowigcg mniej lub bardziej ztozong forme zbiorowosci oraz cztonkéw,
ktdrzy wypetniajg te role” (Cudak, 2011). W procesie oddziatywan wychowaw-
czych rodzina wyznacza wartosci wychowawcze oraz akceptowane przez spote-
czenstwo wzory postepowania. W rodzinie ustalane sg normy i zasady, ktére
przekazywane sg dziecku, a takze nastepnym pokoleniom. Wartosci w rodzinie
sg uporzgdkowanym zbiorem rdznych znaczen, ktére stanowia cel wychowaw-
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czy, a jednoczesnie sg wazne i pozgdane w zyciu rodzinnym, tworzgc okreslony
model, organizacje i funkcjonowanie srodowiska rodzinnego (Catusinska, Mali-
nowski, 2012, s. 209). Rodzina jest instytucjg, w ktorej ludzie czujg sie spotecznie
zintegrowani, co wazne jest dla dobra cztonkdéw rodziny oraz spoteczenstwa (Po-
well, Bizendalh, Geist i Steelman, 2010, s. 1).

Rodzine buduje prawidtowo funkcjonujgcy zwigzek matzenski przekazujacy
jego uczestnikom wsparcie emocjonalne i przedmiotowe w petnieniu roli ro-
dzica. Emocjonalne wsparcie jest deklaracjg dla matzonka (rodzica), ze jest ko-
chany, szanowany i ceniony, a to z kolei oddziatuje na stopien zaangazowania
i cierpliwo$¢ w relacji z dzieckiem (Krzesifiska-Zak, 2007, s. 1).

Interpretacja pojecia kohabitacji

W poczatkowej fazie studiowania tego zjawiska kohabitacja uznawana byta
jako okres prébny dla zwigzku (Matysiak, Mtynarska, 2014). Kohabitacja moze by¢
rozumiana jako pragmatyczna reakcja na narastajgce watpliwosci, spowodowane
ciggtymi zmianami w gospodarce, a takze niestabilnoscig ekonomiczng. W efekcie
oddziatuje ona na zwiekszenie sie imperatywu bardziej swobodnego rodzaju
zwiazku, ktory jest permisywny i mniej wigzacy niz matzenstwo (Nazio, 2008).

W dzisiejszych czasach kohabitacja nie jest juz uznawana za okres prébny
przed wstapieniem w zwigzek matzenski, lecz przedstawiana jest jako alterna-
tywna forma bycia razem. Badacze ukazujg to zjawisko jako atrakcyjniejsze niz
tradycyjna forma zwigzku, szczegdlnie wsrdd oséb, ktére byty juz w zwigzku mat-
zenskim lub po prostu chcg zy¢ bez formalnych zobowigzan.

Kohabitacja przyjmuje rézne formy, takie jak:

— dtuzszy okres chodzenia ze sobg;

— okres przygotowawczy do matzenstwa, ktérego celem jest wzmacnianie
wiezi i relacji miedzy partnerami;

— forma alternatywna dla zwigzku matzenskiego;

— sposdb na zycie, ktory stanowi nieformalng (pozaprawng) forme bycia razem

(Kwak, 2005, s. 320).

Zdaniem Zygmunta Baumana kohabitacja to rodzaj ,,czystego zwigzku”,
ktory polega na rownym traktowaniu siebie wzajemnie, ustalajgc sprawiedliwy
podziat zadan domowych oraz zakres praw i obowigzkéw. Tego samego tyczg sie
kwestie finanséw wnoszonych do wspdlnego gospodarstwa domowego (Bau-
man, 2009).

O kohabitacji mozemy moéwié rédwniez wtedy, gdy dwoje partneréw nie
mieszka razem, tzw. Living Apart Together. Rozpoczyna sie ona w momencie,
gdy obie osoby zachowujg intymne wiezi, jednakze mieszkajg osobno. Obydwoje
partnerow z catg Swiadomoscig decydujg sie na zwigzek bez wspdlnego prowa-
dzenia gospodarstwa domowego (Jabtonski, Ostasz, 2001) . W wiekszosci przy-
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padkdéw ta struktura zwigzku ulega zmianie poprzez finalne wspdlne zamieszka-
nie. Konkubinat jest uznawany za zwigzek partnerski, jednakze w momencie
przyjscia na swiat dziecka przebudowuje sie on w rodzine, tworzgc tym samym
nietypowy model rodziny domowej (Jabtonski, Ostasz, 2001).

Wolny zwigzek identyfikowany jest jako zycie bez slubu i mieszkanie razem
z partnerem pici przeciwnej, skutkujgce prowadzeniem wspdlnego gospodar-
stwa domowego (Szlendak, 2010). Ogélnospoteczny czynnik, ktéry poszerza ko-
habitacje, wnika w dziatania spoteczne zwigzane z wzorcami zycia rodzinnego,
co przejawia sie miedzy innymi wzrostem liczby rozwoddéw (Kwak, 2005).

Niematzenska forma zwigzku stanowi odpowiedz — jak podkresla wielu ba-
daczy — na dokonujace sie zmiany spoteczno-ekonomiczne. Ponadto atrakcyj-
nos¢ tego zwigzku polega na tym, ze , lepiej zaspokaja on instrumentalne i emo-
cjonalne potrzeby, ponoszac mniejsze koszty, przy zachowaniu wiekszej dowol-
nosci w relacjach partnerskich i niezaleznosci, poniewaz nie dopuszcza wptywow
rodziny i tradycji na zwigzek” (Janicka, 2006, s. 30). Aspekt spoteczny tego typu
zwigzku polega na tym, ze kohabitacja pozwala doswiadcza¢ partnerom zalet
zwigzku intymnego, regulujac ich aktywnos¢ seksualng, przy jednoczesnej moz-
liwosci realizowania ambicji i zatrudnienia zawodowego.

Pozytywne i negatywne aspekty kohabitacji

Zycie rodzinne jest przedmiotem zainteresowania wielu badaczy, ktérzy ob-
serwujg przemiany spoteczne, obyczajowe i kulturowe. Powodujg one, ze zwig-
zek niesformalizowany zaczyna by¢ traktowany na réwni ze sformalizowanym
zwigzkiem matzerskim.

Jednym z aspektéw zycia w kohabitacji jest mozliwosc¢ zerwania tego zwigzku
w dowolnym momencie. Jest to sporym utatwieniem w poréwnaniu do zwigzku
matzenskiego, ktéry w momencie rozpadu wigze sie ze sprawami sgdowymi
i podziatem majatku, co zajmuje duzo czasu i pieniedzy. Kohabitacja jest formag
zwigzku preferowang przez osoby cenigce autonomie, niewidzace siebie w mat-
zenstwie lub nieuznajgce instytucji matzenstwa za co$ waznego i pozgdanego.

W kohabitacji pozostajg takze osoby, ktére nie mogg wstapi¢ w zwigzek mat-
zenski, poniewaz nie wyszty jeszcze z poprzedniego lub znajduja sie w sytuacji,
kiedy nie decydujg sie na rozwdd z powodu ewentualnego podziatu majgtku
badz odebrania lub podziatu praw rodzicielskich.

Mtode pokolenia, a w szczegdlnosci kobiety, nie uznajg matzenstwa za nad-
rzedny cel. Jest to spowodowane wzrostem elastycznosci w strukturze pracy za-
robkowej, co skutkuje zmniejszeniem checi i entuzjazmu do aranzowania for-
malnych zwigzkéw (Janicka, 2006, s. 31).

Kolejnym permisywnym aspektem kohabitacji jest ,bycie razem, ale
osobno”. W szeroko rozumianym znaczeniu jest to mozliwos¢ przetestowania



Kohabitacja jako... 111

partnera/partnerki oraz sprawdzenia siebie wzajemnie. Inaczej moéwigc, jest to
proba dla zwigzku, dzieki ktérej niepewnosé w pewnym stopniu zanika. Jest to
czas na sprawdzenie, czy partner lub partnerka majg podobne cechy charakteru,
wyznajg podobne wartosci, czy sg w stanie zaakceptowac swoje odmiennosci
i przyzwyczajenia. Ludzie tworzacy zwigzek nieformalny zaktadajg wspdlne go-
spodarstwo domowe, jednoczesnie majg mozliwosé sprawdzenia swojego
zwigzku w zyciu codziennym (Kwak, 2005).
Jak przedstawia to Giddens (2006):

seksualnosc¢ zostata odkryta na nowo w momencie, w ktérym oddzielono sfere intymng
od wydawania na Swiat potomstwa. Warto zauwazy¢, ze wiekszo$¢ par zyjacych w zwigz-
kach nieformalnych ma juz za sobg nieudane zwigzki, w wyniku czego ta opcja daje im
zabezpieczenie przed kolejnym niepowodzeniem (s. 40).

Trafnym aspektem kohabitacji jest niezaleznos$¢ finansowa obojga partne-
row. Zaréwno kobieta, jak i mezczyzna nastawieni sg na realizacje swoich pla-
néw zawodowych.

Ostatnim korzystnym aspektem jest podziat rél obojga partneréw w zwigz-
kach kohabitacyjnych, zaréwno partner, jak i partnerka dzielg sie obowigzkami
domowymi, nie przypisujac zadan do pfci. Warto takze zauwazy¢, ze te zwigzki
tak samo jak tatwo sie zaczynajg, tak tatwo sie koriczg — bez formalnych kompli-
kacji i zobowigzan. ,,Intencja zwigzku nieformalnego komponuje dobrowolnos¢
zobowigzan” (Budna, 2011, s. 30).

Oproécz pozytywnych aspektéw kohabitacji nalezy takze wspomniec o jej ne-
gatywnym obliczu. Niekorzystnym aspektem kohabitacji jest to, ze partnerzy nie
otrzymuja zdolnosci prawnych wzgledem siebie. Powoduje to brak przywilejow,
ktore wsrdd matzonkow sg sprawg niemalze oczywistg, np. wspdlnoty majgtko-
wej. Warto zaznaczyé, ze pary zyjace w nieformalnych zwigzkach nie majg moz-
liwosci zaadoptowania dziecka.

