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ARTYKULY I ROZPRAWY

MICHAEL L. WEHMEYER, JENNIFER A. KURTH*

INCLUSIVE EDUCATION IN A STRENGTHS-BASED
ERA: CHANGING ATTITUDES AND PRACTICESY

Introduction

It is clearly evident that, globally, education is undergoing what can only be
referred to as seismic changes. Even prior to the worldwide COVID pandemic,
education reformers like our colleague Yong Zhao were calling for radical re-
forms of an education system that was created for a now antiquated agrarian
society to create a system that will create “world class learners” (Zhao, 2012).
Such systems emphasize student autonomy in and ownership of learning, the
importance of education harnessing student curiosity and motivation in learning,
product oriented learning and entrepreneurship, creativity, engagement in the
world, and ‘deep learning’ (Fullan, Quinn, McEachen, 2018). Fullan (2018, p.
xvii) and colleagues define deep learning as:

...valuable learning that sticks — it situates the learner as someone who acts
upon the world (usually with others) thereby transforming her or himself and
the world itself.

Deep learning “increases student engagement in the learning through person-
alization and ownership” and “connects students to the “real world,” which is
often more reflective of their own reality and cultural identity” (Fullan, Quinn,
McEachen, 2018, p. 9). A world class education, according to Zhao (2012) is
characterized by student voice in school governance and environment, student

* Michael L. Wehmeyer (https:/orcid.org/0000-0001-9220-7508); University of Kan-
sas, Joseph R. Pearson Hall, 518, 1122, West Campus Rd. Lawrence, Kansas 66045-3101; tel.
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User
Podświetlony
usunąć
i wstawić
10.5604/01.3001.0015.6423

User
Podświetlony
5–28

User
Podświetlony
, &

User
Podświetlony

& McEachen, 

User
Podświetlony
prośba o przełamanie

User
Podświetlony
“deep learning”

User
Podświetlony

«real world,»



6 Michael L. Wehmeyer, Jennifer A. Kurth

choice in a broad and flexible curriculum, and a strengths-based focus on student
uniqueness and curiosity.

That education needs to be redesigned to meet 21st century learning needs is
no less true for students with disabilities as it is for students without disabilities.
In fact, one can argue that given the state of special education, it is even more
important (Wehmeyer, 2019). The context in which we strive to create inclusive
education is the U.S. system of special education, governed and regulated by the
Individuals with Disabilities Education Act (2004), but our sense is that if we
ask where we are with regard to inclusive education and what do we need to do
to move forward, the World’s education systems share more commonalities than
differences. So, let us ask: What is special education today? Who do we teach
now and what and where should we be teaching them?

Worldwide, the answers to these questions are fairly uniform if one reviews
the data (Wehmeyer & Patton, 2017a; 2017b; 2017c): We, as special educators,
teach students with disabilities. We teach the majority of students with disabili-
ties in separate or self-contained classrooms and settings. And, historically, we
teach students with disabilities functional and life skills that will enable them to
be more successful in life.

The above (e.g., students with disabilities being taught functional skills in
separate settings) remains stubbornly the case despite nearly forty years of focus
on inclusion. There has been progress over those four decades, certainly, and
there are clear paths forward that, we believe, will enable us to restructure and
realign these intransigent systems and create opportunities for students with and
without disabilities to become, as Yong Zhao suggests, world class learners.

Going Beyond De Minimus

Efforts to reform and restructure special education systems are not new. What
is new is that these efforts today must occur within education systems that are,
themselves, changing to emphasize personalized and 21st Century learning. For
much of the world, these changes for the field of special education began in the
late 20" century as education systems recognized that learners with disabilities
were not receiving instruction linked to a challenging, world class curriculum
(Wehmeyer, 2019). Educating learners in separate settings using a separate cur-
riculum resulted, ultimately, in low expectations and did not prepare students
with disabilities to be successful in an ever-changing global context. This is not
only our opinion, but the opinion of the United States Supreme Court in a ruling
in 2017 with regard to what constituted an appropriate education for learners
receiving special education services.

As described in Turnbull et al. (2019), the Endrew F. v. Douglas County case
before the U.S. Supreme Court centered on the education of a child with Autism
(Endrew) whose parents were dissatisfied with the progress he was making. His
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Inclusive education in a strengths-based era: changing attitudes and practices 7

Individualized Education Program (IEP) was, according to Endrew’s parents,
virtually the same year in and year out and focused not on what all children
should learn, but on functional and behavioral goals. After several years of
frustration, Endrew’s parents chose to enroll Endrew at a private school. Under
protections provided to parents and family members under the U.S. Individu-
als With Disabilities Education Act, Endrew’s parents instigated legal actions
against their local school district to recover their costs for the private school.
A series of local, state, and federal courts heard the arguments and sided with the
school district, but the parents appealed these decisions, ultimately taking their
case before the U.S. Supreme Court.

After hearing arguments for both sides, the Supreme Court justices concluded
that:

When all is said and done, a student offered an educational program provid-
ing “merely more than de minimis” progress from year to year can hardly be
said to have been offered an education at all. For children with disabilities,
receiving instruction that aims so low would be tantamount to “sitting idly ...
awaiting the time when they were old enough to «drop out.»

It requires an educational program reasonably calculated to enable a child to
make progress appropriate in light of the child’s circumstances” (Supreme...,
p. 14, https://www.supremecourt.gov/opinions/16pdf/15-827 Opml.pdf).

De minimis is a legal term that means lacking in significance, importance, or
value. The Supreme Court was questioning the prevailing doctrine that students
with disabilities who are making even minimal progress are receiving an ap-
propriate education. Instead, the Court’s ruling set new standards for what is an
appropriate education, stating that:

— ...[a] child’s educational program must be appropriately ambitious in light of
his circumstances (italics and bolding added, p. 3);

— ...goals may differ, but every child should have the chance to meet challeng-
ing objectives (italics and bolding added, p. 3);

— ...Jaln IEP is not a form document. It is constructed only after considera-
tion of the child’s present levels of achievement, disability, and potential for
growth (italics and bolding added, p. 12);

— The adequacy of a given IEP turns on the unique circumstances of the child
for whom it was created (p. 13).

Fundamentally, in Endrew F., the U.S. Supreme Court radically changed how
a beneficial education for students with disabilities is designed and evaluated.
According to the Endrew F. ruling, A child’s educational program must be ap-
propriately ambitious, with every child receiving the opportunity to meet chal-
lenging objectives. This educational program must be appropriately ambitious
in light of that child’s potential for growth and the child’s unique circumstances.

CNS nr 4(54) 2021, 5-16
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8 Michael L. Wehmeyer, Jennifer A. Kurth

Without saying so, the Court’s ruling aligned the education of learners with
disabilities with a world class education focused on personalized learning and
emphasizing a strengths-based approach.

This, in turn, leads us to examine how changing understandings of disability
enable us to meet the challenge to go beyond de minimus in the education of
learners with disabilities.

Changing Understandings of Disability

How disability is conceptualized and understood directly impacts the special
education system, including how and where students with disabilities are taught.
The dominant paradigm in which disability has been conceptualized and under-
stood has been a bio-medical model of disability.

Bio-Medical Models of Disability

From the earliest such efforts, attempts to conceptualize disability have re-
sulted in models that viewed disability within the frame of long-term or chronic
health conditions and as an internal pathology resulting from disease or impair-
ment (Wehmeyer, 2013). Not surprisingly, the interventions or treatments de-
signed based upon such understandings were medically oriented. Disability was
conceptualized in terms of pathology, defects, and disorders and interventions
to address disability were focused on curing or ameliorating the disorder, or re-
mediating deficits from the disorder. When, at the beginning of the 20'" century,
countries around the world began to create special education systems, they were
based upon an understanding of disability as pathology and disorders. The result
was that these systems were built emphasizing separate and segregated class-
rooms and curricula and courses of instruction were designed based primarily
on students’ deficits. In many ways, the vestiges of these systems remain in most
special education systems in the world.

Social Models of Disability

As the 20th century progressed, the medical field itself began to understand
that conceptualizing long-term or chronic health care issues, such as disability,
within a disease and disorders model had serious limitations. Thus, in 1980,
the World Health Organization introduced the International Classification of
Impairments, Disabilities, and Handicaps (WHO, 1980) followed, in 2001, by
the International Classification of Functioning, Disability, and Health, or ICF
(WHO, 2001). Both of these taxonomies moved disability away from an un-
derstanding based on pathology and toward an understanding of disability as
a result of the interactions among a person’s health, the environments in which

CNS nr 4(54) 2021, 5-16
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Inclusive education in a strengths-based era: changing attitudes and practices 9

they function, and their personal factors. These models are typically referred to
as social-ecological or person-environment fit models of disability because they
shift the location of disability from within the person (as was the case in the bio-
medical model) to the gap between the person’s abilities and capacities and the
demands of the environment. That is, disability resides only in the gap between
what people can do and what they want to do (Buntinx, 2013).

At the same time, a worldwide disability rights movement was emerging.
People with disabilities were coming together to advocate for their rights within
societies and communities (Driedger, 1989). Associated with these civil rights
movements was a movement toward establishing a “positive disability identity
and culture” (Caldwell, 2011). Paul Longmore (2003) argued that:

...disability has never been a monolithic grouping. There has always been
a variety of disability experiences. [These] experiences of cultural devalu-
ation and socially imposed restriction, of personal and collective struggles
for self-definition and self-determination — recur across the various disability
groups and throughout their personal histories (Longmore & Umansky, 2001,

p. 4).

What the disability rights and identity movement emphasized is that by
embracing one’s disability identity, a person with a disability recaptures their
personhood and, as a result, their claim to social justice, full citizenship, and
participation. The disability identity and rights movement emphasized a social
model of disability, which viewed disability as arising “from the discrimination
and disadvantage individuals experience in relation to others because of their
particular differences and characteristics” (Bach, 2017, p. 40). Within a social
model:

The unit of analysis shifts from the individual to the legal, social, economic,
and political structures that calculate value and status on the basis of differ-
ence. Informed by principles of human rights, and an equality of outcomes
that takes account of differences, the social model does not reject bio-medical
knowledge of impairments and research on individual rehabilitation. Rather,
it celebrates impairment as part of the human condition, and looks at achiev-
ing equity for people with impairments in terms of the social, cultural, and
political contexts (Bach, 2017, p. 40).

Social ecological models of disability are situated within the broader context
of social models. And, while there are some disagreements among proponents
of either conceptualization, among the many points of agreement between social
and social-ecological models is that one cannot understand disability without
taking into account the person’s strengths and abilities and the contexts in which
people live, learn, work, and play. Both lead us to adopt strengths-based ap-
proaches in educating learners with disabilities.

CNS nr 4(54) 2021, 5-16
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10 Michael L. Wehmeyer, Jennifer A. Kurth

Implications for Changing Understandings of Disability for Inclusive
Education

Education is an intervention-focused field; our job is to design, evaluate, and
implement interventions that promote student learning. The social-ecological
model as forwarded by the ICF is more readily applied to the education context
than is a pure social model in that personal and environmental factors are as
important to learning for students with disabilities as student disability or health-
related issues. The social-ecological model in an educational context begins by
focusing on a student’s strengths and abilities, and then considering what is
needed for the student to function successfully in typical environments and con-
texts; that is, in inclusive contexts. The good news for special educators is that
there are a number of practices in special and inclusive education that already
conform with or are driven by social-ecological models of disability, beginning
with a strengths-based approach.

Strengths-Based Approaches

Social-ecological models require that we begin by considering a student’s
strengths, abilities, and interests. Historically, remedial approaches have begun
with a determination of a student’s deficits, information that was then used to
design curriculum and courses of study. Strengths-based approaches take as
their starting point the assumptions of social-ecological models of disability
and then translate them into approaches to support, educate, or enable students
with disabilities to function successfully in typical contexts. That is, they begin
with student strengths and examine how to enhance student capacity, modify or
change the environment or context, and provide supports that enable students to
be successful. In a subsequent section of this paper we will discuss instructional
and support strategies that enable students to be successful in typical classrooms,
but first it is worth examining the “big picture” trends that operationalize social-
ecological models of disability and facilitate strengths-based approaches.

Schoolwide Applications

Students and teachers do not exist in a vacuum. Historical analysis of the success
or failure of inclusion has focused mainly on a teacher and students in a classroom.
But teachers and students are part of larger learning communities that are critical
to the success of students with disabilities in inclusive settings. There is a recogni-
tion that to promote the inclusion of students with disabilities, it is important to
take a schoolwide or whole school approach (Sailor & Roger, 2005).

The most widely-implemented schoolwide approach involves multi-tiered sys-
tems of support, or MTSS. Within an MTSS model, all students in the school

CNS nr 4(54) 2021, 5-16
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Inclusive education in a strengths-based era: changing attitudes and practices 11

receive high quality, evidence-based, and universally designed instruction in gen-
eral education classrooms. This is referred to as Tier 1 instruction and is inclusive
in that it takes into account student linguistic and cultural backgrounds, abilities,
and other areas of learning support needs. When students have difficulty learn-
ing, instead of changing the context in which the student is learning (e.g., general
education classroom), what changes is the type, intensity, or duration of instruction
provided to this student and others who may also need additional support. This is
referred to as Tier 2 instruction. Finally, a few students may need more individual-
ized, intensive instruction, or Tier 3 instruction. But, no matter what type, inten-
sity, or duration of instruction a student needs, or what tier of intervention they
receive, they receive that instruction in the typical classroom (McCart et al., 2014).

Universal Design for Learning

A second illustration of how social-ecological models of disability play out in
education settings is the application of universal design for learning (or UDL).
UDL refers to:

...the design of instructional materials and activities that allows the learning
goals to be achievable by individuals with wide differences in their abilities
to see, hear, speak, move, read, write, understand English, attend, organize,
engage, and remember (Orkwis & McLane, 1998, p. 9).

An important thing to point out about this definition of UDL is that it really
speaks to all students, and not just students with disabilities. When one imple-
ments UDL in one’s classroom, all students benefit (Redford, 2018).

Second, as noted by Orkwis and McLane, UDL is about the design of instruc-
tional materials to ensure that all students to benefit and have access. A teacher
does not need to modify the material so that a student with disabilities can access
the content; such access is built into the design of the materials (CAST, 2018).
Notice that when we discussed MTSS, we included UDL as a defining feature.
Universally-designed instructional materials are essential to schoolwide instruc-
tion and to inclusive practices.

Self-Determined Learning

If nothing else, the COVID pandemic has illustrated the importance of all stu-
dents being able to self-determine learning. When schools closed their buildings
and went to fully online instruction, many students lacked the skills they needed
to self-direct their learning and to be successful. In the education of learners
with disabilities, there is considerable evidence that promoting a student’s self-
determination improves student learning and post-school outcomes (Shogren &
Wehmeyer, 2020).

CNS nr 4(54) 2021, 5-16
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12 Michael L. Wehmeyer, Jennifer A. Kurth

A focus on self-determination and self-determined learning is important for
215t Century education and inclusive education. Wehmeyer and Zhao (2020)
identified a self-determined education as incorporating these elements:

— Teaching starts with the children’s passion and talent.

— Teachers support students to identify and achieve personal learning goals,
to have high aspirations, to explore possibilities, and to learn about their
strengths and weaknesses.

— Teachers work collaboratively in a community.

— Teachers are community organizers and project leaders (p. 68).

Increasingly in the 21st century, across all aspects of life, young people need
to learn how to “design” and “construct” their own lives (Wehmeyer et al., 2019).
Acting in a self-determined manner is central to these processes.

Strengths-based Approaches and Inclusive Education

We would argue that there are trends in 21st century education and changing
understandings of disability that make inclusive education even more important
today than it has been in the past and that by implementing strengths-based ap-
proaches, students with disabilities can be successful in inclusive settings. There
is no need, however, to reinvent the wheel in many cases. There are existing
practices that have been shown to be effective in educating students with dis-
abilities in inclusive settings. Those are addressed in the following section.

Effective Practices in Inclusive Schools and Classrooms

Far too often, students with disabilities are met with low expectations in the
form of watered down and disjointed curriculum, unambitious learning goals,
and few opportunities to learn (e.g., Bacon, Rood, Ferri, 2016). As a result of
low expectations in school, students with disabilities have low rates of post-
secondary education and full-time employment (Smith et al., 2017). To counter
these low expectations and improve instruction for students with disabilities in
inclusive settings, educators must identify and use effective teaching practices
that both raise expectations and promote positive outcomes. Next, we describe
five effective practices: family-school partnerships, instructional approaches,
learning supports, teaching strategies, and technology in inclusive classrooms.

Family-School Partnerships

Family-school partnerships involve parents and professionals working to-
gether in the design and implementation of education programs (Blue-Banning
et al., 2004). Burke and colleagues (2016) identified three steps to building effec-
tive partnerships with families. First, listen to family members. They are likely
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Inclusive education in a strengths-based era: changing attitudes and practices 13

to have had previous experiences interacting with professionals across medical,
school, and other life domains, and the quality and nature of those previous
interactions will impact the formation of new partnerships. Parents and family
members bring unique knowledge, information, needs, and hopes to the table
that must inform educational practices. Second, establish clear expectations for
the partnership. Educators also have hopes and expectations for the student and
these need to be shared with and molded by family hopes and expectations. Third,
empower the family by sharing information, ideas, and asking families ques-
tions and then put what you learn from families into action. Providing frequent,
trusting, and mutually respectful communication will nurture the partnership.

Use of Effective Instructional Approaches

Instruction to teach students with disabilities in inclusive classrooms should be
effective, ambitious, strengths-based, and designed to maximize student learn-
ing outcomes. This can be facilitated by using strategies that have evidence of
their efficacy, although teachers also need to ensure that instructional strategies
are personalized to meet the unique learning needs of students. High-leverage
practices (HLPs) are educational practices that have research support and can
be implemented across different content areas and grade levels (Ball & Forzani,
2011, p. 19). The twenty-two HLPs are organized around four practices: collabo-
ration, assessment, social/emotional/behavioral practices, and instruction. These
four practices are integrated and reciprocal, in that each practice works together
to support teaching and learning. Teacher’s can learn more about these practices
at https:/highleveragepractices.org/.

Use of Effective Learning Supports

Implementing these research-based and other personalized and strengths-
based instructional practices requires collaboration, between both special and
general educators and among the myriad of school-related personnel who in-
teract with students. Inter-professional collaboration involves two or more pro-
fessionals working together toward a common educational goal and is critical
for inclusive practices (Bauer et al., 2010). Inter-professional collaboration can
improve student learning by bringing together the strengths and expertise of
multiple professionals who inform and support one another to design and deliver
instruction. Further, such collaborations support teachers as well by building
a community within which a special educator can draw to solve the often com-
plex problems associated with teaching students with disabilities.

Peer assisted learning is another way to provide instruction in inclusive class-
rooms. This involves pairing same-aged peers with a student with a disability
to provide instructional and social support (Carter, 2017). Peers are excellent
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14 Michael L. Wehmeyer, Jennifer A. Kurth

support providers to students with disabilities in inclusive classrooms because:
(1) they are skilled at navigating the social environment of the school and can
pass that information on to students with disabilities, as well as provide more
opportunities for social interactions; (2) peer-based instruction is less stigmatiz-
ing than similar one-one-one work with an adult; (3) Peers are already in the
classroom; (4) Peer partners also benefit academically, socially, and behaviorally
from such opportunities (Carter, 2017).

Co-Planning for Instruction in Inclusive Classrooms

For inclusion to succeed, educators, whether special or general, must work
collaboratively in planning what to teach, how to assess instructional needs and
student progress, and what strategies to use. Co-planning accomplishes these
goals. When engaging in co-planning, educators need to find distraction-free
time (i.e., not during instructional time) when they have materials available to
examine and discuss options and alternatives (Murawski, 2012). Co-planning
should result in the identification of components of each class session (e.g.,
lecture, small group work, labs) and in how instruction will be provided, what
content will be covered, who will teach what subject, and how student supports
will be provided (Toews et al., 2020).

Co-Teaching for Instruction in Inclusive Classrooms

A significant benefit of inclusive instruction is that it opens up the opportunity
for co-teaching arrangements. Co-teaching involves two or more adults work-
ing together to provide instruction to students (Friend et al., 2010). Murawski
(2012) noted that there are a variety of co-teaching arrangements, including: (1)
one person teach, one person support, which is when one educator is providing
instruction to the entire class, while the other educator provides support, such
as setting up labs, classroom management activities, student observations and
data collection etc.); (2) team teaching, where both teachers provide instruction
by taking turns, modeling something that the other teacher is talking about, and
so forth; (3) parallel teaching, which is where one educator provides instruc-
tion to half of students in the class while, at the same time, the other educator
teaches students in the other half of the class; (4) station teaching, where students
move from one station or center to another with a teacher at each station; and (5)
alternative teaching, where one educator works with a large group of students
while the other works with a small group of students. One can see how these
co-teaching options fit into schoolwide instruction, with strategies like alterna-
tive teaching perfect for providing multiple tiers of instruction while all students
remain in the classroom.
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Technology In Inclusive Classrooms

As the COVID pandemic highlighted, technology in education is now ubiqui-
tous and powerful and is dramatically transforming how we provide instruction.
Universally designed instructional materials can use features such as text-to-
speech software, screen readers, voice output communication devices, and many
other ways to ensure that all students can have access to and benefit from all
content. Again, as illustrated by the COVID pandemic, it is critical that students
with and without disabilities have access to, and opportunities to learn with,
technology that enables them to self-determine learning and gain access to con-
tent not otherwise available, and that enhances their capacities to learn.

Obviously, students need instruction and supports to learn to use technology
and the opportunity to do so. Technology becomes particularly important when
implementing UDL on a school wide and classroom-wide basis (Cook & Rao,
2018). As noted previously, UDL refers to the design of instructional materials
that ensure access for all students and technological, computer, and other devices
provide valuable tools for delivery of such materials. Technology can also facili-
tate self-determined learning, allowing students to choose from among a myriad
of instructional features and to self-direct learning.

Technology can also be important in making learning fun and engaging. Dif-
ficult or “boring” subjects engaging to students through virtual lessons, videos,
or interactive games. Additionally, the use of these commonly-used technologies
can reduce stigma and enable students to work on materials that are appropriate
to their skill level through the implementation of supports that address their
specific areas of instructional support need. Research documents that various
apps can be used to teach skills such as phonics to students who use speech-
generating applications on iPads (Ahlgrim-Delzell et al., 2016) or writing for
students with cognitive disability (Felix et al., 2017). Finally, technology can
support students to learn at their own pace and promote personalized learning.

Evidence in Support of Inclusive Education

Converging policy guidelines, ethics, and research-based evidence over the
past several decades has increased opportunities for and the importance of pro-
moting inclusive education. The United Nations Convention on the Rights of
Persons with Disabilities (UNCRPD), for example, stated that all children have
the rights to an inclusive education, and no child should be excluded from the
general education system on the basis of disability (2016).

In addition, implementation of inclusive education is supported by ethical con-
siderations. The social models of disability state the fact that disability is simply
part of the human experience, and that recognition fundamentally demands that
societies, including schools within these societies, embrace and celebrate diver-
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sity and ensure equitable practices. Inclusive education, then, is fundamental to
achieving and celebrating diversity because students learn together in schools
and, in so doing, learn to live and work together throughout life.

A growing and substantial body of research supports the efficacy and im-
portance of inclusive education. More than four decades of research has dem-
onstrated that when students with and without disabilities learn together, they
achieve more positive outcomes. A critical feature of the success of inclusive
settings is the presence of general educators, who have expertise in the core
academic content, as well as with materials and tools for teaching that content,
that is typically not present in separate or segregated settings (Kleinert et al.,
2015). Co-teaching and involvement in inclusive education also has the benefit
of enhancing all teachers’ capacity to quality instruction to all students and not
only students with disabilities (Finke, McNaughton, Drager, 2009), which is
increasingly important in schools today. Benefits from inclusive education for
students with disabilities, as a result, include improvements in the quality of
instruction and improved educational experiences (Hunt, McDonnell, Crockett,
2012). Research supports the fact that inclusive education contributes to bet-
ter post-school outcomes for students with disabilities (Mazzotti et al., 2013;
Test et al., 2009). In the following sections, we describe the research evidence
supporting inclusive education across five domains: academic, social-emotional
learning, communication, friendships and relationships, and the impact on non-
disabled students.

Academic Progress

Research has established that students with disabilities learn academic skills
equally, if not better, in inclusive settings when compared to receiving instruction
in separate or segregated classroom settings. Tremblay (2013), for example, com-
pared reading and writing scores of students with learning disabilities who were
taught in inclusive versus separate classrooms and found students who received
that instruction in inclusive classrooms scored higher. Cole and colleagues (2020)
compared U.S. state-required reading and math assessment scores of nearly 1700
students with disabilities in 4™ through 8" and determined that students who
spent more time in general education settings performed significantly better in
both areas than did their peers with disabilities who spent more time in separate
classrooms. This pattern of academic success holds steady for students across
disability categories. For example, Dessemontet and colleagues (2012) examined
literacy and math outcomes of children with intellectual disability; half of whom
were taught in an inclusive school and half of whom were taught in separate
or segregated classrooms. The students who received instruction in inclusive
classrooms had significantly more positive literacy outcomes and there was no
difference in math outcomes.
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Social-Emotional Learning

Students with disabilities are too often removed from general education class-
rooms because of perceived behavioral problems. This is particularly a risk for
students labeled as having emotional or behavioral disorders. Clearly, social,
emotional, and behavioral outcomes are important to helping students learn
and thrive at school and, logically, students will learn more about appropriate
or helpful social, emotional or behavioral skills in typical settings rather than
segregated settings. This is documented by research showing that students
have more positive social-emotional trajectories into adulthood and engage in
fewer antisocial behaviors, when they receive instruction in inclusive settings
(Woodman et al., 2016). This literature suggests that removing students due to
a perceived behavior problem counter-productive and that students of color tend
to be disproportionally removed for such reasons.

A longitudinal study found that students with disabilities who received in-
struction in inclusive classrooms demonstrated more independence and self-suf-
ficiency when compared to students who were taught in separate or segregated
classes (Newman & Davies-Mercier, 2005). Hughes et al. (2013) determined that
students who were taught in inclusive settings demonstrated better self-deter-
mination skills overall. Finally, research has documented that adolescents with
disabilities who are taught in inclusive settings are more engaged in curricular
activities than are their peers who are taught in separate or segregated settings
(Kurth & Mastergeorge, 2012). Together, these research studies show that inclu-
sive education is strongly associated with positive social-emotional outcomes for
students with disabilities.

Communication

Communication is, of course, fundamental to learn, to engage in social activi-
ties, and for virtually everything involved in schools and learning. Communica-
tion joins collaboration, creativity, and critical thinking to form the “four C’s”
21st century skills. Many students with disabilities have complex communication
support needs, and if they are not provided those supports, may miss out on what
they need to learn and to make friends. They are at risk of not gaining access to
the general education curriculum, obtaining poor academic outcomes, not being
placed in the general education classroom, and experiencing low expectations
from school personnel (Kurth et al., 2014; Kleinert et al., 2015; Ruppar et al.,
2011). The types of supports students with complex communication needs re-
quire to communicate effectively have to be personalized, but frequently include
the use of pictures or text to supplement their voice or the use of augmentative
and alternative communication (A AC), such as speech-generating devices.
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Just like students with disability who engage in perceived problem behavior,
students with complex communication support needs are much more likely to be
placed in separate or segregated classrooms and settings. Among the benefits of
inclusive practices is the fact that inclusive education has been shown to improve
communication outcomes for students (Foreman et al., 2016). Logically, one
reason is that in general education classrooms, students engage with multiple
communication partners, while in separate or segregated settings, there are
fewer such communication partners and other students who have more extensive
communication support needs. In inclusive classrooms there are many more op-
portunities for a student to find a peer with shared interests who can become
a communication partner and, possibly, a friend. Finally, the language students
are exposed to in inclusive classrooms is richer, giving students more opportuni-
ties to hear varied language structures and develop communication skills.

Friendships and Relationships

Communication is important to the development of friendships. Forming
such friendships and relationships is crucial to many types of developmental
milestones and social relationships are among the most treasured remembrances
of one’s school days. Research has consistently determined that students with
disabilities who are taught in inclusive settings have better social skills and more
extensive social networks than do students with disabilities who receive their
education in separate or segregated classrooms (Fisher & Meyer, 2002).

Indeed, research has shown that students with disabilities improve their social
skills when they are taught in inclusive settings largely simply as a result of hav-
ing access to social networks and peer models (McDonnell et al., 2002). Students
with disabilities who receive instruction in inclusive settings have larger social
networks and greater opportunity to develop social skills (Kennedy & Itkonen,
2016) as well as having higher levels of social engagement (Lyons, Cappadocia,
Weiss, 2011).

Impact on Students without Disabilities

One frequently raised concern about inclusive education is that it will nega-
tively impact students without disabilities, particularly with regard to students’
academic achievement. A substantive body of literature refutes this, however,
showing that educating students with disabilities in general education classrooms
does not harm students without disabilities and may be of benefit. Kalambouka
et al. (2007) conducted a systematic review of studies examining the impact of
inclusive education on the academic progress of students without disabilities and
determined that students without disabilities either experienced no impact on
their academic performance (58% of the studies) or experienced positive effects
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(23% of the studies; Kalambouka et al., 2007). A similar review by Ruijs &
Peetsma (2009) came to the same conclusion: inclusive education of students
with disabilities has either a positive or neutral impact on the academic outcomes
of students without disabilities.

Why might inclusive education have a positive impact on learners without
disabilities? For one, teachers in inclusive classrooms implement strategies such
as UDL that result in benefit to all students and not just students with disabili-
ties (Dessemontet & Bless, 2013). Also, teachers working in inclusive settings
use collaborative and team-teaching, utilizing the expertise of more than one
teacher, often to the benefit all students (Sharma et al., 2008). Finally, schoolwide
approaches like MTSS provide all teachers with strategies to meet the behavior
and learning needs of all students through a collaborative, inter-disciplinary
problem-solving approach (Giangreco et al., 1993).

Where to from Here? Inclusive Education in a Strengths-Based Era

The question we wanted to address in this article is, basically, what does in-
clusive education look like as we move into a strengths-based era? Historically,
efforts to promote focused exclusively on the student in a classroom and the
teacher’s actions. Turnbull et al. (2019) characterized the development of the
inclusive education movement as consisting of three generations of practice. The
first generation consisted of efforts to move students from separate or segregated
settings into integrated and inclusive settings; getting students with disabilities
physically into classrooms with their non-disabled peers. The second generation
of inclusive practices focused on the development and evaluation of strategies
that enabled students with disabilities to be taught in general education settings,
some of which we have discussed in this article. The third generation turned
attention from where students were taught to what they were taught and focused
on ensuring students were not only educated in inclusive settings, but had access
to high quality instruction in the general education curriculum.

These were necessary steps, certainly, and in most parts of the world, there
remains the need to implement actions to address each of these generational
practices. The movement toward a 21st century education and strengths-based
practices, however, has introduced a fourth generation of inclusive practices.
In the following section, we summarize what this next generation of inclusive
practices should look like, drawing from our previous discussion.

Inclusive Education is Strengths-Based

Inclusive education in the 21st century begins with strengths-based approach-
es that view disability as simply part of the diversity in schools and that begin
with what all students are good at, are passionate about, and that have meaning
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to students. We need to design interventions and supports that bridge the gap
between a what a student can do and the demands of the environment or context
in which that student wants to live, learn, work, or play, not necessarily ignoring
a student’s impairment, but not starting from that impairment, but instead from
an understanding of each student’s strengths.

Inclusive Education Emphasizes Supports

In this article, we have frequently referred to supports and support needs.
Historic approaches created programs based upon a student’s type of disability
or level of impairment. Strengths-based approaches emphasize individualized,
personalized supports that take into account student preferences, interests, and
abilities and that enable all students to be successful in typical contexts and set-
tings. There has been considerable progress in conceptualizing and operational-
izing the concept of supports, with efforts to apply these innovations to education
now emerging (Thompson, Wehmeyer, Hughes, 2010). Supports are resources
and strategies that enhance personal functioning and success (Thompson et al.
2009). Supports are, really, anything that enables a person to function success-
fully, participate in society, pursue meaningful goals, and live self-determined
lives. All of us use supports in our daily lives, from smartphones to get around in
an unfamiliar environment to seeking advice from a friend on a topic of concern.
Education itself is an important domain of supports and within education, a host
of supports have been established that promote student learning, from peer and
technology supports, to adaptations and accommodations, and more (Thompson
et al., 2018). Supports are personalized, though some supports may benefit stu-
dents with and without disabilities, like UDL.

Supports and educational planning. In fields related to education, like
career and vocational counseling, planning processes have begun to change to
address the contexts we’ve discussed. In career and vocational counselling, for
example, a life design focus has emerged in response to changing global eco-
nomic and work contexts. Savickas (2012) captured the basic premise of a life
design approach, noting that”

...[c]areers do not unfold; they are constructed as individuals make choices
that express their self-concepts and substantiate their goals in the social real-
ity of a work role (Savickas, 2012, p. 13).

Further, Savickas and colleagues (2009) emphasized that this was not only
relevant to students transitioning to work and employment but was important
for all students in learning how to navigate 21st Century learning and lifelong
transitions. The life design approach “is framed as a lifelong self-construction
process that aims to promote skills and competences in overall life planning”
(Wehmeyer et al., 2019, p. 182). Essentially, all students will need have the skills
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to ‘design’ their own lives, whether that is about work, learning, or any of the
myriad ways in which young people will need to navigate. There are tools that
enable schools to incorporate supports planning into educational planning, to
make planning more personalized, and to infuse a life design focus into planning
(see Wehmeyer & Zhao, 2020).

