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The main aim of the article is to present the results of preliminary
qualitative research on the ways in which teachers of grades 1-3 of
primary school understand cognitive partnership and the meanings
they assign to it in their own school practice. The method of indi-
vidual open-ended interview was used in the research.

On the basis of the obtained research results, it can be concluded that,
in the opinion of the respondents, cognitive partnership is possible
and even necessary in early school education. The teachers” declara-
tions show that cognitive partnership is present in their educational
activities, but it is impossible to fully implement it due to the cogni-
tive developmental features of children at the early school age. The
vast majority of the respondents, when explaining the discussed con-
cept, focused in their statements primarily on the intellectual aspect of
cognitive partnership, but the importance of social relations between
the teacher and the student/students in the process of gaining knowl-
edge was emphasized less frequently. When explaining the concept of
cognitive partnership, the surveyed teachers most often focused uni-
laterally either on the teacher’s actions or on the child’s activities that
indicate cognitive partnership. The understanding of the discussed
concept as a system of relations between the subjects of education,
who co-decide about the course and effects of the education process,
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occurred much less frequently. The obtained results are a contribution
to conducting further in-depth research, especially with regard to the
place and manner of implementing the idea of cognitive partnership
in the practice of early school education.
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Introduction

Jednym z kluczowych czynnikéw warunkujacych przygotowanie
dziecka do wyzwan, jakie stawia przed nim dynamicznie zmieniajaca
si¢ rzeczywistos$é, jest partnerstwo poznawcze w edukacji. Gléwnym
celem artykutu jest przedstawienie wynikéw wstepnych badari jakos-
ciowych nad sposobami rozumienia partnerstwa poznawczego przez
nauczycieli klas I-11I szkoly podstawowej oraz znaczenia, jakie mu
przypisuja we whasnej praktyce szkolnej. W badaniu zastosowano me-
tod¢ indywidualnego wywiadu otwartego.

Na podstawie uzyskanych wynikéw badafi mozna stwierdzi¢, ze
w ocenie badanych partnerstwo poznawcze jest mozliwe, a nawet ko-
nieczne w edukacji wezesnoszkolnej. Z deklaracji nauczycieli wynika,
ze partnerstwo poznawcze jest obecne w ich dziataniach edukacyjnych,
lecz niemozliwe w petni do realizacji ze wzgledu na cechy rozwoju po-
znawczego dzieci w miodszym wieku szkolnym. Zdecydowana wick-
sz0§¢ respondentéw dokonujac wyjasnienia omawianego pojecia skon-
centrowata si¢ w swoich wypowiedziach przede wszystkim na aspekeie
intelektualnym partnerstwa poznawczego, rzadziej natomiast podkre-
$lano znaczenie relacji spotecznych migdzy nauczycielem i uczniem/
uczniami w procesie dochodzenia do wiedzy. Wyjasniajac pojecie part-
nerstwa poznawczego badani nauczyciele najczesciej koncentrowali sig
jednostronnie albo na dziataniach nauczyciela, albo na czynnosciach
dziecka, ktdre wskazuja na partnerstwo poznawcze. Znacznie rzadziej
ujawnialo si¢ rozumienie omawianego pojecia jako uktadu relacji mig-
dzy podmiotami ksztalcenia, ktére wspétdecyduja o przebiegu i efek-
tach procesu ksztalcenia. Uzyskane wyniki stanowia przyczynek do
prowadzenia dalszych poglebionych badan, zwlaszcza w odniesieniu
do miejsca i sposobu realizacji idei partnerstwa poznawczego w prak-
tyce edukacji wezesnoszkolnej.