Trwatos$¢ zwigzku kohabitacji uzalezniona jest od decyzji partnerédw. Rezy-
gnacja z przyjetych ideatéw i modeli matzensko-rodzinnych przyjmuje tolerancje
i dobrowolnos$¢ funkcjonowania partnerdw, nie uwzglednia dzielenia obowigz-
kow domowych ze wzgledu na pteé, a powodem bycia razem jest satysfakcja
seksualna (Avignon, 2022).

Jak wynika z badan przeprowadzonych w 2018 roku, wystepuje kilka powo-

doéw, dla ktérych pary nie decydujg sie na zawarcie zwigzku matzenskiego:
1) potencjalnie negatywne skutki dla intensywnosci ich relacji; 2) wydtuzajgca
sie kohabitacja uznawana za znak, ze partnerzy nie sg dostatecznie zaangazo-
wani w zwigzek; 3) pogtebiajgce sie obawy dotyczace tego, czy zwigzali sie z od-
powiednig osobg (Mtynarska, 2018, s. 17).

Wszystkie wymienione powyzej powody kohabitacji sg wynikiem liberalnego
podejscia do zycia rodzinnego, a takze rosnacej spotecznej akceptacji wobec
zwigzkéw nieformalnych. Mfodym ludziom coraz czesciej trudno jest zatozyc
wtasng rodzine poprzez zawarcie zwigzku matzenskiego, w okolicznosciach nie-
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stabilnej sytuacji na rynku pracy. Pogon za wyzszym wyksztatceniem oraz réz-
nego rodzaju specjalistycznymi kwalifikacjami powoduje, ze odktadajg oni decy-
zje o ewentualnym zawarciu zwigzku matzenskiego. Skutkuje to coraz czestszym
wstepowaniem mtodych ludzi w zwigzki kohabitacyjne, ktére pozwalajg na zycie
we wspoélnym gospodarstwie domowym z dodatkowym wynegocjowaniem rol
oraz stworzeniem satysfakcjonujgcego zwigzku w aspekcie seksualnym (Juszczyk-
-Frelkiewicz, 2014, s. 66).

Podobienstwa i réznice miedzy matzernistwem a kohabitacjg

Obecnos¢ odmiennych form zycia rodzinnego i matzenskiego nie jest niczym
nowym, poniewaz stanowity one integralng czes$¢ rzeczywistosci spotecznej we
wszystkich epokach i kulturach, jednakze to zjawisko nie wystepowato w tak du-
zym formacie, jak dzis (Slany, 2002). Warto wspomnie¢, ze kohabitacja jest te-
matem wielowgtkowym, dlatego trudno jg analizowaé, nie odnoszac sie do zja-
wisk, ktére stanowig nieodtgczny element zycia rodzinnego. Niektdrzy uwazajg,
ze zaréwno matzenstwo, jak i kohabitacja sg w duzym stopniu podobne do sie-
bie, inni zas uwazaja, ze sg catkowicie inne, a kohabitacja nie spetnia najwazniej-
szych funkcji matzenstwa.

W przeciwienstwie do kohabitacji, zwigzek matzenski jest instytucjg spo-
teczna. Okreslane s w nim normy i wzory postepowania, majgce istotne znacze-
nie w tresciach i charakterze wiezi, jaka taczy obu partneréw (Wilk, 2016).

Kohabitanci w codziennym Zzyciu miarowo podejmujg role, ktére realizo-
wane sg w matzenstwie. ,,Matzonkowie ustalajg zakres obowigzkéw ze wzgledu
na pte¢, podczas gdy kohabitanci funkcjonujg wtasciwie jako osoby nastawione
na samorozwdj i kariere” (Pujer, 2016, s. 19).

Przemiany wiezi i koligacji, ktére formutujg sie pomiedzy partnerami, ukie-
runkowane sg na wysoka jakosc¢ zycia. Przemiany w zwigzku ukierunkowane sg
na niezalezno$¢, samodoskonalenie, satysfakcje emocjonalng, materialng,
a takze seksualng. Wszystkie te przeobrazenia odgrywajg znaczacg role w zjawi-
sku kohabitacji.

Analizujgc socjologie rodziny, mozna zauwazy¢ podobieistwa miedzy zwigz-
kiem matzeniskim a kohabitacja, przedstawiajac nastepujace zachowania:

— utrzymywanie kontaktow seksualnych miedzy partnerem a partnerka;

— tworzenie wspdlnego gospodarstwa domowego poprzez wspdlne mieszka-
nie, wktad pieniezny wtozony przez obydwoje partneréw do wspdlnego bu-
dzetu domowego;

— tworzenie warunkow dla dziecka, wspdlne wychowywanie go.

Opisujac powyzsze zadania, ktére majg spetniac¢ kohabitanci, mozna stwier-
dzi¢, ze sg one spdjne z tymi, ktdre zwigzane sg z matzenstwem. Moze to zna-
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czy¢, ze zwigzek kohabitacji jest integralny w zadaniach i funkcjach tak samo, jak
zwigzek matzenski (Ambert, 2005, s. 8).

A.M. Ambert przedstawia charakterystyke oséb zyjacych w zwigzku kohabi-
tacyjnym, przy jednoczesnym wskazaniu, ze wiekszos¢ to ludzie mtodzi, cho¢
mozna zauwazy¢ tendencje wzrostowg réwniez u oséb starszych. Sg to osoby,
ktore byty juz w nieudanym zwigzku matzenskim. Mezczyzni zyjacy w zwigzkach
nieformalnych zarabiajg stosunkowo mniej niz mezczyzni zonaci. Partnerzy zy-
jacy w zwigzkach nieformalnych na ogét nie sg praktykujgcymi chrzescijanami.
Zanikaja tradycyjne wartosci wynikajace z instytucji matzenstwa, kobiety posia-
daja dzieci z poprzednich zwigzkdéw.

A. Kwak (2005) zauwaza rdznice, ktdre zachodzg miedzy kohabitacjg a mat-
zenstwem, postugujac sie nastepujgcymi przyktadami. Osoby zyjace w zwigzku
nieformalnym sg niezalezne finansowo, brak prawnych zobowigzan wobec part-
nera. Partnerzy w zwigzkach kohabitacyjnych duzo rzadziej decydujg sie na
dzieci, jest to zwigzane ze $wiadomg decyzjg o braku potomstwa lub brakiem
zaplecza finansowego. Najbardziej powszechng formg ,,bycia razem” jest mat-
zenstwo, a na pary zyjace w zwigzkach nieformalnych ktadziony jest nacisk ze
strony rodziny. Zycie odbywa sie ,,w zawieszeniu” , pomiedzy byciem singlem
a zyciem w zwigzku kohabitacyjnym. Kohabitacja posiada kilka form. Jedng z nich
jest kohabitacja wizytowa, polegajgca na tym, ze obydwoje partneréw nie decy-
dujg sie na wspdlne zamieszkanie, cenigc sobie swobode. Decydujac sie na
trwaty zwigzek, zyjg na zasadach singla, spotykaja sie ze swojg partnerka kilka
razy w tygodniu. Partneréw w tym zwigzku tgczg przede wszystkim kontakty sek-
sualne. Kohabitacja partnerska charakteryzuje sie tym, ze obydwoje partneréw
mieszka razem, jednakze nie wigze sie z tym pozycie seksualne, tylko zwyktfa
przyjazn. Ich decyzja o zamieszkaniu razem jest spowodowana niechecig do zy-
cia samemu oraz komfortem wspdlnego mieszkania i wspétpracy (Mlaadek, Si-
rockova, 2004, s. 426—427).

Kohabitacja jest alternatywng formg matzenistwa w procesie wyboru part-
nera. Podejscie to zaktada systematyczny spadek atrakcyjnosci matzenstwa dla
mtodych osdb. Jako jeden z czynnikéw popularnosci wskazuje sie postawy zmie-
rzajgce w kierunku indywidualizmu, ktory redukuje pragnienie bardziej statych
zobowigzan, takich jak matzenstwo. Zdaniem Oppenheimera (2003), silne przy-
wigzanie do realizacji wtasnych zainteresowan w czasie wolnym utatwia wcho-
dzenie w zwigzki kohabitacyjne, gdyz w matzenstwie stawiane s3 wymagania
wzgledem wspdlnego dzielenia czynnosci.

Mozna Smiato stwierdzi¢, ze w przestrzeni spotecznej wystepujg roznorodne
typy kohabitacji, ktore rdznig sie strukturg i s alternatywng formg zycia matzen-
skiego. Kohabitacja moze tez stanowic faze wstepng przed zawarciem matzen-
stwa, ktdra pozwala poznaé partnera czy partnerke, testujgc zachowania i przy-
zwyczajenia.
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Zakonczenie

Ewolucja, jaka dokonuje sie w strukturze rodziny, wptywa na przeobrazenia
w funkcjonowaniu catego spoteczeristwa (Balcerzak-Paradowska, 2004, s. 11).
Przeobrazenia i modyfikacje zachodzace w rodzinie powodujg, ze nie mozna de-
finiowac jej w jeden okreslony sposdb, poniewaz w otaczajgcej nas rzeczywisto-
$ci zatozenia wzgledem rodziny sg subiektywne i zawierajg rézne spostrzezenia
dotyczace jej funkcjonowania. W dzisiejszych czasach rodzine mozna tgczyé z in-
nymi rodzajami zwigzkéw, ktdre jeszcze niedawno nie byty rozpatrywane jako
rodzina. ,,Kiedys fundamentem tworzenia rodziny byto zawarcie zwigzku mat-
zenskiego, co obligowato do posiadania potomstwa, a dziecko nie jest juz uzna-
wane za konsekwencje zwigzku matzenskiego” (Biernat, 2009). Dzisiaj definicja
rodziny rozszerzyta sie o matzenstwa swiadomie bezdzietne oraz zwigzki bez
wiezi formalnej.
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Cohabitation as an alternative forms of family life

Abstract

The marriage relationship is of interest to many areas of research.