Inclusive Education is Schoolwide

As we have discussed, the first three generations of inclusive practice focused
primarily on a student in a classroom. Sailor and Roger (2005) argued that by
placing the responsibility for inclusion almost exclusively on teachers and by
having the student in a classroom the primary focus for determining the suc-
cess or failure of inclusion, we, as a field, failed to recognize that teachers and
students and classrooms are part of larger systems within a school. Sailor and
Roger identified guiding principles and critical features of schoolwide models:
General education guides all student learning.

All school resources are configured to benefit all students.

Schools address social development and citizenship forthrightly.

Schools are democratically organized, data-driven, problem-solving systems.
Schools have open boundaries in relation to their families and communities.
Schools enjoy district support for understanding an extensive systems-change
effort (Sailor & Roger, 2005, pp. 506—508).

As we discussed previously, the most evident such schoolwide practice in-
volves multi-tiered systems of supports, or MTSS, and its assumption that all
students will receive “high quality, evidence-based, and universally designed
instruction, taking into consideration their linguistic and cultural backgrounds,
disabilities, and other learning needs” (Shogren, Wehmeyer, Lanke, 2016,
p- 215). Within MTSS, consistent with social-ecological models of disability,
what changes if students are not experiencing success is the context; students
are provided different or more intensive levels of instruction to enable them to
succeed. Importantly, as Shogren, Wehmeyer, Lanke (2016) noted:

SRR i e

students move to more intensive levels (tiers) of support, they do not need to be
removed from general education classes ... [iJnterventions can be embedded
within general education instruction and activities, maintaining opportunities
for the benefits of inclusion (p. 215).

The fact is, maintaining separate or segregated classrooms is antithetical to the
intent of MTSS. What is needed are efforts to construct schoolwide systems that
ensure all students are included and receive equitable, high quality instruction.
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Inclusive Education Emphasizes Personalized Learning

As the field of education moves toward a paradigm of personalized learning,
so too must inclusive education. Fortunately, personalized learning adopts many
of the principles and practices of inclusive education, from student-focused and
directed learning to an emphasis on UDL. Personalized learning has been de-
fined as “an approach in which the instructional approach, outcomes, content,
activities, pace, tools, and supports are customized for each individual learners’
needs” (Basham et al., 2015, p. 10). Personalized learning is about much more
than just the application of technology to education, as it is too often framed. The
National Center for Learning Disabilities (2018) noted that:

A theme that consistently emerged was that personalized learning requires
students to make good choices about their learning, assert their needs and
pursue their goals in order to be successful. These skill sets are vital for all
learners, but they are especially important for students with disabilities. Yet
these skills are not frequently taught to students, an omission that harms those
who need these skills the most (p. 2).

Technology is important, but in our estimation, student choice and voice is at
the heart of personalized learning. Zhao (2018) proposed four features of what he
called personalizable education: agency, shared ownership, flexibility, and value
creation. Agency refers to student ownership over and active involvement with
learning and is related to issues related to self-determination. Zhao (2018) noted
that “for students to explore, identify and enhance their strengths and follow
their passions, they must become owners of their own learning ... they must have
agency in designing their own learning” (p. 58). Shared Ownership emphasizes
students and teachers and other stakeholders in education being co-designers of
education. The focus on agency is on the student, but the focus of shared owner-
ship is on students and teachers and cafeteria workers and counselors and the
myriad of people who make up a school.

Zhao (2018) emphasized that personalizable education must have flexibility
the enable teachers and students “to new opportunities, emerging, needs, and
unexpected problems” ... in “all aspects of the school: leadership, timetable,
curriculum, facilities, students, and staffing” (Zhao, 2018, p. 64), and that per-
sonalizable education must embrace value creation, or to ensure that what stu-
dents create is meaningful to them and to others and gives learning a purpose.
Meaningfulness is a critical element of learning; we learn what we care about.

Inclusive Education Requires Self-Determined Learning

We mentioned that promoting student agency embodies features of self-
determination and self-determined learning. Promoting self-determination has
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become an important element of the educational programs of most students with
disabilities (Wehmeyer & Field, 2007). We discussed the importance of self-
determination earlier in this article, so will not go into detail on that again, but
it is important to point out that promoting self-determination is important for
every student in the school and should be a staple of instruction pertaining to
inclusive education. In inclusive and personalizable education, educators focus
on promoting student learning by enabling autonomy and choice and by sup-
porting students to engage in activities that are of personal value to them and to
act volitionally. To achieve the goal of student agency and to support students
to take ownership over their learning, we need to teach students to, in essence,
teach themselves and to learn how to set and achieve goals and make plans.

Wehmeyer and Zhao (2020) identify self-determined education as incorporating

the following elements:

— Teaching starts with the children’s passion and talent. Teaching should create
opportunities for individual students to pursue their interests and enhance
their abilities, and to help students identify and access resources from within
and outside the school.

— Teachers become masterful life-coaches who help students identify and
achieve personal learning goals, to inspire students to have high aspirations,
to explore possibilities, to try out their ambitions, and to learn about their
strengths and support needs.

— Teachers work collaboratively in a community. They do not teach a group of
students in 1solated classrooms, but work with individual students as consult-
ants in areas in which they are experts and about which they are passionate.

— Teachers are community organizers and project leaders. Self-determined
learning does not mean students always learn alone, but that students learn
through authentic projects that involve other students (p. 68).

Conclusions

The purpose of this article is to lay out a theoretical and values-driven frame-
work for inclusive education in a strengths-based era. Frankly, if we continue to
do what we have been doing over the past forty plus years, there is no reason to
expect that anything will change. The United Nations Convention on the Rights
of Persons with Disabilities (2016) stated unequivocally that all children have the
right to an inclusive education and no child should be excluded from the general
education system on the basis of disability. We believe that with changing ways
of understanding disability, alignment with 21st century and personalized educa-
tion, and a focus on strengths and self-determination, inclusive education can
become the norm and not the exception.
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INCLUSIVE EDUCATION IN A STRENGTHS-BASED ERA: CHANGING ATTITUDES
AND PRACTICES

Abstract

In this article, we examine the past, present, and future of special and inclusive education, with
a focus on highlighting the changing context of education, worldwide, and the need to adapt special
and inclusive education practices to meet the challenges of the future and to prepare students with
disabilities to become self-determined learners. We examine how changing disability paradigms
require a response from education and what practices will support strengths-based approaches to
inclusive education. We briefly review what we know about what works with regard to strategies to
promote inclusive education and its impact on students with and without disabilities, and provide
a framework for inclusive education in the 21% century.

Keywords: special education, inclusive education, students with disabilities, self-determined
learners
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EDUKACJA WLACZAJACA W ERZE OPARTEJ NA MOCNYCH STRONACH:
ZMIANA POSTAW I PRAKTYK

Abstrakt

Stowa kluczowe: edukacja specjalna, edukacja wlaczajaca, uczniowie z =*~melnosprawnoscia,
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PREVENTION OF ADDICTION THROUGH
EMOTIONAL AND PROSOCIAL EDUCATION

Introduction

Socio-emotional skills are a group of skills that enable people to build healthy
interpersonal relationships while they also prevent destructive conducts. Proso-
ciality and emotions are related: listening and the ability for empathy oppose
to attitudes that validate phenomena such as racism, xenophobia, or machismo
(Bisquerra, 2003); and, in turn, prosocial behaviors protect people from adopt-
ing conducts that hinder their own mental, physical, and social health, such as
gambling or substance use addictions (Esparza-Reig, 2020).

Emotional education is a social necessity to contribute to better personal and
social well-being. For that purpose, it is essential to move forward in the design
of programs based on a theoretical framework that can be put into practice. It
is also essential to use materials that facilitate the proper application of such
programs, as well as the proper assessment instruments (Bisquerra, 2003) to
follow up the programs.

There are many studies on the negative consequences of risk behaviors.
However, little is known yet about the protecting factors. Bisquerra (2003), in
an analysis of recent literature, describes two categories of protective factors:
personal and environmental.

The personal characteristics which work as preventive factors for young
people are social and emotional competences, where Bisquerra (2003) includes
social skills, a favorable disposition, social problem-solving skills, self-efficacy,
self-esteem, effective communication skills, and high aspirations. Within the
environmental factors, he finds it important for young people to have a sup-
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porting context that favors social and emotional development. For that reason,
a strong commitment with at least one adult is considered necessary, as well
as the parents’ appropriate behavior, involvement in constructive organizations,
social activities, and the access to good schools.

The PATH European project approached the prevention of addictions from
a perspective that featured these two dimensions. A training model was designed
that integrated personal (management of emotions, self-control) and environ-
mental elements (applied prosociality) from early eages due to the lack of studies
in this childhood (3 to 6 years) and elementary ages (6 to 10). These ages are
still far from the years where addictions - especially drug and alcohol addictions
- may appear. It is for that reason that it was considered necessary to identify
which studies focus on the child’s age and elementary school to serve as a basis
for a preventive and protective training model.

The PATH project was meant to raise awareness among teachers and educa-
tors about emotional, prosocial, and self-control skills, as well as contribute to
consolidate their personal and didactic skills to promote prevention from de-
pendences from early ages.

The project proposed set out to monitor the preventive effects of emotional
education and prosociality on addictions, by proposing qualitative guides for
evaluation by teachers’ evaluation on their pupils. Teachers and educators, after
the self-training course, they applied a program with to their students that aimed
at increasing sensitivity and some observable behaviors of EC (Emotional Com-
petencies) and PCB (Prosocial Competences and Behaviors) behaviors.

This significant increase was measured by comparing a Pre-test vs. a Post-test
within the duration of the PATH project. In addition, these tests were elaborated
prepared with precise items, to be answered by teachers on the progress of the
class group or on each pupil (PATH, 2021). For indirect beneficiaries (nursery),
since it was not possible to establish a longitudinal evaluation of the students in
relation to their dependent behaviors, in the group of 3 to 5 years was expected,
in the two years of the project, an Improvement of recognition and understanding
of emotions was expected in the group of 3 to 5 years during the two years of
the project.

The expected results on children from 6 to 10 years were:

Recognition and understanding of one’s own and others’ emotions;

. Improvement of self-control;

Increase in pro-social behavior;

Improvement of prosocial climate atmosphere in the classroom;

Reduction of conflicting behavior;

Increased knowledge of digital emotional indicators.

These results were evaluated with standardized tests administered ex-ante,
“in itinere”, and ex-post in the field experimentation phase stage of the PATH
model (PATH, 2021a).

AN
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The quality of the teachers’ training process was evaluated with instruments
that monitored the didactic quality of the training courses offered and through
a qualitative questionnaire measuring the participants’ perception on the course’s
didactics as regards participation in the training, as well as their perception on
having improved their knowledge on the subject (PATH, 2020c).

Scientific studies on training in emotional intelligence and prosocial
behaviors

Emotional intelligence is an important ability in human development. With-
out this kind of intelligence our intellect is not able to use all of its possibilities.
If the brain functions as expected, then emotional intelligence increases with
intellectual abilities (Goleman, 1997).

Defining the concept of emotional intelligence is no simple process, as there
is controversy regarding the definition of the construct itself depending on the
theoretical perspective used (PATH, 2020a). There are ability models and mixed
models (Garcia del Castillo, 2014; Garcia del Castillo et al., 2013; Mayer, Salovey
& Caruso, 2000). On the other hand, emotional intelligence and prosocial behav-
iors are two constructs theoretically linked (Charbonneau, & Nicol, 2002), both
comprising prosociality and as a regulator of emotions (Fernandez Solis, 2014);
as a link between one’s social capital and personal well-being (Helliwell, et al.,
2017). This suggests that prosocial behavior can improve people’s well-being and
energy (Martela, & Ryan, 2016).

The scientific literature review conducted on the PATH project (2020a)
shows an agreement between researchers (Goleman, 1997; Gottman & De-
Claire, 1998; Mariani & Schiralli, 2011, 2013, 2014; Austin, Saklofske, & Egan,
2005; Garcia del Castillo- Lopez, 2011; Garcia del Castillo et al., 2013) regard-
ing the fact that the increase in emotional skills represents the most effective
and protective factor to avoid most forms of discomfort and of pathological
addiction (drug addiction, anorexia, bulimia, Internet addiction, alcoholism,
etc.) during adolescence.

The project bases its educational intervention model on empirical evidences
of the relationships between emotional variables as triggers of drug use, thus
highlighting the protective role of emotional abilities in alcohol, tobacco, or
other drug use behaviors (Garcia del Castillo et al., 2012; Kun & Demetrovics,
2010; Moral, Rodriguez & Sirvent, 2005).

Given how important prosociality, emotional education, and self-control
are as preventive and protective factors in adolescence, the Project (PATH,
2020a) emphasizes emotional and social education as the key to developing
skills and abilities that are important for the work labor market, but also for
the personal level of individuals (Brackett, Caruso, & Patti, 2008; Brackett,
Caruso, & Stern, 2008).
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The model proposed the preparation of an elementary assessment strategy to
connect it to rational reasoning in elementary school. For that reason, a didactic
model was designed in microcapsules so that it could be applied transversally
at any moment in education, by any teacher in any discipline, to favor school-
children gaining better awareness of their feelings, understanding them, and
expressing them more precisely.

Assuming that an emotionally intelligent person is not born, but becomes
emotionally intelligent gradually, the school has an important role in everyone’s
development. Although the education center is not sole responsible for learn-
ing, the school strengthens the principles of good behavior and directly exposes
pupils to experiences that they would never obtain in a closed family circle.
The school teaches them to control their emotions and to solve the conflicting
situations that arise among their classmates. At school, they can learn to manage
frustration, to communicate assertively, to be solidary, to listen to those who
think differently, and to experience inclusion as culture.

An emotionally intelligent individual matures gradually. Therefore, educa-
tion should focus more on the issue of emotional intelligence and incorporate
emotional intelligence into its educational system.

The educability of emotions would involve the modification of school pro-
grams and the recognition, in the educational field, of emotional literacy (Gole-
man, 1997). The innovation of PATH was specifically based on the need to create
educational programs from early ages, integrating these three theoretical axes:
emotional intelligence, prosocial behaviors, and self-control. The relationship
between emotions and the prosocial conduct is justified by the function that has
the ability for self-control and the important role that regulating emotions plays
on the prosocial conduct (Samper Garcia, 2014).

Educational experiences in teachers of pre-primary and primary school
teachers about addictions prevention

The PATH model (2020a) is based on the fact that several studies suggest that
educational interventions should probably start in elementary school in order to
maximize any preventive impact.

The early use of drugs such as tobacco and alcohol is associated with later
drug misuse, while the age of initiation of drug use is decreasing. One of the
factors contributing to adolescent substance abuse is the lack of psychosocial
skills and coping skills (Shek et al., 2016), for this reason, the project focuses
on training the students’ personal and interpersonal skills through simple, inter-
active, brief, flexible activities. Results based on different evaluation strategies
have shown that interactive delivery methods (eg., role-playing games, video
surveillance, and reflection and drawing exercises) have been well received by
students and have helped to foster efforts and prevention.
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The WHO (PATH, 2020a) features - and therefore recommends - a long-term
teacher training program, the implementation of health projects within school pro-
grams, and strengthening the students’ capacity for self-control, communication,
emotional management, and peer relationships (for a duration of at least six months).

That recommendation implies the early start of the intervention (preschool
age), planning actions and interventions immediately usable in practice, and
incorporating actual “Didactics of Emotions” that may be developed gradually,
using the most consistent Life Skills Training.

Concerning the reflection on the prevention of pathological addictions in the
school environment, PATH had a particular focus on teachers. The teachers’
leading role is key to the success of a preventive program. Teachers are expected
to implement not only the teaching activity, but also education. Therefore, they
are often invested in solving problems related to both the students’ academic
performance and their bad behavior. In addition to these responsibilities, it is
believed that the educational system and all personnel involved contribute to
health education and to the students’ drug education. At the same time, many
teachers regard drug education as a peripheral area of their activities and do not
feel competent and confident to justify their obligations in this field.

The quality of substance prevention programs is determined by personal
desire and involvement, as well as by the level of teacher training. Based on
a bibliographical search (PATH, 2020a), and on the expertise of the project’s
partners themselves in the field of neuroscience, applied prosociality, and emo-
tional education, the project defined teachers as strategic actors, and suggested —
for the guaranteed success of the training - considering the following variables
for the design of the training for trainers and, later, the pilot courses developed
in the countries (PATH, 2020c):

1. Teachers’ social role: they have great potential to instill the skills of a heal-
thy lifestyle in students.

2. Lack of knowledge on the subject: A training program should consider the
existence of a lack of personal desire to conduct such work; there is a belief
among teachers that drug abuse prevention is the responsibility of highly spe-
cialized experts, but not of the teaching staff.

3. Lack of recognition. There is growing dissatisfaction with the teachers’ work
due to the low level of social recognition of this profession in today’s society.

4. Motivation and individual psychological characteristics. Teacher training
should take into account their individual psychological characteristics and
internal emotional state. It is essential to carry out preliminary work with the
teachers in order to involve them in a result because the lack of motivation
and personal commitment to the education on substance abuse can make them
less effective for prevention.

5. Modeling the learning environment. Pre-service training in substance edu-
cation for student teachers must be an integral part of the educational process
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and should start with modeling the learning environment in a pedagogically
justified manner.

Objectives of PATH

PATH proposed an intervention based on the use of educational methodolo-
gies to increase the protective factors against the risk of addictions such as:

— Developing life skills such as self-control, or identifying healthy, creative so-
lutions for difficult social situations.

— Acquiring the ability to regulate emotions and impulsiveness.

— The PATH model was meant to create a minimum quality standard in teacher
training on children’s emotional education, with the aim of strengthening self
control, and the stable use of reflection and self-regulation (as opposed to the
impulsiveness of the automatic system) in order to promote individual well-
being and prevent risky behaviors.

The program was applied to pre-elementary and elementary school teachers
and the indirect beneficiaries were 3—10-year-old children.

PATH’s proposal was to create a program that would easily adapt to each
school’s curriculum so as to “institutionalize” emotional education into the
systems of the participating schools, without the need to implement a complex
project that would involve modifying their own lines of work.

To achieve this goal, a pilot course for teachers has been planned to teach
methodologies and activities to be used with their students that aim to increase
and consolidate emotional, prosocial, and self-regulating skills on emotions.
These activities are useful to ensure a more functional development, thus reduc-
ing the risk of onset of problematic behaviors.

The training involved teachers, students, and family members, as schools
were forced to intentionally activate collaboration with families due to the lock-
down stages in 2020.

The specific PATH objectives were:

— to support teachers (direct beneficiaries) with a program that aims to strength-
en emotional self-control and reflexive awareness in children, future adoles-
cents, which is the factor of protection against addictions and the key factor in
school success and good cooperation with peers and adults;

— to increase the professional skills of teachers by providing a methodology for
early intervention in the prevention of addiction;

— to support children (indirect beneficiaries) in the acquisition of the main emo-
tional skills such as: impulse management in a context of increasing relational
complexity; strengthening of the capacity to focus on increasing full partici-
pation in the learning process; and increasing the ability to cope with stressful
and conflicting situations.
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The duration of the project was of two years, as expected.

Increasing the teachers’ skills as regards the PATH training kit.

Increasing the teachers’ prosocial abilities as a way to manage the class group.

As for indirect beneficiaries, it was proposed that pre-school and pre-elemen-
tary school students improve the recognition and understanding of emotions and
start the pre-requisites of prosocial behaviors in the short term (throughout the
project’s two-year period).

For elementary school students, they were expected to improve their recogni-
tion and understanding of their own and other people’s emotions, self-control, the
prosocial conduct, to reduce conflict behavior, and to improve class atmosphere.

To ensure a more balanced development of the children’s personality, both
emotional and cognitive, and reduce the risk of problematic behaviors character-
ized by somatic effects and psychiatric disorders - such as substance abuse dis-
order and addictions-PATH proposed strategies based on cognitive games and
daily activities, which are a form of functional gymnastics to develop the ability
to inhibit impulsivity, and self-regulatory and voluntary behavioral control.

PATH’s innovation was the formalization of the results of studies and research
in a program described in a “manual on emotional education, self-control, and
prosociality” addressed to pre-elementary and elementary school teachers to be
proposed as an integral part of the educational system.

Procedure

Implementing PATH involved three important stages: (1) Training of Trainers
for teachers (2) Pilot Courses for teachers in the schools involved in the project
(3) Implementation of the PATH Model in classrooms.

Instruments

The teachers who implemented the activities used different instruments to
evaluate the processes conducted by the students.

In pre-elementary education, the Affective Knowledge Test Faces was used
(Denham, 1986, Denham, Zoller, and Couchoud, 1994), which is an interac-
tive evaluation measuring the children’s ability to label and interpret emotions
precisely. The evaluation only focused on the first part: recognizing verbal and
non-verbal emotions, while evaluating the children’s skills to label emotions
through emotional facial expressions and recognizing emotional facial expres-
sions through verbal labels.

To measure the training process (didactic quality), standard perception ques-
tionnaires were applied for training quality (PATH, 2020c; PATH 2020d), and to
measure the impact of prosociality on the teacher training, the Scale for Meas-
uring Adult Prosocialness (SMAP) (Caprara et al., 2005), pre- and post-test.
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This is a classic questionnaire widely used in research on prosociality applied
to education, even though the authors mean to consider it as generic for adults
and adolescents in its two respective versions. The elements suit the concept of
prosociality developed in the project fairly well, although it does not cover all its
dimensions.

The scale is easy to use as it features no negative questions, which means its
16 items obtain a minimum score of 16 (16 x 1) points to a maximum of 80 (16
x 5) in a 1-5 scale. Each item is measured with a 1-5 Likert scale (1 — Never
true, 5 — Always true). All the items indicate more positive results in terms of
prosociality the higher the value of the scale.

The fact that this is a self-administered test may cause doubts regarding the
reliability of its results. However, when used pre- and post-test, it may be an
effective measurement of progress.

The SMAP was used in the following moments:

— pre-test: at the beginning of the teacher training on these topics;
— post-test: at the end of the application of the PATH model in their classrooms.

In addition, the project generated its own ad hoc tools (PATH, 2021), such
as the PIE tool (Prosocial Impact Evaluation) (PATH, 2021), which is a 17-item,
non-validated, self-cognitive, conductual test used with slightly different ver-
sions in different courses (disciplines, post-graduate, etc.) of the Laboratorio
de Investigacion Prosocial Aplicada [Spanish for Applied Prosocial Research
Laboratory], LIPA (Roche & Escotorin, 2018, 2019; Badia et al., 2019). In a pre-
post-test format, and applied anonymously, it is highly useful in an intervention
project to explain the evaluation participants assign to their own progress in their
own learning in such dimensions as:

— degree of acceptance,

— degree of adherence to the values (prosociality),

— degree of acceptance of the central concepts, and

— a degree of intention in their will to apply it in a specific context, as well as

a certain perception of their own self-efficacy.

The pre-post format may reveal possible breakthroughs in a period of at least
3 months, especially if there was an intervention or an allegedley influent pro-
gram at the time.

Another instrument used ad hoc was IPD (Impacto Prosocial para los Do-
centes, Spanish for Prosocial Impact for Teachers), which consists of tools for
teachers so they can give their opinion on their own progress and that of their
students.

It is a 17-item questionnaire relatively similar in its goals to the Prosocial
Impact Evaluation (PIE): it asks teachers about their own cognitive, intentional,
and behavioral progress, but focuses on the progress observed on their students.

CNS nr 4(54) 2021, 5-16


User
Podświetlony
29–47 

User
Podświetlony


Prevention of addiction through emotional and prosocial education 37

Training Process

Based on PATH 2021, we proceed to list the products and training model
generated by the project as implemented by expert partners from three countries:
SITD (Societa Italiana Tossicodipendenze, Cuneo, IT, applicant; Asociazione
Paradigma, IT; Istituto Comprensivo Capol. D.D., San Nicola la Strada, IT;
Laboratorio de Investigacion Prosocial Aplicada de la Universidad Auténoma de
Barcelona, ES; HERTIN s.r.0., CZ; and Zakladni Skola, Ostrava, CZ.

1. Training of Trainers (PATH 2020c, 2020d)

The project’s design foresaw a training of trainers, ToT (PATH, 2020c, 2020d),
to favor a homogeneous training process for teachers from the three countries
and a space for pre-training in-depth analysis in order to become familiar with,
discuss, and adapt the contents and methodologies to each specific context.

During the teacher training, a participatory methodology was adopted which
integrated theoretical lessons with other instances where a wide use was made
of experiential methodologies, more suitable for strengthening complex skills
which also concern the relational and communicative sphere.

The training of trainers (ToT) activity intended to increase / consolidate the
trainers’ ability to know how to transfer the contents and methodologies that will
be used during the activation stage of the PATH model’s pilot courses.

As regards the method to be carried out during the ToT, the topics covered
were oriented to the training needs of the trainers to whom the training was
addressed through the use of experiential and participatory methodologies, thus
reducing the hours of frontal lessons to a minimum.

Within the methodology, a proposal was made to foster techniques favoring
interdisciplinarity as much as possible, that is, role play, case studies, mental
maps, focus groups, and horizontal and circular communication spaces. Some of
these techniques make up a qualitative source of data collection widely used in
different fields of sociological, psychological, and educational research.

This pre-training preparation allowed us to activate pilot courses addressed to
childhood education and elementary education teachers in all the participating
countries.

Evaluation of the ToT experience

Within the quantitative evaluation, 12 trainers from Italy (n = 4), Spain (n = 4),
and the Czech Republic (n = 4) completed a satisfaction questionnaire (PATH,
2020d) at the end of the training.

The satisfaction questionnaire comprised 14 questions divided into three
areas: didactic criteria (questions 1 — 6), level of participation in the training
(questions 7 — 9), and change in knowledge (questions 10 — 14). All questions had
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closed answers: strongly disagree (mark 1), disagree (mark 2), agree (mark 3),
and strongly agree (mark 4).

The results for all three evaluated areas produced positive values, positive
or strongly agree answers prevailed. The questions focused on didactic criteria
were evaluated with an average mark of 3.2, which indicates the participants’
satisfaction with the didactic aspect of the training. The participants rated best
the quality of the trainers and their professionalism (most often they rated this
criterion with 4). The evaluation of the questions from the partfocused on the
rate of participation in the training session gave an average mark of 3.4. This
testifies to the participants’ high level of active participation in the training and
their satisfaction with their level of involvement, the space for questioning and
discussion. The evaluation of the last part concerning change in knowledge
yielded an average score of 2.9. This result is not surprising, as the participants
were already experts in the field of emotional education or had at least a wealth
of educational experience.

Table 1. Summary of the results of the questionnaires — modus and average (PATH 2020d)

Question Modus Average
didactic criteria
1 | The training contributed valuable contents which I can apply on 3 3,1
pilot trainings
2 | Materials provided were helpful 3 3,1
3 | Content was well organised 3 3,1
4 | Questions from trainers were encouraging 3 3,2
5 | Instructions were clear and understandable 3 3,1
6 | Trainers provided quality and professional preparation 4 3,5
level of participation in the training
7 | I felt involved in the decisions (during training) 4 33
I felt free to ask questions and comments at any time during 4 3,6
training
9 | I felt that the trainer treated me like an expert in my work rather 3 3,3
than a student
changing knowledge
10 | The concept discussed was new to me 2 2,4
11 | I have increased my knowledge of the issues discussed 3 2,9
12 | During the training I learned new information useful for my 3 3,2
practice in the field of emotional education
13 | After the training, I have a greater knowledge of the subject, 3 3,2
getting to have deepened more
14 | After the training, I feel more competent to pass on knowledge 3 3,0
of the emotional education
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2. Implementing the PATH model: pilot training courses and activities

The pilot course was developed in three countries. The participants were 96
teachers (CZ N = 44; IT N = 25; ES N = 27) who participated in the PATH model
training in Italy, the Czech Republic, and Catalonia, Spain. Measurements were
made at the beginning of the training and at the end of the model’s implementa-
tion (Pre- and Post- test). Nevertheless, the 2020 pandemic changed the schools’
priorities and the post-test was applied in radically different conditions from the
pre-test applied in 2019 in circumstances of normal educational activity.

During the implementation of the PATH project, 7 schools (between partner
schools and associated partner schools — 1 school in Italy, 5 in Spain and 1 in the
Czech Republic) were involved in testing the model with pupils in classrooms.

The closure of schools caused by the Covid 19 pandemic had a strong psy-
chological impact. Czech and Italian teachers had to activate an on-line indi-
vidualized follow-up of students and had to collaborate more intensely with the
families to attain their students learning goals. These circumstances generated
a different application from what was scheduled and accounts for the project’s
difficulty to obtain post-test answers from the teachers who were under great
pressure to work remotely or, in the case of Spain, to comply with the health
regulations of bubble groups within schools, besides teaching duties.

Schools from Italy and the Czech Republic implemented almost the whole
intervention stage during lockdown, and only Spain was able to apply PATH in
person in the classroom during 2020-2021.

Implementing the PATH Model: technical data about training and follow-up

The PATH project in Spain created a community of teachers who worked
telematically and in person, also expanding the focus of dissemination to Latin
America through a cycle of webinars (PATH, 2021a, 2021b).

The initial training part was carried out with three cohorts of teachers, always
achieving a cooperative and motivating work spirit (PATH, 2021e).

From this first nucleus of teachers, other open calls were made through the
university networks, which were attended by interested people from many parts
of the territory. The training made it possible to define which schools were
in a position to apply the project, which was eventually done in 5 schools on
252 kindergarten and elementary education children (between 3—10 years old)
(PATH 2021d).

Implementation, despite the adverse situation with COVID 19, has allowed
the project to execute and test a high percentage of the planned activities thanks
to the exceptional turnout that we have enjoyed in schools in Spain.

Dissemination in the educational field was wide, effective, and highly desired
because it would be impossible to measure the radiation generated by its multi-
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plication in the entire region of Catalonia, with an unexpected expansion to at
least two Latin American countries.

The 2020 lockdown period allowed us to activate a blog of activities for fami-
lies by adapting the project activities to the families confined at home with their
children (PATH 2020¢) and maintain the climate of collaborative work, also with
the network of teachers. In Spain, the 20202021 academic year, despite the dif-
ficulties, got to be carried out in person (PATH, 2021c) and with positive results
(PATH, 2021d).

The teachers were accompanied in the process through sessions via Zoom and
WhatsApp.

Apart from the students who received the activities in the classrooms of the
educational centers involved in the project, and the training and dissemination
carried out in Latin America, some 40 people benefited, free of charge, from
the webinars held on the PATH subject. These 40 people got to become trainers
themselves in their respective educational centers.

In Italy and the Czech Republic, during the implementation period, follow-up
meetings were conducted with the teachers who were trained during the Train-
ing of Trainers, led by the experts who had worked on the formulation of the
PATH model. Due to the Covid-19 pandemic, the meetings were held online in
all three countries involved in the project, and a small group of teachers took part
as participants who spoke on behalf of the needs and concerns of others as well
(PATH, 2021a).

In some cases, WhatsApp chats with the conductors of the follow-ups were
also made available for teachers so they could respond quickly and in time to any
practical difficulties that might have arisen.

The follow-up meetings were aimed at collecting various types of questions,
doubts, perplexities, positive aspects, but also criticism and difficulties inherent
to the project’s activities that the teachers of the pilot classes were encountering
during the implementation stage with the pupils, and also to provide them with
support where needed.

To make it easier for the conductors to manage the meetings, it was decided
to provide a single question structure (the same for both pre-elementary and
elementary school teachers) that could be addressed to teachers, while also guar-
anteeing the possibility and the freedom of teachers to be able to ask questions
of their interest or need, not present in this structure.

In this configuration of questions, an attempt was also made to take into ac-
count the possible differences or difficulties due to the fact that, in some schools,
part of the activities were carried out face to face and others remotely due to
the restrictive measures taken in Italy and the Czech Republic. It was therefore
decided to seek assistance to verify the existence of further difficulties to carry
out the activities covered by the project due to the change of context.
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Implementing the PATH model at school: the evaluation

Due to the pandemic situation that has devastated Europe, and which has
strongly undermined education in the partner countries, the PATH working
group was forced to revise, or at least update, the evaluation methods concerning
the effect of the model’s implementation on the primary beneficiaries (teachers)
and secondary beneficiaries (pupils). Specifically, it was in fact impossible for
the classes that had adhered to the pilot study in Italy and the Czech Republic to
carry out the post-tests (PATH, 2021a) in a suitable timeframe, that is, immedi-
ately at the end of the pilot course so that the evaluations were not influenced by
other external situations and variables. In the vast majority of cases, the kinder-
garten and elementary education pupils involved in the project suffered heavy
interruptions in the classroom teaching and — especially in the early periods of
lockdown — this heavily influenced the timing of the application and evalua-
tion of the PATH model. However, the teachers’ perception and the qualitative
data they contributed led us to sustain that, in their opinion as professionals and
trained observers of behaviors in their groups, there were changes and benefits
in implementing the project despite the apparent difficulties.

Concerning the part on emotional intelligence, first, it should be underlined
that the totality of the teachers reported improvement in the children’s ability to
correctly express and regulate emotions. Almost all the teachers also reported
an increase in the circumstances in which pupils named or talked about the emo-
tions they were feeling (PATH, 2021a).

As regards the section on self-control and attentional/concentration skills,
most teachers noted, first, that after implementing PATH, the children almost
never or very rarely left activities they found too difficult. A second fact, sig-
nificant of the effects of the proposed practices, is that almost all the teachers
highlighted a considerable reduction in aggressive behavior episodes within the
class group. The analysis of the answers given by the teachers also shows im-
provement in the pupils’ attentional skills, as reported by the majority of teach-
ers, as well as improvement in the ability to understand and learn the feedback
received regarding a particular task (PATH, 2021a).