One of the basic challenges of modern education is the search for a school model

whose activity is aimed at “the development of the individual as well as the commu-

nity, taking into account the social and intellectual capital represented by them as the

primary factors of change and civilization continuity” (Batachowicz 2017: 16). The

main challenge faced by schools today is educating an individual who is constantly

learning, ready to take on new challenges, flexible, and easily adapting to changing
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conditions and expectations (Nowak 2007). In the context of dynamic changes in
the socio-cultural reality and technological development, it is particularly important
to develop students’ cognitive competencies at every stage of education, which allow
people to “see what is happening around them, supplement the obtained image of
the world with their own experience and predict what may happen” (Obuchowski
2004: 54). Cognitive competencies, understood as “competencies needed to process
and create information about oneself and the world, i.e., competencies condition-
ing the effects of reading, writing, counting, using symbols and using the acquired
knowledge in cognitive and social functioning” (Uszyriska-Jarmoc 2018), along with
creative competencies, play a key role in education. They engage mental activities
in the process of getting to know reality through more or less effective action in it.
Thanks to this, the individual not only gets to know the world, gives it meaning, but
gradually builds his understanding, which facilitates his effective adaptation. Direct
interactions with the outside world are both the source and the means of learning
about it (Michalak 2011). Developing cognitive competencies prepares people not
only to use the achievements of modern civilization but also to creatively participate
in the process of its development. In this context, Tadeusz Lewowicki (1994) has been
for many years postulating a change in the model of contemporary school, manifest-
ing itself in the transition from adaptive and reproductive education to critical and
creative education, stimulating innovation, creativity and changes in the surrounding
world. The perspective that completes the vision of the task of education defined in
this way is the development of current trends, needs and potentials in people who
create it in a school where partnership is the basic value.

The extremely complex and multifaceted category of partnership fits permanently
into the area of theoretical considerations and research aimed at searching for a school
model tailored to the education of tomorrow. This article attempts to present the
beliefs of early school education teachers about the importance and place of cogni-
tive partnership in relations with children in their educational practice. The research
concept has been embedded in an approach referring to emancipatory rationality and
constructivism creators who present the vision of the child as a fully-fledged partici-
pant in educational processes, organizing and interpreting the incoming information
and reorganizing the existing knowledge with the participation of adults and peers,
able to discuss, express their own views, present their own projects and striving for
change (Klus-Stafiska 2009a). Due to the nature of the study, the article presents
a fragment of preliminary qualitative research' on the presence of cognitive partner-
ship in early school education.

' The research was carried out as part of an individual research project titled “Child as a Student in the

Common Beliefs of Teachers,” carried out in the 2019/2020 academic year and currently continued at the
Institute of Pedagogy of the University of Bielsko-Biala.
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Cognitive Partnership in the Teacher-Child Relationship

According to a dictionary (Doroszewski 2000), the essence of partnership is the
equal treatment of each other by people whose relationship is based on the principle
of voluntary character, and whose goal is to run an enterprise and share its profits or
losses. Partnership means equal rights and obligations, mutual respect, which obliges
to learn and understand the so-called other party (Kocér 2018). Partnership under-
stood as a social responsibility tool is a process that guarantees: voluntary participation
of partners from various sectors, joint active action, social goals, investing resources,
taking risks and benefits, and long-term cooperation (Ordon, Gegbora 2017: 58). In
addition to the above-mentioned features of partnership relations, such as reciprocity,
cooperation, awareness of rights and obligations or respect, the concept of partnership
occurs in the context of such terms as: dialogue, cooperation, trust, help, commit-
ment, but also autonomy, subjectivity and responsibility. In relation to education,
the discussed concept is most often understood as an upbringing partnership, a type
of specific relations between three subjects: a student, a teacher and parents, who
are linked by a common goal accepted by three parties, a positive emotional atti-
tude towards each other, mutual respect, cooperation and co-responsibility (Milerski,
Sliwerski 2000). In this perspective, school partnership mainly means cooperation
and self-management of teachers, students and parents, and includes co-management
of the education process.