Social influences affecting its transformations, durability, functions and roles are examined per-
formed in it. Despite many changes, the family is the basic and most important social unit. Over
the years, researchers' curiosity has focused on informal relationships, which are an increasingly
common alternative form of family. Marriage recognized is for kinship in terms of economic, emo-
tional and sexual realization

The same goal in the pursuit of happiness and common good. It is a formal relationship that
serves, inter alia, to start a family, beget children, and provide for its members. The aim of the
article is to indicate the factors determining the quality and durability of modern partnerships,
with particular emphasis on cohabitation and marriage.

Keywords: cohabitation, family, child.
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Obraz szkét publicznych oraz placowek niepublicznych
Ww opinii pracujgcych tam nauczycieli

Streszczenie

Artykut dotyczy funkcjonowania placéwek publicznych i niepublicznych w Polsce — zwrécono
szczegblng uwage na szkoty podstawowe. Przedstawiono najwazniejsze kwestie teoretyczne, po-
wotujac sie na dostepne publikacje. Artykut prezentuje wyniki badan wtasnych przeprowadzonych
w roku szkolnym 2021/2022 wsréd nauczycieli pracujagcych w publicznych oraz niepublicznych
szkotach podstawowych na terenie jednego z matopolskich miast. W badaniach wzieto udziat
48 nauczycieli — 24 pracujacych w szkotach publicznych oraz 24 pedagogdéw pracujacych w placow-
kach niepublicznych. Postawione w badaniach pytania pozwolity uzyskac¢ informacje miedzy in-
nymi na temat tego, jakie réznice w pracy w szkotach publicznych i niepublicznych dostrzegaja
nauczyciele, jaka jest oferta tych szkét, jak przedstawia sie godzinowy etat pracy nauczycieli, jakie
dostrzegaja korzysci w okreslonym miejscu oraz jakie napotykajg trudnosci. Artykut ma charakter
teoretyczno-badawczy.

Stowa kluczowe: szkota publiczna, szkota niepubliczna, edukacja, nauczyciele.

Szkota — istotne miejsce w zyciu cztowieka

Pojecie ,szkoty” mozna rozpatrywac z rdznych perspektyw. Pierwszg z nich
jest perspektywa socjologiczna, zgodnie z ktdrg szkota jest miejscem integrujgcym
jednostke ze spoteczeristwem. Nie jest to jedyna rola szkoty w tej perspektywie.
Ma ona réwniez odpowiednio przygotowaé mtode pokolenie do petnienia typo-
wych rdél spotecznych. Podkresla sie tu zaleznos¢ wystepujgcag miedzy szkotg a spo-
teczenstwem. Zwolennikiem tego typu pogladdw byt m.in. Emil Durkheim (Adrjan,
2011, s. 15-16). Szkota rozumiana moze byc¢ rowniez w perspektywie organizacyj-
nej. Zgodnie z nig szkote prezentuje sie jako wielos¢ systemdw i podsystemow,
ktére tworzg trwaftg instytucje, kierujaca sie wtasnymi zasadami i regutami.
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Niewatpliwie szkota jest obiektem, ktdry mozna odréznié od innych organi-
zacji ze wzgledu na jej cechy. W ten sposdb szkota moze by¢ poréwnywana
z ogrodem, fabryka i orkiestrg. Owe metafory przedstawiajg gtéwne funkcje pla-
céwki. Szkota przypominajgca ogrdd jest miejscem, gdzie nastepuje rozwdj
ucznidw, ktdrymi zajmuje sie nauczyciel petnigcy metaforyczng role ogrodnika.
Szkota to réwniez orkiestra, wymaga bowiem dostosowania sie danej osoby do
innych grajacych, partytury czy dyrygenta. W szkole dziecko staje sie czescig
grupy, musi poznaé uczniéw, zasady funkcjonowania w klasie, dostosowa¢ sie
do wymogdw nauczyciela. Kolejna metafora ukazuje szkote jako fabryke, ktéra
przygotowuje okreslony produkt, a kazdy z robotnikéw musi dostosowac sie do
zasad produkcyjnych, podporzadkowaé sie kierownictwu. Takze w szkole
dziecko powinno respektowac uznawane reguty zachowania, uwzgledniac pole-
cenia nauczycieli i dyrekcji (Adrjan, 2011, s. 24-26). Bogustaw Sliwerski poréw-
nuje szkote do chinskiej fabryki, gdzie — co prawda — produkuje sie taniej
i w wiekszych ilosciach, jednak jako$¢ produktéw nie jest tu zadowalajaca (Sli-
werski, 2013). Masowa edukacja, ktorg poréwnuje sie do fabryki, juz w ubiegtych
latach dawata podstawy czytania, wymagata doskonalenia umiejetnosci liczenia,
przekazywata odrobine informacji z historii i kilku innych przedmiotow.
Wszystko to wigzato sie z rozwijaniem u oséb trzech podstawowych cech: punk-
tualnosci, postuszeristwa i umiejetnosci wykonywania rutynowych, powtarzal-
nych czynnosci. Ludzie zatrudnieni w fabryce musieli by¢ punktualni. Musieli ak-
ceptowaé polecenia wydawane im przez kierownikéw. Musieli réwniez umie¢
tkwié niewolniczo przy maszynach, wykonujgc powtarzajgce sie do znudzenia, te
same czynnosci (Toffler, 1985, s. 57).

Wspodtczesna szkota znacznie rézni sie od placowek dziatajgcych jeszcze kil-
kadziesiat lat temu. Zmienia sie pozycja ucznia, modyfikacji ulegta réwniez rola
nauczyciela. Obecnie wiele oséb pracujgcych w oswiacie podejmuje zatrudnie-
nie nie tylko w placdwkach publicznych, ale i szkotach niepublicznych. Na stro-
nach internetowych kuratoriow oswiaty odszuka¢ mozna ogtoszenia pracy, za-
rowno z jednej, jak i drugiej kategorii szkot.

Zastanawiajac sie, jaka jest najwazniejsza kwestia rozrdzniajgca dane szkoty,
nalezatoby zwrdcié uwage na to, kto jest odpowiedzialny za funkcjonowanie pla-
cowek. Najogdlniej mozna stwierdzié, ze szkoty publiczne zaktadane sg przez or-
gany administracji rzadowej, natomiast placowki niepubliczne zaktadane i pro-
wadzone sg przez osoby prawne lub fizyczne (Figiel, 2001, s. 22). Innymi stowy,
publiczne szkoty podstawowe to placowki, ktére podlegajg samorzadowi i to on
jest za nie odpowiedzialny. W tym przypadku organem prowadzgcym szkofe jest
samorzad terytorialny.

Oczywiscie, witadza nie ma wptywu na dziatania pedagogiczne. Jej gtdwnym
zadaniem jest zapewnienie odpowiedniego wyposazenia, uregulowanie wszel-
kich ptatnosci.

,Szkotg publiczng jest szkota, ktéra (Ustawa, 2021, art. 14):
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1) zapewnia bezptatne nauczanie w zakresie ramowych planéw nauczania;

2) przeprowadza rekrutacje uczniow w oparciu o zasade powszechnej do-
stepnosci;

3) zatrudnia nauczycieli posiadajacych kwalifikacje okreslone w odrebnych

przepisach, z zastrzezeniem art. 15 ust. 2;

4) realizuje:

a) programy nauczania uwzgledniajgce podstawe programowg ksztatcenia
ogdlnego, a w przypadku szkoty prowadzacej ksztatcenie zawodowe —
rowniez podstawy programowe ksztatcenia w zawodach szkolnictwa
branzowego albo podstawy programowe ksztatcenia w zawodach szkol-
nictwa artystycznego,

b) ramowy plan nauczania;

5) realizuje zasady oceniania, klasyfikowania i promowania ucznidw oraz prze-
prowadzania egzamindw, o ktérych mowa w rozdziatach 3a i 3b ustawy

o systemie oswiaty”.

Obecnie bardzo aktywnie w Polsce funkcjonujg rowniez niepubliczne szkoty
podstawowe. Do 1989 roku tego typu placdwek na terenie naszego kraju byto
niewiele. Pomimo Ze byta taka mozliwos¢ i zgoda na tworzenie szkdt niepublicz-
nych, rozwigzanie to nie byto wykorzystywane. Poczatkowo tworzono niepu-
bliczne szkoty ponadpodstawowe. W 1991 roku Sejm przyjat ustawe, ktéra do-
puszczata tworzenie placéwek niepublicznych na kazdym szczeblu edukacji (Fi-
giel, 2001, s. 21-22). Od tego momentu rozpoczeto tworzenie niepublicznych
przedszkoli, szkét podstawowych i innych osrodkow, ktérymi zarzadzaty osoby
fizyczne. Obecnie w Polsce funkcjonuje wiele niepublicznych, spotecznych badz
prywatnych szkét podstawowych.

Szkota — istotna decyzja w zyciu rodzica

Kazdy rodzic chce dla swojego dziecka tego, co najlepsze — przynajmniej tak
by¢ powinno — dlatego wybdér odpowiedniej szkoty jest bardzo waznym i wyma-
gajgcym zadaniem. Obecnie wielo$¢ réznorakich ofert szkét podstawowych po-
woduje, ze osoby doroste bardzo czesto decydujg sie na udziat w popularnych
dniach otwartych, by przekonac sie, czy miejsce, do ktérego chcg postaé swojg
latorosl, jest odpowiednie. Okreslone obwody szkoét nie sg wspotczesnie tak
wazne, jak wczesniej. Rodzice sg osobami, ktére zazwyczaj przemieszczajg sie
samochodem, wiec dowiezienie dziecka do szkoty oddalonej o kilkanascie kilo-
metréw od miejsca zamieszkania nie stanowi juz wiekszego problemu. Jesper
Jull (2014, s. 15-16) — ktdry, co prawda, nie jest naukowcem, jednak wiele jego
opinii jest cennych dla pedagogdéw — w swojej ksigzce Kryzys szkoty wielokrotnie
podkresla, ze kazde dziecko chce sie uczy¢, jest otwarte, ciekawe, zadne wiedzy,
jednak nie lubi chodzi¢ do szkoty. Dotyczy to nie tylko ucznidw z przecietnymi
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wynikami, ale tez i tych, ktdrzy osiggajg bardzo dobre rezultaty, majg ciekawe
zainteresowania i pasje. Niestety, w wiekszosci wspotczesnych szkédt panuje prze-
konanie, ze dziecko musi przyswoic jak najwiekszg ilo$¢ informaciji, a jego wychowa-
nie w szkole opiera sie na licznych nakazach i zakazach. Dlatego tez — by¢ moze —
wielu rodzicéw zastanawia sie, ktéra ze szkét bytaby dla jego dziecka najlepsza tak,
by z checig do niej uczeszczato i osiggato sukces na miare swoich mozliwosci.
W publikacjach naukowych odszukaé¢ mozna informacje na temat motywacji wy-
boru danej szkoty. Najczesciej podjete decyzje dyktowane sg réznorodnymi i bar-
dzo ztozonymi motywacjami. Powoddw moze by¢ bardzo wiele, najpopularniejsze
z nich to: uczucia religijne, oczekiwanie lepszej opieki wychowawczej, profil kon-
kretnej szkoty, indywidulane podejscie do ucznia (Rabczuk, 2000, s. 33). Wsp6t-
cze$nie mozna dodaé jeszcze: wyposazenie szkoty, oferte zaje¢ dodatkowych,
przygotowanie do pracy z dzieckiem o specjalnych potrzebach edukacyjnych.