As for the prosocial aspects linked to the application of PATH, the teachers
of the three partner countries underlined, first of all, the fact that the climate
within the class group - observed, as subsequently specified, in the open-ended
questions and also during the remote learning activities — was more serene
and relaxed, characterized by more mutual respect and less derision between
classmates. Finally, the majority of the teachers who participated in the pi-
lot study observed significant improvement in collaboration between pupils
(PATH, 2021a).
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The evaluation of PROSOCIALITY in teachers

The SMAP was applied on 96 teachers who participated in the PATH model
training in Italy, the Czech Republic and Catalonia, Spain. Measurements were
made at the beginning of the training and at the end of the model’s implementa-
tion (pre- and post- test).

The sample size (n = 96) by zones and time is summarized in the following
table 2.

Table 2. The sample size (n = 95) by zones and time

Condition Cz IT ES TOTAL
Pre-test 44 25 27 96
Post-test 6 18 12 36
Total 50 43 39 132

The table shows that, after the self-report measure on the prosociality vari-
able in teachers, the participants from the different countries generally indicate
improvement with respect to the pre-test measures (after the training and after
applying the model).

Therefore, although the sample that answered the post-test is smaller due to
the health circumstances previously mentioned, it was revealed that, globally,
variables like sharing, taking care, helping, and feeling empathy were predictors
of the teachers’ tendencies to participate in the prosocial behavior.

Caprara et al. (2005) state that, in adulthood, empathetic reasons or predispo-
sitions are not merely a correlative of the tendency to act prosocially, but rather,
they are an integral part of that tendency. These results help us, in general terms,
to generate knowledge useful for orienting the teachers’ social and emotional
education processes. Additionally, we should bear in mind that prosociality
changes with age (Contreras & Reyes, 2009).

Changes in teachers’ learning are an element worth highlighting as part of
this program’s success given that, to successfully implement programs in schools
which involve training in social abilities, an increase in empathetic sensitivity is
required from the teachers. This way, they can diagnose risk situations and thus
properly intervene in complex situations by applying communicative interaction
models coherent with the ones taught to students. Prosociality favors group at-
mosphere, social cohesion, and it fosters inclusion, for which reason the teachers’
teaching style must contribute to these change processes.
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Conclusions

At this point, we would like to conclude that the European project of edu-
cational innovation for childhood and elementary education, “PATH,” has suc-
ceded to relate neurosciences, self-control, emotions, and prosocial behaviors.
There has been an atempt to innovate through an educational, inclusive, sys-
temic model, and a considerable number of teachers from different countries
have become involved in it.

We would like to point out some relevant aspects throughout this whole process.

Regarding its application, generally, we can conclude the model was well
received by the teachers and no particular difficulties were found while imple-
menting the activities, except for the limitations due to the restrictions of the
different national lockdowns.

Almost all the processes, methods, and activities, as well as evaluation instru-
ments, have proven practicable, useful, and effective. In the corresponding result
reports, a few exceptions are mentioned concerning both an activity that could
not be applied and an instrument the teachers could not apply due to incom-
patibility with Covid 19 prevention norms. Therefore, the pandemic situation
caused for some activities and the timeline to be adjusted. Nevertheless, many of
the partners reported that they had had the chance to increase activities in areas
they were already focusing on.

As regards the topics, we should consider that some of the ones discussed
here, such as emotions, self-control, and the prosocial behavior, were already
present in some cases in the teachers’ syllabus. However, they had no accurate
tools or instructions as to how to treat them, neither did they know how to work
on them integrally though micro-activities that can be easily assimilated into the
schools’ planning.

The PATH model has been a positive leap, and it has facilitated new possibili-
ties that many teachers and schools will continue to use, as the areas it focuses
on are important to them nowadays.

Many were the teachers who pointed out that they recognized very important
breakthroughs in the field of prosociality and empathy. Listening and empathy
have fostered cooperation, help, and sharing in classroom relationships

Teachers, in some cases, mentioned that children sometimes reproduce
learned activities spontaneously when they feel the need. Another aspect to
highlight was a creative drive by the teachers to produce different activities, but
always in line with the project proposed to their students, inspired in the topic
they were teaching.

We can therefore claim that there was an excellent response from the teachers.
They showed great involvement and interest in the activities and the project.

According to the results and comments obtained in the closing and follow-
up sessions, they were happy and satisfied with the project, and they reported
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improvement in the quality of the relationships with their students, arguing that
the activities worked very well in the classrooms.

All the teachers from the participating centers claimed that this experience
will remain integrated in the usual school curriculum, as many of the activities
practiced have become fluently integrated in the daily routine of their teaching
practice. Instead of being forced, they facilitated order, discipline, and coopera-
tion among class groups. Moreover, this project aims to transfer knowledge free
of charge, for which reason all the materials are Open Access (PATH, 2021f) and
downloadable by any teacher interested in the subject.

We would like to point out that emotional education and prosociality should
be a part of the teachers’ vocational training. Unfortunately, reality differs. Their
work and attitudes are based on their personalities, and therefore they naturally
tend to be people with greater emotional intelligence. However, deliberate, di-
rected, systemic teacher training in the field of the development of emotional
intelligence is insufficient. Supervision would be useful in this case, but teachers
receive minimum support. This also contributes to the development of exhaus-
tion syndromes in their profession.

Likewise, even though the project focused on teachers and students, we
should not forget that family is a basic source of socialization and that both
(family and school) should contribute to the human being’s integral develop-
ment. Family education develops learning for life that must teach us how to face
challenges and assume responsibilities. Therefore, this model can also be helpful
in this context, especially after the lockdown experience, where families had to
intentionally assume a more active role in childhood and elementary education.

Finally, we consider teachers should have certain emotional abilities, train their
intra and interpersonal prosociality, and have a clear educational goal. For students
to learn and develop the emotional and affective abilities related to the intelligent
use of their emotions, they need an emotional educator with a high metacogni-
tion of their emotions and thoughts; with prosocial abilities and knowledge of the
proper tools to generate an inclusive community from every class-group. For that
reason, the training of teachers is crucial. Emotional intelligence, prosociality, and
self-control, among other aspects, will be a very helpful basis to build solid rela-
tionships, make good decisions, and face difficult situations.
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PREVENTION OF ADDICTION THROUGH EMOTIONAL AND PROSOCIAL
EDUCATION

Abstract

The project “Prevention of Addiction through Emotional Education” (PATH), financed as part
of Erasmus+, KA2 Strategic Partnership-School education sector, Reference No: 2018-1-1T02-
KA201-048318 Erasmus Project+, aims to create a minimum quality standard to support school
education and it involves all the important figures in the experiential and practical program for
children. The aim is to draw the attention of all educators to the importance of the children’s
ability to understand and know emotions, the training of prosocial behaviors, and the use of reflec-
tion and emotional self-regulation (as opposed to the impulsiveness of the automatic system) to
promote the daily well-being of individuals and, consequently, communities.

This paper features a summary of the experiences collected by the partners (especially the
Spanish partner) during the two years of project implementation. The results of the experimenta-
tion are meant to provide the reader with a comprehensive overview of what has been done and
an assessment of the effectiveness of the PATH model in school contexts. This paper also aims to
increase the attention of teachers who wish to integrate the activities designed by the PATH model
into their teaching. Indeed, the PATH training model is aimed at increasing the teachers’ profes-
sional skills by providing a structured intervention methodology based on emotional education,
self-control, and prosociality to promote, among students, the acquisition and consolidation of
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fundamental emotional and social skills to prevent addictions in early stages. It is a precondition
for a healthy development and a balanced individual and a protective factor for the implementation
of risky behaviour.

Keywords: prevention; teacher training; emotional education; prosocial behaviors, students

PROFILAKTYKA UZALEZNIEN POPRZEZ EDUKACJE EMOCJONALNA

I PROSPOLECZNA
Abstrakt

Stowa kluczowe: profilaktyka, szkolenie nauczycieli, edukacja emocjonalna; zachowania pro-
spoleczne, uczniowie
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EDUCATION OF STUDENTS WITH INTELLECTUAL
DISABILITIES IN THE UNITED STATES, CHINA AND
POLAND. ANALYTICAL AND COMPARATIVE APPROACH

Introduction

This article is analytical in nature; the main objective being to attempt a com-
parative analysis and to point out the similarities and differences of the three
models, with their advantages and disadvantages.

To consider the effectiveness of education for people with disabilities, and to
create proper systems to support the needsand, most importantly, the potential
of students with profound (mild or severe) intellectual disabilities, one needs to
analyse and compare existing education systems. That way, one can gain the
widest view of the topic discussed.

Comparative studies in pedagogy should occupy a special place because:

1) they constitute a step towards reshaping and creating national educational
policies.

2) they foster discovery of new methods and best practices forthe relationship
between education and society, which leads to creation of new theories (Wy-
czesany & Gajdzica, 2005).

Educational systems for students with profound intellectual disabilities glob-
ally are in general dedicated to helping students attain meaningful learning and
lifestyle outcomes aimed at fostering increased levels of independence. However,
it must be mentioned that each country varies in terms of how their respective
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educational systems operationalizes this. Educational systems for students with
intellectual disabilities are shaped by many factors including cultural, political,
economicand legal (the model of how to perceive disability is a starting point
for constructing laws) entities. A culture’s approach to persons with disabilities
is important (their attitudes, prejudices, stereotypes)as well as their readiness
to build an open society in which there is space for everyone, no matter the
disabilities they possess. Such an approach fits in with “ecological concepts of
development and upbringing”, which indicate the correlations between social
environments (ecosystems) (Bronfenbrener, 1979). In light of these concepts, the
social environment of development can be defined as a structure of systems that
affect one another, in which any person can find a special place, regardless of
their talents, abilities, and limitations.

According to Grzegorz Szumski (2006), educational policies in select Eu-
ropean Union countries can be divided into groups. The criteria for division
pertain to attempts to include students with intellectual disabilities into what is
widely understood as mainstream education. This is illustrated in Figure 1.

A\ 4 I

One main path: inclusive education

Norway, Italy, Spain, Sweden, Portugal, Greece

Two paths: education in segregative / integrative system

) ) ) Postulate
Belgium, Romania, The Netherlands, Latvia

moving away from the
medical model of
disability

Many paths: education in a segregative system, integrative
education, inclusive education

Hungary, Lithuania, France, Poland, Estonia, Denmark,
Germany, France, Ireland, Czechia, Slovenia, Finland,
Luxemburg

e 2N /

Figure 1. Educational systems in the EU

Source: own design, content based on Szumski, 2006, p. 171-176.

Many scientific publications consider the topic of select models and structures
of education in different countries, especially those neighbouring Poland. Hence
the decision by these authorsto cover the most economically developed coun-
tries. The article will focus on two countries — the U.S. and China.
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The United States of America

Both in Poland and the U.S., the model for perceiving disability has changed
considerably. There has been a shiftfrom quantification, showing disability in
terms of numbers and statistical data, to a qualitative approach, which takes
into account the subjectivity of each individual. The accepted assumptions in
Poland and the U.S. about how to educate this group of people are different in
several regards. It merits consideration that in the U.S., only in the 1970s were
students with disabilities included into mainstream education. Before that they
were home-schooled.

The situation was different in Poland where an open education system for
students with disabilities — the segregative system — functioned. Only in 1975,
did the United States Congress pass the Education for All Handicapped Children
Act (EAHCA) (PUBLIC LAW 94-142 — NOV. 29, 1975), which was an answer
to the need for equal treatment of students with disabilities by mainstream edu-
cational institutions. In the U.S., the first system of education for students with
special educational needs was the integrative model. Shortly after 1975, some
amendments were introduced to the EAHCA. A few significant educational
institutions in the U.S., which were the first to start educating students with
disabilities, should be mentioned at this point: i.e.American School for the Deaf
(1817), Asylum for the Blind (1832), Massachusetts School for Idiotic Children
and Youth (1849). Education for students with disabilities in mainstream schools
started only in the 20th century. Special classes or departments were created in
schools for this group of children.

In the years 1929-1930 in the U.S., there was a shift towards uniting educa-
tion forstudents without disabilitiesand their peers with disabilities. The first
programs with an aim of including students with disabilitieswere created (Pow-
ell, 2016). At that time in Poland there were efforts to set up special schools.
However, financial difficulties presented a barrier. In both countries, the period
of the second world war brought about specific changes to special education. In
some countries, including the U.S., political mandatesappeared for segregation
or open discrimination towards people with disabilities.

In the 1960s and 1970s, parents and organisations fighting for the right to edu-
cation for students with disabilities, started to act vigorously. It was a giant step
towards shaping the integrative model of education in the U.S. Like in Poland, it
was a group of parents that played a key role in initiating efforts towards includ-
ing children with disabilities. Thanks to the parents, the process of integration
and inclusionstarted to be widely understood (Dybwad, 1990; Trent, 1994).
In the U.S., many court cases were initiated, by parents, concerning unequal
treatment of their students with disabilities. From extant literature we know that
many of these cases were won by the parents. The effect was that many children
with disabilities were accepted into mainstream schools, (Gartner, Lipsky, 1987;
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Yell, Rogers, Rogers, 1998). This started to widen the range of educational and
physiotherapeutic services for children with disabilities, which in turn affected
the social perception of disability (Kavale, Forness, 2000).

Jan Panczyk (2001) remarks that the year of 1989 brought many changes to
special education in Poland because at that time education in general became
the country’s priority. Then, an evolution came about in the U.S. — from home-
schooling or educating students with intellectual disabilities in medical institu-
tions, to special schools or integrative classes and departments in mainstream
schools, and then to inclusive education (Powell, 2016). In Poland the segregation
model of education using special schools lingered until 1989.

Poland and the U.S. have different educational policies towards students with
disabilities. Poland for many years concentrated on development of the segrega-
tion model of education. This was supposed to provide for and fulfil the needs
of individuals with disabilities. The U.S., however, started to build educational
institutions, later than Poland, based on the tenets of integrative and inclusive

The three levels of education in the USA

elementary (6-8 years’ duration)

secondary (46 years’ duration)

postsecondary

N Z A4

Public Law 94-142: The Education for All Handicapped Children Act

1975 act concerning education for disabled children — amendedseveral times
since then

ST = Z N
’ N7 N \

help of special educational

I 1
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Figure 2. Structure of the education system in the USA

Source: own design, content based on Kawula, 1991; Powell, 2016.
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education. The U.S.” educational structure is shown in Figure 2. At this point,
one should mention a problem that arose in the U.S. Including students with
intellectual disabilities into mainstream education carried with it many financial
costs. Indeed, the buildings of many schools were old and unsuitable to meet the
needs of all students. Due to this, fulfilment of needs was sometimes superficial
(Murphy, 1996; Zigmond, Kloo, Volonino, 2009). Access to mainstream educa-
tion, substituting home-schooling and learning in medical institutions, remained
just a theory. The literature often describes how, against conventional notions,
people with disabilities found themselves atthe margins, even if they were sup-
posedly part of society. They were cast aside, lonely, and abused (Wolfensberger,
1994). Today, in both Poland and the U.S., education for students with intellec-
tual disabilities is free and available to all. In the U.S., besides federal legislation,
education is also influenced by states’laws regulating education for students with
disabilities. In Poland there is no such situation; the Constitution of the Republic
of Poland states that everyone has the right to education, and the legislation in
force applies to all parts of the country.

Thereafter, the EAHCA was re-enacted as the Individuals with Disabilities
Education Act (IDEA), which guaranteed that all people with disabilities had the
right to attend mainstream schools (Powell, 2016). The Individuals with Disabili-
ties Education Act (IDEA) ensures that all children with disabilities are entitled
to a free appropriate public education to meet their unique needs and prepare
them for further education, employment and independent living. It should be
noted that IDEA also allowed the opportunity for attending mass schools for
students with various disabilities. Since the adoption of IDEA, the way in which
‘disability’ is defined has been changed: Disability is a natural part of the human
experience and in no way diminishes the right of individuals to participate in or
contribute to society. Improving educational results for children with disabilities
is an essential element of our national policy of ensuring equality of oppor-
tunity, full participation, independent living, and economic self-sufficiency for
individuals with disabilities (IDEA, Statute, Subchapter I (Part A)1400 C 1). The
main assumptions of IDEA are presented in Figure 3.

IDEA created the opportunity to educate students with disabilities in an
integrative and inclusive education system. This was a significant change for
students with disabilities because they were able to receive an education with
their peers in an open environment. IDEA was also an impetus for parents to
fight for the rights of their children as full citizens. It should also be noted that
it provided a basis for changing public awareness about disabilities and building
an education system for students with disabilities. It must be underlined that
currently, corresponding to the legal and regulatory framework the educational
system for students with intellectual disabilities is developing dynamically in
the U.S. with attempts to include students with intellectual disabilities within the
mainstream system.
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The stated purpose of the IDEA is:

unique needs and prepare them for further education, employment, and independent living

To ensure that the rights of children with disabilities and parents of such children are
protected
To assist States, localities, educational service agencies, and Federal agencies to provide
for the education of all children with disabilities
« To assist States in the implementation of a statewide, comprehensive, coordinated,
multidisciplinary, interagency system of early intervention services for infants and

To ensure that all children with disabilities have available to them a free appropriate public
education that emphasizes special education and related services designed to meet their

toddlers with disabilities and their families

« To ensure that educators and parents have the necessary tools to improve educational results
for children with disabilities by supporting system improvement activities; coordinated
research and personnel preparation; coordinated technical assistance, dissemination, and
support; and technology development and media services
> To assess, and ensure the effectiveness of, efforts to educate children with disabilities

Figure 3. Main principles — The Individuals with Disabilities Education Act (IDEA)

Source: own design, content based on Individuals With Disabilities Education Act, 20 U.S.C. § 1400 et
seq. (2004).

China

In China,the circumstancessurrounding the education ofstudents with dis-
abilities is very complex. This is a result of the diversity of cultures and religions,
and unequal economic development between individual regions of the country.
There are many cultural differences between East and West China. In the east-
ern part there is a focus on “curing the disability”. This requires knowing the
aetiology of each particularcase. It also outlines a medical model of perceiving
and categorising disability. In the western part, however, there is a focus on
accepting the individual with disabilities and respecting their individual abili-
ties (Chung, 1996). The circumstances of education in this country are also not
uniform. Despite the legislation that is in force, which ensures the possibility
of receiving education (for nine years in non-fee-paying schools), the economic
situation of families in some regions of China means that children from wealthy
families are first to receive access to education.
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As shown by statistics, China has the highest number of people with dif-
ferent degrees of disabilities (McLoughlin, Zhou, Clark, 2005), which is dic-
tated by the population size of the country, (It is estimated that 83 million
people with disabilities live in China, of which 2.5 million are children of
school age — as cited in National Bureau of Statistics, P.R.C., 2006; The Second
National Survey of People with disabilities, Beijing: China Statistics Press.
http:/www.cdpf.org.cn/sytj/content/2007-11/21/content 30316035 3.htm, ac-
cessed: 19.0.2021), among other factors. China’s economic development has
not, however, enabled all children with disabilities to go to school. In spite of
global tendencies towards inclusive education, in China the segregation model
of education is still prevalent. However, over time, other, special activities
started to be organised in ordinary classes — launching integrative education.
What emerges from extant literature is that Chinese education models are not
consistent with one another.

For years, creating classrooms for children with disabilities in mainstream
schools was practised in China. According to extant literature, in this country
special schools were dominant until the 1980s (Xu, Shi, 1990). Interestingly,
the first special schools in China were created for deaf and blind people. Until
1979 people with intellectual disabilities were not allowed to study in these
schools.

The cultural background in which the concept of disability was shaped over
time deserves special attention. Thanks to research, we know how different the
attitudes towards people with disabilities were in Europe, the U.S., and Asia.
In Europe and the U.S., the tendencies to take action to isolate and segregate
people with intellectual disabilitieswas noticeable. We shouldmention the eu-
genics movement, which made an impact on the perception and treatment of
people with disabilities in Europe and the U.S. In China the approach was shaped
slightly differently. In some Chinese sub-cultures (especially in the west) indi-
viduals with disabilities were respected.

However, in Europe (Poland in particular) and in the U.S., disability was ini-
tially stigmatised. It may be assumed that this shaped the process of constructing
the education system for people with intellectual disabilities.This leads to reflec-
tion and discussion of whether the countries in which the segregatory education
systems still dominate, are countries which do not provide equal opportunities
for people with disabilities; and alsowith regard to individual countries, if effec-
tive or adequate education of students with intellectual disabilities should not
be talked about. Legislating integration and inclusive education does not always
translate into immediate positive outcomes.

In many EU countries and in the U.S., wide-scale action towards expansion of
the inclusive education system for students with intellectual disabilities is being
initiated. However, Chinahas opted for development (more in urban areas) of
special schools, witha simultaneousattempt towards an inclusive system.
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At the time of the creationof the People’s Republic of China in 1949, special
education was included in legislation as a part of mainstream education. Only
in 1986 did taking nine years of free education become mandatory: lasting six
years at the primary school level and three years at the secondary school level
(Worrell, Taber, 2009). With time, China started to strive towards including
children with disabilities, which, without doubt, was influenced by international
movements for inclusive education (McCabe, 2003).

In 1994 in China, a very important act was passed, regulating the education
systemfor students with intellectual disabilities.This policy was entitled theAct
of Education for Individuals with Disabilities. It assured the right to equal access
to education in different forms. The history of the education system in China is
very complex. This stems from economic changes. Earlier, the access to educa-
tion in different regions was not equal and was also influenced byglobal tenden-
cies towardsinclusion. Economic problems are very visible in terms of access to
education itself, and also in the resources that are allocated to it in urban and in
rural areas (Kritzer, 2011). Because most of the population in China live from
agriculture in the areas that are not very economically developed, there also fol-
lows a problem of organising education for students with disabilities. Not many
disabilities qualify a student for special education in the country. These are:
sensory, physical and intellectual disabilities — including multiple disabilities
and psychological disabilities.

Interestingly, there is emerging pressure to allow mainstream education for
students with sensory and physical disabilities, and students with less severe in-
tellectual disabilities (Worrell, Taber, 2009). Students with other, more profound
disabilities are, however — despite promotion of equal access to education — con-
demned to special education, for which the standard in rural areas is poor. As
a result, students with more severe casesofsensory, physical, intellectual disabili-
ties, multiple, and psychological disabilities identified earlier, if they live in the
countryside, often do not attend school today.

The immense difference between Poland and China in the extent of training
ofgeneral and send teacherswho can work with students with disabilities is worth
mentioning. China only started to require teachers to gain qualifications to work
with students with disabilities (Deng, Harris, 2008). Previously, this was done
by teachers from mainstream schools that were attended by students with dis-
abilities. Without having beenprepared in the least, they had to meet demands,
adapting the curriculum to the difficulties that were the hallmark of disability
(such as difficult behaviours, communication abilities, and many others) and
creating an appropriate learning environment.

Inclusive and integrative education come with many problems. Similar to
Polish law, Chinese law regulates the number of students with disabilities per
classroom — although in China, due to the population density, between 50 and 70
students learn in one classroom. In the U.S., such big classes are not encountered.
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In conditions such as in China, the unique needs of individuals with disabilities
will, unfortunately, not be fulfilled.

Another matter is the different societalviews and the legal approach to in-
clusion. Poland and the U.S. strive towards equal access to education for all
students with disabilities. However, China strives towards bringing all students
with disabilities into education. For years, Poland and the U.S. have embraced
integration, to include children with the most profound types of disabilities
(moderate, severe, including multiple disabilities). In China, however, in less
developed areas, children with the moderate, severe, and multiple disabilities are
still excluded from the education system (Deng, Poon-McBrayer, Farnsworth,
2001). Access to different specialists: psychologists, speech therapists, physi-
otherapists and others, whose support is in linewiththe special educational needs
of the student, should also be mentioned. In Poland and in the U.S. such access
is laid down in law. Efforts are made, so that every child can engage the help of
a qualified specialiston the basis oftheir special educational needs. In China such
an approach is still lacking.

Further, Poland tries to assure the continuance of education; after kindergar-
ten there are eight years of primary school, and then either vocational or sec-
ondary school. After a student with disabilitiescompletes their education, steps
are put in place aiming to prepare them for a vocation (social and vocational
rehabilitation) — in occupational therapy workshops, ZAZs and SDS. (Zaktad
Aktywnosci Zawodowej — ZAZ — Active Vocational Workplace. In Poland,
a ZAZ is a private organisation, created specially to employ people with severe
and moderate disabilities. Any company can apply for ZAZ status, but they have
to meet certain criteria, including having at least 70% of their employees be disa-
bled; Srodowiskowy Dom Samopomocy (SDS) — Communal Self-help House.
In Poland, a SDS is an aid institution that prepares disabled people for living
and functioning in society). The aim is that a person with moderate or severe
intellectually disabilitieswill be able to secure employment on the open or pro-
tected job market. China does not opt for the development of asystem supporting
the transition from the education system to independent adulthood. However,
simultaneous with the development of a network of special schools, initiatives
are emerging, aiming to include children with disabilities in schools. This is
described in Figure 4.

Discussion

in this article, the authors made some comparisons of educating students
with intellectual disabilities in the U.S., China and Poland through educa-
tion systems and legislation. The education systems in the U.S., China, and
Poland have many similarities. Numerous of their aspectsare of relevancein
conditioning current educational structures, i.e. cultural, economic, and finan-
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Model of inclusive

education Special schools

(Learning in a regular
classroom — LRC)

Selection: especially of

. : . students with more severe
Selection of disabled students in tvoes and levels of
terms of the possibility of yp

learning i . ) disabilities
earning in mainstream schools:

students with a sensory

disability (hearing, vision, |

mild intellectual disability, / \

physical disability)

Age:starting education at the
same age as peerswithout

disabilities (after 6 years of age) Problematic — high

Number of students: from 1 to maintenance costs
3 students with disabilities

Education content: adaptation
of content and teaching within
the same subjects which are

taught to peers without k /
disabilities

Program:an individual
educational program for each

Qudem /

Figure 4. Education of disabled students in China

Source: own design, content based on Xiao, 2007.

cial. Nevertheless, the history of the formation of education structures in the
described countries is different. In Poland, special educationappeared first,
then integration, and now there are trends towards inclusive education. In the
U.S., we of course practiced widescale institutionalization, which then led to

CNS nr 4(54) 2021, 5-16


User
Podświetlony
49–61


Education of students with intellectual disabilities in the United States ... 59

de-institutionalization, those persons with more severe disabilities were edu-
cated by their families, in 1975 the enactment of PL 94-142 opened the door
to special education, and within SPED in America we have a continuum of
placements. Initially the term mainstream was used then we went to inclusion.
We still have problems, but strides have been made. China, however, primar-
ily opted for education of students with sensory disabilities (hearing, vision)
and mild intellectual disabilities. The huge population and inequality in the
development of the regions still make access to education unequal for children
with disabilities and their peerswithout disabilities.

Literature review allows one to draw a conclusion that for many years, people
with disabilities were stigmatised and isolated. After some time, society became
sensitised towards this problem. This has shaped the history of education and the
current educational structures for students with disabilities. However, it must be
stated that more work still needs to be done — and most importantly, social readi-
ness — towardsreal, and not superficial, acceptance of students with disabilities
into school.
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EDUCATION OF STUDENTS WITH INTELLECTUAL DISABILITIES
IN THE UNITED STATES,CHINA AND POLAND. ANALYTICAL AND
COMPARATIVE APPROACH

Abstract

Until today, research about the education systems for students with intellectual disabilities
has focused on how special education is organised for students who need specialist assistance.
Available studies most often describe the education systems in the countries neighbouring Poland,
in economically developed countries or in countries which have implemented innovative solutions
unknown to other countries, into their educational policies. Poland draws from these types of solu-
tions. It is impossible to describe, in one article, all the education systems for students with mild or
severe intellectual disabilities in use around the world. The following two criteria for the selection
of countries and their models or systems of education for students with intellectual disabilities
were taken into account: (1) two largest countries with regards to population size and economic
and financial development, namely the U.S. and China, referring to the educational system for
students with intellectual disabilities in Poland; (2) significant differences but also similarities in
special education systems and their services for students with intellectual disabilities in the U.S.
and China in relation to Poland’s models of special education.

Keywords: students with intellectual disabilities, models of special education in the USA,
China and Poland
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KSZTALCENIE UCZNIOW Z NIEPELNOSPRAWNOSCIAMI INTELEKTUALNYMI
W STANACH ZJEDNOCZONYCH, CHINACH I POLSCE. PODEJSCIE
ANALITYCZNE I POROWNAWCZE

Abstrakt

Stowa kluczowe: uczen z niepetnosprawnoscia intelektualna, model edukacji specjalnej
w USA, Chinach i Polsce
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FUNKCJONOWANIE OSOBISTE 1 ZAWODOWE
NAUCZYCIELI ORAZ SPECJALISTOW PLACOWEK
OSWIATOWYCH PODCZAS PRACY ZDALNEJ

W CZASIE PIERWSZEJ FALI PANDEMII W POLSCE

Wprowadzenie

Przetom roku szkolnego 2019/2020 to jeden z trudniejszych momentow w pol-
skiej edukacji, w ktorym polscy nauczyciele i specjalisci placowek oswiatowych
dos$wiadczali wielu wyzwan. Czes¢ z nich wynikata z kontynuowanej reformy
edukacji (Ustawa z dnia 14 grudnia 2016 r., Dz. U. 2017 poz. 60). Po$piesznie
wprowadzone zmiany w strukturze szkolnictwa i programach nauczania, oraz
bedacy ich konsekwencja podwojny rocznik w szkotach $rednich, powodowaty
pietrzenie si¢ przeciwnos$ci. Koniecznos¢ adaptacji do nowych warunkéw pracy
stanowita dodatkowe przecigzenie dla nauczycieli i specjalistow. Na ten i tak
trudny czas nalozyla si¢ pandemia i wynikajaca z niej koniecznos$¢ organizacji
od marca 2020 r. pracy zdalnej, ktora obnazyta problemy polskiej edukacji.

Pandemia COVID-19 wymusita w Polsce zawieszenie stacjonarnej dziatalno-
$ci placowek dla 1,2 miliona dzieci z przedszkoli, 2,3 miliona uczniéw ze szkot
podstawowych i 2.4 miliona mtodziezy ze szkot §rednich (The World Bank,
2020). Stacjonarne zajecia dydaktyczno-wychowawcze, zarowno w publicz-
nych, jak i prywatnych placowkach o$wiatowych, zostaty zawieszone 12 marca
2020 roku. Edukacja zdalna, poczatkowo ogloszona na dwa tygodnie, trwala
znacznie dtuzej. W wielu przypadkach az do konca roku szkolnego 2019/2020.
Ztobki i przedszkola otworzono 6 maja 2020 roku. Poradnie pedagogiczno-psy-
chologiczne zostaty czgsciowo otwarte 2 maja 2020 r., wigkszos¢ z nich pra-
cowala nadal zdalnie lub w trybie hybrydowym. We wszystkich przypadkach
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warunkiem umozliwiajacym powrot do pracy stacjonarnej bylo stosowanie wy-
tycznych Gléwnego Inspektora Sanitarnego. Warto doda¢, ze w tamtym czasie
na calym §wiecie w edukacji na odleglos¢ brato udziat 1,5 miliarda uczniow
(UNESCO, 2020). W wielu przypadkach nauczyciele, specjalisci, uczniowie
i ich rodzice byli zaskakiwani z dnia na dzien zmiang formy edukacji i pracy ze
stacjonarnej na zdalng.

Dos$wiadczenia w czasie pandemii powodowane wprowadzanymi ogranicze-
niami w funkcjonowaniu spolecznym: zawodowym i prywatnym, w tym m.in.
zmianami w miejscach pracy i nauki, dystansem spotecznym ograniczajgcym re-
lacje miedzyludzkie byly przyczyng zwigkszonego poziomu stresu wszystkich.
Nie pozostawalo to bez wptywu na edukacje. Zgodnie z Ustawg z 7 wrze$nia
1991 1. o systemie o$wiaty (Dz. U. 1991 nr 95 poz. 425) w sktad polskiego syste-
mu wchodza m.in. przedszkola, szkoly podstawowe, szkoty ponadpodstawowe
oraz poradnie psychologiczno-pedagogiczne. W Polsce obok przedszkoli i szkot
ogodlnodostepnych istniejg tez placowki integracyjne i specjalne (Rozporzadze-
nie..., Dz. U. 2017 poz. 1578, z pdzn. zm.), ktore maja rozne cele, inne podejscie
do zadan edukacyjnych i wychowawczych oraz do trudnosci ucznia (Kauffman
i in., 2018; Gajdzica, 2011; Lindsay, 2003). Niezaleznie od typu placowki czas
pracy nauczyciela zatrudnionego w szkotach i przedszkolach w pelnym wymia-
rze zaje¢ nie moze przekracza¢ 40 godzin na tydzien, przy czym zajgcia dydak-
tyczne prowadzone bezposrednio z uczniami to: 25 godzin w przedszkolu, 22
godziny w klasach zerowych i 18 godzin w przypadku pozostatych placowek,
w tym przedszkoli i szkot specjalnych (Obwieszczenie..., Dz. U. 2019 poz. 2215,
z pozn. zm). W polskich szkotach, obok nauczycieli prowadzgcych zajecia dy-
daktyczne, zatrudnieni sa takze pedagodzy, psycholodzy, pedagodzy specjalni,
terapeuci pedagogiczni, logopedzi, muzykoterapeuci, ktorych warunki zatrud-
nienia sg takie same jak nauczycieli (Ustawa z dnia 26 stycznia 1982 r., Dz. U.
1982 nr 3 poz. 19, z pdzn. zm). Czgscia sytemu edukacyjnego sg rowniez porad-
nie pedagogiczno-psychologiczne, ktore zatrudniajg nie tylko psychologéw, pe-
dagogoéw, logopeddw, terapeutow pedagogicznych, lecz takze psychoterapeutow
i socjoterapeutéw. Tygodniowy wymiar godzin pracy specjalistow w poradni to
40 godzin, w tym 20 godzin bezposredniej pracy terapeutyczne;.