In the field of education, partnership is most often analyzed in the social aspect,
and much less often in the cognitive aspect. According to Dorota Klus-Stariska, cog-
nitive partnership is based “on the symmetry of the statuses of meanings given to
reality. The student’s knowledge is considered worth considering and deliberating,
which results from the social nature of all knowledge. Giving a sense of reality, the
content of education is perceived horizontally (revealing a multitude of meanings
and arguments), and not vertically (as definitely correct and incorrect)” (Klus-Stariska
2019: 17). In this sense, the basic indicator of cognitive partnership in the teacher-
student relationship is the acceptance and respect for the child’s personal knowledge.
In addition to the intellectual aspect, the essence of which is expressed in the dynamic
relationship between personal and public knowledge, cognitive partnership also con-
sists in building a space for communication (social aspect) and includes a personally
dialogical perspective (ethical aspect) (Klus-Stariska 2019).

The basic condition for the implementation of the idea of cognitive partnership
in the practice of early childhood education is to adopt the vision of the children
and their learning potential in line with the assumptions of cognitive and social con-
structivism, in the light of which children have their own rich world of meanings and
have the competencies to be active participants in the learning process, exchange of
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meanings, interpreting the world, oneself, others and the surrounding reality (Nowak-
Lojewska 2017). Similarly, in the contemporary sociological approach to the category
of childhood by William A. Corsaro (2015), the children are perceived as the active
subjects simultaneously participating in the world of adults and peers with whom they
negotiate, share and create culture. At the beginning of school, the child is ready for
active, not passive learning. Child learning understood in this way also plays a key role
in the theory of socio-cultural development by Katherine Nelson (2007). According
to the American developmental psychologist, in the classroom, thanks to the exter-
nalization process, “students’ minds” become elements of the outside world that can
be shared by students and teachers. The child develops not only in the context of
social interactions but also through these interactions.

Treating a child from the very beginning as a subject with a mind, encourag-
ing independence, and describing the child’s mental states are all important for the
child’s development, understanding other people and communication (Pikul-Biatecka
2012). Establishing a partner relationship cognitively with a child is associated with
taking into account their individual resources. Among them, the following are distin-
guished (Filipiak 2008: 23):

a) child’s own activity,

b) susceptibility and resilience to react in a certain way to the teacher’s instruc-

tions and guidance,

¢) being amenable to learning (cognitive modifiability),

d) child’s current developmental status, including “tacit knowledge” and the

child’s previous experiences and perceptions,

e) contents of the “toolbox” and the ability to use tools in action,

f) properties of the child’s attention, the ability to pay attention, focus on the

problem,

g) ability to follow the directions of Others.

The child’s individual resources and the current developmental status imply the
course of the relationship between the teacher and the student. Cognitive partner-
ship is, first of all, a kind of relationship that enables the creation of opportunities
for learning and the inclusion in the process of education of a child’s cognitive space
understood as “a zone where everything that is new and surprising inspires thinking
and discovering. It cannot be limited by frameworks or ready-made solutions that
inhibit the natural desire for independence” (Robinson, Aronica 2012: 74). The cog-
nitive development of the student and his/her social competencies is primarily favored
by situations in which the following conditions are met:

1. the condition of diversity: creating a richness of diverse social situations in the

classroom, constituting the basis for various experiences of students,
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2. the condition of conformity: conformity of the information contained in the
transfer with the reality outside school,
3. the condition of dialogue: the teacher’s opening to out-of-school experiences of
students and their relations on this subject (Klus-Stafiska 2009b: 17).
Learning based on cognitive partnership is deeply personalized, i.e., the learn-
ing environment is highly sensitive to individual and group differences related to the
background and experiences of students, to previously acquired knowledge, to their
motivation and abilities, and provides them with personalized feedback (Dumont,
Istance, Benavides 2013). For the process of acquiring and developing cognitive com-
petencies, it is important for the teacher to organize educational situations stimulating
the student to undertake various forms of activity that bring richness of experiences.