Badania wtasne

Podczas przeprowadzonych badan na przetomie marca i kwietnia 2022 roku
staratam sie dotrze¢ do jak najwiekszej liczby czynnych zawodowo nauczyciel,
ktorzy pracujg w szkotach podstawowych. Grupe podzielitam na dwie kategorie:
pracownicy szkét publicznych oraz pracownicy szkét niepublicznych. W badaniach
brali udziat , etatowcy”, czyli nauczyciele, ktérzy w szkole pojawiajg sie codziennie.

Celem prowadzonych badan byto pordwnanie sytuacji zawodowe]j nauczy-
cieli pracujgcych w szkotach publicznych oraz placéwkach niepublicznych. Pro-
blem badawczy sformutowatam w formie pytania: Jak nauczyciele oceniajg wta-
sng sytuacje zawodowa w placédwce publicznej lub osrodku niepublicznym?

Badania przeprowadzone byty na terenie jednego z matopolskich miast. Pod-
czas badan wykorzystatam instrumentarium ankietowe. Sformutowane w ankie-
cie pytania s mojego autorstwa. Wszelkie wypowiedzi respondentdw byty ano-
nimowe. Byto to dziatanie celowe, poniewaz ,,zapewniona w ankiecie anonimo-
wos¢ wypowiedzi sprzyja o wiele bardziej szczerym wynurzeniom respondentéw
niz nawet wywiady przeprowadzane w cztery oczy, poniewaz w tego rodzaju wy-
wiadach wystepuje takze pewne skrepowanie, zwtaszcza przy pytaniach drazli-
wych (...)” (Sztumski, 2020, s. 216). Po otrzymaniu uzupetnionych ankiet przysta-
pitam do analizy uzyskanych danych.

Szkota publiczna a niepubliczna placéwka -
opinie pracujacych tam nauczycieli

W badaniach brali udziat nauczyciele zatrudnieni na petny etat, zaréwno ze szkét
publicznych, jak i placdwek niepublicznych. W badaniach wzieto udziat 18 mezczyzn
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oraz 30 kobiet. Wiekszos¢ nauczycieli biorgcych udziat w badaniu to nauczyciele
mianowani — byto ich 17. Kolejno 14 nauczycieli to pedagodzy dyplomowani,
9 nauczycieli uzyskato stopien nauczyciela kontraktowego, jedynie 8 nauczycieli
w trakcie udzielania odpowiedzi na postawione pytania byto stazystami.

Awans zawodowy badanych nauczycieli

M nauczyciel mianowany
nauczyciel dyplomowany
nauczyciel kontraktowy

nauczyciel stazysta

Wykres 1
Awans zawodowy badanych nauczycieli

Zrédto: badania wtasne.

Przedstawione na wykresie 1 dane pokazuja, ze zdecydowana wiekszos¢ ba-
danych nauczycieli to osoby ze sporym doswiadczeniem zawodowym. Bardzo
czesto w licznych debatach medialnych nauczyciele s grupg zawodowa, ktorej
przypisuje sie wysokie zarobki. Uzyskane stopnie awansu zawodowego sg w pla-
cowkach publicznych sposobem na podwyzke. Tabele z wynagrodzeniami danej
grupy nauczycieli odszuka¢ mozna na wielu stronach internetowych, dlatego tez
o kwestie finansowe nie pytatam nauczycieli pracujgcych w szkofach publicz-
nych. Do pozostatych oséb — pracujgcych w szkotach niepublicznych — skierowatam
pytanie, czy uzyskane stopnie awansu zawodowego wigzg sie z wiekszg wypfata.

Okazuje sie, ze zdecydowana wiekszo$¢ nauczycieli pracujacych w niepu-
blicznych instytucjach nie polepszy swojego statusu materialnego. Co prawda,
szkoty dajg im mozliwo$¢ odbywania stazu, jednak po pomyslnym zakonczeniu
nie moga liczyé na podwyzki pensji. W ten sposdb odpowiedziato 20 nauczycieli
sposréd 24 pracujgcych w niepublicznych osrodkach. Wiele z tych oséb przy tym
pytaniu podkreslito, ze czujg sie nauczycielami , drugiej kategorii” i nie moga li-
czy¢ na wszystkie przywileje skierowane do pracownikdw publicznej oswiaty.

Kolejne pytania skierowane byly do wszystkich nauczycieli i dotyczyty checi
i satysfakcji z wykonywanej pracy. Wyniki byty bardzo optymistyczne, poniewaz
75% badanych nauczycieli (36 oséb) bardzo lubi swojg prace. Ponadto 50% oséb
(24 nauczycieli) uwaza, ze nie mogtoby wykonywac innego zawodu. Zdaniem na-
uczycieli praca z dzie¢mi daje sporo energii i zacheca do poszukiwania nowych
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rozwigzan. Wiele oséb podkresla, ze praca z dzie¢mi jest pozbawiona rutyny.
Dzieci sg pomystowe, energiczne, a ich dobre nastawienie do zycia udziela sie
rowniez pedagogom. To bardzo korzystne wiadomosci, jednak analizujgc do-
ktadnie dane, dostrzegtam, ze wielu nauczycieli pracujacych w szkotach niepu-
blicznych (18 oséb) podkresla, ze praca daje ogromng satysfakcje jedynie
w szkole, albowiem po otrzymaniu wyptaty muszg liczyé na wsparcie wspdétmat-
zonka/partnera, gdyz pensja nie pozwala na dokonanie wszelkich ptatnosci.

Analizujgc kolejne pytania, mozna zauwazy¢, ze w gronie nauczycieli pracu-
jacych w szkotfach publicznych jako zalety wykonywanej pracy najczesciej wy-
mieniane zostaja:

— dodatkowe wynagrodzenia (trzynastki, pakiety socjalne, ptatne zastepstwa),
— dni wolne podczas roku szkolnego,
— odpowiednie wyposazenie szkoty w sprzet niezbedny do prowadzenia zajeé

(laptop, radio),

— mozliwos¢ urlopu dla poratowania zdrowia,
— nagrody dyrektora.

Wsrdd nauczycieli szkét niepublicznych do zalet wykonywanej pracy najcze-

Sciej zaliczone zostaty:

— przyjazna atmosfera,

— kameralnos¢ danej placowki,

— wsparcie doswiadczonych kolezanek i kolegéw z pracy,

— dobre wyposazenie sal lekcyjnych (laptop, rzutnik, tablica multimedialna),
— praca w klasach nieprzekraczajacych 20 osdb.

Poréwnujac przedstawione zalety pracy w szkotach, dostrzec mozna, iz pe-
dagodzy zatrudnieni w publicznych placéwkach dostrzegajg kilkanascie korzysci
finansowych i aspekt ten jest widoczny w ich wypowiedziach. W gronie pozosta-
tych nauczycieli — zatrudnionych w szkotach niepublicznych — zalety zwigzane
byty przede wszystkim z warunkami pracy, jakie stwarza placéwka. Mowa wiec
o braku anonimowosci, mato licznych klasach, wzajemnej pomocy i odpowied-
nim wyposazeniu sal.

Nauczyciele zostali poproszeni réwniez o wskazanie negatywnych aspektow
wykonywanej pracy. W gronie nauczycieli, ktdrzy majg petny etat w szkotach pu-
blicznych, do gtdwnych wad zalicza sie:

— niskie pensje,

— postawy rodzicow, ktérzy bardzo chcg ingerowaé w zycie klasy/szkoty,

— brak czasu wolnego dla rodziny,

— utrate autorytetu w spoteczenstwie,

— dzieci wymagajace specjalistycznej pomocy w klasach ogdlnodostepnych,

— organizacje obowigzkowych szkolen i warsztatéw, ktére — zdaniem nauczy-
cieli — nie sg zwigzane z ich nauczanym przedmiotem.

Wsrdd nauczycieli pracujacych w szkotach niepublicznych do gtéwnych ne-
gatywdw wykonywanej pracy zaliczono najczesciej:
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— brak czasu wolnego,

— w dwdch badanych szkotach niepublicznych petny etat to 25 godz. dydak-
tycznych, w jednej z badanych szkét petny etat to 40 godz. dydaktycznych,

— niskie ptace,

— wysokie rdznice w otrzymywanych dodatkach w poréwnaniu z nauczycie-
lami pracujgcymi w placéwkach publicznych.

Poréwnujgc otrzymane dane, mozna jednoznacznie wskaza¢, ze zarowno
jedna, jak i druga grupa nauczycieli uwaza, ze ich praca jest nieoptacalna pod
wzgledem finansowym. Wykonywany zawdd wymaga poswiecenia sporej ilosci
czasu na przygotowanie sie do zajec. Wigze sie to z tym, ze nauczyciele nie maja
czasu wolnego ani dla siebie, ani najblizszych.