Badania wykazuja, ze nauczyciele sa podatni na stres i przecigzenie, gdy
pracuja pod presjg i odczuwajg brak wsparcia (Travers, Cooper, 1996; Pithers,
Soden, 1998). Stres jest szkodliwy dla ich dobrostanu (Harmsen i in., 2018)
i w rezultacie wiaze si¢ z nizsza jakos$cig nauczania (przecigzenie nauczycieli
negatywnie wptywa na osiagnigcia uczniow, zob. Arens, Morin, 2016), nega-
tywnym samopoczuciem oraz gorszym zdrowiem, ale tez prowadzi do wypa-
lenia zawodowego (Alarcon, 2011). Badania (m.in. Sekutowicz, 2002; Lazuras,
2006) pokazuja, ze wyzszy poziom wypalenia zawodowego dotyczy nauczycieli
pracujacych z uczniami ze specjalnymi potrzebami edukacyjnymi. Wystepowa-
nie czynnikow stresogennych moze by¢ zatem rézne w zaleznosci od tego, czy
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miejscem pracy nauczyciela jest szkota specjalna, czy ogélnodostepna. Psycho-
spoteczne obcigzenia zawodowe mogg takze dotyczy¢ trudnosci w funkcjono-
waniu spotecznym (zawodowym i prywatnym) specjalistow pracujacych w po-
radniach psychologiczno-pedagogicznych. W czasie pandemii sg oni narazeni
na stres podobnie jak nauczyciele, ktérzy sa przepracowani, odczuwajg ograni-
czenia czasowe, trudno im pogodzi¢ zycie zawodowe i1 prywatne, absorbuje ich
nadmierna administracja, czgsto majg napicte relacje z kolegami i dyrektorami
szkot, odczuwaja lek przed utrata kontroli nad klasg oraz strach przed oceng ze
strony innych (Mercer, Gregersen, 2020).

Cheryl Travers i Cary Cooper (1993) przedstawili typologie 10 grup obcia-
zen psychospotecznych, ktore wystepuja w miejscu pracy nauczyciela i dotycza
wielu réoznych poziomoéow i aspektow funkcjonowania zawodowego. Znajduja
si¢ wsrod nich stresory, ktore dotycza m.in. interakcji nauczyciel-uczen, zarza-
dzania i struktury szkoty, ztych warunkow pracy w placowkach oswiatowych,
zmian w systemie edukacji, ewaluacji pracy nauczycieli, czynnikéw obcigza-
jacych nauczycieli pelniacych funkcje kierownicze, niskiego statusu zawodu
i matych mozliwos$ci awansu. Polskie badania (Pyzalski, Plichta, 2007; Pyzalski,
2010a, 2010b; Wichrowski, 2015) pokazuja, ze nauczyciele: sa niezadowoleni
Z tego, ze zarabiajg niewspotmiernie malo do naktadu swojej pracy, narzekaja
na przetadowane plany i programy nauczania, zbyt liczne klasy, nieodpowiednie
warunki lokalowe, odczuwajg brak wsparcia ze strony zarowno wspotpracowni-
kow, jak i przetozonych. Okazuje si¢ tez, ze nauczyciele, nie doswiadczaja zbyt
duzego wplywu na prace szkoty oraz istotne decyzje podejmowane w placowce.
Dodatkowym obcigzeniem zawodowym bywaja mobbing i niewltasciwe zacho-
wania uczniow, ale tez obcigzajace fizycznie warunki (np. zbyt niska wilgotnos¢
powietrza w klasach czy zbyt duze w stosunku do normy natgzenie hatasu).
Czynniki te mogg mie¢ konsekwencje dla zdrowia i samopoczucia pracowni-
kéw oswiaty, a co za tym idzie wptywac na sfere zawodowa i prywatng ich spo-
tecznego funkcjonowania (Pyzalski, 2002; Chmura-Rutkowska, 2004; Prucha,
2006; Pyzalski, 2007; Warszewska-Makuch, 2008; Pyzalski 2010b).

Christopher Petrie (2020) wymienia dodatkowe stresory dla nauczycieli spo-
wodowane pracg zdalng, do ktorych zalicza, oprocz poczucia niewystarczajace;j
kompetencji w zakresie korzystania z technologii, prace z uczniem odczuwaja-
cym lgk 1 samotnos$¢ z powodu zamknigcia szkoty, konieczno$¢ zrbwnowazenia
pracy zdalnej ze wspomaganiem nauki wlasnych dzieci w domu oraz utrzyma-
nie pozytywnej relacji z uczniami i ich rodzicami, co jest trudne w pracy online.
Aby pozna¢ i zrozumie¢ konsekwencje spoteczne (zawodowe i prywatne) spo-
wodowane kryzysem ekosystemu edukacyjnego wywotanego pandemia, warto
pozna¢ m.in. relacje migdzy zasobami zawodowymi nauczycieli i specjalistow
placowek o$wiatowych, ich samopoczuciem, odczuwanym stresem, wypale-
niem oraz odpornos$cig rozumiang jako zdolnos$¢ radzenia sobie w obliczu prze-
ciwnosci (Holmes, 2020).
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Metodologia badan wiasnych

Cel badania i problemy badawcze

Celem badania byto poréwnanie, jaki jest poziom funkcjonowania psychicz-
nego, emocjonalnego i spoteczno-zawodowego pracownikow w zaleznos$ci od
placowki edukacyjnej w okresie pierwszej fali SARS-CoV-2, gdy instytucje
oswiatowe przeszly na tryb zdalny pracy. Uznano zatem, ze w ramach badan
wlasnych warto sprawdzi¢, czy miejsce pracy réznicuje poziom odczuwanego
zagrozenia, lgku przed nieznanym, w pierwszych miesigcach pandemii, czy
powoduje obnizenie funkcjonowania spotecznego (zawodowego i prywatnego),
czy wplywa na umiejetnos¢ dostosowania si¢ i opanowanie nowych kompeten-
cji. Kazda z badanych grup nauczycieli i specjalistéw ma inne zadania zawodo-
we. Mozna przypuszczac, ze ich obcigzenie podczas pracy zdalnej, wykonywa-
ne czynnosci (czgsto przy braku wczesniejszych doswiadczen w pracy online),
ocena otrzymywanego wsparcia, oczekiwana pomoc oraz indywidualny poziom
stresu i samopoczucia (dobrostanu) psychicznego moga by¢ rozne.

Postawiono zatem pytanie badawcze, jakie byty korelacje miedzy skalami:
stresu, funkcjonowania psychicznego, doswiadczanych utrudnien i subiektyw-
nie spostrzeganego wsparcia a praca w trybie zdalnym. Wyniki badan byly tez
proba odpowiedzi na pytanie, czy w czasie pierwszej fali pandemii miejsce pra-
cy nauczycieli (szkota ogolnodostepna, szkota integracyjna, szkota specjalna,
przedszkole ogoélnodostepne, przedszkole integracyjne, przedszkole specjalne)
i specjalistow (poradnia psychologiczno-pedagogiczna) mialo znaczenie dla
poziomu odczuwanego stresu, samopoczucia psychicznego, utrudnien w pracy
oraz subiektywnej oceny otrzymywanego wsparcia. Kolejne pytania dotyczy-
ty zaleznos$ci miedzy miejscem pracy a zadaniami zawodowymi zwigzanymi
z pracg zdalng, oczekiwang pomoca w sytuacji pracy zdalnej, oceng efektyw-
nosci wlasnej pracy zdalnej oraz przygotowaniem do pracy i kontaktami z ro-
dzicami.

Narzedzia

Do pomiaru wymienionych zmiennych zostaty zastosowane cztery skale ba-
dawcze. Pierwsza z nich to Skala poziomu stresu. Zostat on zbadany przy uzyciu
polskojezycznej Skali PSS 10 (Cohen, Kamarck, Mermelstein, 1983; Jurczynski,
Oginska-Bulik, 2009), ktora w niewielki sposob zostala zmodyfikowana (zmie-
niono forme ,,Ty”’ na formg¢ ,,Pan/Pani”). Poziom rzetelnosci skali w badaniu byt
wysoki, a = 0,85.

Kolejng skala byta Skala dysfunkcji psychicznych stworzona specjalnie na
potrzeby badania na podstawie kwestionariusza GHQ12 i GHQ30 (Golberg,
Williams, 1991; Frydecka i in., 2010). W zbudowaniu narzedzia zastosowano
wszystkie pytania z GHQ 12, dodajac te dotyczace leku i depresji z GHQ 30.
Zastosowane narze¢dzie bada wystgpienie objawow dysfunkcji psychicznych (np.
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zaburzen snu, poczucia zmeczenia, trudnos$ci w skupieniu si¢) i zawiera kafe-
teri¢ odpowiedzi, ktora uwzglednia nasilenie objawoéw w zwigzku z epidemia.
Nowe narzgdzie zbudowane bylo z 18 itemow tworzacych pojedyncza skale,
przy czym — podobnie jak w przypadku oryginalnych narzedzi — wyzszy wy-
nik wskazywat na nizszy poziom funkcjonowania psychicznego. Zgodnos¢ we-
wnetrzna pomiaru byta bardzo wysoka, a = 0,94.

Na potrzeby badania zostata tez zbudowana Skala odczuwanych trudnosci
podczas wykonywania pracy zdalnej. Skale tworzy 25 itemow, ktore uzyskuja
wysoka zgodno$¢ wewnetrzng, o = 0,91. Trudnosci, ktore zostaly ujete w skali
dotyczyty kwestii dostgpnosci sprzetu i oprogramowania, probleméw dydak-
tycznych i wychowawczych, warunkow pracy nauczyciela i ucznia, motywacji
1 stanu emocjonalnego nauczycieli i uczniow oraz wymagan rodzicéw uczniow
1 przetozonych.

Ostatnig skale stworzong na potrzeby badania byla Skala subiektywnego
braku otrzymywanego wsparcia spotecznego (rodzina, osoby bliskie, koledzy
z pracy) oraz zawodowego (specjalisci, dyrektor, instytucje o$wiatowe i rodzi-
ce uczniow). Wynik ogolny tworzy siedem itemow. Odnotowano zadowalajacy
poziom rzetelnosci pomiaru, o = 0,79. Wyzszy wynik w skali oznaczat nizszy
poziom oceny otrzymywanego wsparcia.

Pozostate zmienne — zadania zawodowe zwigzane z praca zdalna, oczekiwa-
na pomoc w sytuacji pracy zdalnej, ocena efektywnosci wlasnej pracy zdalnej
oraz przygotowanie do pracy i kontakty z rodzicami — badane byly za pomoca
poszczegolnych twierdzen. W przypadku pierwszej zmiennej zapytano o spo-
sob prowadzenia zaje¢ 1 form¢ pracy zdalnej, drugiej zmiennej — o realizacje
zaje¢, zaspakajanie potrzeb emocjonalnych uczniéow i radzenie sobie w pracy
zdalnej, kolejnej — o oczekiwang pomoc w czasie pracy zdalnej, a w ostatniej
—o czas potrzebny do wykonania poszczegolnych czynnosci zawodowych.

Grupa badana

Badania zostaly przeprowadzone w grupie 453 nauczycieli i specjalistow
w wieku od 23 do 67 lat (M = 44,30; SD = 9,92). Zbadano 402 kobiety (88,7%)
oraz 51 mezczyzn (11,3%). Ze wzglgdu na stan cywilny wérdéd badanych znala-
zto sig: 312 (68,9%) 0s6b bedacych w zwigzku formalnym Iub nieformalnym, 98
0s0b (21,6%) stanu wolnego, siedem wdow (1,5%) i 36 0s6b po rozwodzie (7,9%).
Wsrod badanych 146 o0sob (32,2%) nie posiadato dzieci, 97 miato jedno dziecko
(21,4%), 157 0s6b — dwoje dzieci (34,7%), 44 osoby — troje (9,7%), dziewig¢ 0sob
(2%) zas§ — czworo 1 wiecej dzieci.

Wsrod badanych dokonano podziatu na siedem grup w zaleznosci od miejsca
pracy. W grupie nauczycieli szkot ogolnoksztatcacych bylo 228 osob (50,3%),
pracownikow szkot integracyjnych — 35 osob (7,7%), a nauczycieli szkot specjal-
nych — 27 (6%). Wsrdd nauczycieli przedszkoli ogélnodostepnych byto 27 oséb
(6%), w grupie pracownikow przedszkoli integracyjnych 18 osob (4%), a pra-
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cownikéw przedszkoli specjalnych — 17 (3,8%). W grupie pracownikow poradni
psychologiczno-pedagogicznych (PPP) byto 101 oséb (22,3%).

Procedura

Badanie trwato w czasie pandemii SARS-CoV-2 od poczatku maja 2020 r. do
zakonczenia zaje¢ edukacyjnych w roku szkolnym 2019/2020. Wszystkie placow-
ki znajdowaty si¢ na terenie wojewodztwa mazowieckiego. Dobor do proby byt
czesciowo losowy. Sposrod wszystkich powiatéw i dzielnic na prawach powiatu
wylosowano dwa okregi — powiat wyszkowski i dzielnicg Warszawy — Prage
Potudnie. Badanie byto prowadzone zdalnie, przy uzyciu ankiety internetowej
o ograniczonym dostepie (wytacznie dla osob badanych, ktorym udostepnia-
no link do jej uzupehienia), po uzyskaniu zgody dyrektorow placowek, ktora
w kazdym z miejsc zostata udzielona. Kazdy z badanych zostal poinformowany
o celu badania. Badanie bylo anonimowe, nie uwzgledniato zbierania danych
wrazliwych (ani o nauczycielach, ani o uczniach) i bylo zgodne z Kodeksem
Etyki Pracownika Naukowego Uniwersytetu Warszawskiego, ktory zawiera
reguty rzetelnego postgpowania odnoszace si¢ do prowadzenia, prezentowania
oraz analizowania badan naukowych, ktore maja zapewnic spetnienie etycznych
wymogow. Tozsamos$¢ uczestnikow badania zakodowano w celu przygotowa-
nia raportu, a nastepnie publikacji naukowej. Podobnie uczyniono z ankietami,
ktérym zostaly przypisane kody. Na kazdym etapie procesu uczestnicy mogli
zrezygnowac z badania.

Analizy statystyczne

W celu weryfikacji postawionych pytan badawczych przeprowadzono anali-
zy statystyczne przy uzyciu pakietu IBM SPSS Statistics 25. Dzicki temu wyko-
nano analizy podstawowych statystyk opisowych wraz z testem Kotmogorowa-
-Smirnowa, testy ¢ Studenta dla prob niezaleznych, testy U Manna-Whitney’a,
analizy korelacji ze wspdlczynnikiem » Pearsona, analizy korelacji rangowej p
Spearmana, analizy korelacji punktowo-dwuseryjnej, jednoczynnikowe analizy
wariancji w schemacie miedzygrupowym, testy Kruskala-Wallisa, testy y* oraz
doktadne testy Fishera. Za poziom istotnosci uznano klasyczny prog o = 0,05.

Wyniki

W odniesieniu do wymienionych skal zostaly obliczone podstawowe staty-
styki opisowe testem Kotmogorowa-Smirnowa. W tabelil zaprezentowano roz-
ktady zmiennych zblizone do rozktadu Gaussa w odniesieniu skali odczuwanych
trudnosci w pracy. W pozostatych zmiennych odnotowano istotne statystycz-
nie wyniki testu Kotmogorowa-Smirnowa, $wiadczace o rozkladach odmien-
nych od rozktadu Gaussa. W zwigzku z tym zweryfikowano poziom sko$nosci.
W wiekszosci badanych zmiennych, warto$¢ sko$nosci miesci si¢ w przedziale
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od -2 do +2, mozna wigc przyjaé, ze rozklady te nie sg znaczaco asymetryczne
wzgledem $redniej (George, Mallery, 2019). Taka sytuacj¢ odnotowano w przy-
padku zdecydowanej wickszosci badanych zmiennych.

Tabela 1. Statystyki opisowe badanych zmiennych ilo§ciowych

M Me SD Sk. | Kurt. | Min. | Maks. | D P

Stres 1981 | 20 | 7,39 | -0,05|-0,53| 2 40 | 0,05 | 0,005
Dysfunkeje 2876 | 28 | 10,53 | 0,01 |-037| 0 53 10,05 | 0,003
psychiczne

Doswiadezane 2,58 | 2,60 | 0,50 | -0,08| 0,35 | 1 4 0,03 0200
trudno$ci w pracy

Subiektywny brak | )5 15 14 1 079 | 050 | 08 | 1 5| 007 | <0001

wsparcia spotecznego

Zrodlo: badania wlasne.

Korelacje miedzy badanymi skalami

W przeprowadzonych obliczaniach wykonano analizy korelacji ze wspolczyn-
nikiem » Pearsona (dla zmiennych ilosciowych), aby zbada¢ zwigzki miedzy po-
ziomem stresu a pozostatymi analizowanymi skalami. Na poczatku obliczono
korelacje poziomu stresu dysfunkcji psychicznych badanych oséb. Otrzymane
wyniki pokazaty silng, dodatnig korelacj¢ mi¢dzy zmiennymi, » = 0,67; p < 0,001.
Wyzszy poziom stresu byl powigzany z wyzszym poziomem dysfunkcji psy-
chicznych. Nastgpnie zestawiono poziom stresu i poziom odczuwanych utrudnien
w pracy, co pozwolito zauwazy¢ umiarkowanie silny, dodatni zwigzek pomiedzy
tymi zmiennymi, r = 0,46; p < 0,001. Mozna zatem stwierdzi¢, ze im wyzszy po-
ziom stresu, tym wyzszy poziom odczuwanych utrudnien w pracy. Obliczono tez
zwigzek poziomu stresu i poziom subiektywnego braku wsparcia spotecznego. Za-
uwazono umiarkowanie silny, dodatni zwigzek migdzy tymi zmiennymi, » = 0,42;
p <0,001. Zestawiono rowniez poziom funkcjonowania psychicznego badanych
0s0b 1 poziom odczuwanych utrudnien z powodu pracy zdalnej. Odnotowano sil-
ng, dodatnig korelacje, » = 0,53; p < 0,001. Im wyzszy byl poziom dysfunkcji psy-
chicznych, tym wyzszy byl poziom odczuwanych utrudnien w pracy.

Nastepnie sprawdzono, czy zachodzi zwigzek migdzy poziomem dysfunkc;ji
psychicznych a poziomem subiektywnego braku wsparcia spotecznego. Odno-
towano umiarkowanie silny, dodatni zwigzek migdzy tymi zmiennymi, » = 0,41;
p <0,001. Mozna zatem stwierdzi¢, ze im wyzszy byl poziom dysfunkcji psy-
chicznych, tym osoby badane gorzej oceniaty otrzymywane wsparcie. Zesta-
wiono tez poziom trudno$ci w pracy i poziom subiektywnego braku wsparcia
spolecznego. Odnotowano umiarkowanie silny, dodatni zwigzek migdzy tymi
zmiennymi, 7 = 0,38; p <0,001. Oznacza to, ze im silniej badani odczuwali
utrudnienia w pracy, tym gorzej oceniali otrzymywane wsparcie.
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Miejsce pracy a funkcjonowanie nauczycieli i specjalistow

Poziom odczuwanego stresu, samopoczucie psychiczne, utrudnienia w pracy
oraz subiektywny brak wsparcia

W analizach zostata wykonana jednoczynnikowa analiza wariancji w sche-
macie miedzygrupowym w celu sprawdzenia, czy poziom stresu, funkcjonowa-
nie psychiczne, odczuwane utrudnienia oraz subiektywny braku otrzymywane-
go wsparcia sg odmienne w zaleznosci od miejsca pracy. Nie odnotowano jednak
istotnego statystycznie wyniku tego testu w odniesieniu do poziomu stresu F(6;
446) = 0,46; p=0,841; poziomu dysfunkcji psychicznych F(6; 446)= 1,40;
p =0,212; utrudnien w pracy F(6; 446)=1,11; p = 0,354 oraz subicktywnego
braku wsparcia spotecznego F(6; 446) = 1,84; p = 0,090. Réznice w liczebnosci
mogty mie¢ wplyw na brak roznic statystycznych w poszczegolnych grupach.
Statystyki opisowe zestawiono w tabeli 2.

Tabela 2. Miejsce pracy a poziom odczuwanego stresu, samopoczucia psychicznego, utrudnien
w pracy oraz subiektywnego braku wsparcia

.. . Dysfunkcje Utrudnienia Sublektywn.y

Miejsce pracy Poziom stresu . brak wsparcia
psychiczne W pracy
spolecznego
M SD M SD M SD M SD

Szkota 2007 | 7,72 | 2973 | 1076 | 262 | 049 | 233 | 082
ogolnodostepna
Szkoia . 20,83 7,59 31,09 9,84 2,62 0,54 2,30 0,92
integracyjna

Szkota specjalna | 19,19 7,25 27,67 9,86 2,65 0,50 2,20 0,96

Przedszkole
ogo6lnodostepne

18,93 7,45 26,22 10,38 2,51 0,50 2,26 0,71

Przedszkole

. . 18,22 5,36 26,72 8,53 2,54 0,41 2,17 0,52
integracyjne

Przedszkole

. 18,71 5,93 26,88 | 10,10 2,48 0,58 2,40 0,62
specjalne

Poradnia
psychologiczno- | 19,75 7,18 27,42 10,68 2,50 0,51 2,04 0,66
pedagogiczna

Zrddto: badania wilasne.

Miejsce pracy a zadania zawodowe zwigzane 7 przejsciem placowki
oswiatowej na tryb pracy zdalnej

Wykonano analizy przy uzyciu testow y? badz tez, w przypadku niespetnie-
nia zatozen tego testu, doktadnych testow Fishera, aby oceni¢, czy praca w roz-
nych placowkach oswiatowych jest powigzana z czestotliwoscig podejmowania
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czynnosci zawodowych w trybie zdalnym. Odnotowano pie¢ wynikéw istotnych
statystycznie (tabela 3) w odniesieniu do stwierdzen: Prowadze lekcje online, za-
Jecia, terapie z klasq (grupq dzieci) poprzez platformy internetowe w czasie rze-
czywistym (efekt o umiarkowanie duzej sile); Nagrywam lekcje, zajecia i prze-
sytam uczniom, ich rodzicom lub ich wychowawcom, a oni rodzicom uczniow
(sita efektu niska); Pracuje na terenie placowki, a moje zadania zawodowe nie
ulegty zmianie (sita efektu niska); Pracuje na terenie placowki, ale moje zadania
zawodowe zostaly zmienione (efekt o umiarkowanie duzej sile); Jestem w stalym
kontakcie z rodzicami uczniow (sita efektu niska).

Miejsce pracy a zadania zwigzane z przygotowaniem si¢ do pracy

Wykonano test Kruskala-Wallisa celem weryfikacji, czy obcigzenie czaso-
we zwigzane z przygotowaniem si¢ do pracy jest odmienne w zaleznosci od
placowki oswiatowej. Odnotowano wynik istotny statystycznie, H(6) = 54,40;
p <0,001. Wykonano wigc analizy post-hoc przy uzyciu testow Dunn-Sida-
ka z poprawka Bonferroniego. Odnotowano trzy istotne statystycznie rdznice.
Pracownicy szkot integracyjnych spgdzali wigcej czasu na przygotowanie niz
pracownicy PPP (p < 0,001) i ogélnodostepnych przedszkoli (p < 0,001). Odno-
towano takze istotng statystycznie r6znice miedzy pracownikami PPP a nauczy-
cielami szkot ogolnodostgpnych (p < 0,001). Wyniki zaprezentowano w tabeli 4.

Tabela 4. Miejsce pracy a obcigzenie czasowe zwigzane z przygotowaniem si¢ do pracy

g £ 2 ¢ o
= = @
o i = %& %F %v =S 5
=2 _gg g =z = _15 2 |EL 98
S 4 = N 2 N N= | o5 &b
Z3 | 2F & |22 | RE| 2T | 828
N © N & < o © o & o 2 = o &b
7o 0= »n 9 _— N £ N O N 2 S = S
—_ = S - = = = - | A0S
S = = [Py a8 -9 > 9o
=Y} o= N on o @»n
=) (7)) =] (=9
1 N 6 0 0 2 0 0 19
<
% 2,60 0,00 0,00 7,40 0,00 0,00 18,80
Lo N 49 3 5 11 4 6 40

X

Liczna godzin 21,50 | 8,60 18,50 | 40,70 | 22,20 | 35,30 | 39,60
poswigcona na

przygotowanie | 3—4

=
2
=)
—_
=
—
)
N
—_
(e
W
&}
N

X

34,20 | 40,00 | 66,70 | 25,90 | 55,60 | 29,40 | 23,80

do zajec
zdalnych/terapii 5 6 N 42 9 2 5 2 4 11
% | 18,40 | 25,70 7,40 18,50 | 11,10 | 23,50 | 10,90
N 53 9 2 2 2 2 7
>6

% | 23,20 | 25,70 7,40 7,40 11,10 | 11,80 6,90

Zrodto: badnia wiasne.
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Miejsce pracy a kontakty 7 rodzicami

Test Kruskala-Wallisa zostat wykorzystany w analizach dotyczacych kon-
taktu z rodzicami a nastgpnie analizie post-hoc przy uzyciu testow Dunn-
-Sidaka z poprawka Bonferroniego, aby sprawdzi¢, czy czas, jaki badani po-
swigcajg na nie zalezal od rodzaju placowki oswiatowej (tabela 5). Okazato
si¢, ze w przypadku kontaktow poprzez e-mail i e-dziennik wynik byt istotny

Tabela 5. Miejsce pracy a kontakty z rodzicami

= g oy £ = £ = @ = s e
B Z S| 2 |58 55| Se|e§§
S 29 | 28 g 22 | 2| 25 |EL8
) S & S 2 2, 3 e N3 DR =
= g = 8 & -] s S| 829
2 NS N & TS TH|TE | 5T ®
S wn = wn ¥ = NI} N9 Nea [£<38
2 = £ £ | &5 | £E| £° |F2F
- = o= N e - 2 &
<1 N 66 4 5 13 6 6 23
% | 29,70 | 11,80 | 19,20 | 48,10 | 33,30 | 35,30 | 25,60
2 N 81 14 12 12 9 7 38
Kontakt i1 % | 36,50 | 41,20 | 46,20 | 44,40 | 50,00 | 41,20 | 42,20
rzez e-mai
?e-dziennik 34 N 43 10 5 1 2 3 13
% | 19,40 | 29,40 | 19,20 3,70 11,10 | 17,60 14,40
- N 32 6 4 1 1 1 16
% | 14,40 | 17,60 | 15,40 3,70 5,60 5,90 17,80
< N 120 9 11 20 11 10 20
% | 61,90 | 31,00 | 44,00 | 87,00 | 64,70 | 62,50 | 21,10
2 N 42 11 9 3 5 3 34
Kontakt % | 21,60 | 37,90 | 36,00 | 13,00 | 29,40 | 18,80 | 35,80
telefoniczny 34 N 24 7 4 0 1 2 22
% | 12,40 | 24,10 | 16,00 0,00 5,90 12,50 | 23,20
- N 8 2 1 0 0 1 19
% | 4,10 6,90 4,00 0,00 0,00 6,30 20,00
< N 114 10 16 14 10 12 30
% | 63,00 | 41,70 | 72,70 | 77,80 | 71,40 | 80,00 | 34,50
2 N 29 3 5 3 4 1 30
) % | 16,00 | 12,50 | 22,70 | 16,70 | 28,60 6,70 34,50
Telekonferencje
34 24 24 5 1 0 0 0 8
% | 13,30 | 20,80 4,50 0,00 0,00 0,00 9,20
4 14 14 6 0 1 0 2 19
% | 7,70 25,00 0,00 5,60 0,00 13,30 | 21,80

Zrodto: badania whasne.
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statystycznie, H = 16,62; p = 0,011. Pracownicy szkot integracyjnych spedzali
wiecej czasu na taka forme kontaktu niz pracownicy publicznych przedszko-
li (p=0,005). W analizie czasu poswigcanego na kontakty telefoniczne oka-
zalo si¢, ze rowniez odnotowano wynik istotny statystycznie, H(6) = 68,23;
p <0,001. Zastosowanie kolejnego testu pozwolitlo wyloni¢ pie¢ rdznic istot-
nych statystycznie. Pracownicy PPP spedzali wigcej czasu na rozmowy telefo-
niczne niz pracownicy ogolnodostepnych przedszkoli (p < 0,001), przedszkoli
integracyjnych (p = 0,003), szkot publicznych (p < 0,001) i przedszkoli spe-
cjalnych (p = 0,034). Odnotowano takze istotng statystycznie réznic¢ miedzy
formami kontaktu wskazywanymi przez pracownikow przedszkoli publicz-
nych i szkot integracyjnych (p = 0,002). Zauwazono tez trend statystyczny
w przypadku poréwnania wynikoéw pracownikow szkot publicznych i inte-
gracyjnych (p = 0,084).W ostatniej analizie wzig¢to pod uwage czas przezna-
czany na telekonferencje a uzyskany wynik okazal si¢ istotny statystycznie
H(6) =34,71; p <0,001. Wyniki pokazaty trzy roéznice istotne statystycznie.
Pracownicy PPP stosowali czesciej narzedzia online niz pracownicy ogoélno-
dostepnych przedszkoli (p = 0,015), szkot specjalnych (p = 0,011) i szkot ogol-
nodostepnych (p = 0,001). Widoczny byt tez trend statystyczny w przypadku
poréwnania wynikow pracownikéw PPP, z nauczycielami przedszkoli integra-
cyjnych (p = 0,077) i specjalnych (p = 0,065).

Miejsce pracy a zakres oczekiwanej pomocy w sytuacji pracy zdalnej

Wyniki zawierajg analizy wykonane przy uzyciu testow x> lub w przypadku
niespetnienia zatozen tego testu, doktadnych testéw Fishera, aby oceni¢, jakiego
wsparcia nauczyciele i specjaliSci oczekujg w pracy zdalnej w czasie pandemii.
Odnotowano pig¢ wynikdw istotnych statystycznie (tabela 6). Sila tych efektow
byta niska, na co wskazuje warto§¢ wspotczynnika V' Cramera.

Miejsce pracy a ocena efektywnosci wlasnej pracy zdalnej

Zastosowano test x2, aby sprawdzi¢, czy ocena wiasnych dziatan responden-
tow jest inna w porownywanych grupach. Wszystkie odnotowane wyniki okaza-
ly sig istotne statystycznie. Respondenci widzacy pozytywne strony nauczania
zdalnego czesciej udzielali odpowiedzi twierdzacych (tabela 7).

Analiza wynikoéw i dyskusja

Przeprowadzone analizy miaty na celu ustalenie, czy istnialy réznice w funk-
cjonowaniu spolecznym (osobistym i zawodowym) mi¢dzy badanymi nauczycie-
lami i specjalistami pracujacymi w poszczegolnych placowkach edukacyjnych.
W analizach wzi¢to pod uwage indywidualny poziom stresu, samopoczucie
psychiczne, doswiadczane utrudnienia, subiektywnie spostrzegane wsparcie,
wykonywane czynno$ci podczas funkcjonowania placowki o§wiatowej w trybie
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pracy zdalnej, czas na przygotowania do pracy, kontakty z rodzicami oraz ocze-
kiwana pomoc i oceng efektywnosci wlasnej pracy zdalne;j.

Zalezno$¢ miedzy stresem a samopoczuciem psychicznym pozwolita usta-
li¢, ze osoby, ktore do§wiadczaty wyzszego poziomu stresu rownoczesnie miaty
wyzszy poziom dysfunkcji psychicznych. Zestawienie skali spostrzeganego stre-
su i nasilenia odczuwanych utrudnien w pracy pokazato, ze im bardziej badany
doswiadczal utrudnienia w pracy, tym wyzszy odczuwat stres. Poniewaz istnieje
wysoka korelacja migdzy poziomem odczuwanego stresu a poziomem funkcjo-
nowania psychicznego (Gustems-Carnicer, Calderon, 2013), mozna stwierdzic,
ze wzrost poziomu stresu wskazuje na to, ze sytuacja pandemii i trudno$ci od-
czuwane w zwigzku z pracg zdalng przekraczaty moznos$ci radzenia sobie bada-
nych osob. Jest to zgodne z rozumieniem koncepcji psychologicznej stresu jako
relacji jednostki z otoczeniem, kiedy jednostka ocenia obcigzenie jako przekra-
czajace jej zasoby (Lazarus, Folkman, 1984). Mozna przypuszczaé, ze dla czesci
badanych os6b utrudnienia do§wiadczane podczas pierwszej fali pandemii byty
na tyle obciazajace, ze zwigkszaly poziom stresu, a wymagania, ktorym starali
si¢ sprostac przekraczaty ich mozliwos¢ radzenia sobie z nimi.

Korelacja poziomu stresu i poziomu subiektywnego braku wsparcia pokaza-
fa, ze im bardziej osoby oceniaty otrzymywane wsparcie jako wystarczajace,
tym ich stres byl nizszy. Badania potwierdzajg teorig, w ktdrej jest ono postrze-
gane jako zasob wspierajacy czlowieka w sytuacji trudnej. Wyniki wskazuja
zatem na warto$¢ wsparcia w sytuacji pandemii. Badania dowodza, ze nauczy-
ciele sg bardziej podatni na stres, gdy odczuwajg brak wsparcia w pracy (Kyria-
cou, 2010; Pithers, Soden, 1998; Travers, Cooper, 1996) oraz muszg korzystac¢
z technologii, w odniesieniu do ktorej nie czuja si¢ wystarczajaco kompetentni
(Al-Fudail, Mellar, 2008). Jak wiadomo nauczyciele musieli zmierzy¢ si¢ z no-
wym wyzwaniem, jakim byla zmiana sposobu pracy czg¢sto bez wezesniejszego
przygotowania do korzystania z narzadzi online.