Research Procedure

One of the main factors determining the teachers’ approach to the issue of cogni-
tive partnership in education is the way it is understood and teachers’ convictions
about its implementation in early school practice. Convictions are commonly referred
to as all “mental” premises about the world that the subject feels as real (Lemarnska-
Lewandowska 2013: 15). In dictionary terms, conviction is defined as “a judgment,
an opinion based on the belief that something is true or false, an established view of
something; belief, view-point” (Szymczak 1979: 979). According to Magdalena Gro-
chowalska (2012), building convictions is a process in which an individual aims to
recreate hypotheses and theories that already function socially, and their formulation
in practice determines the subjective interpretation of educational reality. Conviction
research allows to describe the content that teachers attribute to reality in the educa-
tion layer, in this case, cognitive partnership in early school education.

In order to determine the understanding and meaning which teachers assign to
cognitive partnership in early school education, qualitative research was carried out
using the individual open-ended interview method. Due to the adoption of the inter-
pretative paradigm of qualitative research the research was aimed at showing different
ways of thinking of early school education teachers about the essence and features of
cognitive partnership and the methods they declare to implement in their work with
children in grades 1-3 of primary school. For Neuman, “the most important thing in
an interpretative approach is the systematic analysis of social meanings created by peo-
ple in their natural conditions of functioning, with a view to understanding and inter-
preting how people create and understand their world in which they function” (Neu-
man 1994: 62). In an interpretative approach, words are data from the research on
which the researcher’s attention is focused. It is thanks to the respondents’ statements,
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their narratives or written texts that it is possible to gain insight into the meanings
given by informants to the events in which they participate (Zwiernik 2015).

In the course of the research, answers were sought to research problems formulated
in the form of questions:

1. In the opinion of teachers, what is the meaning of cognitive partnership in

carly childhood education?

2. What importance do teachers assign to cognitive partnership in their work in

grades 1-3 of primary school?

According to the position expressed by Earl Babbie, the method of the used
individual open-ended interview “is an interaction between the interviewer and the
respondent. The facilitator has a general plan of action in it, but it is not a specific
set of questions that should be asked in specific words and in order” (Babbie 2008:
342). The questions addressed to the respondents were open-ended. Some of them
were basic questions, directly oriented towards undertaken description and concep-
tualization of experiencing phenomenon of cognitive partnership by the interviewee.
Among them, there are questions such as: What is a cognitive partnership in educa-
tion for you? How do you understand the cognitive partnership in relations with
a child? Under what conditions and situations is cognitive partnership manifested in
early childhood education? The remaining questions were formulated in the course
of the interview and were aimed at making it easier for the respondents to thematize
their experiences.

The research covered 23 teachers of early school education working in schools in
the Silesia and Malopolska Provinces. They were conducted directly by the research-
er between November 2019 and February 2020. Only women were among the
respondents. As far as the work experience of the respondents is concerned, 8 teach-
ers (34.78%) have worked at school for no more than 10 years, the work experience
of 10 people (43.48%) was between 11 and 20 years, and the remaining 5 teachers
(21.74%) worked in the school for over 20 years.

As a result, the interview allowed to capture what the respondents think about
reality, and not what the researcher thinks about it, only looking for confirmation of
her own thesis. According to the adopted research approach, the ways of understand-
ing the studied phenomenon expressed in the analyzed material implied categories
of description determined by the researcher. They are “generalized and structured
descriptions of understanding the phenomena present in the respondents’ experience”
(Mgczkowska 2002: 18). The categories of description are selected through the con-
densation of topics that appear while reading the answers of the respondents. Estab-
lished description categories, on the other hand, constitute the result space and then
may or may not be subject to hierarchy, resulting in a structure of the description cat-
egory. It should be emphasized that the discussed categories of description are always
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individual and collective at the same time, which means that the same statement may
reflect various expressions of the same concept or different concepts (Jurgiel 2009).