Otrzymane dane pokazujg réwniez jednoznacznie, ze wszelkie réznice zwia-
zane z funkcjonowaniem nauczycieli w szkotach publicznych i niepublicznych
sprzezone sg przede wszystkim kwestig finansowgq. Rozbieznosci sg dos¢ duze,
albowiem miesieczna wyptata nauczyciela dyplomowanego w szkole publicznej
i placéwce prywatnej rézni sie o 1100 ztotych, na niekorzys¢ pedagoga pracujg-
cego w szkole niepublicznej. Rozbieznosci te sg dostrzegalne rowniez na pozio-
mie innych awanséw zawodowych. Nauczyciele pracujacy w szkotach niepublicz-
nych otrzymuja nizsze wynagrodzenie, mimo ze bardzo czesto pracujg w szkole
wiecej godzin. Sytuacja ta powoduje, ze wspomniane osoby czujg sie traktowane
niesprawiedliwie — i takg odpowiedZ wskazali wszyscy pedagodzy zatrudnieni
w niepublicznych osrodkach.

Pedagodzy zostali poproszeni réwniez o wskazanie pozytywnych i negatyw-
nych stron dla dzieci uczeszczajgcych do szkét publicznych i niepublicznych. Wy-
niki otrzymane od nauczycieli zatrudnionych w publicznych placéwka przedsta-
wiam w tabeli 1.

Tabela 1
Zalety i wady uczeszczania przez dzieci do publicznych szkdt — zdaniem nauczycieli

Zalety Wady
Wysoki poziom nauczania Liczne zespoty klasowe
Dobre wyniki egzaminéw dsmoklasisty Waskie korytarze
Swietlica szkolna Anonimowos¢ ucznia
Duza hala sportowa Niewystarczajacy plac zabaw na swiezym powietrzy

Biblioteka szkolna

Bezptatne zajecia dodatkowe

Organizacja wielu imprez szkolnych

Zrédto: opracowanie wiasne.

Wyniki otrzymane od pedagogdéw zatrudnionych przez osoby fizyczne przed-
stawitam w tabeli 2.
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Tabela 2
Zalety i wady uczeszczania przez dzieci do niepublicznych szkét — zdaniem nauczycieli

Zalety Wady

Niektdre z zaje¢ dodatkowych organizowanych

Mato liczne klasy w szkole sa platne

Dodatkowe godziny zajec z jezyka obcego tatwos¢ wejscia do szkoty przez osoby niepowotane

Biblioteka szkolna ma na stanie ksigzki,

Indywidualne podejscie do ucznia . . .
ywidu podejsct ueznt ktére omawiane byty wiele lat temu

Wiele zaje¢ dodatkowych

Stotdwka szkolna

Pomoc w rozwigzywaniu zadan domowych

Zrédto: badania wtasne.

Kolejne pytania zwigzane byty z prowadzonymi w szkole dodatkowymi zaje-
ciami i akcjami. Uzyskane informacje wskazujg, ze zaréwno w szkotach publicz-
nych, jak i placdwkach niepublicznych uczniowie mogg korzystac z dodatkowych
zajec. Sg to miedzy innymi szachy, zajecia sportowe, kotko muzyczne. W tych
dwdch typach szkét organizuje sie liczne akcje ogdlnopolskie. Sg one zwigzane
zazwyczaj z udziatem w projektach edukacyjnych, zaréwno na szczeblach ogdl-
nopolskich, jak i miedzynarodowych. Nauczyciele starajg sie spetnia¢ wymogi
zwigzane z awansem zawodowym, dlatego bardzo uwaznie analizujg obowigz-
kowe czynnosci, dostosowujac do tego dziatania na konkretny rok szkolny.

Poprositam réwniez badanych nauczycieli, by zastanowili sie nad tym, czy
chca nadal pracowac w szkole, w ktdrej sg teraz zatrudnieni. Odpowiedzi byty
nieco zaskakujgce, poniewaz sposrdd 24 nauczycieli pracujacych w szkotach nie-
publicznych az 22 osoby odpowiedziaty, ze chciatyby znalez¢é prace w placédwce
publicznej. W grupie pedagogdw pracujacych na etacie w szkotach publicznych
jedynie 8 osdb odpowiedziato, ze chciatoby zmieni¢ miejsce pracy. Sposrdd tych
0s0b az 6 udzielito odpowiedzi, ze zastanawia sie nad przekwalifikowaniem. Od-
powiedzi nauczycieli z pewnoscig nie powinny dziwi¢, z roku na rok jest to bo-
wiem grupa, ktdra walczy o lepsze warunki finansowe.

Nastepne pytania otwarte skierowane do obu grup nauczycieli zwigzane byty
z planami na przysztos¢. Sposréd wszystkich odpowiedzi 14 nauczycieli dekla-
ruje, ze na przestrzeni 10 lat zdecydujg sie na zmiane pracy. Jedna z nauczycielek
zatrudnionych w placéwce niepublicznej odpowiedziata, ze: ,w ciggu 10 najbliz-
szych lat chciatabym otworzy¢ wtasny gabinet logopedyczny. Jestem w trakcie
studidw podyplomowych z zakresu neurologopedii. Zdobyte doswiadczenie po-
zwoli mi na prowadzenie wtasnej dziatalnosci”. Inna osoba stwierdzita, ze:
»Z pewnoscig bede chciata zmieni¢ miejsce pracy. Jesli uda mi sie zdoby¢ wakat
w szkole publicznej, to sie na to zdecyduje. Jesli nie bede miata takiej mozliwosci,
to zmienie branze”. Kolejne odpowiedzi sg bardzo podobne. Jedna ze stazystek



Obraz szkdt publicznych oraz... 125

zatrudnionych od wrzesnia przyznata, ze: ,nie wiem, czy za 10 lat bede pracowadé
w zawodzie. Praca z dzieémi jest bardzo wymagajgca i nie wiem, czy temu podo-
tam. Zastanawiam sie nad udziatem w kursie dla ksiegowych. Mam znajomych,
ktorzy sie przebranzowili i s3 zadowoleni. Ja takze sie na to zdecyduje”.
Uzyskane odpowiedzi wskazujg, ze wielu nauczycieli pracujacych w niepu-
blicznych osrodkach rozwaza za pewien czas zmiane miejsca pracy lub catkowitg
zmiane branzy. Wsrdd odpowiedzi nauczycieli publicznych szkét ich wizje sg bar-
dziej optymistyczne. Jeden z nauczycieli stwierdza, ze: ,,za 10 lat bede pracowat
w tej szkole i bede wicedyrektorem lub dyrektorem”. Kolejna osoba uwaza, ze:
»powinnam by¢ nauczycielem ze sporym doswiadczeniem, ktéry bedzie miat sta-
bilng sytuacje w pracy. Licze na korzystne zmiany dla naszej grupy zawodowe;j”.
Pedagog z 6-letnim stazem pracy odpowiedziat, ze: ,,chciatabym ukonczy¢ studia
podyplomowe na kierunki oligofrenopedagogika, by mdéc pracowac z dzieémi,
ktére wymagaja specjalnych metod i form pracy. Licze na samodoskonalenie
sie”. Niektore z odpowiedzi w tej grupie nauczycieli pokazuja, ze wychowawcy
bardzo uwaznie $ledzg zmiany w reformie oswiaty i od tych decyzji uzalezniaja
swojg przysztosé. Potwierdzeniem tego mogg byé odpowiedzi 4 nauczycieli.
Osoby te zadeklarowaty, ze , jesli zmiany w polskim szkolnictwie bedg zmierzaty
caty czas w te samg strone, to zmieniam prace”, ,mam nadzieje, ze za 10 lat
zawdd nauczyciela bedzie bardziej doceniony przez spoteczeristwo i wiadze”,
»uwazam, ze kluczowe dla wielu nauczycieli bedg zmiany zaproponowane przez
rzad”, , nie wiem, jak potoczy sie moja kariera nauczyciela, wszystko bedzie zde-
terminowane przez nieustanne zmiany dokonywane przez ministra”.

Podsumowanie

Zaprezentowane w artykule wyniki bada dowodzg, ze placéwka publiczna
jest dla wiekszosci czynnych zawodowo nauczycieli miejscem, w ktérym chcie-
liby pracowacd. Tylko nieliczni pedagodzy, ktdérzy sg tam zatrudnieni, rozwazajg
zmiane miejsca pracy. Zupetnie odmienna sytuacja jest w przypadku nauczycieli
zatrudnionych w placéwkach niepublicznych. Pozbawienie ich wielu korzysci —
takich, jak: trzynasta wyptata, dodatki Swigteczne, wieksze pensum godzin — po-
woduje, ze sporo o0séb z tej grupy planuje zmieni¢ miejsce pracy. W opinii oséb
zatrudnionych w szkotach publicznych, miejsca te charakteryzujg sie wysokim
poziomem nauczania (potwierdzajg to wyniki egzaminu ésmoklasisty) oraz licz-
nymi zajeciami dodatkowymi, ktore w wiekszosci przypadkéw sg bezptatne dla
zainteresowanych osdb. Analizujgc wady szkét publicznych — zdaniem pracuja-
cych tam nauczycieli — dostrzec mozna wiekszg anonimowos¢ ucznia oraz liczne
zespoty klasowe. Inaczej prezentujg sie spostrzezenia nauczycieli zatrudnionych
w placdwkach niepublicznych, wedtug tej grupy sporym atutem tego miejsca sg
mato liczne klasy oraz kameralna atmosfera. Wéréd wad pedagodzy wymieniajg
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ptatne zajecia dodatkowe skierowane do uczniéw oraz nieaktualne wyposazenie
szkolnych bibliotek. Analizujac uzyskane dane, mozna stwierdzi¢, ze nauczyciele
wyrozniajg wiele pozytywnych aspektéw dla ucznidw uczeszczajacych do ich
szkoty (ciekawe zajecia, dobre wyposazenie sal, wysoki poziom nauczania), trud-
niej im dostrzec pozytywne aspekty wykonywanej pracy w odniesieniu do swojej
osoby. Badani nauczyciele majg poczucie, ze ich wynagrodzenie nie jest ade-
kwatne do wykonywanych dziatan. Zaréwno jedna, jak i druga grupa zaznaczata,
Ze nie ma czasu dla bliskich, a praca (przygotowanie do zaje¢, sprawdzanie ze-
szytow, ¢wiczen, kontakty z rodzicami) absorbuje wiele godzin. Zaangazowanie
nauczycieli w prowadzenie zaje¢ wymaga pracy ,po godzinach”. Niewatpliwie
kwestia finansowa jest najczesciej wymienianym negatywnym aspektem pracy
w zawodzie nauczyciela. Mozna bytoby sparafrazowac znane zdanie, ze ,szcze-
Sliwy nauczyciel to szczesliwe dziecko”. Warto o tym pamietaé w toczonych de-
batach na temat sytuacji polskich nauczycieli, pamietajac oczywiscie o pracow-
nikach szkét publicznych i niepublicznych w Polsce tak, by zadna z tych grup nie
czuta sie gorsza i poszkodowana. Z pewnoscig bedzie to pozytywnie oddziatywaé
na sytuacje w polskich szkotach.
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The image of public and private schools
in the opinion of teachers working there

Abstract

The article is related to the functioning of public and non-public institutions in Poland — special
attention was paid to primary schools. The most important theoretical issues were presented,
referring to the available publications. The article presents the results of own research conducted
in the school year 2021/2022 among teachers working in public and non-public primary schools
in one of the Matopolska cities. 48 teachers participated in the research — 24 working in public
schools and 24 teachers working in non-public institutions. The questions posed in the research
allowed us to obtain information on, among others, what differences in work in public and private
schools are perceived by teachers, what is the offer of these schools, what is the hourly working
time of teachers, what benefits are perceived in a specific place and what difficulties they encoun-
ter . The article is of a theoretical and research nature.