Zestawienie skali poziomu dysfunkcji psychicznych i poziomu odczuwanych
utrudnien z powodu pracy zdalnej pokazaty, ze im samopoczucie psychiczne
danej osoby bylo gorsze, tym wigcej odczuwata trudnosci w pracy zdalnej. Dane
pokazaty zatem podobna zaleznos$¢ jak w przypadku skali odczuwanego stresu.
W badaniach Grzegorz Ptaszek i in. (2020) az 65,3% nauczycieli czuje si¢ psy-
chicznie duzo gorzej lub trochg gorzej w poréwnaniu do czasu sprzed zamknie-
cia szkot. Spedzanie wielu godzin przy komputerze powodowato ,,problemy
psychiczne i fizyczne”, tj. ,,trudnosci w zasypianiu, brak energii, zdenerwowanie
czy zly nastr6j”. Zdaniem autoréw (Bottiani i in., 2019; Dunham, 1992) stopien,
w jakim nauczyciel doswiadcza stresu w danej sytuacji, zalezy od takich czyn-
nikow, jak: ocena wymagan i strategie dotyczace zarzadzania nimi, oczekiwa-
nia odnosnie do spelniania wymagan i gotowos¢ do ich spelnienia oraz stopien
przygotowania umiejetnosci i praktyki nauczyciela w skutecznym radzeniu so-
bie z wymaganiami. W zwiazku z tym powiedzie¢, ze im lepsze byto funkcjo-
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nowanie psychiczne osob badanych, tym wyzej postrzegaty one otrzymywane
wsparcie. Ponownie zalezno$ci sa podobne jak w przypadku korelacji poziomu
stresu. Ostania korelacja pozwolila ustalié, ze im bardziej osoby badane odczu-
waly trudno$ci w pracy, tym nizej ocenialy otrzymywane wsparcie. Okazuje si¢
zatem, ze cze$¢ badanych osob, ktore do§wiadczaty utrudnien w pracy w okresie
pandemii i potrzebowaty w swoich dzialaniach pomocy, nie otrzymywaty wy-
starczajgcego wsparcia.

Kolejne analizy pokazaty, ze najwiecej lekcji online w czasie rzeczywistym
prowadzili nauczyciele szkot ogoélnodostepnych i integracyjnych, a znaczaco
mniej nauczyciele pracujgcy w szkolach specjalnych. W przedszkolach zajecia
zdalne prowadzone byly rzadziej niz w szkotach, przy czym w przedszkolach
specjalnych nie odbywaty si¢ wcale. W grupie pracownikow PPP 32% prowa-
dzito zajecia zdalnie. Wydaje si¢, ze nauczycielom starszych klas jest tatwiej
prowadzi¢ zajecia online, niz tym, ktérzy pracuja z matymi dzie¢mi i specja-
listom prowadzacym zaje¢cia terapeutyczne. Wymagania programu sprawiaja
bowiem, Ze uczniowie muszg poswieci¢ wigcej czasu na jego realizacje. W ra-
porcie Centrum Cyfrowego (Buchner, Majchrzak, Wierzbicka, 2020), 62,5%
nauczycieli klas 4—8 prowadzi lekcje ,,na zywo”, uzywajac takich narzedzi, jak
Zoom, Skype. Zdaniem Miriam Goetz (2020) wybodr formy pracy zdalnej przez
nauczycieli najbardziej zalezy od nauczanego przedmiotu. Prowadzenie zajeé¢
online w czasie rzeczywistym czesciej wybieraja ci nauczyciele, ktorzy ucza
przedmiotoéw zwigzanych z wiedza, a nie z nabywaniem umiejetnosci.

Otrzymane wyniki pokazaty, ze az polowa nauczycieli przedszkoli integra-
cyjnych nagrywata lekcje, zajecia i przesylala je uczniom i ich rodzicom. W ten
sam sposob pracowato prawie 30% nauczycieli szkot specjalnych. W innych pla-
cowkach nauczyciele rzadziej korzystali ze wspomnianej formy pracy. Wydaje
sig, ze czg$¢ tych nauczycieli uznata, ze prowadzenie zajg¢ w omawianej formie
pozwala odtwarza¢ materiat kilkakrotnie, co jest bardziej skuteczne w przypad-
ku pracy z najmtodszymi uczniami. Z raportu Centrum Cyfrowego (Buchner,
Majchrzak, Wierzbicka, 2020) wynika, ze 37,5% badanych nauczycieli klas 1-3
nagrywa video i przesyla je uczniom. Inne badania pokazujg (Nicol, Minty,
Sinclair, 2003), ze odtwarzanie materiatow juz raz przygotowanych przez na-
uczycieli moze zwigksza¢ potencjat w zakresie poprawy uczenia si¢ i zmniej-
sza¢ obcigzenia pracg nauczyciela.

Wyniki pokazaty roéwniez, ze niewielka grupa nauczycieli i specjalistow pra-
cowala na terenie placowki wykonujac te same zajecia, co przed pandemia. Wy-
daje sig, ze respondenci, ktorzy wskazali taka mozliwos¢ to ci, ktorzy wrocili do
migjsc pracy po 2 maja 2020 roku. Mozna zatem stwierdzi¢, ze nieliczni badani
nauczyciele 1 specjali$ci powrdcili stacjonarnie do swoich wcze$niejszych obo-
wigzkow.

Okazalo si¢ natomiast, ze duzo wigcej respondentdow wrocito do placowki,
ale ze zmiang obowigzkéw. Wyniki pokazaly, ze do pracy stacjonarnej powro-
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cito najwigcej tych pracownikéw, ktorzy nie pracowali online, np. nauczyciele
przedszkoli specjalnych, w az ok. 70% pracowali na terenie placowki bez pro-
wadzenia zaj¢¢ zdalnych. Natomiast nauczyciele szkot integracyjnych w ponad
70% prowadzili zdalng edukacje. Nikt z nich nie pracowat na terenie placowki.
Badania dowiodty rowniez, ze pracownicy poradni pracowali zaré6wno stacjo-
narnie w placowece, jak i zdalnie.

Z uzyskanych danych wynika, ze nauczyciele i specjaliSci utrzymywali staty
kontakt z rodzicami, przy czym najcze¢sciej z rodzicami uczniow kontaktowali
si¢ pracownicy placéwek specjalnych. Mozna tez powiedzie¢, ze wigcej kon-
taktow z rodzicami bylo w szkotach niz w przedszkolach, zwlaszcza tych, do
ktorych uczgszczali uczniowie ze SPE. Udziat rodzicow w nauczaniu, szczegol-
nie w przypadku mtodszych dzieci (Leopoldina..., 2020; Buchner, Majchrzak,
Wierzbicka, 2020) oraz poziom zaufania mi¢dzy rodzicami a nauczycielami sg
kluczowym elementem zdalnej edukacji. Badacze (Klapproth i in., 2020) pod-
kreslajg tez, ze zamknigcie szkot utrudnito spetnianie najwazniejszych warun-
kow nauczania w pracy z uczniami ze SPE, a szczegdlnie z dzie¢mi ze spektrum
autyzmu, z ADHD i innymi trudno$ciami neurorozwojowymi, tj. ustruktury-
zowanego Srodowiska uczenia si¢, wspierajacych uczenie relacji spotecznych
z roéwiesnikami 1 nauczycielami oraz profesjonalnej, zroznicowanej informacji
zwrotnej na temat postepow w nauce.

Badanie wlasne pokazato, ze najwigcej czasu na przygotowanie si¢ do za-
je¢ poswigcali nauczyciele szkot ogolnodostepnych i integracyjnych. Co wigcej,
w pierwszej grupie byto ponad 40%, a w drugiej ponad 50% tych, ktorzy spedzili
na tej czynnosci ponad pig¢ godzin dziennie. Wyniki pokazaty tez, Ze najmniej
czasu na przegotowania przeznaczali nauczyciele przedszkoli ogélnodostepnych
i pracownicy poradni PPP. Nauczyciele przedszkoli przeznaczali mniej czasu na
przygotowania niz pracownicy szkot, co prawdopodobnie wynika z wymagan
programowych edukacji starszych dzieci. Wydaje sie, ze osoby, ktore czesciej
korzystaty w pracy z narzedzi online, potrzebowaty wigcej czasu na przygoto-
wania do lekcji 1 zajec.

Charakter pracy pracownikow poradni wskazuje, ze mniej czasu poswiecaja
na przygotowanie si¢ do terapii, a wigcej na bycie w relacji podczas spotkania.
Otrzymane wyniki pozwalajg stwierdzi¢, ze wigkszo$¢ nauczycieli poswigcata
na przygotowania wigcej czasu niz jest to przewidziane w ich tygodniowym
wymiarze godzin pracy, przy czym do ich zadah nalezy tez prowadzenie zaje¢
i kontakty z rodzicami. Potwierdzajg to wyniki przedstawione przez Centrum
Cyfrowe (Buchner, Majchrzak, Wierzbicka, 2020), ktore pokazuja, ze 47% na-
uczycieli wskazuje czasochlonnos$¢ procesu jako gtowny problem w realizacji
edukacji zdalne;.

W kolejnych analizach zostalo zadane pytanie o czas, jaki po$wigcajg badani
na kontakt z rodzicami. Badania pokazaty, ze kontakt mailowy i koresponden-
cja poprzez e-dziennik zajmuje specjalistom i wigkszo$ci nauczycieli do dwoch
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godzin tygodniowo, przy czym w szkotach czas ten si¢ wydtuzal do 3—4 godzin
tygodniowo. Wyniki wskazaty, ze pracownicy szkot integracyjnych najczesciej
wybierali ten rodzaj kontaktu. W badaniach Birgit Eickelmann i Kerstin Drossel
(2020) wszyscy nauczyciele preferowali wysylanie materiatéw poprzez pocz-
te elektroniczng, ale najczgsciej robili to nauczyciele szkot podstawowych. Na-
uczyciele gimnazjum natomiast czg$ciej niz inni nauczyciele korzystali z plat-
form do uczenia. Z raportu, ktory przygotowali Beng Huat See, Lindsey Wardle
i Philip Collie (2020), obejmujacego probe 3404 brytyjskich nauczycieli, wy-
nika, ze spedzali oni $rednio 13 godzin tygodniowo na zadaniach administra-
cyjnych i 11,5 godziny na planowaniu i przygotowywaniu lekcji, a nauczyciele
szkot podstawowych spedzali wigcej godzin nad kazdym z zaje¢ niz nauczyciele
szkot §rednich 1 wyzszych.

Nauczyciele szkot i przedszkoli rzadziej wybierali forme telefoniczng w kon-
taktach z rodzicami. W odroznieniu od pracownikéw PPP, ktorzy spedzali na tej
czynnosci 1-2 godziny a 1/5 nawet 3—4 godziny. Warto nadmieni¢, ze w czasie
pierwszej fali pandemii poradnie dodatkowo byly zobowigzane do udzielania
wsparcia na zasadzie pomocy kryzysowej szerszej grupie odbiorcéw. Nauczy-
ciele szkot i przedszkoli rzadziej korzystali z tej formy pracy z uczniem. Wspo-
mniany raport (See, Wardle, Collie, 2020) wskazuje na to, ze nauczyciele szko6t
podstawowych czesciej komunikowali si¢ bezposrednio z rodzicami.

Nauczyciele szkot 1 przedszkoli rowniez rzadziej wybierali telekonferencje,
w odréznieniu od pracownikéw poradni. By¢ moze nauczyciele zastosowali taka
forme kontaktu z rodzicami w czasie rzeczywistym w sytuacji zebran rodzicow
lub jakich$ indywidualnych ustalen z poszczegoélnymi rodzicami. Jednak pra-
cownicy poradni mogli wykorzystywac telekonferencje do poradnictwa wycho-
wawczego, omawiania funkcjonowania dzieci podczas zaje¢ terapeutycznych,
zbierania danych od rodzicéw w procesie diagnozy.

W badaniach analizowano tez, jakiej pomocy oczekuja nauczyciele i spe-
cjalisci w pracy zdalnej. Mimo pracy online w domu, wigkszo$¢ nauczycieli
nie potrzebuje wsparcia w obowigzkach domowych i odcigzenia w opiece nad
cztonkami rodziny. Dotyczy to tez nauczycieli szkot integracyjnych i ogélnodo-
stepnych, ktorzy wskazali, ze najczesciej pracuja online w czasie rzeczywistym
1 po$§wigcajg najwigcej czasu na przygotowanie do zajec.

Uzyskane wyniki pokazaly tez, ze wigkszo$¢ tych nauczycieli, ktorzy pra-
cowali zdalnie potrzebuje przede wszystkim pomocy w wyznaczaniu granicy
miedzy swoim zyciem prywatnym/rodzinnym a pracg zawodows. Taka od-
powiedz zaznaczylo 64,5% nauczycieli ogolnodostepnych, 65,7% nauczycieli
szkot integracyjnych i 77,8% nauczycieli przedszkoli integracyjnych. Badania
prowadzone przed pandemig, ktére miaty na celu catoSciowe spojrzenie na zy-
cie nauczycieli pokazaly, ze granice migdzy przestrzenig osobista a zawodowa
czgsto si¢ zacieraja (Day, Gu, 2013). Co wigcej, praca z domu podczas pande-
mii powodowata konieczno$¢ uczenia tez w domu wilasnych dzieci (See, War-
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dle, Collie, 2020; Flack i in., 2020). Trudno$ci z organizacja przestrzeni i czasu
w domu, jako gltéwny problem w zdalnej edukacji, wskazato 19% nauczycieli
w badaniach opisanych w raporcie Centrum Cyfrowego (Buchner, Majchrzak,
Wierzbicka, 2020).

W czasie wykonywanych badan prawie potowa wszystkich 0séb bioracych
w nich udzial nadal potrzebowata zaopatrzenia w lepszy sprzet i lepszy dostep
do Internetu. Wyniki przedstawione przez Centrum Cyfrowe (Buchner, Maj-
chrzak, Wierzbicka, 2020) wskazuja, ze jedynie 10% nauczycieli okreslito bra-
ki sprzgtowe, a 12% tacze internetowe jako gtowny problem zdalnej edukacii,
co zdaniem autorek, nie oznacza, ze nauczyciele nie zgtaszaja trudnosci w tym
zakresie. Badanie, ktorego wyniki sg przedstawiane pozwolity tez ustali¢, ze
kursy i szkolenia na temat zaje¢ zdalnych to w najwyzszym stopniu potrzeba
nauczycieli szkot specjalnych (63%) oraz ponad polowy nauczycieli wszystkich
typow przedszkoli, a najmniej takiej pomocy oczekuja nauczyciele szkot inte-
gracyjnych (28,6%) 1 szkot publicznych. Wydaje sig, ze grupy, ktore najczgsciej
zglaszaty taka potrzebe miaty najwigksze trudnos$ci z przeprowadzeniem zajec
zdalnych ze wzgledu na specyfike pracy (mtodsze dzieci lub uczniowie z niepet-
nosprawnosciami). Co wigcej, przed pandemia rzadziej byta kierowana do nich
oferta kursow dotyczacych narzedzi online (np. kusy WCIES). W innych bada-
niach (Klapproth i in., 2020) wigkszo$¢ nauczycieli zgtaszata brak odpowiednie-
go sprzetu komputerowego i problemy z Internetem jako ich gtowne przeszkody
w skutecznym nauczaniu. By¢ moze w przedstawionych badaniach czgs$¢ na-
uczycieli i specjalistow nabyla potrzebne umiejetnosci wczesniej lub uzupetnita
je w trakcie wykonywania zadan zwigzanych z praca zdalna.

Wigkszos¢ badanych pomimo naglej zmiany formy pracy na zdalng nie ocze-
kuje pomocy w formie szkolenia czy wsparcia metodyka. By¢ moze Zle oceniaja
skuteczno$¢ takiej pomocy. Jedyna grupa wskazujacg na takie potrzeby sg na-
uczyciele szkot specjalnych. By¢ moze duzo trudniej niz pozostalym nauczy-
cielom byto im odnalez¢ si¢ w nowej formie pracy ze wzgledu na grupe ich
uczniéw z duzymi trudnosciami w funkcjonowaniu, ktérzy maja ograniczenia
w obstudze sprzetu i narzedzi online.

Jednak najbardziej zastanawiajace sg wyniki dotyczace wsparcia emocjonal-
nego. Okazuje sie, ze wigkszo$¢ badanych grup nie oczekuje pomocy psycholo-
ga ani psychoterapeuty, ani farmakoterapii, ani nawet zaangazowania ze stro-
ny kolegdéw czy przetozonych. Lisa E. Kim i Kathryn Asbury (2020) w swoich
badaniach pokazaly, ze wspotpraca miedzy nauczycielami moze by¢ waznym
zasobem, wspierajacym nauczycieli w czasie zmian w szkotach spowodowa-
nych przez COVID-19. Uzyskane wyniki sg tez zaskakujace, biorgc pod uwage
wczesniejsze ustalenia, z ktorych wynikato, ze subiektywnie wyzej oceniane
otrzymywane wsparcie wptywano na nizszy stres, lepsze funkcjonowanie psy-
chiczne 1 mniej odczuwanych utrudnien w pracy. Wydawatoby si¢, ze badani
powinni oczekiwaé zwigkszonej pomocy w obnizaniu napi¢cia emocjonalnego
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w sytuacji pandemii. By¢ moze wsparcie, jakie otrzymali do tej pory jest dla
nich wystarczajace lub nauczyciele do§wiadczajacy statego stresu nie postrzega-
ja tej sytuacji jako wymagajacej szczegdlnej pomocy.

Kolejny zaskakujacy wynik przynosi odpowiedz badanych na pytanie doty-
czace oczekiwania dtuzszego czasu na dostosowanie si¢ do zachodzacej zmiany
w pracy. Z badania wynika, ze 89% nauczycieli szkot specjalnych i 93% na-
uczycieli przedszkoli i szkot integracyjnych oraz 76% nauczycieli przedszkoli
specjalnych nie potrzebuje dodatkowego czasu. Kim i Asbury (2020) uwazaja,
ze nauczyciele potrzebujg wsparcia i jasnych decyzji od decydentow, by moc
planowac¢ swoje dziatania z wyprzedzeniem. Wydaje sig, ze nie tylko nauczycie-
le, lecz takze uczniowie z tych placéwek wymagali wigcej czasu i szczegolnego
dostosowania metod pracy. Mogto by¢ tak, ze wigkszo$¢ badanych uznala, iz
dodatkowy czas nie dostarczylby im mozliwosci lepszego dostosowania si¢ do
sytuacji pracy zdalnej. Moze nie chca podejmowac wysitku nabywania nowych
umiejetnosci 1 kompetencji zawodowych.

Badania pokazaly, ze niezaleznie od miejsca pracy badani nie sg tez zgodni
co do otrzymywania od przetozonych i wladz o§wiatowych jasno okreslonych
wymagan dotyczacych swojej pracy w czasie pandemii. W najmniejszym stop-
niu potrzebujg tego nauczyciele szkot specjalnych (40,7%) i nauczyciele szkot in-
tegracyjnych (42,9%). Wyniki pokazaly za$, ze najbardziej licza na taka pomoc
nauczyciele przedszkoli specjalnych (82,4%) i pracownicy poradni (62,45%).
Laura Sokal, Lesley Eblie Trudel, Jeff Babb (2020) uwazaja, ze wsparcie ze stro-
ny przetozonych jest jednym z istotnych zasobow, ktore tagodza skutki wypa-
lenia zawodowego nauczycieli. Odpowiedzi ponownie wydaja si¢ zaskakujace.
By¢ moze cze$¢ badanych uznata, ze juz otrzymata klarowne wskazowki co do
pracy w nowej sytuacji. Moze niektorzy uznali, Ze nie otrzymaja jasnych wyma-
gan, wiec ich nie oczekujg ze strony przetozonych i wtadz oswiatowych.

W ostatniej czesci analiz sprawdzono, jak nauczyciele i specjalisci ocenili
efektywnos¢ wiasnej pracy zdalnej w aspektach dotyczacych glownych zadan,
jakie podejmowali, tj. realizacji zaje¢ dydaktycznych i pracy wychowawczej,
w tym dbanie o emocjonalne potrzeby uczniow oraz ogdlnej oceny radzenia so-
bie z nowa forma pracy. Wyniki migdzy badanymi grupami pokazaty, ze wiek-
szo$¢ nauczycieli, niezaleznie od specyfiki swojej pracy, negatywnie ocenita
wlasng skuteczno$¢ prowadzenia lekcji online 1 zaspokajania potrzeb emocjo-
nalnych swoich uczniéw, w porownaniu z praca, jaka wykonywali stacjonarnie.
Odnotowano roznice migdzy nauczycielami szkoét integracyjnych a nauczycie-
lami wszystkich typoéw przedszkoli w ocenie prowadzenia zaje¢ przy pomocy
platformy internetowej w czasie rzeczywistym i dzialan wychowawczych. Naj-
lepiej oceniajg efektywnos¢ swojej pracy nauczyciele szkot integracyjnych. By¢
moze wptyw na takie wyniki miat fakt, ze w tych szkotach integracyjnych jest
mniej uczniow w klasach i pracuje w nich dwoch nauczycieli, ktorzy by¢ moze
sa rowniez przygotowani do pracy indywidualnej z uczniem. Przypuszczenie to
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potwierdza ostatnia analiza, w ktorej badani oceniali, czy dobrze sobie radza
w pracy zdalnej. Ponownie najwiecej nauczycieli szkot integracyjnych najlepiej
uznato swoja skuteczno$¢ w pracy online. Okazalo si¢, ze najmniej korzystnie
ocenili swoje kompetencje nauczyciele szkot specjalnych. W raporcie Clare Buc-
kley Flack i wspotautorow (2020) nauczyciele byli podzieleni co do skutecznosci
uczenia si¢ online (48% respondentow z Australii i 47% z Nowej Zelandii). War-
to wspomniec, ze okoto 80% uwazalo, ze po powrocie do szkoty uczniowie beda
potrzebowa¢ dodatkowej pomocy w nauce.

Ciekawe jest tez to, ze czgs¢ nauczycieli, ktorzy odpowiedzieli przeczaco
na pytanie dotyczace realizacji zaje¢ dydaktycznych i zaspakajania potrzeb
emocjonalnych uczniow, poréwnujac je w pracy online i w klasie, ocenita,
ze dobrze sobie radzi w pracy zdalnej. By¢ moze nauczyciele stwierdzili, ze
zdalne nauczanie nie jest w stanie zastapi¢ pracy stacjonarnej, ani w zakresie
programu, ani potrzeb wychowawczych. W ocenie swojej pracy zdalnej mogli
bra¢ tez pod uwage inne kryteria niz potrzeby edukacyjne uczniéw. Bada-
ni mogli ocenia¢ swoje kompetencje w pracy przy pomocy nowych narzedzi.
Poza tym mogli by¢ w stanie sprostac sytuacji, jakg jest zmiana formy pracy.
Jak pozuja badania Johannes Konig, Daniela Jager-Biela i Nina Glutsch (2020),
cyfrowe kompetencje nauczycieli, w tym poczucie wlasnej skutecznosci, pet-
nig kluczowa role w przystosowanie do nauczania online podczas zamykania
szkot z powodu COVID-19.

Podsumowanie

Przeprowadzone badanie trwato od poczatku maja 2020 r., czyli juz po pierw-
szym szoku zwigzanym z koniecznos$cig zmiany trybu pracy, ale przy nadal od-
czuwanym poczuciu zagrozenia nowym wirusem. Na poczatku kwietnia nagle
zawieszono dziatalno$¢ stacjonarng wszystkich placéwek oswiatowych, a na-
stepnie polecono prowadzenie zaje¢ w formie zdalnej, bez wcze$niejszego przy-
gotowania i bez podania realnej daty trwania tej zmiany. Celem badania bylo
ustalenie, jak ta kryzysowa sytuacja wptyne¢ta na funkcjonowanie pracownikow
oswiaty, tj.: na poziom ich stresu, samopoczucie, oraz warunki pracy w zalez-
nosci od placowki o§wiatowej. Dodatkowo uzyskane wyniki miaty tez udzie-
li¢ informacji na temat wsparcia i pomocy, jakiego oczekuja nauczyciele oraz
specjalisci pracujacy w szkole lub poradni. Badania pokazaty zalezno$¢ mie-
dzy stresem, samopoczuciem psychicznym, utrudnieniami i wsparciem. Badani
Z Wyzszym poziomem stresu mieli gorsze samopoczucie psychiczne i jednocze-
$nie odczuwali wigcej utrudnien w swojej pracy oraz gorzej oceniali odczuwane
wsparcie. Przeprowadzone analizy potwierdzily znaczenie wsparcia w popra-
wie funkcjonowania w sytuacji kryzysu, jaka jest pandemia.

Uzyskane wyniki pokazaly réznice migdzy badanymi grupami w podej-
mowanych zadaniach zwigzanych z pracg zdalng. Nauka uczniow w szkotach
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ogodlnodostepnych i integracyjnych odbywata si¢ glownie online w czasie rze-
czywistym. Nauczyciele szkét specjalnych i przedszkoli podejmowali nato-
miast rozne dziatania, cz¢$¢ z nich nagrywata i przesytata materiaty rodzicom
uczniow. Okazalo si¢ tez, ze najwigcej czasu na przygotowanie przeznaczaja
nauczyciele szkot ogolnodostgpnych i integracyjnych, co wraz z prowadze-
niem zaj¢¢ i kontaktami z rodzicami powodowalo, ze pracowali oni wigcej
niz ustawowo okresla to tygodniowy czas pracy. Nieliczni badani nauczyciele
i specjali§ci pracowali stacjonarnie, tylko pracownicy poradni pracowali za-
rowno w placowce, jak i zdalnie. Specjalisci ktadli nacisk na rozmowy przez
telefon, a staty kontakt z rodzicami utrzymywali przede wszystkim nauczycie-
le pracujacy z uczniami ze SPE.

Pracownicy wszystkich placowek edukacyjnych potrzebuja wsparcia w wy-
znaczaniu granicy mi¢dzy swoim zyciem prywatnym/rodzinnym a pracg zawo-
dowa. Okazato si¢ jednak, ze w tej trudnosci, jaka jest konieczno$¢ pracy zdal-
nej z domu, wickszos¢ nauczycieli nie oczekiwata pomocy w formie szkolen,
wsparcia metodyka, kolegdw i przetozonych, ani wsparcia psychologicznego.
Wigkszo$¢ z nich nie potrzebowata nawet dtuzszego czasu na dostosowanie si¢
do zachodzgcej zmiany w pracy. Wydaje si¢, ze doswiadczenie sytuacji kryzy-
sowej w szkolnictwie, duze obcigzenie zadaniami, niewystarczajace wsparcie
powinny powodowac potrzebe szukania pomocy. Powstaja pytania, czy badani
nauczyciele potrafili rozpozna¢ swoje potrzeby, czy mieli przekonanie, ze otrzy-
mujg odpowiednie wsparcie w dos§wiadczanych trudnosciach. By¢ moze ko-
niecznos¢ przeksztalcenia zaje¢ stacjonarnych w nauczanie online wydawata si¢
badanym nauczycielom, w pierwszym okresie pandemii, sytuacja krotkotrwata.
Moze przyjeli, ze nie warto inwestowa¢ czasu w nabywanie nowych kompeten-
cji, ani szuka¢ pomocy w obnizeniu napigcia psychicznego, gdyz praca zdal-
na potrwa tylko do wakacji. By¢ moze taki sposéb funkcjonowania nauczycieli
wynika z wezedniejszych do§wiadczen zmian w systemie polskiego szkolnictwa
w ciggu ostatnich lat. Niektorzy z nich by¢ moze uznali, ze sytuacja wywotana
pandemig stanowi po prostu kolejny przejSciowy etap.

Wyniki pokazujgce oceng efektywnosci wlasnej pracy zdalnej pracownikow
placowek edukacyjnych pokazaty, ze tylko nauczyciele szkot integracyjnych
nieco lepiej ocenili swojg skuteczno$¢. Wszystkie pozostale grupy uznaty, ze
praca zdalna uniemozliwia realizacj¢ zaje¢ dydaktycznych i prace wychowaw-
czg, w tym dbanie o emocjonalne potrzeby uczniow w takim samym stopniu, co
zajecia w klasie. Wspieranie nauczycieli i specjalistow placowek oswiatowych
w nabywaniu skuteczno$ci w pracy powinno stac si¢ zatem rownie wazne dla
decydentow, jak tworzenie platform dostosowanych do potrzeb nauczania oraz
projektowanie rozwigzan i strategii dotyczacych ksztatcenia zdalnego. Istotne
wydaje sie¢ zwlaszcza ksztaltowanie kompetencji uwzgledniajacych przystoso-
wanie do zmiany. Dzigki temu mozliwe bedzie takie nastawienie, ktore spowo-
duje, ze nowe wydarzenia przestang by¢ postrzegane jako sytuacje kryzysowe.
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Beda postrzegane jako wyzwania wspierajgce rozwoj, pojawiajace si¢ zas prze-
ciwnosci stang si¢ szansg, nie zagrozeniem (Clough, Strycharczyk, 2012). Wy-
daje sie¢, ze umiejetnosc ,,zarzadzania zmiang” stanie si¢ w przysztosci jeszcze
bardziej pozadana niz dotychczas.
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FUNKCJONOWANIE OSOBISTE I ZAWODOWE NAUCZYCIELI
ORAZ SPECJALISTOW PLACOWEK OSWIATOWYCH PODCZAS PRACY ZDALNEJ
W CZASIE PIERWSZEJ FALI PANDEMII W POLSCE

Abstrakt

Nagla zmiana sposobu pracy i dystans spoleczny ograniczajacy relacje miedzyludzkie pod-
czas pandemii spowodowaty zwigkszenie stresu w pracy nauczycieli i specjalistow placowek edu-
kacyjnych. Celem artykutu jest pordwnanie, jaki byt poziom funkcjonowania wspomnianej grupy
pracownikow w zalezno$ci od rodzaju miejsca pracy w okresie pierwszej fali SARS-CoV-2. Dane
zebrano za pomoca kwestionariusza ankiety, skali PSS 10 oraz skali opartej na GHQ12 i GH30.
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Dowiedziono zalezno$¢ migdzy stresem, samopoczuciem psychicznym, utrudnieniami i wspar-
ciem. Potwierdzono tez znaczenie wsparcia w poprawie funkcjonowania w sytuacji kryzysu ja-
kim jest pandemia. Ukazano r6znice migdzy badanymi grupami w podejmowanych zadaniach
zwigzanych z praca zdalna a wlasng ocena jej efektywnosci. Wykazano rowniez, ze pracownicy
wszystkich placowek edukacyjnych widza potrzebuja wyznaczania granicy migdzy wlasnym zy-
ciem prywatnym/rodzinnym a pracg zawodowa.

Stowa kluczowe: COVID-19, stres nauczycieli, dobrostan nauczycieli, specjali§ci szkolni, spe-
cjalisci poradni psychologiczno-pedagogiczne;j

PERSONAL AND PROFESSIONAL FUNCTIONING OF TEACHERS
AND SPECIALISTS OF EDUCATIONAL INSTITUTIONS DURING REMOTE
WORKING IN THE FIRST WAVE OF THE PANDEMIC IN POLAND

Abstract

The sudden change in the way of working and the social distance limiting interpersonal re-
lations during the pandemic resulted in increased stress at work for teachers and specialists in
educational institutions. The aim of this article is to compare the level of functioning of educators
in various educational institutions carrying out remote working during the first wave of SARS-
CoV-2 in Poland. Data was collected using a questionnaire, and the results tabulated on the PSS
10 scale and another scale based on GHQ12 and GH30. Research has shown a correlation between
levels of stress, mental wellbeing, difficulties and a lack of support and have confirmed the impor-
tance of support in improving functioning in crisis situations such as a pandemic. The obtained
results showed differences between the participants in the undertaken tasks related to remote
work. Students in mainstream and integrative schools were taught mainly online in real time, and
the teachers of these schools spent more of their time preparing for these classes. Employees of all
educational institutions need to be able to draw the line between their private/family life and work.

Keywords: COVID-19, lockdown, teachers’ stress, teachers’ mental wellbeing, school special-
ists, specialist counsellor

CNS nr 4(54) 2021, 5-16


User
Podświetlony
63–89


User
Podświetlony
w jednym wierszu

User
Podświetlony
w jednym wierszu

User
Podświetlony
The data were

User
Podświetlony
The research

User
Podświetlony
usunąć

User
Podświetlony
It has also been demonstrated that the employees

User
Podświetlony
usunąć

User
Podświetlony
WORK





,,CZLOWIEK — NIEPEENOSPRAWNOSC — SPOLECZENSTWO” ISSN 1734-5537

CNS nr 4(54) 2021, 00 G

WIOLETTA STECZNIEWSK A*

ZWROT IKONICZNY W DYSKURSACH
O NIEPELNOSPRAWNOSCI: ANALIZA
MEMOW INTERNETOWYCH

Wprowadzenie

Kultura obrazu zdominowata wspotczesng komunikacje migdzyludzka, z jed-
nej strony wzbogacajac sposoby przekazywania informacji, z drugiej jednak
doprowadzajac, przez swa ekspansywnos¢, do wielu absurdow. Jak wskazuje
Nicholas Mirzoeff (2012, s. 159-162), pomimo ogromnych kompetencji w za-
kresie tworzenia i nadawania komunikatow wizualnych, wspotczesny cztowiek
ma réwnoczesnie problemy z ich dekodowaniem. Interpretacja obrazow w prze-
strzeni spotecznej zajmuje wspotczesnych naukowcoéw wielu dziedzin, taczac
przedstawicieli nauk spotecznych, humanistycznych oraz sztuki. Rozwazania
nad naturg wizualnosci w dzisiejszym swiecie konkluduje Piotr Zawojski (2012,
s. 6). Jego zdaniem nie nalezy poprzez obcowanie z obrazem usitowac zrozu-
mie¢ desygnat, poniewaz obraz nie jest ani desygnatem, ani jego lustrzanym
odbiciem, a wigc podlega interpretacji jako samodzielny byt: ,,mamy zatem za-
miast obrazu rzeczywisto$ci — rzeczywistos¢ obrazu”.