Research Results

According to the adopted qualitative research procedure, the presentation of the
results, for the purposes of this study, has been limited to the presentation of the cat-
egories of responses identified as a result of the analysis of the content of the respond-
ents statements in the interview, with the dominant tendencies in their selection
marked. Due to the adoption of the interpretative paradigm of qualitative research,
the research did not aim at considering the studied phenomenon in terms of quantity
and multiplicity, which is characteristic of the quantitative approach, but at extracting
the meanings and dimensions of cognitive partnership in early childhood education.
The analysis of empirical material obtained as a result of research conducted on small
groups of people is qualitative in nature and does not involve statistical tools. Nev-
ertheless, the possibilities of using quantitative terms in qualitative and explanatory
projects are indicated. David Silverman justifies it as follows: “Simple computational
techniques can become a way of probing an entire set of data that is usually lost in
intensive qualitative research” (Silverman 2008: 62).

The analysis of the content of the statements showed that all respondents empha-
sized the importance of cognitive partnership in early school education. In the opin-
ion of the respondents, cognitive partnership is possible and even necessary at the
discussed stage of education. The justifications for the opinions formulated by the
surveyed teachers referred to the following categories of responses:

a) the need to treat the child as the subject,

b) changing the school to the one open to the needs and capabilities of children,

¢) the need to trigger activity and meet the needs of the child,

d) introducing children from an early age to independence and responsibility for

the learning process.

All the above-mentioned categories, based on the analysis of the answers, may
prove that teachers are familiar with contemporary trends in early school education
focused on the humanistic paradigm in the education of a young child, and in the case
of less than half of the respondents, additionally with the importance of preparing
a child for lifelong education.

All respondents declared that their functioning in the area of early school educa-
tion is marked by cognitive partnership, although many statements (16 respondents)
raised reservations that due to the features of development and the level of cognitive
maturity, full cognitive partnership of children is impossible to implement in practice.
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An example of an expression: What the child thinks and knows about the ropic is impor-
tant, but we should also remember that we work with children. Their knowledge concerns
those things and phenomena that they are able to know because of their cognitive abilities.
In this context, the analysis of the content of the interviews leads to the conclusion
that the consciousness of most of the respondents is dominated by the traditional
psychological approach to the child development, expressed, inter alia, in assigning
capabilities to learn and understand the world “limited by the developmental phase”
and linear increase in knowledge to a child at the early school age.

The vast majority of respondents (19 interviewees), while explaining the discussed
concept, focused in their statements primarily on the intellectual aspect of cognitive
partnership, and less often (10 respondents) additionally on social relations between
the teacher and the student in the learning process. Three basic groups of factors deter-
mining the cognitive partnership in work with a child at early school age, appearing
in the respondents’ statements, were distinguished. The division made is not separable
and elements of statements belonging to particular groups of factors often coexisted in
the interviews. The teachers’ statements contained content elements related to several
areas (Diagram 1).

Diagram 1. Groups of factors determining cognitive partnership in early school education as

/\

features of the teacher-child relationship
as partners in the process of cognition

/ A

e N

assessed by teachers

features of the child’s cognitive functioning
as a partner in education

/ \

e N
attitude and competencies of the teacher—the
cognitive partner of the child

/ \

Source: Author’s own elaboration.

95



96

In their statements, all respondents pointed to the teacher’s attitude and compe-
tencies, which determine the creation of space for children treated as partners in the
educational process.

Table 1. Response categories defining the concept of cognitive partnership in relation to the
teacher’s attitude and competencies during the classes

Response categories Number of
P 8 indications
providing support to the child according to his/her cognitive 2
needs in the learning process
creating situations conducive to triggering various forms of 21
child’s activity
the ability to match control to the child’s level of
. 20
development and the action taken
creating a friendly, safe learning atmosphere 19
Artitude and tasks the teacher’s readiness to develop the child’s cognitive 18
of the teacher— interests
the child’s
cognitive partner the teacher’s faith in the child’s abilities and motivating him/ 16
her to learn
accepting knowledge gaps and understanding the child’s
. o . . 11
difficulties in understanding things
taking into account the topics and problems reported by 1
children in the classroom
respect and trust in the child’s personal knowledge 8
posing open-ended questions during classes 7

Source: Author’s own elaboration based on the results of the research.