Keywords: public school, non-public school, education, teachers.
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OpraHi3alisi Ta npoBeAeHHsA BOJIOHTEPCLKOT AifIbHOCTI 3aBXK AN Nepenbavae
peani3auito pi3HOMaHITHMX OUCKYPCIB, WO A03BOJIAKOTL BUBYATH, 3iCTAaBAATH Ta
NOPIBHIOBATM PIi3HI KYNIbTYPHI NPAaKTUKN Y CYy4aCHOMY «CYCMiIbCTBi 3HAHb».

AK BiZOMO, BONIOHTEPCBKA AiANbHICTb Y CYy4aCHUX YMOBaX € akTMBHUM coLia-
JNIbHUM PYXOM, MOLIMPEHUM Yy BCbOMY CBITi. 3araflbHOBU3HAaHMM € TaKOXK aKT
BW3HaHHA iT POANi B ranysi KyNbTypu Ta BUCOKA OLLIHKA HA Mi*KHApPOAHOMY PiBHi.

Y cy4yacHMX yMOBaxX BOIOHTEPCbKY Aif/IbHICTb MOXHA PO3rnagaTth y AeKifb-
KOX BaXK/IMBMX aCnekTax:

— no-nepue, AK BaX/IMBMI COLiabHUN KOHLLENT, WO A03BOAAE TPaHCHO-
pPMyBaTU NEBHI MOHATTA Y HOBOMY PaKypCi Ta K/toui;

— no-gpyre, AK cnocib BNAMBY Ha KOHKPETHO-ICTOPUYHY CUTyal,ito, chop-
MOBaHYy B CyCMiNbCTBI;

— MO-TPETE, AK YNHHUK BNAMBY HA OCOBUCTICTb NtOAEN, WO 3aay4atoTbCA
[0 L€l aianbHOCTI.

ByAy4u BaXKANBMM COLLiaIbHUM MPOLLECOM, BOJIOHTEPCTBO B YMOBAX FHY4YKOi
B3aemMogiii 3i chepoto KynbTypu 4acTo BNAMBAE HA NEPETBOPEHHA CaMOro cycni-
/IbCTBA, OCBOKOKOUM TaKi HANPAMKM, AK:
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— npodeciliHe BOJIOHTEPCTBO — BAaroAiHa Ta MeLLeHaTCbKa AiANbHICTb npaui-
BHUKIB Ky/IbTYPU Ta MUCTELTBA;

— BOJIOHTEPCTBO Ha OCHOBI NOAiIN — AiANbHICTb, NPUCBAYEHA PI3HMM YpOUMC-
TUM NOAIAM;

— BOJIOHTEPCTBO Y cdepi 36eperkeHHs 06'eKTiB KyIbTYPHOI CNafWwMHK;

— IHCTUTYLiHE BONOHTEPCTBO (30Kpema My3eiHe, 6ibnioTeyHe BONOHTEPCTBO).
Oco61mBO Li NepeTBOpeHHs NMOMITHI B NpoOLLEeCi opraHisau,ii BoNOHTepCbKOT

AiANbHOCTI y NpoCcTOpi My3eto, AKMIA cam No cobi moxke ByT OCHOBOI BEIMKOTO

BOJIOHTEPCBLKOTO PyXy AK HA HALLIOHA/IbHOMY, TaK i Ha MiXKHapoAHOMY piBHi. CBi-

TOBMIW A0OCBIA, CBIAYUTb, WO Came rpamoTHa Ta NocaigoBHa poboTa 3 BOIOHTe-

pamu 003BOIAE 3i6paT YHIKaNbHY CNiIbHOTY aKTUBHUX NIOAEN, AKI Y pe3ynbTaTi

CTaloTb 3aNOPYKOIO CTanoro po3suTKy myseto (Hryn’ko, 2019, c. 2).

MNpobnema opraHisaLii BONIOHTEPCbKOI My3eliHOi AianbHOCTI byna npeame-
TOM HayKoBMx gocnigeHsb |. FpuHbKa, 0. 3iHoB'eBa, O. LWenarina, /1. LaaxTiHoi
Ta iHWKX AocAigHMKIB, NpoTe NoTpebye HOBOT OLLIHKM Ta 3iCTaBAEHHA 3 aKTyaslb-
Hoto iHbopMmaLi€eto. 30Kkpema, HeobXigHe YiTKe BU3HAUYEHHSA BOJIOHTEPCbKOI My-
3eMHOI AiANbHOCTI AK OCBITHLOI TEXHOOTIi, ANA AKOT XapaKTEPHUMM € KOHLLENTY-
aNbHiCTb, aNropuTmisaLisf, a TaKOX MOM/MBICTb npoeKTyBaHHA (Dychkivs’'ka,
2004, c. 46-47).

CyyacHi my3ei, K NpaBu/Io, 3aBXAM PaLo NPMMMatoTb BooHTepiB. Mo cyTi,
BOJIOHTEPW € iX CBOEPIAHUMUN «areHTamu BNAUBY», AKi 403BOAAOTb N06aYNTK
po60oTy My3eto 3 60Ky — NOMITUTU NEBHi HETOYHOCTI B OpraHi3aLiliHili Ta meTo-
AWYHil poboTi; NpoaHanisyBaTM pyx NOTOKY BiABiAyBayiB Ha ekcnosuui, Ceito-
BWI OOCBIA, CBIAYNTD NPO MOMKJ/IMBICTb KONOCA/IbHOTO 3a/ly4€HHA BOJIOHTEPIB A0
po6oTn (375000 oci6 — CLLIA), Ko BOHM MOTAKW NePEBULLLYBATH 3aranbHy Kifb-
KiCTb OMiauyBaHUX My3eiHuX cniBpobiTHUMKIB yTpuui (Debo, 2013, c. 1).

BONOHTEPCTBO € He /iLe MNOTYXXHMM Pecypcom PO3BUTKY My3eto Ta CamMoro
BOJIOHTEPA, a 1 YCbOro CYCNiNIbCTBA 3arafiom. [locBig 3apybixkHMX Ta BITYM3HAHUX
My3€eiB niaTBepaKye ePeKTUBHICTb My3eMHOr0 BOIOHTEPCTBA Y BCTAHOB/EHHI
Aianory i3 cycninbctBOM, peanisdauii micii my3eis, po3pobui akTyanbHUX My3eit-
HUX NPOrpam Ta NPOEKTiB, 0COBUCTOMY 3POCTaHHI.

JocnigHWKK BiA3HAYaloTb, WO My3ei BigirpatoTb BarKAMBY i 3HAYHY pPOJb
Y CTAHOB/IEHHI OCOBUCTOCTI, LLLO BUPAXKAETHLCA V:

— QopMyBaHHA Y MONOAOr0 NOKOANiIHHSA iHTepecy Ta Nt060oBi A0 HaLiOHaNbHOI
icTopii, MMcTeLTBa, EMOLIMHOrO 3B'A3KY 3i CBOIM COLLia/IbHUM Ta €THOKYbTY-
PHUM CepesioBULLEM,;

— CnpuaHHI NpodinakT1Li Ta NOAO0MAHHIO AYXOBHOI KpM3KM cycninbcTBa, 36epira-
UM Ta TPAHCAIOKUN Y GOPMI My3eMHUX NPESMETIB MOro KyNbTYPHY CNagLwmHy;

— BMBEAEHHI iHAMBIAA 33 MeXi COoLLiyMmy Y CBIT LUMBINi3aLLii, 3arabHONOACLKUX LLiH-
HOCTEW, Y CBIT KY/IbTYPMU, LLO CNPUAE MUCTELLbKOMY Ta €CTETUMHOMY PO3BUTKY;

— POS3LUMpPEHHI CBITOrNAAY Ta CTBOPEHHI YMOB A1 CAMOHaB4YaHHA Ta CaMopO3-
BUTKY 0COBMCTOCTI;
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— ¢JopmyBaHHi NnepekoHaHb Ta 0COBMCTICHOrO A0CBiAY CTOCOBHO icTOpIl Ta Ky-

nbTypu (Mynbaeva, 2016, c. 31-32).

Came ToMy BOJIOHTEPCTBO B My3ei — Lie o4Ha 3 GOpPM KyAbTypU y4acTi, AKa Mae
Ha yBas3i «BifIbHY, AiANbHY Ta YCBIAOMAEHY y4acTb NOAEN Y KYyAbTYPHUX Ta colia-
JIbHUX NpoLecax, MOXAMBICTb ANA HUX BYTU He inlle «CnoXuBaYaMm» Umn ob'ek-
TaMu BN/NBY, asie pOOUTK CBil BHECOK Y NPUIMAHATTA pilleHb Ta CTBOPEHHSA Ky/bTy-
pHUX noain» (Shlyachtina, 2014, c. 14). BonoHTepu 6epyTb y4acTb y po3pobui my-
3eMHuX iHiujiaTmMBe, WO BiAMNOBiIAalOTb MoTpebam cycninbCcTBa; HaAalOTb HAABHI
3HaHHA Ta 40CBIA, WO6 AONOMOITU PO3BUTKY My3€El0, NiABULLNTU NOiHPOpMOBa-
HICTb CNINILHOTU NPO POJIb My3€iB y 36epeXKeHHi KyIbTyPHOI CMagLWMHN.