Miejsce i znaczenie obrazu w komunikacji spolecznej

Mircea Eliade (2009, s. 17), rumunski religioznawca, byt zdania, ze: ,,na-
wet cztowiek najmocniej stojacy na ziemi zyje obrazami”. Najwiecej egzem-
plifikacji zamitowania do obrazéw znajdziemy niewatpliwie w Internecie.
W ostatnich latach duzg popularno$¢ w sieci zdobyly memy internetowe
(ang. memes). Terminu ,,mem”, na okreslenie ewolucji kulturowej, uzyt po raz

* Wioletta Stgczniewska (https://orcid.org/0000-0003-4559-4765); Szkota Podstawowa nr 2
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pierwszy brytyjski uczony Richard Dawkins w 1976 roku. Tym samym stwo-
rzyt podwaliny dla dziedziny zwanej memetyka, w ktorej mem jest najmnie;j-
szg czastkg powielang poprzez nasladownictwo (zob. Dawkins, 2002, s. 7-10).
Susane Blackmore, w opracowaniu dotyczacym rozwoju tej nauki, stwierdza
wrecz, ze gtowna cecha odrozniajacg ludzi od zwierzat jest nasladownictwo.
Autorka te umiejetnos¢ stawia wyzej niz podawane wczesniej: inteligencje,
swiadomos¢, teorig istnienia duszy. Zwierzgta jej zdaniem potrafig nasladowac
jedynie w niewielkim stopniu, gdyz ucza si¢ gldownie metodg prob i btedow.
Tymczasem ludzie wigkszo$¢ swoich umiejetnosci zdobywaja wlasnie poprzez
nasladowanie (Blackmore, 2002, s. 25-27).

Tymczasem termin ,,mem internetowy” ma znaczenie bardziej uszcze-
golowione. Odnosi si¢ do komunikacji w sieci i oznacza cyfrowg jednostke
informacji, najczesciej obraz opatrzony komentarzem tekstowym, ktory jest
kopiowany, przetwarzany i ponownie udostepniany w Internecie przez kolej-
nych uzytkownikéw. Mem, zaréwno w ujeciu kulturowym, jak i medialnym
zaktada nasladownictwo 1 reprodukcje. Trwalo$¢ i popularno$¢ niektorych
memow, przy krotkich okresach zywotnos$ci innych, thumaczy si¢ analogicz-
nie do genetyki, rywalizacja, w ktorej wygrywaja najsilniejsi, przede wszyst-
kim ci, ktorzy potrafig si¢ bardzo szybko mnozy¢. Jak podkresla Wiktor Ko-
towiecki (2012), powielanie meméw w Internecie zaktada ich przerabianie,
poprawianie, zmian¢ kontekstu — ogélnie wprowadzenie jakiejkolwiek od-
miany, poniewaz replikacja w dobie cyfrowej powoduje skopiowanie iden-
tycznego obiektu, a wiec zastosowanie opcji ,,kopiuj—wklej” spowodowatoby
jedynie wspotistnienie kilku oryginalow i nie mogtoby zosta¢ uznane za na-
sladowanie. Magdalena Kaminska (2011, s. 61) podkresla kluczowe znaczenie
powielania i transformowania memow internetowych, akcentujac zwlaszcza
powstajace pomiedzy nimi zaleznosci: ,,Charakterystyczng funkcjg internetu
postrzeganego w optyce memetycznej okazuje si¢ bowiem nie funkcja trans-
misji znakow i tekstow, ale przechowywania ich i tworzenia powigzan mie-
dzy nimi (...)”. Autorka zauwaza, ze zwigksza to podatnos¢ na modyfikacje
i rekontekstualizacj¢ memu oraz paradoksalnie na jego trwatos¢ (Kaminska,
2011, s. 61-62).

Popularnos¢ tego typu wytworow w Internecie zmienita oblicze dzisiejszej
komunikacji masowej. Sara Cannizzaro (2016) rozpatruje memy internetowe
z perspektywy semiotycznej. Zdaniem badaczki memy mozna rozumie¢ jako
znaki, ktorych kariere sieciowa przypisuje ona gtéwnie przemianom technolo-
gicznym. Wsrdd nich wysoko plasuja si¢ aplikacje mobilne na smartfony i table-
ty, ktore pomagaja by¢ online w kazdym miejscu i o kazdej porze (Cannizzaro,
2016, s. 562—563). Z punktu widzenia osiggni¢¢ semiotyki, Cannizzaro (2016,
s. 572) zaleca analizowa¢ memy na szerokim tle, a nie jedynie jako samodzielne
jednostki, jak to si¢ odbywalo na poczatku badan memetycznych: ,nalezy je
rozpatrywa¢ w potaczeniu z ich szerszym kontekstem kulturowym lub jako ele-

CNS nr 4(54) 2021, 5-16


User
Podświetlony
91–101

User
Podświetlony
oraz

User
Podświetlony

kopiuj i wklej


Zwrot ikoniczny w dyskursach o niepetnosprawnosci: Analiza memow... 93

menty systemu konstytutywnego — czyli systemu ztozonego z poszczegdlnych
elementow i wzajemnych relacji, ktoérych czgsci nie mozna bada¢ w izolacji, ale
tylko w odniesieniu do innych czgsci”.

Rozumienie memdw jako rozbudowanej sieci relacji ma swoje miejsce row-
niez w systematyce memetyki, gdzie funkcjonuje pojecie mempleksu. Juz Daw-
kins, tworzac poczatki omawianej dziedziny, mowil o kompleksach memow,
ktore replikuja si¢ wspdlnie, co z czasem doczekalo si¢ nazwy mempleksu wia-
$nie. Blackmore (2002, s. 48) wyjasnia, ze teoria ta rowniez powstata na bazie
analogii do genéw, ktore tacza si¢ w grupy i mieszcza si¢ w chromosomach, po-
dobnie poszczegolne memy sg grupowane i powielane w mempleksie: ,,tworzace
go memy replikuja si¢ sprawniej jako czesci sktadowe zespotu, niz dziatajac na
wlasng rgke”. W rozumieniu kulturowym mogg to by¢ zaré6wno drobne grupy
memow (np. tancuszki, konkursy), jak i duze grupy, o wysokim stopniu ztozo-
nosci (np. religie).

Metodologia badan wlasnych

Przedmiotem badan wtasnych byty memy internetowe zgromadzone na popu-
larnych serwisach rozrywkowych oraz udostepniane w mediach spoteczno$cio-
wych (Facebook oraz Instagram). Celem badania bylo uzyskanie odpowiedzi na
pytanie: Jaki obraz rzeczywistosci spotecznej wytania si¢ z memow interneto-
wych dotyczacych oséb z niepetnosprawnoscia? Zgromadzony materiat opra-
cowany zostal za pomocg nastgpujacych problemow badawczych: W jaki spo-
sOb obrazowana jest niepetnosprawno$¢ w memach internetowych? Jakie sa ich
funkcje w internetowych spotecznosciach? Jakie cechy przypisujg one osobom
z niepetnoprawnoscia?

Materiat badawczy pozyskany zostal dzigki przeszukiwaniu Internetu za
pomocg hasztagéw, a wigc haset stosowanych przez internautow do zwigztego
oznaczenia publikowanych tresci. Dzigki wyszukiwarce Google Grafika zebra-
ne zostaly memy opatrzone ha sztagami (niepetnosprawnos¢, niepelnosprawni,
osoby z niepelnosprawnoscia), jak réwniez hastami zwigzanymi z potocznym
badz pejoratywnym nazewnictwem (down, idiota, debil, inwalida, kaleka). Ko-
lejng przestrzenig pozyskiwania danych byly dwa najwigksze w Polsce portale
rozrywkowe gromadzgce memy: Demotywatory oraz Kwejk, ktore przeszukane
zostaty za pomocg tych samych hasztagéw. Ostatnim polem gromadzenia byty
portale spotecznos$ciowe — Facebook oraz Instagram. Do badan wlaczane byty
tre$ci noszgce cechy memow, a wigc zawierajgce grafike wraz z odnoszacym
si¢ do niej podpisem. Jezeli dany portal czy strona internetowa umozliwiaty
komentowanie obrazéw, powigzane komentarze oraz reakcje (typu ,,lubi¢ to!”
itd.) wlaczane byty do analizy odpowiedniego memu. Ze wzgledu na charakter
postawionych probleméw badawczych, przyblizane badania wpisuja si¢ w stra-
tegi¢ jakosciowg. Cechuje ja doglebna analiza skoncentrowana na znaczeniach,
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jakie ludzie nadajg otaczajacemu $wiatu, jest zatem wolna od obowigzku poszu-
kiwania prawd og6lnych i uniwersalnych regut, skupia si¢ za to na jednostkach
i grupach (Flick, 2011, s. 13).

Metoda gromadzenia i interpretacji danych byla analiza dyskursu medialne-
go, ktora ma duze znaczenie dla zrozumienia sposobow ksztattowania opinii we
wspolczesnym $wiecie. David Machin i Theo van Leeuwen (2007) podkreslaja,
ze w dobie globalizacji mozna mowi¢ nawet o globalnym dyskursie mediow: na
catym $wiecie ludzie ogladaja niejednokrotnie te same filmy, te same twarze
na oktadkach gazet, identyczne programy i telewizyjne show, ta sama muzyka
jest w sklepach na kilku kontynentach. Autorzy zarysowuja zaréwno stanowi-
sko entuzjastow, jak i krytykow globalizacyjnego wymiaru mediow masowych.
Mozna opowiedzie¢ si¢ po jednej lub drugiej stronie i (w zasadzie bez konca)
dyskutowac ich argumenty. Nie mozna natomiast zaprzeczy¢, ze tresci prezento-
wane w mediach zmieniaja ksztatt wspotczesnych spoteczenstw na calym swie-
cie (Machin, van Leeuwen, 2007, s. 2—4).

Z przytoczonego stanowiska wynika, jak istotne jest $ledzenie dyskurséw
prezentowanych w mediach masowemu odbiorcy. Magdalena Lisowska-Mag-
dziarz (2006, s. 16) na potrzeby tego typu analiz definiuje dyskursy mediow jako
»Zespoly zachowan jezykowych zrealizowanych w mediach drukowanych lub
elektronicznych, tworzacych wypowiedzi/ zespolty wypowiedzi o przeznacze-
niu publicznym(...)”. Badaczka wymienia rowniez uwarunkowania powstawa-
nia takiego dyskursu, wsérdd ktérych wyrdznia nie tylko stan wiedzy i okolicz-
nosci historyczne oraz kontekst polityczny i1 spoteczno-kulturowy powstawania
wypowiedzi, lecz takze jej zaposredniczenie przez media masowe (Lisowska-
-Magdziarz, 2006, s. 16).

Niepelnosprawnos¢ w memach internetowych: wyniki badan wlasnych

Zwrot ikoniczny w komunikacji doprowadzit do rosnacej wagi komunika-
tow wizualnych (zob. Sztompka, 2012). Analiza memoéw internetowych pomogta
wyloni¢ cechy charakterystyczne graficznego ujmowania niepetnosprawnosci
w mediach spolecznosciowych. Memy dotyczace niepelnosprawnosci podlegaja
tym samym tendencjom i modom, co inne tego typu dzieta. Procedura wyszuki-
wania materialu do badan obejmowata przegladanie mediéw spoteczno$ciowych
za pomoca wspomnianych hasztagéw (niepelnosprawnosé, niepetnosprawni,
osoby z niepelnosprawnoscia), uwzgledniajacych, dla szerszego zobrazowania
zagadnienia, nazewnictwo oficjalne, kolokwialne oraz obrazliwe.

Uzyskane dane pogrupowane zostaly wedlug funkcji, ktore petnia, gdyz
rozroznienie tematyczne okazato si¢ zbyt drobiazgowe i niewiele wnoszace
w charakterystyke zjawiska. Po analizie wylonione zostaty trzy grupy, ktore
z perspektywy pracy Blackmore (2002, s. 48—49) nazwa¢ mozna mempleksami.
Wsrod nich byty mempleksy ukazujace niepelnosprawnosé: (1) jako tragedig,
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cierpienie, nastawione na wzbudzenie wspotczucia i checi pomocy; (2) z per-
spektywy bohaterstwa i samorealizacji, publikowane w celach motywacyjnych;
(3) w satyrycznym $wietle, w celach rozrywkowych.

Mempleks pokazujacy niepelnosprawnos¢ jako tragedie, cierpienie

Pierwsza wyloniona w badaniach wlasnych grupa memplekséw jest mocno
zwigzana z najpowszechniejszym sposobem obrazowania niepelnosprawnosci
w nowych mediach, gdzie dominuje zwykle sceneria zyciowej tragedii i roz-
paczy, zwlaszcza w reportazach i innych produkcjach dokumentalnych. Takie
podejscie jest rowniez czeste w przypadku dziatalnosci charytatywnej funda-
cji i stowarzyszen, wszelkiego rodzaju zbiorek. W mediach spotecznosciowych
memy nastawione na wzbudzenie u odbiorcy potrzeby pomocy charakteryzuje
akcent potozony na straty poniesione w wyniku doznania niepelnosprawnosci.
W opisach takich grafik pojawiaja si¢ wzruszajace, podnioste stowa lub dosadne
komentarze wobec ludzi o negatywnych postawach.

Do tej kategorii zaliczy¢ mozna takze memy koncentrujgce si¢ na przeszko-
dach, jakie napotykaja osoby z niepetnosprawnoscig oraz przywilejach, ktore
im przystuguja z racji ich stanu, zwtaszcza jezeli nie s one w spoleczenstwie
respektowane. Takie reprezentacje tworzone sg przez internautéw pozytywnie
nastawionych do 0so6b z niepetnosprawnoscia. Ich autorzy chcg mie¢ swoj udziat
w zmianie postaw spolecznych, pigtnowaniu niesprawiedliwos$ci, niesieniu po-
mocy. Interesujace jest to, ze o ile mozna w mediach spotecznosciowych od-
nalez¢ catkiem liczng grupe memow mieszczacych si¢ w tej tematyce, ktore
pojawiaja si¢ na gtownych stronach najwickszych polskojezycznych serwisow
gromadzacych memy, takich jak Demotywatory czy Kwejk, o tyle dos¢ rzadko
sg one komentowane, udostepniane czy plusowane przez uzytkownikow. W toku
analizy trudno byto odnalez¢ jakakolwiek ozywiona dyskusje w komentarzach
pod memami z tego gatunku. W zasadzie wyjatkiem jest jedynie przypadek,
gdy tworca mema ,,On nie miat wyboru na to jaki si¢ urodzi” wypowiada si¢
negatywnie, wrgcz obrazliwie o osobach, ktore zle odnosza si¢ do ludzi z niepet-
nosprawnoscig. Pod wspomnianym obrazem pojawito si¢ wiele komentarzy, by¢
moze na skutek dosadnosci przekazu. Czgs¢ internautow stangto w obronie 0sob
z niepetlnosprawnoscia, wyrazajac swoje potepienie dla nietolerancyjnego spo-
feczenstwa, sumiennie zapewniajac o swojej przychylnosci i otwarto$ci na od-
miennos¢. Wielu odbiorcéw wyrazito jednak swoje zdumienie zarowno wobec
tworcy mema, jak i wobec pomstujacych na owe zachowania w komentarzach
internautdw, wyrazajac opini¢, ze we wspolczesnych czasach takie zjawisko jak
wysmiewanie 0sob z niepetnosprawno$cig nie ma w ogole miejsca: ,,Dziwig
mnie takie demoty, bo ja nigdy nie spotkatem si¢ z wy$miewaniem osoby nie-
pelnosprawnej”; ,,Zyje na tym $wiecie dobrych kilka lat i nigdy nie spotkalem
si¢ z sytuacjg by kto$ nasmiewat si¢ z uposledzonej osoby. Takie demoty wrzuca
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albo glupek, albo siedmiolatek natchniony tym, ze mamusia mu wytlumaczyta
by nie nabijac si¢ ze stabszych”.

W tym przypadku pojawity si¢ liczne komentarze, gdzie internauci zajmowali
stanowisko na jednym z biegundw: oburzenia na brak tolerancji badZ przekonania,
7e omawiane zjawisko nie istnigje. Jak juz zostato to wspomniane, taka rozbudo-
wana dyskusja jest wyjatkowo rzadko spotykana w mempleksie niepelnospraw-
nosci jako tragedii i straty. Nie bez znaczenia moze by¢ to, ze wpisy powstaly
w latach 2011-2013. W ramach badan wlasnych nie udato si¢ znalez¢ nowszych
memow wpisujacych si¢ w owa kategorig, ktore bytyby komentowane tak szero-
ko. Zastanawiajace jest dos¢ niewielkie zainteresowanie internautow tg kategoria
memow. Chociaz w telewizji tragedia, dramat i cierpienie nadal stanowia Zrodto
zainteresowania widzow, to w kategorii memow nie pojawia si¢ odbicie omawia-
nej tendencji. Prawdopodobnie jest to domena mediéw audiowizualnych, ktore za
pomocg pracy kamery, Sciezki dzwigkowej czy mozliwo$ci nadawania ,,na zywo”
sa w stanie skuteczniej przyku¢ uwage widza i pokazac cierpienie tak, aby daé
odbiorcy odczué, ze znajduje si¢ blisko 0sdb pokrzywdzonych.

Mempleks motywacyjny, pokazujacy bohaterstwo i samorealizacje 0séb
Z niepelnosprawnoscia

Media spolecznosciowe sa przestrzenia dynamiczng, ktora sprzyja komuni-
kacji zwigzlej, szybkiej, wypelnionej trescig wizualng, stad tez wyraznie za-
znacza si¢ w nich trend motywacyjno-inspiracyjny. Memy dotyczace niepeino-
sprawnosci sa jego wyrazng czescia. Ich celem jest oddziatywanie na odbiorcow
tak, aby skoncentrowali si¢ na realizacji wtasnych celow i marzen. Pojawiaja si¢
w tym mempleksie liczne ilustracje 0sob z niepetnosprawnoscig uprawiajacych
sporty, czgsto ekstremalne, osiggajacych sukcesy, zdobywajacych medale. Nurt
ten wpisa¢ mozna w popkulturowy stereotyp ,,superkaleki” (Bieganowska-Sko-
ra, 2017, s. 56—60). W tym przypadku czesto uzywane sa wzniosle opisy do
memow, przepelnione podziwem dla 0sob z niepetnosprawnoscia i zazwyczaj
zawierajace wezwanie do ich nasladowania badz zaprzestania zamartwiania si¢
o wlasne, bardziej btahe problemy i trudnosci.

Watpliwosci natury etycznej pojawiaja sic w tym mempleksie wtedy, gdy
memy skierowane sg wprost do 0sob petnosprawnych, by przy pomocy ludzi
z niepelnosprawnoscia pokazac, ze sg w stanie wiele osiggna¢. Z jednej strony
schemat jest zrozumiaty i prosty, oparty na przyktadzie: skoro osoba bez nog
moze przebiec maraton, to sprawny cztowiek tym bardziej jest w stanie upra-
wia¢ jogging. Tymczasem osoby z niepetnosprawnoscia niejednokrotnie wy-
razaja swoj sprzeciw wobec ustawiania ich w takim kontekscie, odbierania im
zwyczajno$ci doswiadczen, stawiania na piedestale, badz prezentowania w cha-
rakterze ofiary, ktorg inni uzytkownicy Internetu moga si¢ pocieszac, gdy im co$
w zyciu nie wychodzi.
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Memy pokazujace, ze deficyt nie musi by¢ bariera, sa kierowane do osob
z niepelnosprawnoscig. Maja one dowies¢, ze w radzeniu sobie z wlasnym sta-
nem nie nalezy skupiac si¢ na stabych stronach i posiadanych ograniczeniach.
Stad zadaniem tego typu memoéw jest dynamizowanie i promowanie aktywnego
zycia. Przyktady takie prezentujg hasta zaczerpnicte z memoéw: ,,niepelnospraw-
no$¢ — nie musi oznaczaé, ze nie bedziesz mogt dazy¢ do wyznaczonych sobie
celow”; ,,Niepetnosprawno$¢. Ogranicza ci¢ tylko twoj umyst”. O ile trudno nie
zgodzi¢ si¢ z sytuacjg, w ktorej mem nie namawia do robienia tego samego, co
jego bohater, a jedynie do aktywnos$ci w ogole, o tyle sugerowanie, ze osoby
postepujace inaczej majg problem natury umystowej budzi sprzeciw. Internauci
wyrazali go w formie komentarzy. Na hasto: ,,Ogranicza ci¢ tylko twoj umyst”
odpisywali: ,,...albo pienigdze, zeby zdoby¢ taka proteze!”.

Przytoczony przyktad komentarza dowodzi, ze ,,misja” motywowania innych
ludzi z niepetlnosprawnoscig za posrednictwem memoéw nie zawsze jest mile
widziana, zwlaszcza jezeli tre§¢ sugeruje, ze wina za bycie biernym, niespet-
nionym cztowiekiem lezy jedynie po stronie osoby z niepetnosprawnoscia, a nie
w warunkach zycia. Memy tego typu, w zwigzku z tym, Ze nie cieszg si¢ duzym
zainteresowaniem adresatow, sa rzadko komentowane i udostepniane, a jesli juz
to czesciej przez oficjalne konta organizacji czy fundacji niz samych zaintere-
sowanych.

Motywowanie o0s6b petnosprawnych poprzez podkreslenie nieszczescia
i tragedii, jakie sg udzialem os6b z niepetnosprawnoscia takze nie zawsze jest
dobrze przyjmowane w mediach spoleczno$ciowych. Z jednej strony czes$¢ ko-
mentujgcych przyznaje, ze jest wstrzasénicta takim zestawieniem i rzeczywiscie
w tym $wietle postrzega swoje problemy jako blahe. Z drugiej jednak strony jest
wiele glosow, iz pocieszanie si¢, ze inni majg gorzej nie zgadza si¢ z ich syste-
mem wartos$ci: ,,jak dla mnie, przydaloby si¢ troche powsciagliwosci w takich
powaznych tematach. Nie uwazam, zeby to bylo dobre motywowac si¢ tym, ze
sa ludzie tak skrzywdzeni przez los”.

W mempleksie motywacyjnym przekaz dedykowany moze by¢ wszystkim in-
ternautom. Odnoszac si¢ do zagadnien zwigzanych z niepelnosprawnoscia, kie-
rowane jest do tych osob uniwersalne przestanie. Jest to zdecydowanie ,,najbez-
pieczniejsza” opcja. Jak dowodzi mem ,,Wymoéwki” (ukazujacy sukces sportowy
osoby pelnosprawnej i osoby z niepetnosprawnoscia) trudno sobie wyobrazic,
aby srodowiska zaréwno o0sob petnosprawnych, jak i1 z niepelnosprawnosciag mo-
gty poczuc¢ si¢ dotkniete czy urazone tego typu obrazowaniem.

Podsumowujac kategori¢ motywacyjna nalezy podkresli¢, ze jest to grupa,
podobnie jak w przypadku wigkszosci mempleksow, niejednorodna, a konstruk-
cja mema i zastosowane $rodki zalezg przede wszystkim od szacowanej grupy
docelowej. Z jednej strony jest to mempleks tworzony przez ludzi, ktorzy, po-
mimo dobrych checi, utrwalajg przy okazji stereotypowe postrzeganie (np. mo-
tyw ,,superkaleki”, biernej osoby z niepetnosprawnoscig, ktora mogtaby zrobi¢
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wszystko, ale nie potrafi si¢ zmobilizowac). Z drugiej strony nalezy podkresli¢
potencjal edukacyjny wspomnianej grupy memow. Istnieje wielu internautow,
ktorzy uwazajg takie prezentowanie niepetnosprawnosci za potrzebne, oddzia-
tujagce na emocje i postrzeganie samego siebie. Rowniez pokazywanie osob
z niepetnosprawnoscia jako ludzi sukcesu, realizujgcych pasje i prowadzacych
ekscytujace zycie udowadnia spoteczenstwu, ze nie kazdy cztowiek z niepetno-
sprawnoscig jest osoba niezaradna, nieszczesliwg i bezproduktywna.

Mempleks satyryczny, rozrywkowy

Ostatnim, preznie rozwijajagcym si¢ i chetnie udostepnianym mempleksem
jest nurt humorystyczny. Obejmuje on zarty z niepetnosprawnosci, w ktorych
bardzo czgsto sami ludzie z niepetnosprawnoscig pokazuja, ze maja dystans do
swoich ograniczen, zartujg z sytuacji zyciowej, w jakiej si¢ znalezli. Memy za-
wierajgce zarty z niepetnosprawnos$ci, nienaruszajace ogolnie przyjetych norm
poszanowania i dobrego smaku sa popularne wsrdéd samych oséb z niepeino-
sprawnoscia, zrzeszajacych si¢ w grupy w mediach spotecznos$ciowych czy tez
wypowiadajacych na oficjalnych profilach réznych organizacji.

Mempleks ten charakteryzuje traktowanie niepetnosprawnosci jako jednej
z wielu cech cztowieka, i tak jak z innych cech, z niej takze robi si¢ zarty. Poja-
wiajg si¢ w tym obszarze r6znego rodzaju parodie i satyry na trudnosci i absurdy
zycia z posiadang niepetnosprawnoscig. Tego typu obrazowanie cieszy si¢ sporg
popularnoscig wsrod osob z niepelnosprawnoscia. Niejednokrotnie sami zainte-
resowani publikuja swoje fotografie opatrzone zabawnymi komentarzami. Zda-
rza si¢ rowniez, ze osoby petnosprawne zadaja w komentarzach pytania typu:
»A co, jezeli przeczyta to kto$ niepelnosprawny?”’. Wynikaja one z obawy, czy
osoba z niepelnosprawnoscig nie poczuje si¢ obrazona takim obrazowaniem.
Przewazajg jednak komentarze wyrazajace podziw dla 0sob z niepetnospraw-
nos$cig za dystans do samego siebie i rados$¢ zycia.

Zarty z niepetnosprawnosci przybieraja rowniez mniej akceptowalne formy,
kiedy to niepetnosprawnos$¢ jest ich glownym tematem, jednakze nie sg nasta-
wione na poszanowanie uczu¢ osob zainteresowanych. Sg to jednak rzadkie
przypadki, poniewaz oburzenie internautéw zwykle doprowadza do usunigcia
takich propozycji ze stron internetowych. Ciekawym zjawiskiem jest lawinowy
wzrost komentarzy pod nieodpowiednimi zartami na temat niepelnosprawnosci
i chociaz znajduja si¢ mitosnicy takiego typu humoru, to jednak przewazaja ko-
mentarze internautow oburzonych wysmiewaniem si¢ z czyjego$ nieszczescia.
Mozna z tego wywnioskowac, ze nawet obrazliwe w stosunku do 0sob z niepet-
nosprawnoscig memy prowadza do pozytywnych efektow w Internecie, poru-
szajac opini¢ publiczng oraz prowadzac do wzbudzania $wiadomos$ci wspdlnej
odpowiedzialnosci za tresci pojawiajace si¢ w mediach spolecznosciowych.
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Podsumowanie

Zaprezentowane trzy gltdéwne mempleksy sg zjawiskiem dos$¢ trwalym —
cofajgc si¢ wiele lat w historii publikacji, na serwisach gromadzacych memy
wyraznie mozna zauwazy¢ scharakteryzowane w tym artykule trendy. Obser-
wacja reakcji internautéw pod opisywanymi memami pokazuje spadek zainte-
resowania uzytkownikow takimi treSciami: po kilkunastu latach popularnosci
memow w naszym kraju wiele zjawisk ,,si¢ opatrzylo” i coraz rzadziej memy
klasyfikowane sg jako poruszajace czy zaskakujace. Na poboczu trwatych tren-
dow znajduja sie okoliczno$ciowe memy, tworzone jako komentarz do biezgcego
zycia publicznego. Ich popularno§¢ warunkowana jest istotnoscig i aktualno-
Scig spraw, ktore poruszaja. W przypadku palacych problemow spotecznych ich
wyswietlenia sg bardzo liczne, sg rownie chetnie udostgpniane i komentowane
w przestrzeni wszystkich mediéw spotecznosciowych.

Refleksje koncowe

Podsumowujac charakterystyke obrazowania niepetnosprawnosci w Inter-
necie, warto zaznaczy¢, ze elementy graficzne sg bardzo waznym dodatkiem
komunikacji w wirtualnej przestrzeni mediéw spotecznosciowych. Nie mozna
zatem bagatelizowac przestania, jakie ze sobg niosg. W prezentowanym opra-
cowaniu przeprowadzono analiz¢ sposobOw wyrazu memow internetowych
podnoszacych tematyke niepelnosprawnosci oraz wprowadzono ich prosta kla-
syfikacj¢ pod wzgledem teleologicznym. Wylonione w ten sposob trzy grupy
memow mozna rozpatrywac jako mempleksy wedlug nazewnictwa Blackmore.
Wnhioski z analizy sprowadzajg si¢ przede wszystkim do podkreslenia do$¢ du-
zej liczby memdw zawierajgcych odniesienia do niepelmosprawnosci. W prze-
wazajacej wigkszosci sg to ujecia pozytywne, naktaniajace do szeroko rozumia-
nej tolerancji i pomocy.

Istotng przestankg wynikajaca z analizy materiatow graficznych jest koniecz-
nos¢ uswiadamiania internautom, ze dobre chgci nie zawsze idg w parze z toleran-
cja i pozytywnym postrzeganiem spotecznym osob z niepetnosprawnoscia, a nie-
kiedy wrecz przynosza odwrotny skutek. Zarowno wyszydzanie, jak i litos¢ nie
sg mile widziane z perspektywy systemu wsparcia 0osob z niepetlnosprawnoscia,
W memie natomiast czesto brakuje zwyczajnej akceptacji ludzkiej odmiennosci.

Kolejnym waznym wnioskiem z analizy memow jest estetyzacja niepetno-
sprawnosci. Wspolczesnie istnieje silny trend estetyzacji wlasnego ciata oraz
otoczenia, szczegdlnie widoczny w medialnych reprezentacjach zycia (zob. Fe-
atherstone, 1998). Podobne zjawisko zaobserwowac¢ mozna w odniesieniu do pu-
blikacji na temat 0sob z niepetnosprawnoscig. Do memoéw wybierane sg zdjgcia
odznaczajace si¢ wysokim poziomem estetyki, czgsto poddawane wczesniejszej
obrobcee graficznej. Twoércom memdw nawotujacych do tolerancji i przebudowy
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postaw zalezy, aby osoby z niepetnosprawnoscig na nich zaprezentowane budzi-
ly ciepte uczucia, sympatig, byly mozliwie podobne do oséb pelnosprawnych
z ich otoczenia, stad tez nawet wsrod zdje¢ oso6b z widoczng niepetnospraw-
no$cig wybierane sg takie, ktorych bohaterow mozna uznaé za atrakcyjnych,
zadbanych, sympatycznych.

Podobng tendencj¢ zaobserwowa¢ mozna analizujac artykuly i posty poja-
wiajace si¢ w mediach spotecznosciowych dotyczace osob z niepetnospraw-
nos$cia: ilustruja je starannie dobrane zdjecia, rownie pickne, co nienaturalne.
Z jednej strony estetyzacja niepelnosprawnosci nie jest odosobnionym zjawi-
skiem w przestrzeni mediow spotecznosciowych, gdzie zwyczajowo wszystkie
upubliczniane fragmenty zycia uzytkownikow podlegaja ,,upi¢kszeniu”, nic za-
tem dziwnego, ze w tematyce niepetnosprawnosci ta moda jest réwniez obecna.
Z drugiej strony, zafalszowujac wyglad 0sob z niepetnosprawnoscia w Interne-
cie prowadzimy do wytwarzania nieprawdziwego wizerunku niepelnosprawno-
$ci w zyciu publicznym. Moze to si¢ przekladac¢ na negatywne reakcje w przy-
padku spotkania w prawdziwym zyciu 0sob z niepetnosprawnoscia oraz mylne
przekonanie o tatwosci, z jakg powinno przychodzi¢ takim osobom funkcjono-
wanie w spoteczenstwie. Tworzy si¢ bowiem wrazenie, ze cho¢by wygladem nie
odbiegaja one od pelnosprawnych osoéb z ich otoczenia.
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ZWROT IKONICZNY W DYSKURSACH O NIEPELNOSPRAWNOSCI: ANALIZA
MEMOW INTERNETOW YCH

Abstrakt

W artykule poddano analizie zjawisko meméw internetowych w konteks$cie sposobow obra-
zowania os6b z niepetnosprawnoscia. Materiatl zgromadzono na popularnych stronach rozryw-
kowych oraz w mediach spoteczno$ciowych (Demotywatory, Kwejk, Facebook, Instagram), po
czym opracowano go za pomocg metody analizy dyskursu medialnego. Problemami badawczymi
byly nastepujace pytania: W jaki sposob obrazowana jest niepetnosprawno$é w memach inter-
netowych? Jakie sg ich funkcje w internetowych spotecznos$ciach? Jakie cechy przypisuja one
osobom z niepetnoprawnoscia? Uzyskane wyniki pozwolily podzieli¢ memy internetowe na trzy
kategorie, zgodnie z funkcjami, ktore one petnia. Pierwsza z nich sa pozycje podkreslajace trage-
dig¢ i cierpienie, jakie pocigga za sobg niepetnosprawnos¢. Druga kategoria to memy o charakterze
motywacyjnym. Trzeci wyrdzniony obszar obejmuje memy o charakterze satyrycznym, ukazu-
jace niepetnosprawnos¢ jako zwyczajny element zycia. Wszystkie wymienione sposoby obrazo-
wania nie sg wolne od stereotypow, podlegaja rowniez silnemu trendowi estetyzacji wizerunku
niepetnosprawnosci.