BMXx0Aa4M 3 TEXHONOTNIYHUX MOMEHTIB, Byab-AKa AiA/IbHICTb BONOHTEPIB € 04-
HUM i3 cnocobiB pauioHanbHOI opraHisaLii OCHOBHOT AiANbHOCTI My3€l0 33 aKTU-
BHOI y4acTi ayamnTopii, Wwo A03BONAE:

— YiTKO N/NIaHYBaTM OCHOBHI 3aBAAaHHA Ta CTPYKTYPY BOJIOHTEPCbKOI poboTu

Yy NPOCTOpPi My3eto:

— OpraHi3oByBaTW Ta NOCTIMHO BAOCKOHANOBATK Pi3HOMAHITHI dpopmm poboTn

— eKCKypCcii, ypoKu, pectnBani, KOHKypCH, MancTep-Kaacu;

— MOCTIMHO PO3LUMPIOBATU KOO aKTUBHUX MPUXWIBbHUKIB Ta LIAHYBa/NbHUKIB

My3€el0 y Pi3HUX cepenoBuLLax;

— aHanisyBaTM MOXAUBI «Bini NAMM» Ta MOMMUIKM Y BOJIOHTEPCbEI PoboTi;
— cTabinbHO BNpOBaAKYBATU HOBI ifel, HANPAMM Ta NPUHLMNK AiANBHOCTI;
— MOCTIMHO 3any4yaTM [0 CniBnNpaLi HOBUX NtOAEN, 3auiKaBAEHUX Yy NpomMoLii

MYy3€eliHOi AianbHOCTI.

TexHONOriYHMN XapaKTep BONOHTEPCLKOI AiANbHOCTI NPAMO Ta onocepeaKo-
BaHO NiATBEPAKYIOTb Pi3Hi BOJIOHTEPCHKI NPAKTUKKU Yy My3eAx, AKi BXKe AaBHO
CTa/IM NOBCAKAEHHUM ABULLEM Y BCbOMY CBITi — iHK/IHO3UBHI My3eliHi nporpamu;
KY/IbTYPHi NPOEKTU ANA Atogein NoXunoro BiKy, Mosogi, cimein, Antadoi ayanto-
pii, opopMieHi AK BONOHTEPCTBO iHKA03ii, BONOHTEPCTBO KybTYpPU, apT-BOJIOH-
TEePCTBO, BOJIOHTEPCTBO CNAALLUHM.

HaluacTiwe naetbca Npo cneundiky camoro mysemHoro cepefosuula, Lo
NPOAYKYE iHTErPaTUBHY CMMBOJIIMHY MOBY HayKM, TEXHIKW, pemecen Ta MUCTeL-
TBQ; BTiNEHHA KONEKTUBHOI NaM'ATi HapoAy; BUCOKMIA TPOMAAAHCbKUIA AYXOBHUIA
Ta BUXOBHWI NOTEHLian; WO NigBULLYE piBEHb CcOLiaIbHOT aganTaLii, eMouinHoi
KomMmdopTHOCTI, ncmuxonoriyHoro 6narononyyda (Mynbaeva, 2016, c. 20).

AK BigoOMO, mMy3eiHuMiA NPOCTip BiATBOPIOE iCTOPUYHI 0cobamBoCTi Npouecy
PO3BUTKY 06'eKTy Big MMHYNOro A0 cborogeHHA. O6'eKTom My3eiHoT ekcno3uuji
MOXYTb BYTM i Xy[A0XKHI KonekLuii, i icTopnyHa ocobucTicTy, i enoxa, i Aeprasa,
i ocobnuBi npegmeTun. Y aeakmx mysenx, 3aBAAKM Cy4acHUM TEXHOOTIAM, 3'ABK-
NlacA MOXX/MBICTb CNPOrHO3yBaTK BapiaHTU PO3BUTKY 06'eKTa B MalbyTHboMy
(Mynbaeva, 2016, c. 5).

be3 nepebinblieHHA MOXHa BiA3HAYMUTK, LLLO BOJIOHTEPCTBO A03BO/IAE CKMa-
CTW NOBHOLLHHMI NOPTPET ayAMTOopIi, o 0coH6AMBO BaXKAMBO HA eTani PO3pobKM
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Ta aganTaujii nporpam Ta pisHOMaHITHUX 3axogiB. Lle nepenbayae, 3oKkpema,
yBary A0 Pi3HUX aCneKTiB BOJIOHTEPCTBA B Pi3HMX KpaiHax Ta A03BOAAE 3MOAe-
JIOBATU AeAKi acNeKTn opraHisalii BONOHTEePCbKOI AifANAbHOCTI y MPOCTOpPi My3elto.

Y pocnigrKyBaHOMY paKypci 3acnyrosytoTb Ha yBary pi3Hi BONOHTEPCbKi
NPaKTUKW, LLO BiAPI3HAIOTLCA CBOEKD OPUTIHANBLHICTIO Ta HECTaHAAPTHUM NiaXo-
OO0M 00 opraHisauii B3aemogii 3 4iTbMu.

Hanpuknag, OuiHIOOYM POSIb BOSIOHTEPIB Y PO3BUTKY My3eiB, AOCNIAHUKK
HaroNOLWYOTb HAa BAX/MBOCTI HAABHOCTI CMNiZIHOFO KOMaHAHOrO BOJIOHTEp-
CbKOro Ayxy, cneuiasibHUX TPEHiHriB, rapHoOi opraHi3auii, B3a€EMHOI noBaru
(Ryabchuk, 2017).

Y my3eliHilt poboTi iHTepec BONOHTEPIB HE 0OMEKYETLCA KYNbTYPHOLO AiANb-
HIiCTIO, @ aKTUBHO 3a/ly4a€TbCA A0 AiANbHOCTI LEeHTPIB ciMeHOi OCBiTH (anA Tux,
XTO I106UTb NpaLoBaTH 3 A4iTbMU), PECYPCHUX LLEHTPIB, BiaAinis 06cnyroByBaHHA
KNiEHTIB, coujionoriyHunx cny:6 (Polin).

LeaAki my3ei peanisytoTb Nporpamy BOJIOHTEPCbKUX CTaXKyBaHb ANA CTYAEHTIB
Ta BUMYCKHMKIB BULLUX HAaBYA/IbHUX 3aKNALIB, - iM HAaZAETbCA MOMKJ/IUBICTb OTPU-
maTu npodecinHnin AOCBIA Y 3aKNaAi KyNbTypH, LLLO PO3BUBAETLCA, 03HAUOMUTUCA
3 poboToto Bigainis ocsiTM, obcnyrosyBaHHA BigBigyBadiB, PR Ta KoMyHiKaLji,
eKcnayaTauii Ta opraHisaLii BucTaBoK. Cepeg 3aBaaHb BOJIOHTEPIB — CynpoBia no-
CTIMHUX Ta TMMYACOBMX €KCMO3MWLil, a TakoXK poboTa Ha peuenLii myseto, gono-
MoOra y BUpilLeHHi NOTOYHKUX 3aBAaHb OKpemux Bigginis (Muzeum Galicja).

CnevianbHO CTBOPEHUIM CalT YKPAiHCbKOT BOIOHTEPCLKOI CAYKOU NOCTiIMHO
CKnafae AobipKy OHNAMH-BONOHTEPCBHKMX MPOEKTIB, cepes, AKMX AOnNomora
B ouMdpyBaHHi icTopii pasom i3 Mmyseem, poboTa 3 megiapecypcamun, CTBOPEHHS
6a3u TypUCTUUHMX MapLupyTiB Ta micupb (Ukrayins’ka volonters’ka sluzhba).

Cepeg, iHWNX HAaNPAMKIB BONOHTEPCbKOT pob60TH — HOTO Ta BiAe03MOMKa My-
3eiHMX 3ax04iB, AONOMOra Mif Yyac 3axo4iB 4NA AiTel, aKTUBHA Y4acTb Y BOIOH-
Tepcbkux npoektax (Muzej Khanenkiv); cninbHe cTBOpeHHA iHTEPaKTUBHOI BU-
CTaBKW, MPOBEAEHHA My3eMHUX MaCTep-KAaciB, y4acTb Y AUTAYUX irPOBMX NpPO-
eKTax, auTaumx pectmsansx Ta ceatax (Muzej lvana Honchara) Towwo.

OpuriHanbHUIA BapiaHT BOJIOHTEPCLKOI AiANbHOCTI peanisye AUTaunii Mobinb-
HWI TeaTp nicHi «J/leseHaA» 3i J/IbBOBa (KepiBHMK — BUMTENDb WKOAM N2 50 m. J/lbBOBa
Onbra HenesHuk). Y cBoin 6esnocepegHii poboTi e TeaTp rapMoHiiHO NOEAHYE
Cy4acHi neAaroriyHi TexHonorii (TeaTpasnbHy Ta My3eiHy Neaaroriky) 3 BOJIOHTep-
CbKOIO Ta My3€eliHO AjANbHICTIO, AKI BTINOKOTLCA Y 6AaroAitHUX BUCTYNax y my-
3eAX, WNNTANAX, AaKTUBHOIO KOHLEPTHO AiANbHICTIO Y BiNCbKOBUX YaCTUHaX, BU-
CTynax 3 MeToto 360py KolwTiB ans BoiHiB (Zheleznyk, Huryn, 2019, c. 58-59).

Lle cnpuse ¢opmMyBaHHIO CAMOCBIAOMOCTI yYHIB, BUXOBAHHA KyAbTypW Mo-
YyTTiB T BUPAXKEHHA eMOLLii, PO3BUTKY KOMYHIKaTUBHMX 34i6HOCTEN, a TaKoX
TXHbOT @aKTUBHOI y4aCTi y CYyCniNIbHOMY XUTTI.