Stowa kluczowe: mem internetowy, niepetnosprawnosc¢, media spotecznosciowe, stereotypy

THE ICONIC TURN IN DISABILITY DISCOURSES: AN ANALYSIS OF INTERNET
MEMES

Abstract

The article analyzes the phenomenon of Internet memes in the context of ways of presenting
people with disabilities. The material was collected on popular entertainment websites and in
social media (Demotywatory, Kwejk, Facebook, Instagram), and then processed using the media
discourse analysis method. The research problems were the following questions: how is disability
depicted in internet memes? What are their functions in online communities? What features do
they attribute to people with disabilities? The obtained results allowed to divide Internet memes
into three categories, according to the functions they perform. The firstis the items that emphasize
the tragedy and suffering of disability, The secondo category is motivational memes. The third
highlighted area coversmemes of a satirical nature, showing disability as a normal part of life. All
the above-mentioned ways of imaging are not free from stereotypes, they are also anexample of
a estheticising the image of disability.

Keywords: internetmeme, disability, social media, stereotypes
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KRYZYSY WIEKU ROZWOJOWEGO W KONTEKSCIE
ZMIAN PLASTYCZNYCH UKLADU NERWOWEGO

Wprowadzenie

Rozwdj dziecka migdzy poczeciem a pigtymi urodzinami ma kluczowe zna-
czenie dla optymalnego zdrowia, wzrostu i funkcjonowania przez cate zycie.
Z tego powodu wazne jest uwzglednianie zmieniajacych si¢ wymagan biologicz-
nych, spotecznych i psychicznych wzrastajacego dziecka, ktore stymuluja jego
rozkwit. Jednak wedtug danych UNICEF ponad 200 milionéw dzieci mieszka-
jacych w krajach rozwijajacych si¢ nie wykorzystuje swojego potencjatu rozwo-
jowego (Cusick, Georgieff, 2013). Dzieje si¢ tak ze wzgledu na doswiadczane
przez dzieci niedozywienie, choroby, zagrozenia §rodowiskowe oraz przemoc
spoteczna i domowa. Zjawiska te zaburzajg rozwoj fizyczny, spoteczny i psy-
chiczny przez oddziatywanie posrednie i bezposrednie na poszczeg6lne struk-
tury organizmu. Rowniez nieuwzglednienie w procesie opieki i wychowania
dziecka zmian wynikajacych z periodyzacji procesu rozwojowego moze wpty-
waé negatywnie na jego rozwoj.

Wiedza o specyfice funkcjonowania i rozwoju uktadu nerwowego jest ko-
nieczna dla budowania powszechnej §wiadomosci dotyczacej mozliwosci zapo-
biegania dtugotrwalym skutkom zaniedban i naduzy¢ wzgledem najmtodszych.
Z tego wzgledu w prezentowanym artykule podjeto probg¢ omowienia najwaz-
niejszych mechanizméw 1 zjawisk neuroplastycznosci w kontek$cie wspoma-
gania rozwoju dziecka, szczegbdlnie w momentach kryzyséw rozwojowych.
Wiedza taka wydaje si¢ wazna dla podejmowania odpowiednio zaplanowanych
interwencji dotyczacych poprawy jakosci zycia dzieci.

* Maria Weker (https://orcid.org/0000-0001-5169-4274); Akademia Pedagogiki Specjalnej
im. Marii Grzegorzewskiej, ul. Szczgsliwicka 40, 02-353 Warszawa; tel. +48 22 5893600; e-mail:
mweker@aps.edu.pl
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Specyfika rozwoju czlowieka

Pierwsze lata zycia dziecka to okres uznawany przez specjalistow z r6znych
dziedzin za etap rozwoju najwazniejszy dla funkcjonowania cztowieka. W tym
czasie dochodzi do intensywnych zmian w obszarze struktur fizjologicznych
1 anatomicznych ciata. Jest to rowniez czas nabywania i rozwijania szeroko ro-
zumianych umiejetnosci poznawczych, pamigciowych, zwigzanych ze zdolno-
$cig komunikowania si¢ 1 funkcjonowania umystowego, ksztattowania podstaw
osobowosci 1 tozsamosci (Czub, 2015; Matejczuk, 2015; Kamza, 2015).

Wsrod zagadnien poruszanych w ramach badan nad rozwojem czlowieka
istotna jest kwestia periodyzacji tego procesu. Uwzglednia ona nie tylko od-
mienno$¢ aktywnosci biologicznej, psychicznej czy spotecznej jednostki w da-
nej fazie, lecz takze odnosi si¢ do specyficznych momentéw miedzy tymi, zroz-
nicowanymi w specyficzny sposob, etapami.

Problem cigglosci oraz niecigglosci rozwojowej jest wazny dla zrozumienia
specyfiki rozwoju cztowieka. Dyskusje i po$wigcone temu zagadnieniu anali-
zy pozwalaja wyr6zni¢ pewne charakterystyczne cechy obu zjawisk. Cigglosé¢
procesu rozwojowego dotyczy zmian w sposobie funkcjonowania organizmu,
w ktorym kazdy kolejny etap taczy si¢ z poprzednim oraz z przysztym. Umoz-
liwia to utrzymanie obserwowanej stabilno$ci rozwojowej organizmu i utrwa-
lenie nowych kompetencji, jak réwniez wykorzystanie ich w kolejnych etapach
rozwojowych. Najczesciej zatem o cigglosci rozwoju mowi sie¢ w kontekscie
cato$ciowego spojrzenia na ten proces. Wspomniana nieciagto$¢ rozwojowa
dotyczy wybranych momentoéw aktywno$ci rozwojowej organizmu. Przyczyng
wystepowania tego zjawiska sg wewngtrzne i zewngtrzne uwarunkowania orga-
nizmu, jak réwniez do§wiadczenia zyciowe jednostki, indywidualna dynamika
i tempo jej procesow rozwojowych i proceséw dojrzewania. Analizujgc koncep-
cje dotyczace rozwoju czlowieka warto zwroci¢ uwage, ze wszystkie podkre-
$laja przechodzenie przez kolejne fazy, z ktorych kazda jest w okreslony sposob
wyjatkowa (Brzezinska, 2003; Schaffer, 2005, 20006).

Momenty nieciaglosci rozwojowej oddzielajace poszczegodlne etapy tego pro-
cesu coraz czesciej staja si¢ przedmiotem badan i specjalistycznych analiz. Ze
wzgledu na swoja specyfike nazywane sg ,,okresami krytycznymi” (Schaffer,
2006), ,,okresami optymalnymi” (Gottlieb, 1983) lub ,,okresami przejSciowy-
mi” (Brzezinska, Appelt, Zidtkowska, 2019). Pierwsze okreslenie w literaturze
jest czesto stosowane wymiennie z okresleniem ,,okresy sensytywne” (Hucinski
i in., 2016; Potaniecka, 2019; Gruszczyk-Kolczynska, 2019). Wielu specjalistow
badajacych zjawiska i specyfike wieku rozwojowego podkresla roznice migdzy
»okresami krytycznym” a ,,okresami sensytywnymi”. Heinz Rudolph Schaf-
fer (2006) zalicza oba pojecia do tzw. poje¢ kluczowych psychologii rozwoju.
Zwraca uwage, ze pierwszy termin jest historycznym zapozyczeniem z obszaru
badan etologicznych. Podstawowe jego znaczenie dotyczy opisu oddziatywania
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na organizm pewnych czynnikow, ktore wywotuja okreslone efekty. Oddziaty-
wanie to musi odby¢ si¢ w wycinku czasowym, ktérego granice sg wyrdznialne
i u wszystkich osobnikow danego gatunku takie same. Ro6wniez zmiany, ktore
w tym czasie majg miejsce dotycza wszystkich osobnikdéw i sg nieodwracalne.
Natomiast termin ,,0kres sensytywny” zdaniem Schaffera (2005, 2006) odnosi
si¢ do takiego etapu rozwojowego, kiedy jest bardziej niz w innych momentach
prawdopodobne, ze organizm rozwinie jakas$ umiejetnos¢ lub kompetencje (zob.
tez Bialecka-Pikul, 2007).

Analiza kontekstowa obu termindéw wykracza poza cel prezentowanego arty-
kutu. Dlatego, aby nie wprowadza¢ niepotrzebnych watpliwo$ci, zdecydowano
si¢ na uzywanie okreslenia , kryzys/kryzysy wieku rozwojowego” w odniesieniu
do momentow przejsciowych miedzy poszczegdlnymi fazami rozwoju. Termin
ten pojawia si¢ literaturze fachowej, dlatego rowniez jego wykorzystanie wydaje
si¢ zasadne (por. Wygotski, 2002a; Brzezinska, Appelt, Ziétkowska, 2019). Kry-
Zysy rozwojowe obejmujg rézne zjawiska rozwojowe wyrdzniane w zaleznosci
od uje¢ tematu. Przedstawione w dalszej czesci artykulu wybrane koncepcje
wydaja si¢ reprezentatywne dla teorii rozwoju cztowieka. Ich cecha wspolng jest
zwrocenie uwagi na specyfike sposobu funkcjonowania organizméw w etapach
posrednich, miedzy wyrdzniajacymi si¢ biologicznie, psychicznie lub spotecz-
nie fazami rozwoju.

Kryzysy rozwojowe w kontek$cie wybranych koncepcji rozwoju

Wedtug Lwa Siemionowicza Wygotskiego (2002d) podstawa podziatu rozwoju
cztowieka na fazy jest dynamika wewngtrznych zmian zachodzacych w poszcze-
golnych momentach zycia oraz analiza powstajacych w ich wyniku nowych struk-
tur. Dynamika danego etapu moze mie¢ charakter wolniej postepujacy, rozwijajacy
sic w dtuzszym czasie lub by¢ bardziej burzliwa. Osiggniecia etapéw spokojniej-
szych czesto sa zauwazalne dopiero wowczas, gdy zostang porownane kompe-
tencje z ich poczatku i konca. Wtedy rowniez mozna zauwazy¢ nowe struktury
zachowania lub formy postgpowania i funkcjonowania dziecka. Takie etapy sa
nazywane okresami stabilnymi. Oddzielone sa one od siebie krotszymi i bardziej
gwaltownymi periodami kryzysowymi. Te trwajace od kilku miesigcy do dwoch
lat fazy oznaczaja czas intensywnych zmian w osobowosci 1 sposobie funkcjono-
wania cztowieka oraz przebudowe relacji interpersonalnych. Ich wewnetrzna dy-
namika pozwala wyr6zni¢ moment kulminacyjny oraz momenty przed- i pokry-
zysowe. Periody kryzysowe wynikaja z tzw. wewnetrznej logiki procesu rozwoju.
Wygotski wyrdznia pie¢ kryzysow rozwojowych czasu dziecinstwa i dojrzewania,
z ktérych kazdy charakteryzuje si¢ wlasna specyfika. Sa to kryzys narodzin, kry-
zys 1. roku zycia, kryzys 3. roku zycia oraz kryzysy dotyczace 6.—7. roku zycia
112.-13. roku zycia (Wygotski, 1995, 2002a, 2002b, 2002¢). Wyrdznione przetomy
wyraznie oddzielajg od siebie poszczegolne fazy rozwojowe dziecka.
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Przebieg rozwoju dziecka zalezy od wielu czynnikow, ktore mozna podzie-
li¢ na czynniki wewngtrzne i zewnetrzne. Czynniki zewnetrzne najczesciej
sg utozsamiane ze srodowiskiem i otoczeniem, w ktorym dana osoba si¢ roz-
wija. W kontekscie okreséw kryzysowych konieczne jest uwzglednienie do-
datkowego parametru, jakim jest swoista reaktywno$¢ najblizszego otoczenia
jednostki na zachodzace w niej zmiany i zwigzane z nimi potrzeby. Dotyczy
ona rozwoju w obszarze fizycznym, poznawczym, spolecznym oraz emocjo-
nalnym. Ta reaktywno$¢ otoczenia, wpisujaca si¢ w tzw. strefe najblizszego
rozwoju, dopasowana lub nie do okreslonych etapow rozwojowych matego
cztowieka, wplywa na dynamike tego procesu i jego jakos¢ (Rzechowska,
1994; Skibska, 2014).

W koncepcji kryzysow rozwojowych wedtug propozycji Roberta Jamesa Ha-
vighursta oraz Barbary M. i Phila R. Newmanow istotng rol¢ spelniajg tzw. za-
dania rozwojowe, ktore mozna rozumie¢ jako nabycie okreslonej kompetencji
i sprawnosci (za: Przetacznik-Gierowska, 1996). Zadania te zwigzane sg z roz-
wojem biologicznym, spolecznym, psychicznym oraz odnosza si¢ do osiggniec¢
poprzednich etapow rozwojowych. Celem tych zadan, na co wskazujag Newma-
nowie, jest nabycie i rozwijanie przez jednostke umiejetnosci radzenia sobie
z wyzwaniami codziennego zycia. Zalicza si¢ do nich umiejetnos¢ pozyskiwa-
nia 1 przetwarzania informacji, kontrolowania wlasnego stanu emocjonalnego
oraz korzystania z zasobow otoczenia. W tym kontekscie kryzys rozwojowy
moze by¢ traktowany jako specyficzny moment rozwojowy miedzy nabywa-
niem kolejnych umiejetnosci, tj. realizowaniem kolejnych zadan rozwojowych.
Nowe kwalifikacje muszg zosta¢ wpisane w kontekst opanowanych wczesniej
kompetencji tak, aby stworzy¢ z nimi cato$¢. Uprzednio zdobyte umiejetnosci
wymagaja utrwalenia i ¢wiczenia, podczas gdy nadchodzace stymuluja czto-
wieka do do§wiadczania ,,nowego”. Konflikt miedzy umiejetno§ciami nabytymi
a nabywanymi przektada si¢ na kryzysy rozwojowe. Wyroznione w koncepcji
Newmanow fazy zycia zwigzane z realizacja okreslonych zadan rozwojowych
to: niemowlectwo (0.—1. rok zycia), dziecinstwo (2-3 lata), wiek zabawy (4-5 lat)
i wiek szkolny (6—12 lat). Nastepnie pojawiajg si¢ wczesna i1 pozna adolescencja
(12—18/22 lata), wczesna dorostosé¢ (23-34 lata), Srodkowa dorostosé¢ (35-60 lat)
i pozna dorosto$¢ (od 61 lat) (Przetacznik-Gierowska, 1996; Brzezinska, Appelt,
Zi6tkowska,2019).

W koncepcji rozwijanej przez Ann¢ Brzezinska, Karoling Appelt i Beatg
Ziotkowska (2019, s. 88-92) kryzysy rozwojowe sg fazami przejsciowymi
miedzy poszczegdlnymi momentami rozwojowymi. Autorki, wpisujac obser-
wowane zmiany biologiczne, spoteczne i psychiczne w catoksztatt rozwojowy
cztowieka, wyrdznily cztery ery rozwoju. Pierwsza obejmuje czas od okresu
prenatalnego do konca 12. miesigca zycia. Druga odnosi si¢ do czasu dzie-
cinstwa i zawiera si¢ migdzy 1. a 10.—12. rokiem Zycia. Trzecia jest okresem
dotyczacym dorastania i trwa do 20.-25. roku zycia. Ostatnia za$ stanowi
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etap obejmujacy szeroko rozumiang dorosto$¢ az do konca zycia. Kazda z er
moze by¢ charakteryzowana w odniesieniu do dwdch obszaréw, dotyczacych
funkcjonowania spotecznego oraz kompetencji poznawczych. Pierwszy obszar
autorki okres$laja mianem egzystencjalnego, natomiast drugi nazywany jest
instrumentalnym. Kazda z wyrdznionych er oddzielona jest od kolejnej tzw.
okresem przejsciowym, inaczej zwanym rowniez przelomem. Autorki wy-
roznity nastepujgce przelomy: narodziny/dziecinstwo, dziecinstwo/dorastanie
oraz dorastanie/dorostos¢.

Koncepcje dotyczace faz rozwojowych cztowieka wydajg si¢ wykazywac po-
dobienstwo, mimo ze roznig si¢ punktami odniesienia i obszarem analiz (np.
w zakresie funkcjonowania czlowieka). Badania poréwnawcze teorii rozwoju
pozwalajg zauwazy¢ zbiezno$¢ w zakresie wyrdznionych momentéw rozwojo-
wych (Przetacznik-Gierowska, 1996; Brzezinska, 2003). W prezentowanym ar-
tykule skupiono si¢ na tych specyficznych etapach rozwojowych, ktére oddzie-
laja poszczegolne fazy. Porownujac wyrdznione koncepcje rozwoju czlowieka
mozna zauwazy¢ pewne podobienstwa w odniesieniu do momentdw uznanych
za przelomowe (por. tabela 1). Wskazywane przez Wygotskiego, Newmanow
oraz Brzezinska i wspotautorki kryzysy rozwojowe wydaja si¢ czgSciowo po-
krywaé. Uwage zwraca wspolne dla przedstawionych koncepcji wyroznianie
nastgpujacych momentéw w rozwoju cztowieka: narodzin, 12. miesigca zycia,
12. roku zycia, 22./23. roku zycia. Te okresy bowiem sg szczegolnie istotne
w kontekscie zmian plastycznych uktadu nerwowego.

Tabela 1. Poré6wnanie krytycznych okreséw rozwojowych w wybranych koncepcjach

Kryzysy rozwojowe wedlug koncepcji:

ALl Brzezinskiej,
L.S. Wygotskiego B i P. Newmano6w K. Appelt
i B. Ziotkowskiej

Kryzys narodzin Przetom narodziny/
Kryzys 1. roku zycia Faza migdzy 1. a 2. rokiem zycia dziecirstwo

Kryzys 3. roku zycia Faza migdzy 3. a 4. rokiem zycia

Kryzysy dotyczace 6.-7. Faza migdzy 5. a 6. rokiem zycia

roku zycia

Kryzys 12.—13. roku zycia | Faza 12. roku zycia Przetom dziecinstwo/

dorastanie

Faza mig¢dzy 18./22. a 23. rokiem zycia | Przelom dorastanie/
dorostosé¢

Faza migdzy 34. a 35. rokiem zycia

Faza 61. roku zycia

Podobne wartosci zaznaczono kursywa.

Zrodto: opracowanie wlasne na podstawie wielu zrodet.
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Plastyczno$¢ ukladu nerwowego

Uktad nerwowy (lac. systema nervosum; ang. nervous system) jest zbiorem
komorek, tworzacych funkcjonalnie 1 strukturalnie rozbudowany system steru-
jacy aktywnoscig organizmu. Reagujac na okreslone zmiany zachodzace w oto-
czeniu ustroju lub w nim samym, moze wywota¢ odpowiednig jego reakcje (Wa-
locha, 2013). Znaczenie i ztozonos¢ budowy uktadu nerwowego wzrasta zgodnie
ze stopniem zaawansowania rozwoju ewolucyjnego organizmoéow. Podstawowsa
jednostka czynno$ciowa uktadu nerwowe sa komorki nerwowe (neurony), ktore
wraz z komorkami glejowymi tworzg o$rodkowy oraz obwodowy uktad ner-
wowy. Neuron przetwarza i przewodzi informacje do kolejnej komorki za po-
$rednictwem synapsy, ktora uwalnia substancje chemiczna (neuroprzekazniki),
przekazujac w ten sposob pobudzenie. Osrodkowy uktad nerwowy cztowieka
sktada si¢ z okoto 100 miliardéw neuronéw (Cherry, 2019). Komoérki nerwowe
moga wytworzy¢ okoto 100 trylionéw synaps, tworzac tym samym najbardziej
ztozong funkcjonalng strukture ludzkiego organizmu.

Wyjatkowos¢ uktadu nerwowego dotyczy nie tylko aspektoéw strukturalnych
sieci nerwowej, lecz przede wszystkim zjawisk zachodzacych na réznych pozio-
mach jego funkcjonowania. Jednym z bardziej fascynujacych proceséw obser-
wowanych w osrodkowym uktadzie nerwowym jest jego umiejetnosc przystoso-
wywania si¢ do zmiany, okreslana mianem neuroplastycznosci lub plastycznosci
mozgu. Neuroplastyczno$¢ jest specyficzng zdolnoscig uktadu nerwowego do
ulegania trwatym zmianom pod wptywem przetwarzanych informacji (Kossut,
2018). Modyfikacje te moga mie¢ charakter funkcjonalny lub strukturalny, moga
zachodzi¢ w interwatach kilkusekundowych lub tygodniowych, by¢ wywotane
informacjami z wngtrza organizmu lub spoza niego. Efektem procesow neuro-
plastyczno$ci moze by¢ przeksztatcenie sieci synaptycznych, przebudowa struk-
tury mozgu lub zmiana funkcji poszczegolnych neurondéw. Neuroplastyczno$é
uznaje si¢ za podstawe procesOw uczenia si¢ 1 pamigci, procesoOw rozwojowych
uktadu nerwowego oraz procesow kompensacyjnych. Umozliwia ona reagowa-
nie i adaptowanie si¢ do zmian zachodzgcych w §rodowisku wewnetrznym i ze-
wnetrznym organizmu (Mikotajewska, Mikotajewski, 2012; Panasiuk, 2016).

Mechanizmy neuroplastycznoSci

Do najwazniejszych mechanizméw zwigzanych z neuroplastycznoscia zali-
cza si¢ neurogeneze, plastyczno$¢ synaptyczng oraz reorganizacj¢ sieci neuro-
nalnych.

Neurogeneza to proces powstawania nowych neuronow. Najintensywniej za-
chodzi w okresach rozwojowych uktadu nerwowego, a szczegolnie w pierwszych
tygodniach zycia ptodowego. Wyjatkowe znaczenie neurogeneza ma w proce-
sach kompensacyjnych, ktorych celem jest naprawa uszkodzonych obszaréw
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mozgu, co umozliwia prawidtowe jego funkcjonowanie (Kossut, 2018;Moreno-
-Jiménez i in., 2019).

Plastycznos¢ synaptyczna pozwala na modyfikowanie potgczen neuronalnych
adekwatnie do stanu i aktywnosci organizmu. Okreslenie to odnosi si¢ do spe-
cyficznej cechy synaps, ktore pod wptywem aktywno$ci neuronalnej zmieniaja
wlasciwosci funkcjonalne i morfologiczne (Kossut, 2018). Synaptogeneza, tj.
tworzenie nowych synaps, umozliwia zmiang gestos$ci polaczen neuronalnych,
co w efekcie pozwala na reorganizacje sieci synaptycznych, tj. uktadu potaczen
neuronalnych.

Reorganizacja moze zachodzi¢ pod wplywem samoistnych procesow na-
prawczych lub by¢ efektem odpowiedniego stymulowania i nabywania przez
osrodkowy uktad nerwowy nowych wzorcow funkcjonowania. W jej wyniku
moze powsta¢ obejscie uszkodzonych obszaréw osrodkowego uktadu nerwowe-
g0 lub dojs¢ do przyporzadkowania utraconych funkcji innym obszarom.

Czynniki intensyfikujace i1 ukierunkowujace procesy neuroplastycznosci
mozna podzieli¢ na wewnetrzne i zewnetrzne. Do pierwszych zalicza si¢ czyn-
niki biochemiczne, takie jak neuroprzekazniki i hormony. Druga grupa obejmu-

Tabela 2. Porownanie kryzysow rozwojowych w wybranych koncepcjach z dominujacymi
w danym okresie mechanizmami neuroplastycznos$ci

Kryzysy rozwojowe wedlug koncepcji: Neuroplastyczno$é

A.L Brzezinskiej,

L.S. Wygotskiego

B. i P. Newmanow

K. Appelt
i B. Ziotkowskiej

Gléwne mechanizmy

Kryzys narodzin

Kryzys 1. roku zycia

Faza migdzy 1.
a 2. rokiem zycia

Kryzys 3. roku zycia

Faza miedzy 3.
a 4. rokiem zycia

Przetom narodziny/
dziecinstwo

Neurogeneza

Kryzysy dotyczace
6.—7. roku zycia

Faza migdzy 5.
a 6. rokiem zycia

Mielinizacja komoérek
uktadu nerwowego /
Reorganizacja sieci
synaptycznych (naturalna)

Kryzys 12.-13. roku
zycia

Faza 12. roku zycia

Przetom
dziecinstwo/
dorastanie

Faza migdzy 18./22.

a 23. rokiem zycia

Przetom dorastanie/
dorostosé

Reorganizacja sieci
synaptycznych (naturalna
1 wymuszona)

Faza migdzy 34
a 35. rokiem zycia

Faza 61. roku zycia

Kompensacyjna
reorganizacja sieci
synaptycznych /
synaptogeneza

Zrodto: opracowanie wlasne na podstawie wielu zrodet, w tym: Silbereis i in., 2016.
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je oddzialywania zewng¢trzne, sSrodowiskowe, behawioralne oraz rehabilitacyjne
(Mikotajewska, Mikotajewski, 2012; Panasiuk, 2016).

Wyréznione mechanizmy neuroplastycznos$ci mozna powigzaé z okreslony-
mi etapami rozwojowymi. W kazdym z tych okresow dominujg specyficzne
zjawiska zwigzane z rozwojem aktywno$ci uktadu nerwowego. Interesujace
jest to, ze momenty wyciszania (spowolnienia) poszczegoélnych proceséw wy-
daja si¢ pokrywac¢ z wyroznionymi wczesniej kryzysami rozwojowymi. Oczy-
wiscie mechanizmy neuroplastycznos$ci nie sg catkowicie wygaszane, jednak
ich aktywnos¢ jest zdecydowanie nizsza. Zestawienie kryzyséw rozwojowych
uwzglednionych w wybranych koncepcjach z dominujacymi w danym okresie
procesami neuroplastycznymi zawarto w tabeli 2.

Rodzaje neuroplastycznos$ci

W odniesieniu do poziomu, na ktérym zachodza zmiany, mozemy mowic
o trzech rodzajach neuroplastyczno$ci: neuroanatomicznej, funkcjonalnej oraz
behawioralnej (Skibska, 2015).

Pierwsza dotyczy zmiany aktywno$ci neuronéw. Moze odnosic¢ si¢ do remo-
delowania samych potaczen neuronalnych i zachodzi¢ w bardzo krétkim czasie,
kilku sekund lub minut. Moze takze odnosi¢ si¢ do przebudowywania uktadu
nerwowego na poziomie strukturalnym. W takiej sytuacji proces ten moze trwaé
kilka dni Iub tygodni, dajac w efekcie trwale zmiany sieci nerwowej. W przy-
padku nieuszkodzonego mozgu z plastycznoscia neuroanatomiczng mamy do
czynienia wtedy, gdy opiera si¢ ona na komunikacji migdzyneuronalnej i odnosi
si¢ do reorganizacji korowej, bedacej wynikiem uczenia si¢ i nabywania do-
$wiadczenia. Ta komunikacja miedzyneuronalna, tworzenie potaczen miedzy
komoérkami nerwowymi oraz ich przeksztatcanie stanowi fundament groma-
dzenia informacji, bedacych przyczyna zachodzenia zmian w obszarach kory
mozgowej. Plastyczno$¢ neuroanatomiczna dotyczy takze proceséw regeneracji
tkanki nerwowej, przebudowy sieci neuronowych, nadwrazliwosci denerwacyj-
nej. Plastycznos$¢ funkcjonalna zwigzana jest z odbudowywaniem sieci neuro-
nalnej po jej uszkodzeniu lub zaburzeniu jej dziatania. Na poziomie behawio-
ralnym neuroplastyczno$¢ odpowiada za zmiang reakcji na zaistniate sytuacje
(Skibska, 2015; Kossut, 2018).

W odniesieniu do okresow rozwojowych, neuroplastyczno$¢ mozna podzieli¢
na plastyczno$¢ rozwojowa, plastyczno$¢ zwiagzang z uczeniem si¢ i dojrzewaniem
oraz plastycznos¢ kompensacyjng. Plastycznos¢ rozwojowa dotyczy rozwijajace-
go si¢ mozgu, odgrywa rowniez istotng role w rozwoju osobniczym czlowieka.
Obejmuje okresy zwigzane z rozwojem struktur mézgowych, tworzeniem pier-
wotnych sieci neuronowych i struktury uktadu nerwowego. Zaktocenia réowno-
wagi migdzy powstawaniem nowych neurondéw a ich zanikaniem mogg stanowic¢
przyczyne réznych patologii rozwojowych (Skibska, 2015; Kossut, 2018). Plastycz-
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nos¢ rozwojowa dotyczy takze opanowania czynnosci zyciowych oraz uczenia si¢
samodzielnosci, ktora wynika z osiggnigcia dojrzatosci przez odpowiedzialne za
ich wykonywanie struktury mézgowe. Plastyczno$¢ okresu rozwojowego moze
mie¢ charakter dostosowywania si¢ uktadu nerwowego do nowej sytuacji przez
remodelowanie struktury anatomicznej. Reorganizacja anatomiczna komorek
nerwowych moze przybiera¢ formy kietkowania wypustek nerwowych, rozprze-
strzeniania oraz przedtuzania. Kietkowanie jest zwickszaniem liczby nowych za-
konczen na rozgalgzieniach dendrytycznych. Rozprzestrzenianie dotyczy tworze-
nia nowych zakonczen aksonalnych w nowych miejscach neuronéow docelowych.
Przedtuzanie polega na tworzeniu nowych potaczen do neuronéw docelowych.
Warto podkresli¢, ze procesy te obserwuje si¢ nie tylko okresach wczesnorozwo-
jowych, lecz takze w kolejnych latach zycia czlowieka. Plastycznos¢ kompensa-
cyjna dotyczy ,,umiejetnosci” OUN do samoprzebudowywania, ktorej celem jest
odzyskiwaniu funkcji utraconych. Odzyskanie danej funkcji moze odbywac si¢
poprzez angazowanie obszarow nieuszkodzonych (Spreen, Risser, Edgell, 1995;
Cafferty, McGee, Strittmatter, 2008; Borkowska, 2012).

Mozna rowniez mowi¢ o plastycznosci naturalnej i wymuszonej, ktore od-
nosza si¢ do zmian ,,naturalnych” lub ,,wymuszonych” wynikajacych z rozwoju
jednostki, jej udzialu w procesie uczenia si¢ oraz nabywania doswiadczenia.
Przyktadem plastycznosci wymuszonej s3 rowniez zmiany wynikajace z ne-
gatywnych skutkéw urazéw, bedacych odpowiedziag mozgu na zaistniatg sytu-
acje (epizod neurologiczny), ktora ,,zmusza” uktad nerwowy do reorganizacji
1 przejmowania przez zdrowe obszary médzgu funkcji obszaréw uszkodzonych
lub tych, ktérych dziatanie zostato zaktocone.

Efekty neuroplastycznoS$ci

Mozg matego dziecka nie tylko jest przygotowany do przetwarzania ogrom-
nej liczby danych, lecz takze jest wyposazony w mechanizmy ,,obronne”, kto-
rych zadanie polega na zabezpieczeniu moézgu przed utrata lub obnizeniem
sprawnosci jego dziatania. Dlatego nawet duze uszkodzenie mézgu moze zostaé
,naprawione”, gdyz obszary kory moézgowe;j i osrodki podkorowe potrafig zmie-
nia¢ swojg specyfike w sytuacji zagrozenia. Czesto dochodzi do remodelowa-
nia struktury moézgu oraz do reorganizacji funkcji poszczegdlnych obszarow.
Dowodem na zaskakujacg efektywnos¢ procesow neuroplastycznych sa historie
dzieci, ktorych sprawno$¢ poznawcza i intelektualna wydaje si¢ nieadekwat-
nie wysoka w stosunku do rozlegtego procentowo uszkodzenia struktur moézgo-
wych. Takie zjawisko obserwuje si¢ m.in. u dzieci po hemisferektomii, tj. zabie-
gu polegajacym na usunieciu jednej potkuli mozgu lub oddzieleniu jego czesci,
stosowanym np. w zapaleniu mézgu Rasmussena / zespole Rasmussena (Bober-
-Ptonka, Cwiek, 2017) lub u dzieci z wodogtowiem i zmianami strukturalnymi
(np. Noah Wall urodzit si¢ z ok. 2% kory mozgowej; Keay, 2019).
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Mimo tych mechanizméw zabezpieczajacych, czesto po urazach czaszkowo-
-moézgowych obserwuje si¢ wolniejszy powroét do zdrowia u dzieci niz u doro-
stych oraz powazniejsze skutki dtugoterminowe. Rzekomy szybki powrét do
zdrowia obserwowany u dzieci czgsto maskuje zaburzenia w zakresie obnizenia
lub braku nowych zdolnosci poznawczych (Borkowska, 2012). Zaobserwowano,
ze w zaleznosci od rozlegtosci oraz lokalizacji uszkodzenia rokowania dotycza-
ce procesu zdrowienia dzieci sa lepsze lub gorsze. Dla matych lezji, uszkodzen
zlokalizowanych w jednej potkuli rokowania sg lepsze. W przypadku obustron-
nych, rozlegtych lub rozsianych uszkodzen, procesy neuroplastycznos$ci sg mnigj
efektywne. Kolejnym czynnikiem warunkujacym efektywno$¢ proceséw neu-
roplastycznych jest wiek poniewaz uszkodzony mlody mozg bedzie doswiad-
czat wigkszych efektow naprawczych niz zniszczony mozg cztowieka dojrzatego
(Borkowska, Domanska, 2012; Kossut, 2018).

Zmiany w OUN zachodza dzigki plastycznosci rozwojowej, ktora usprawnia
uczenie si¢ 1 pamig¢¢ oraz pozwala na ksztattowanie nowych kompetencji i umie-
jetnosci. Dlatego tez szczeg6lnie wazne jest wezesne wsparcie rozwojowe, ktore
w przypadku dziecka z deficytami rozwojowymi powinno by¢ ukierunkowane
na podejmowanie dzialan wspierajacych i stymulujacych, stajac si¢ fundamen-
tem przywracania lub odbudowywania utraconych umiejetnosci. ,,Z kolei bez-
posrednie do§wiadczanie i dziatanie oraz wykonywanie nowych i «trudnychy
zadan wymagajacych od dziecka intelektualnego wysitku powoduje zagesz-
czenie sieci potaczen nerwowych, co wptywa na wzrost jej wydajnosci (Dylak,
2015). Dziatania te majg stuzy¢ aktywnosci umystowej, ktéra z kolei bezpo-
srednio wptywac bedzie na funkcjonowanie naszego mozgu, ktory im bardziej
bedzie trenowany, tym stanie si¢ sprawniejszy. Dlatego, pracujac z dzieckiem,
starajmy si¢ tak dobiera¢ dzialania terapeutyczne, by jak najlepiej wpisywaty si¢
W jego potrzeby i aktywowaty mozg” (Skibska, 2015, s. 89).

Nalezy jednak pamigtac, ze procesy kompensacyjne w médzgu uszkodzonym
mogg doprowadzi¢ do powstania trzech rodzajéw zmian, z ktorych nie wszyst-
kie sa pozytywne. Procesy kompensacyjne moga przyczynic¢ si¢ do ponownej
reintegracji struktury i funkcji w mézgu w kierunku przystosowania si¢ do
nowych trudnych warunkéw wewnetrznych. Efektem moga by¢ trwate zmiany
behawioralne, sktadajace si¢ na catoksztatt funkcjonowania pacjenta z urazem
mozgu. Rzadziej spotykanym rezultatem moze by¢ poglebianie si¢ zaburzen
1 narastanie chaotyczno$ci dzialania systemu nerwowego, az do zagrozenia
przezycia pacjenta. Efekty procesow neuroplastycznych mozna obserwowac
u osob, ktorych funkcjonowanie poznawcze zostaje zmienione wskutek po-
jawienia si¢ zaburzen funkcjonalnych. Przyktadowo badania prowadzone na
osobach gluchych wykazaty, ze struktura neuronalna ich mézgoéow zostaje
przeorganizowana nie tylko, aby skompensowac brak stuchu, lecz takze, aby
umozliwi¢ uczenie si¢ jezyka za pomocg drogi wzrokowej (Sikorski, 2016). Za
pomoca badan neuroobrazowych (do ktérych nalezg takie metody, jak elektro-
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encefalografia EEG, rezonans magnetyczny MRI, emisyjna tomografia pozy-
tonowa PET) wykazano, ze terapia CIMT (ang. constraint induced movement
therapy) polegajaca na ograniczaniu i wymuszaniu ruchu daje efekty w postaci
reorganizacji funkcji kory mézgowej. Zauwazono rowniez przyrost objetosci
oraz wzrost aktywnos¢ kory mozgowej ruchowej w obszarze reprezentacji sty-
mulowanej oraz unieruchamianej konczyny. U oséb niewidomych obserwo-
wano tez reorganizacje aktywnosci kory mézgowej w obszarach czuciowych
oraz kory wzrokowej. Odnotowano takze uaktywnienie obszaréow zwiazanych
z amputowanymi konczynami przy postugiwaniu si¢ drugga konczyng. Obser-
wowano rowniez przypadki dzieci, ktore mimo catkowitego usunigcia lewej

Tabela 3. Porownanie kryzysow rozwojowych w wybranych koncepcjach z mozliwymi

do osiggniecia efektami procesow neuroplastycznych

Kryzysy rozwojowe wedlug koncepcji:

Neuroplastyczno$é

L.S. Wygotskiego

B i P. Newmanow

A.L Brzezinskiej,
K. Appelt
i B. Ziotkowskiej

Mozliwe efekty i oczekiwany
wplyw

Kryzys narodzin Przetom Zabezpieczanie uktadu
narodziny/ nerwowego przed mozliwymi
dziecinstwo uszkodzeniami struktur OUN

okotoporodowo

Kryzys 1. roku Faza migdzy 1. Wykorzystanie ,,nadprodukcji”

zycia a 2. rokiem zycia komorek nerwowych w OUN

Kryzys 3. roku Faza migdzy 3. w sytuac,Jl uszk(?dzeﬁ lub

zycia a 4. rokiem zycia zaburzen rozwojowych;

- Reorganizacja sieci

Kryzysy Faza migdzy 5. synaptycznych, utrwalanie

dotyc.zqc.e 6.—7. a 6. rokiem zycia polaczen synaptycznych

roku zycia i aktywnosci poszczegélnych

obszarow OUN w procesie
uczenia, rozwoju zdolnosci
pamigciowych i poznawczych;

Kryzys 12.—13. Faza 12. roku Przetom Reorganizacja sieci

roku zycia zycia dziecinstwo/ synaptycznych (naturalna
dorastanie i wymuszona) w procesie

Faza miedzy Przetom nauczania, utrwalanie
18./22.a23. dorastanie/ szlakéw aktywnosci korowej
rokiem zycia dorostosé i srodmozgowej

Faza migdzy 34.
a 35. rokiem zycia

Faza 61. roku
zycia

Znaczenie procesow
synaptogenezy

m.in. dla proceséw
psychoterapeutycznych,
proceséw kompensacyjnych,
oddziatywan rehabilitacyjnych

Zrédlo: opracowanie wlasne na podstawie wielu zrodet.
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potkuli mézgu we wezesnym okresie zycia byly w stanie nauczy¢ si¢ mowic
(Skibska, 2015; Sikorski, 2016; Kossut, 2018).

W odniesieniu do oddziatywan psychoterapeutycznych takze coraz czgsciej
podkresla si¢ znaczenie procesow neuroplastycznosci mézgu. Przyktadem jest
wykorzystanie zjawiska plastycznosci w terapii zaburzen obsesyjno-kompul-
sywnych, gdzie zmiany fizjologiczne wspotwystgpowaly ze zmianami men-
talnymi. Podobng wspotzalezno$¢ obserwowano w terapii stresu pourazowe-
go PTSD. Zastosowanie treningéw kognitywnych w terapii oséb chorujacych
na schizofreni¢ przyczynilo si¢ do trwalej zmiany aktywno$ci obszarow kory
przedczolowej. Znaczenie procesow neuroplastycznosci dla efektow psychote-
rapeutycznych wydaje sie nie do przecenienia. Swiadcza o tym zmiany funk-
cjonalne i neuroanatomiczne obserwowane w efekcie stosowania odpowiednich
terapii u 0sob z depresja i zaburzeniami lekowymi (Sikorski, 2016).

Zestawienie oczekiwanych i mozliwych efektow procesow neuroplastycz-
nych umieszczono w tabeli 3. Wyr6znione efekty odnoszg si¢ do opisanych re-
zultatow podjetych oddziatywan rehabilitacyjnych w zakresie roznego rodzaju
programéw terapeutycznych, wspomagajacych i usprawniajacych funkcjonowa-
nie czlowieka.

Podsumowanie

Mechanizmy neurobiologiczne, ktére determinujg sposob funkcjonowania
mozgu odpowiadajg nie tylko za utrzymanie odpowiedniego poziomu aktyw-
nosci, adekwatnego do rodzaju i ilosci danych naptywajacych z otoczenia czy
wnetrza organizmu. Sg takze podstawa i zabezpieczeniem pracy moézgu mimo
mozliwych uszkodzen lub zaburzen. Wydaja si¢ swoistym gwarantem jako-
$ci poznawczego i wykonawczego funkcjonowania cztowieka. Dlatego wazna
kwestig wydaje si¢ uwzglednianie ich w procesach terapeutycznych i rehabi-
litacyjnych. Moga by¢ one wyjatkowym wsparciem rozwoju dziecka i jego
umiejetnosci. Konieczne jest rowniez uwzglednienie tzw. kryzyséw rozwojo-
wych, czyli biologicznie zdeterminowanych momentow rozwoju, w czasie kto-
rych wystgpuje przygotowanie si¢ organizmu do opanowania nowych wzorcow
zachowania lub funkcjonowania, specyficznych dla kolejnej fazy. Pomijanie
kryzyséw w catosciowym procesie edukacji lub wspomagania rozwoju dziec-
ka moze zmniejszy¢ oczekiwane oddziatywanie czynnikow swoistych dla ko-
lejnego etapu rozwoju. W efekcie dziecko moze utraci¢ mozliwo$¢ nabycia
tzw. pierwszych umiejetnosci w danym zakresie. Ksztattowanie wtorne tych
umiejetnosci w pdzniejszym lub innym terminie moze wymagac¢ od matego
cztowieka wigcej zaangazowania, czasu i wysitku, poniewaz nie bgdzie to wy-
nikato z naturalnych potrzeb i wrodzonej spontanicznos$ci. Przyktadem moze
by¢ proces uczenia mowy dzieci, ktore nie nabyly takiej umiejetnosci w od-
powiednim momencie rozwojowym np. z powodu zaburzen neurologicznych,
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problemoéw sensorycznych lub deprywacji spotecznej (Spitzer, 2012; Garn-
carz, Rybka, 2012; Alvarez, 2017; Kajta, Rzemieniec, Ruzytto, 2016; Knapek,
2017). Dlatego warto zwracac¢ uwage na mozliwy potencjat rozwojowy dziecka
stosownie do jego wieku, sposobu funkcjonowania i przebiegu wczes$niejszych
etapow rozwojowych. Konieczne jest uwzglednienie ewentualnych odchylen
rozwoju jednostkowego od modelowych wartosci wyznaczonych dla poszcze-
g6lnych okresow. Zakres i glebokos¢ tych odchylen moga by¢ analizowane
na podstawie przeprowadzanych obserwacji, testow oraz badan danego dziec-
ka, a takze odnoszenia wynikéw do wartosci modelowych, z uwzglednieniem
wszelkich istotnych informacji dotyczacych przebiegu historii zZycia pacjenta,
w tym narazenia m.in. na niedozywienie, choroby, zagrozenia $rodowiskowe,
przemoc spoteczng i domowa.

Podejmowanie interwencji terapeutycznych i rehabilitacyjnych jest reali-
zowane w ramach programdéw wspierajacych funkcjonowanie dzieci. Z tego
wzgledu wazne jest uwzglednienie nie tylko wieku i rozwoju dziecka, lecz takze
indywidualnej dynamiki i tempa, w jakim rozwoj przebiegal na wczeéniejszych
etapach. Aby rozkwit dziecka byt adekwatny do jego potencjatu, warto rozpo-
znawaé kryzysy rozwojowe i zwracaé uwage na ich specyfike. Pozwoli to poda-
za¢ za naturalnymi potrzebami rozwojowymi dziecka. Uwzglednienie roli pla-
stycznos$ci moézgu w tym procesie moze przetozy¢ si¢ na wigksza efektywnosé
podejmowanych aktywnosci terapeutycznych.
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KRYZYSY WIEKU ROZWOJOWEGO W KONTEKSCIE ZMIAN PLASTYCZNYCH
UKEADU NERWOWEGO

Abstrakt

W artykule, adresowanym do specjalistow pracujacych z osobami z niepetnosprawnos$ciami
i osobami z zaburzeniami rozwojowymi, przedstawiono wzajemne odniesienia poszczegdlnych
momentow rozwojowych i dominujgcych w tym czasie mechanizméw neurobiologicznych. W za-
mysle autorki wiedza taka moze utatwic¢ planowanie procesu rehabilitacji i wspomagania rozwoju
u dzieci potrzebujacych takiego wsparcia.

Stowa kluczowe: kryzys rozwojowy, rozwdj dziecka, neuroplastycznos$é, plastyczno$é mozgu,
wspieranie rozwoju dziecka

DEVELOPMENTAL CRISES IN THE CONTEXT OF PLASTIC CHANGES
IN THE NERVOUS SYSTEM

Abstract

The article, addressed to specialists working with people with disabilities and people with
developmental disorders, presents the interlinks between individual developmental moments and
neurobiological mechanisms dominating at that time. The author believes that this knowledge may
facilitate the planning of the rehabilitation process and development support in children in need
of such help.

Keywords: developmental crisis, child development, neuroplasticity, brain plasticity, support
for child development
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Inclusive Education and Students with Disabilities

Approximately 15% of the world population (over 1 billion people) live with
a disability (WHO, 2018). Of this figure, over 80% are estimated to live in devel-
oping countries. The United Nations Development Program (UNDP) estimates
that over 200 million primary and secondary-age children are out of school
globally (UNESCO, 2018). Although there are no absolute statistics pertaining
the total number of children with disabilities in developing countries, UNESCO
approximates that 90% of them in developing countries are out of school. This
brief background sheds a light about the intensity of the plight of children with
disabilities in developing countries. The salient fact is that most children with
disabilities in developing countries still lack access to education. The ones at-
tending school often have their educational needs rarely or inadequately met.
Children with disabilities present unique needs that require special accommoda-
tions in order for them to learn. Unfortunately, some developing countries still
lag behind in regard to providing the needed accommodations. Consequently,
children with disabilities and special needs are often excluded from mainstream
classes. The UN Convention on the rights of children ratifies the rights of children
to freedom of education and protection from all forms of discriminatory prac-
tices (Blanchfield, 2013). Countries that affiliate to this convention are bound by
its international law to ensure that children’s rights to all forms of life are upheld.
It is from this convention that stems the inclusive approach to education. The
call for inclusive education is premised on the notion that it is the most effective
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method of eliminating discriminatory practices and creating an inclusive society
for all children (Wodon et al., 2018). The convention also stipulates the need for
an education system that creates accommodations and individualized supports
for learners with special needs, access to tertiary education, vocational training,
and adult education on an equal basis with non-disabled students.

Overview of Inclusive Education in Africa

Generally, people with disabilities experience more socio-economic challeng-
es such as limited access to job opportunities, education, healthcare services,
and other basic amenities for daily living compared to people without disabilities
(Hehier et al., 2016). These challenges are more acute in low income countries
such as in Africa (Sedeto & Dar, 2019). The nexus between disability and pov-
erty has been under scrutiny for a long time. Research shows that people with
disabilities are more likely to experience severe poverty compared to people
without disabilities (Mitra, Posarac, & Vick, 2011). Disability interferes with
people’s access to education and consequently employment opportunities. Ac-
cording to a UN fact sheet on disability and unemployment, 80 to 90 percent of
working-age persons with disabilities in developing countries are unemployed,
whereas the figure is about 50 to 70 percent in developed countries (UNDP,
2017). In a study exploring the employment situations of people with disabilities
in Ghana, Naami (2015) reported that over 27% of the participants were not
employed, and that the periods of unemployment ranged between 1 to 20 years.
In a similar research assessing differences in employment rates between people
with and without disabilities, Mizinoya and Mitra (2012) reported that people
with disabilities had lower employment rates compared to people without dis-
abilities across 7 African countries. Largest disability gaps were found among
people with multiple disabilities.

Education is an essential tool for addressing most of the socio-economic
challenges. For example, it improves one’s access to employment opportunities,
increases one’s awareness of their rights, and enables one to advocate for what is
good for them (Awan et al., 2011). Therefore, increasing access to education for
children with disabilities can open up a whole lot of new and diverse opportuni-
ties for them. Unfortunately, most children with disabilities in African countries
do not have access to good quality education. Compared to students without dis-
abilities, children with disabilities have lower educational outcomes that include
enrollment, educational attainment, completion, literacy, and academic achieve-
ment (UNESCO, 2018). Consequently, they are less likely to get employed and
are at increased odds of living in severe poverty.

Traditionally, children with disabilities have been served in special education
classes. However, not all schools in African countries have special education
classes or facilities (Wodon et al., 2018). Furthermore, the available special
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education classes in most African schools are either under resourced or under
equipped. Growing skepticism about isolated special education classes has also
intensified, with the argument that separating children with disabilities from
their same-grade peers causes segregation and undermine the potential of stu-
dents with disabilities. Dixon (2005) asserted that segregation of students based
on disability breeds discrimination and intolerance of differences. Students
learn to embrace one another and to be tolerant of others regardless of their
disabilities or physical characteristics when they are taught and raised in the
same environment. As a result, there has been increased emphasis for inclusive
education because of the advantages that it presents relative to separated special
education classes. However, Inclusive education in some parts of Africa is still
in its infancy despite numerous countries signing to the UN conventions on the
rights of people with disabilities (Wodon et al., 2018).

According to the latest census data from across 11 African countries includ-
ing Burkina Faso, Ethiopia, Ghana, Kenya, Liberia, Mali, Malawi, Mozambique,
South Africa, South Sudan, and Zambia, many children with disabilities are
never enrolled into schools. This analysis is based on a report on the current sta-
tus of inclusive education in Sub-Saharan Africa (Wodon et al., 2018). According
to the report, children with disabilities are less likely to enroll into school com-
pared to students without disabilities. More specifically, enrollment of boys with
disabilities increased by 6.5% compared to 12.6% for boys without disabilities
during the past two decades. Enrollment for girls with disabilities grew 20.3%
compared to 26.6% for girls without disabilities. An inference from the trend in-
dicates that for primary school ages, the likelihood for students with disabilities
enrolling was 10 percent lower compared to children without disabilities. The
gap in enrollment rates between people with and without disabilities during the
20 years increased despite initiatives to ensure an inclusive and equitable educa-
tion for all by the year 2020 (UN, 2018).

Completion rates. Even when children with disabilities are enrolled into
school, evidence from the data shows that most students are less likely to com-
plete school beyond primary level. The primary completion data compares sta-
tistics across age groups ranging from 16 to 35 years on the basis that most stu-
dents enroll into school late or repeat grades thereby resulting in competition
ages that are beyond the normal completion ages. The data shows higher rates of
primary school completion across all ages for people without disabilities com-
pared to students with disabilities. Specifically, primary completion rates for
boys and girls without disabilities during the past two decades increased by 3.6%
and 13.3% respectively. On the other hand, there was a slight increase of 0.9% in
completion rates for boys with disabilities and a slightly higher completion rate
for girls with disabilities of 9.5%. The lower completion rates for students with
disabilities are partly attributed to lack of strategies by respective governments
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to increase retention of students with disabilities. Similar patterns in secondary
completion rates are reported for both groups of students. Secondary education
completion rates for children with disabilities were estimated at 0.7% for boys
and 5.5% for girls, compared to 3.9% and 7.5% for boys and girls without disa-
bilities respectively. The gap in secondary completion rates between students
with and without disabilities has also increased over the same period.

Academic achievement. Unlike for students without disabilities, there is not
a lot of publicly available data assessing the academic achievement of students
with disabilities in Africa. However, evidence gathered from data on other edu-
cational outcomes suggests lower academic achievement for students with disa-
bilities compared to students without disabilities. The only data pertaining aca-
demic outcomes reported in the report includes reading and Math, and it shows
that students with disabilities perform relatively poorly on standardized tests of
Math and Reading compared to students without disabilities (Wodon et al., 2018).
Again, this is largely attributed to lack of specialized learning supports meeting
the needs of students with disabilities.

Barriers to implementation of inclusive education in Africa

Lack of financial resources. Most governments in Sub-Saharan Africa have
not invested significantly into special and inclusive education development due
to lack of financial resources (Badoo, 2016; Wodon et al., 2018). This limitation,
however, stems partly from the absence of people with disabilities in strategic
positions of authority to influence leaders’ appreciation of the plight of people
with disabilities and the challenges they face. Education for people with dis-
abilities has, for the most part, been funded through donor organizations, notably
from western countries (Asongu & Tchamyou, 2015). Most of the support, how-
ever, is through donations into school supplies, but the aid is insufficient given
the large number of schools that need the resources. Also, the global funding has
reportedly been dropping during the past decade (Myers et al., 2016; Stretenov,
2017).

Lack of specially trained personnel. Although there has been a significant
increase in the number of schools with special education classes in some African
countries, there is a documented lack of specially trained teachers across most
African countries, and this has been shown to be one of the major barriers to
inclusion of students with disabilities. (Chitiyo et al., 2016). Teachers educating
students with disabilities require specialized training in special instructional
practices. According to a survey investigating special education teacher needs in
five African countries, Chitiyo and colleagues (2017) reported a significant lack
in teacher training in the field of special education. Arah and Swain (2014) re-
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ported teachers’ lack of appropriate training and managerial support as a major
cause of anxiety and stress amongst teachers teaching students with disabilities.
Although teachers are not allowed to deny students admission based on their
disabilities, there are some cases of teachers turning away students because they
perceive themselves as lacking the expertise to address the students’ special
needs (Mutepfa, Mpofu, & Chataika, 2007). What is even more challenging is
including students with disabilities in mainstream classes since general educa-
tion teachers lack specialized training in this area.

Cost of education. Children with disabilities in most Africa countries often
fail to enroll in school due to the high cost of tuition or lack of financial re-
sources to pay for the tuition. In order to understand the effect of cost of educa-
tion on access, it is important to consider the intersectionality between financing
education and poverty. Over 50% of the population in most Africa countries live
below the poverty datum line (Beegle et al., 2016). People living with disabilities
are often more affected by poverty than the average person, largely as a result of
limited access to economic opportunities (Palmer, 2011). In most cases, children
with disabilities come from low income families, family members whom may
have given up jobs in order to take care of a child with a disability. In a study
examining the economic costs of exclusion on 23 families with a disabled child
in Malawi, Banks and Polack (2015) found out poverty to be a primary reason for
students not being in school or missing classes. Unfortunately, most govern-
ments in Sub Saharan Africa do not subsidize education to an adequate extent.
In some instances, international humanitarian organizations usually donate re-
sources that are channeled towards education and healthcare for people with
disabilities, but given the rising population of people with disabilities, the aid is
far less adequate.

Inaccessible school environments. People with disabilities require special-
ized equipment and materials to facilitate their learning. Lack of infrastructure
and specialized equipment to accommodate students with disabilities is one of
the major impediments to accessing education for students with disabilities in
Africa. Such infrastructure includes physical structures (e.g. transportation, ac-
cessible buildings, and wheelchairs) and technological equipment (e.g. hearing
and assistive devices). Unfortunately, most schools in developing countries,
particularly the ones in remote areas, lack the financial resources to acquire the
materials or build infrastructure to accommodate children with disabilities. In
some remote parts of African countries, students have to walk long distances to
and from school, which presents a challenge to children that are physically im-
paired and have to depend on other people’s assistance to travel the distances.
Typical in such areas is absence of transportation systems. Even if public trans-
port is available, sometimes it is either too expensive or inaccessible to children
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with physical impairments. This can be contrasted to schools in some developed
countries, where schools have school buses equipped with assistive means to
pick and drop students from and to their places of residence.

Social exclusion. Cultural practices and social prejudices still play a big role
in the exclusion of students with disabilities in some parts of Africa. In the past,
ignorance about causes of disabilities caused people to associate disability with
some form of spiritual misfortune or curse (e.g. witchcraft, (Stone-McDonald &
Butera, 2014). People with disabilities were often excluded from societal activi-
ties. In some instances, children with disabilities were often ridiculed by peers in
school because of their conditions. Such cultural practices and prejudices are
still existent in some parts of Africa, and they impede the inclusion of students
with disabilities into mainstream schools. In a study examining the social and
cultural factors associated with abuse of people with disabilities in East Africa
(Aley, 2016) participants reported feelings of negative traditional beliefs and
misconceptions about causes of disability as a major contributing factor in the
exclusion of people with disabilities.

Framework for implementing inclusive education

One of the major technical obstacles to effective inclusive education is the
lack of consistency and clarity of implementation procedures. Ensuring that stu-
dents with disabilities are effectively included in all forms of learning and school
activities requires an accountability system with clearly defined benchmarks
against which schools’ efforts are measured. The National Council for Special
Education (NCSE) developed a framework to guide the effective implementa-
tion and evaluation of a school’s inclusive education system. The framework
serves as a quality guideline against which individual schools can measure the
effectiveness of their inclusive practices. The framework consists of 10 theme
areas constituting the benchmarks against which individual schools’ efforts can
be assessed.

Themes for inclusive education

Leadership and management. The first theme of the inclusive education
approach is leadership and management. Leadership entails use of influence to
effect change in a desired direction, and essentially makes employees to want to
behave in ways consistent with achieving personal and institutional goals. Since
inclusive education involves bringing together students and staff of diverse at-
tributes, an essential leadership trait in this regard is open mindedness and ability
to unite all stakeholders. Effective leaders encourage subordinates to embrace
and broaden their perspectives pertaining diversity. Management efforts are di-
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rected towards ensuring an inclusive culture and environment, and they include
incorporating diverse stakeholders into the planning process, ensuring equitable
opportunities for all students, and evaluating ongoing activities to make sure the
whole institution is achieving its goals. Effective leaders also provide advice and
collaborative support for students with special needs and their teachers. They
build a work culture of mutual trust, compliment employee strengths, are as-
sertive, and are open to new ideas. They recognize and reward good work and
express interest and concern for team members’ success and well-being.

Whole-school development planning. Secondly, inclusive education frame-
work requires a whole school development planning. This entails an inclusive
approach to strategic planning for the institution. A plan is a predetermined
course of action that guides the institution’s actions and efforts. It specifies the
organization’s mission, goals, objectives, and an evaluation plan to assess effec-
tiveness. The school’s mission should reflect its emphasis on inclusivity and
promotion of learning for students with special needs. Additionally, school’s
policies, practices, and procedures should account for the students with special
needs and communicate these to all concerned stakeholders. Feeding into the
mission statement is the institutional goals that detail the key strategic areas to-
wards which all organization’s efforts are directed. The school’s goals concern-
ing diversity should reflect a climate/culture of inclusivity and equity, a recruit-
ment policy to increase recruitment of diverse staff and students, and a retention
focus to identify and support the needs of diverse staff and students. In addition
to the goals, schools create objectives, which are the specific, measurable out-
comes that the institution aims to achieve within a specified timeframe, with
a specified amount of resources. All goals on diversity should be operationalized
into actionable items, specifying diversity related activities feeding into each
goal. Good objectives meet five criteria, which are specific, measurable, attain-
able, reliable, and time bound. Examples of objectives that can be framed to feed
into the above stated goal include: Increase enrollment of students with disabili-
ties by 3% over the next two years, increase the mean scores in mathematics for
students with disabilities by 2% within the next six months.

Whole-school environment. Since infrastructural accommodations are cited
as one of the major impediments to the inclusion of students with disabilities
(DFID, 2010; Zwane & Malale, 2018), schools need to devise mechanisms to
ensure that their environments are conveniently and easily accessible to students
with disabilities. Such accommodations can include accessible buildings, trans-
port, classroom materials, learning equipment, and healthcare facilities. Al-
though meeting this goal requires financial resources for the acquisition of infra-
structure, it is imperative for schools to have in place, plans or strategies to
ensure that the accommodations are available. Schools can devise policies for
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sourcing the necessary financial resources or set up provisions for time bound
plans to have specific accommodations available. Even though most such accom-
modations require money, schools can devise some cost-effective methods to
make some accommodations available. For example, taking a stock of all re-
quired accommodations is a good starting point for this cause.

Communication. Communication is the key element for organizational coor-
dination and smooth functioning. Every aspect of the organization is driven by
communication. An effective inclusive culture requires the communication of
the institution’s mission, goals, objectives, and values to all stakeholders. Critical
to this is the creation of a shared understanding of the values pertaining to inclu-
sion across all members in an institution. However, a greater challenge in this
regard involves developing a criterion to ascertain the effectiveness and effi-
ciency of the organization’s communication system. Commonly used communi-
cation platforms within school systems include meetings, seminars, non-formal
meetings, symposiums, and workshops. Schools can develop criteria to ascertain
the frequency of such platforms, attendances, and participation to determine the
quality and effectiveness of its communication system.

Pupil and staff well-being. Students’ emotional, mental, and physical well-
being are the most important aspects to promote student success. One of the
prime goals of inclusive education is to ensure that students with disabilities re-
ceive quality education that can improve their access to employment opportuni-
ties and better their quality of life. As previously mentioned, some cultural and
traditional beliefs may hinder the desired inclusion of students with disabilities.
Students with disabilities often face stigma from peers and staff largely as a re-
sult of their disabilities. Such experiences are likely to negatively affect students
mentally and emotionally. Schools can devise strategies to ensure that students
with disabilities are treated well and are not discriminated against. Schools may
also devise programs to educate students without disabilities about causes of
disability and the integration of students with disabilities. Schools should have in
place, mechanisms for the continual monitoring of students’ attendance, partici-
pation and well-being. Schools can also devise strategies to prevent bullying and
ill treatment of students.

Curriculum Planning for Inclusion. School management and staff engage
in curriculum planning that is inclusive and accommodates the needs of students
with disabilities. Such a process should aim at ensuring every student’s learning
success and accounting for students diverse learning characteristics. The criteria
for addressing this theme involves devising a curriculum planning approach that
enhances the opportunities for students with special needs to learn in an inclu-
sive environment whilst recognizing their individual abilities, learning styles,
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needs, and preferences. Additionally, the curriculum approach should encompass
differentiation of content, processes, and outcomes for the benefit of all students.
The curriculum should maximize student engagement whilst providing access to
wide, rich, and age appropriate curriculum. Finally, the approach should ensure
students’ participation, self-esteem, and a sense of competence.

Individualized education planning. Since students with disabilities present
unique learning needs from typical students, and specific needs vary from one
student to another, inclusive curriculum planning requires teachers to take into
account the individual students’ needs within the context of the general curricu-
lum. Schools can device various approaches to implement differentiated curricu-
lum, e.g. incorporating diverse teaching methods, resources, and supports as
necessary.

Teaching and learning strategies. Teachers recognize different learning
characteristics of their students and adjust their teaching approaches for the ben-
efit of all students. As previously mentioned, inclusive curriculum planning
takes into account the diverse learning styles of students and plans instructional
strategies that targets to address the unique learning needs of individual stu-
dents. Effectively teaching diverse students entails implementation of planned
strategies and occasional assessment to see if the strategies are effective. The
theme also requires teachers to be flexible enough to amend changes as and
when necessary.

Classroom management. Classroom management are the set of skills and
techniques that teachers use to ensure that class activities are well organized and
running smoothly with no disruptions. Most often, teachers use rules and in-
structions to management students’ behavior thereby minimizing the occurrence
of problem behaviors. Classroom management strategies are devised in tandem
with the school’s rules to promote overall students’ learning and positive class
experience. Students with disabilities may struggle to communicate their needs
and display problem behaviors in the process. Teachers are knowledgeable of
such potential challenges and they devise behavior management strategies in
advance to address the behavior problems.

Support for and recognition of learning. Teachers continuously assess stu-
dents’ performance to see if they are learning effectively and use assessment
data to inform current and future practices. It is unusual for students with special
learning needs to lag behind on taught topics. Inclusive assessment therefore
requires teachers to carefully monitor the performance of individual students
through continuous data collection and modification of instruction as and when
necessary. The assessment approach proposed in this framework requires that
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assessments have their purposes/uses explicitly stated, roles of stakeholders
clearly defined, links between assessments and outcomes clearly stated. It also
requires the use of both formative and summative assessments that are not biased
and are flexibly matched to the abilities and characteristics of diverse students.

Conclusion

The provision of special education classes in schools facilitates the learning
of students with disabilities and special educational needs. Despite the important
contributions of special education classes, separation of students with disabili-
ties from mainstream classes may hinder social interaction and integration of
students with disabilities with fellow, typical students. Therefore, there has been
increased emphasis on adoption of inclusive education in schools in order to
ensure that students with disabilities get the same quality of education as typical
students and are not discriminated against. Regardless of this motion, inclusive
education in some African countries continues to face challenges, negating the
full absorption of students with disabilities. This chapter summarizes the current
state of affairs regarding the educational outcomes of children with disabilities,
the challenges associated with adoption of inclusive education in African schools
and proposes an inclusive education framework to facilitate its implantation and
to guide schools in assessing their inclusive education efforts. The framework
for inclusive education provides schools with a standard criterion for determin-
ing the quality of its inclusive education efforts. Schools can measure the extent
to which they address each of the listed inclusive education themes by compar-
ing their own efforts to the pre-determined benchmarks. The framework can be
modified to meet the specific characteristics of different cultures or countries.
The framework presented in this chapter can be a good starting point from which
to develop a more effective inclusive environment.
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AN ASSESSMENT OF INCLUSIVE EDUCATION IN SUB SAHARAN AFRICA
AND A FRAMEWORK FOR EVALUATING AN INSTITUTION’S SYSTEM

Abstract

Author of this article expresses belife that education is an essential tool for addressing most of
the socio-economic challenges. Therefore, increasing access to education for children with dis-
abilities can open up a whole lot of new and diverse opportunities for them. Base on datas the au-
thor certifyed, that most children with disabilities in African countries do not have access to good
quality education. Consequently, they are less likely to get employed and are at increased odds
of living in severe poverty. Traditionally, children with disabilities have been served in special
education classes. However, not all schools in African countries have special education classes or
facilities. According to the latest census data from across 11 African countries many children with
disabilities are never enrolled into schools. This chapter summarizes the current state of affairs
regarding the educational outcomes of children with disabilities, the challenges associated with
adoption of inclusive education in African schools and proposes an inclusive education framework
to facilitate its implantation and to guide schools in assessing their inclusive education efforts.

Keywords: education students with disabilities in Africa, special education, inclusive educa-
tion, barriers to implementation of inclusive education in Africa, students with disabilities
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