JOCnigHMKN TaKOX BKasylTb HAa MOXKAMBOCTI MPOCYBAHHA BOJIOHTEPCTBA
Y 3aKnagax KynbTypu; HeobxigHicTb pisHMX dopm MoTMBALT A0 y4acTi y BONIOH-
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TePCbKilt 4ianbHOCTI ANA NPeACcTaBHUKIB Pi3HMX CoLianbHMX rpyn; NnoTpeby y no-
OANblUNX KiNIbKICHUX JOCAIAXKEHHSAX 3 L€l TEMU. BUKOPUCTAHHSA Ta NonNynapusa-
Lii BONOHTEPCTBA B 3aKNaAax Ky/abTypu Ta po3pobKu nepeoBMX BOIOHTEPCbKMX
npakTuk (Instytut Spraw Publicznych, 2010, c. 111-115).

AKWo noctaBuUTU cObi 32 METY OKPEC/INTU OCHOBHE KOJ/IO MUTaHb, LLLO BUHK-
KaloTb Yy NpoLeci opraHisaLii epeKTMBHOI KOMYHiKaLii My3€etl0 3 BOJIOHTEPAMMY,
MOXHa NPeaCcTaBuUTU TaKi NONOXKEHHA:

— fKa YncenbHicTb NOCTIMHUX CNiBPOBITHMKIB My3eto LWO040 BOSIOHTEPIB?
— Ak iKoan myseit posnoyas poboTy 3 BOSIOHTEPAMM?
— AKWI OCHOBHUI KOHTUMHIEHT My3eiHUX BOJIOHTEPIB (NeHcioHepw, WKoaapi,

CTyAeHTn)?

— Yn mysen ma€ BNaCHUN BONOHTEPCbKUIM LLEHTP?

— fKi ocHOBHi HanpPAMKN pob0TK BONOHTEpIB?

— Aki npobnemun BMpilye Mmy3eli 3a IONOMOrO0 BOJIOHTEPIB?

— SAKi TpyAHOLL BMHMKAOTb/MOMYTb BMHWKATM Nif Yac opraHisauii pobotu

3 BOJIOHTEPaMn?

— AKy MOTMBAL,itO NPOMNOHYE My3€eli CBOIM BOJIOHTEpPam?

MocTynoBe Ta NOCTiliHe 3a/7y4eHHA BONIOHTEPIB 40 My3€elo 1A y4vacTi y pis-
HUX aKLifAX, Npe3eHTaLiAX, XakaToOHax, MancTep-Kaacax, BiAKPUTTAX BMCTABOK,
03BYy4YyBaHHA Pi3HOMAHITHMX COLLiAIbHUX NPOLECIB PAHO YM Mi3HO NPU3BOAUTL
[0 CTBOPEHHA LLiIKaBUX My3eMHWUX OCBITHIX Nporpam, fiKi MOXyTb N0rYHO BNMCa-
TUCA He inLe Yy KMy3€eiHi paMKU» , @ NPOLLeCH B3aEMOZIT 3 yCTaHOBaMM OCBITU
pi3HOro piBHA.

OcobaunBa posb i 3HAUYLLICTb MY3EMHOrO BOJIOHTEPCTBA HeAapMa 3acayro-
BYE Ha 0cObAMBY yBary fiK NepcrnekTUBHA Ta ePpeKTUBHA TEXHONOrIA, WO [,03BO-
NIAIE NPOBOAMUTU PiISHOMAHITHI 3aX04M AK Yy My3eMHOMY, TaK i HABKOJIOMY3eMHOMY
NPOCTOPi, MONYNAPU3YBaTU KYNbTYPHY CNAALLMHY.

3 oHOro 60Ky, BOJIOHTEPU AaKTUBHO MOMKYTb AOMOMAraTM AOTPMMYBaTUCA
NeBHUX NPaBMA OpraHisauii My3eiHoi KybTypHO-0CBiTHbOI Po60TH, a 3 iHWOoro —
CNPUATU aKTUBHOMY OCBOEHHIO MYy3eMHOro NpocTopy 3acobamm my3enHoi nega-
rorikv, GakTMYHO CNpUMAOYM PO3pobLL CTpATEriyHOro Kypcy myseto, OpieHTOBa-
HOro Ha NepCcrneKkTUBYy.

MigKkntoyeHHs BoNOHTepiB A0 pobOTU My3eto A03BOSE 3p0OUTH Ti HinbLu ne-
PCOHa/Ii30BAHOI Ta HACUYEHOID, OCKIJIbKM Came BOHU MOXXYTb BUABAATU MpO-
61emu, 3 AKMMM 3yCTPIYaETbCA BiABiAyBaY, MOro NOTpebu, OUiKyBaHHA Big My-
3et0, aHani3yBaTW Pi3Hi 3anmuTn Ta BUMorn. Came Tomy, Ha AYMKY AOCNIAHUKIB,
[0 BOJIOHTEpiIB NOTPIOHO CTaBUTUCA AK A0 MOBHOLHHMX Y/IeHIB My3elHOi Ko-
MaHAMW, — iX CNig roTyBaT Ta HAaBYaTK, OCKINIbKM BOHW 3MOXYTb NOBHOLIHHO Ta
NO-HOBOMY NOTAAHYTU Ha HAaABHI Npobaemu, 3aNpPonoHyBaTH CBiXKi pilleHHsA, 3a-
NlY4nTUN HOBMX Ntoaei Ta napTHepis (Hryn’ko, 2019, c. 5).

Ha ocHoBi NnpoaHanizoBaHOro matepiany Mn MOXemMo AiNTU BUCHOBKY, L0
My3eiiHa BOJIOHTEPCbKA AiANbHICTb MO NPaBy € Ba*KNMBUMM COLiaIbHUM ABU-
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LLeM y cycninbCTei. Lle 3ymoBAEHO TUM, LLO BOIOHTEPU HE NLLE 3HAKOTb YCTPIl
My3€eto Ta 3axonseHi oro poboToto, a NoAiNATbL MOro Micito Ta HaBaXKAMBILWi
3aBAaHHS.

BMKOpMCTOBYIOUM Ta MPOCYBalOYM TEXHONOTID BOJIOHTEPCLKOI AiANbHOCTI,
CyyacHUI mysen:

— TMOBHOU,HHO peani3ye CBOI HayKOBi Ta OCBITHI KOHUENLi Ha BCiX PiBHAX;
— TrapaHTOBaHO A0CArAE HAMIYEHMX LLiIeH Ta pesy/bTaTiB 338 ONTUMA/IbHUX BUTPAT;
— [03BOJIAE BAOCKOHANIOBATM MJaHYyBaHHA Ta PO3MOAIN Pecypcis y CTUCANIA

TEPMIH;

— nepeabayae BiATBOpeHHA edEeKTMBHOI BONOHTEPCHKOI nporpamu y oyab-

AKOMY iHWWOMY My3eMHOMY 3aKaji;

— 330X04YY€E BUKOPWUCTAHHA NOCTIMHOrO 3BOPOTHOIO 3B'A3KY Ta OLiHKM TEHAEH-

i CBOro pO3BUTKY;

— BMKOPUCTOBYE Bi3yasli3aLito Nig Yac KOHCTPYHOBAHHA PiSHOMAHITHUX AVUOAK-

TUYHUX MaTepianis, PisHUX peKoMeHAaLi Ta NOCiBHUKIB;

— TMOCTYNOBO CTAa€E MiCLEeM peanisalji TBoOpYyoro noTteHuiany ocobucrocTi, ae

MOXKYTb BYTU BTiNIeHi pisHOMaHITHI 3aBAaHHS.

TakKMM YMHOM, BONOHTEPU CNPUAIOTb 36arayeHHIO Ta PO3BUTKY KyNbTYpPHO-
OCBITHbOrO MOTEHLiaNy My3€eto, BOAHOYAC AOMNOMaralum cnispobiTHMKam npa-
LOBATU 3 FOCTAMW My3€l0, HABYAlOTb Ta BAOCKOHAJIOKOTL iXHi HAaBMYKM, LLO
CNpu1AE CTpaTeriyHOMy PO3BUTKY BOJIOHTEPCLKOT AiA/IbHOCTI.
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Technology of the organization of volunteer activities
in the space of the museum

Abstract

The authors of the article consider various aspects of the organization of volunteer work in the
space of the museum - in the context of social concepts, ways of influencing and preserving cul-
tural heritage. The respective roles of volunteers are defined - as "agents of influence" of muse-
ums, effective communicators, implementers of the museum's mission, co-authors of current mu-
seum programs and projects. Various volunteer practices in museums are analyzed, which confirm
the technological nature of volunteering in the appropriate contextual conditions

The authors come to the conclusion that volunteers contribute to the active development of
the museum space by means of museum pedagogy, contribute to the development of a strategic
course for the museum, focused on the prospect of sustainable development.

Keywords: volunteering, museum.

Organizacja dziatalnosci wolontariackiej w przestrzeni muzealnej

Streszczenie

Autorzy artykutu rozwazaja rézne aspekty organizacji wolontariatu w przestrzeni muzeum —
w kontekscie koncepcji spotecznych, sposobéw oddziatywania i zachowania dziedzictwa kulturo-
wego. Zdefiniowano poszczegdlne role wolontariuszy —jako ,,agentéw wptywu” muzedw, skutecz-
nych komunikatoréw, realizatoréw misji muzeum, wspotautoréw aktualnych programéw i projek-
téw muzealnych.

Przeanalizowano rézne praktyki wolontariackie w muzeach, ktére potwierdzajg technologiczny
charakter wolontariatu w odpowiednich warunkach kontekstowych. Autorzy dochodzg do wnio-
sku, ze wolontariusze poprzez pedagogike muzealng przyczyniajg sie do aktywnego rozwoju prze-
strzeni muzealnej, przyczyniajg sie do wypracowania strategicznego kursu dla muzeum, zoriento-
wanego na perspektywe zréwnowazonego rozwoju.

Stowa kluczowe: wolontariat, muzeum.
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