The respondents’ statements show that the presence and quality of cognitive part-
nership during classes in grades 1-3 of primary school is primarily influenced by the
teacher’s competencies and atticude towards the child. The most numerous group of
responses in their statements referred to the personalization of the educational pro-
cess in terms of diagnosing the needs of children’s cognitive abilities and interests, as
well as adjusting the methods and level of control individually to the child’s needs
by the teacher. An example of an expression: If you approach the children individually
and understand their needs, then they open up and speak willingly. You can then find
out what they know about the topic, what they think about it and what they feel. In the
opinion of less than half of the respondents, cognitive partnership is expressed as the
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teacher’s understanding of the problems in a child’s learning and shaping a positive
acticude towards learning. They attach an important role to building a child’s positive
self-esteem in the learning process. They recognize that a child’s school success results
not only from actual competencies, but also from a sense of their own competencies.
In this context, it is worth emphasizing that the conducted research shows that the
children’s faith in themselves, their abilities, capabilities and skills have a positive effect
on the results of intellectual or social functioning (Uszyriska-Jarmoc 2007). Most of
the respondents emphasized the importance of the ability to create an appropriate
atmosphere in the learning process and to create didactic situations comprehensively
involving children, containing elements of novelty and interest.

In their statements, the surveyed teachers also indicated the features of the child’s
cognitive functioning, which, in their opinion, prove cognitive partnership in early
childhood education.

Table 2. Response categories defining the concept of cognitive partnership in relation to the
child’s functioning during classes

Response categories Number of
P g indications
child’s independence in action during classes 23
cognitive openness, motivation to acquire new knowledge 20
Features of
a child’s cognitive child’s questioning activity 16
functioning . ) ]
submitting new ideas by a child 15
independence in work planning 12

Source: Author’s own elaboration based on the results of the research.

According to all respondents, the essence of cognitive partnership is expressed in
the child’s activity and independence during classes. The respondents emphasized in
their statements that the child is not a passive observer of reality and the recipient of
the teacher’s messages, but is a dynamically developing person in social contacts. The
functioning of a child as a partner in the educational process is characterized primar-
ily by a readiness to acquire knowledge and a cognitive attitude, which manifests
itself in asking numerous questions regarding the issues discussed in the classroom.
An example of an expression: A child who is a partner in the cognition process is active,
independent, and asks a lot of questions. The children—treated as cognitive partner
in the education process—have the opportunity to express their own understanding
of the world and reveal the rich interior of experiences and thoughts. According to
the respondents, cognitive partnership manifests itself in the child’s independence in
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planning and carrying out tasks as well as creating and reporting solutions to prob-
lems. Then the child has a sense of agency and independent learning,.

The least frequent statements of the respondents (14 interviewees) at the same
time contained descriptions of mutual relations between the teacher and the child
based on cognitive partnership.

Table 3. Response categories defining the concept of cognitive partnership as teacher-child

relationship
Response categories Number of
P ] indications
dialogue with children 15
friendly mutual relations based on respect for autonomy, 15
freedom of action and a sense of security
Features of
the teacher-child joint problem solving with the child 12
relationship
child’s participation in the selection of methods and forms of 10
learning and the assessment of learning outcomes
discovering and constructing knowledge together 7

Source: Author’s own elaboration based on the results of the research.

In a manner similar to the way the concept is defined in theoretical studies, the
discussed group of respondents explained the concept of cognitive partnership using
terms such as: relationship, relation or arrangement of relations between the teacher
and children based on the sense of understanding and support from the interaction
partner. According to the respondents, partnership in education is to ensure respect
for one’s own autonomy and freedom of action, as well as a sense of acceptance and
security. The concept of cognitive partnership outlined in the statements by the
teachers corresponds to the vision of the teacher-student relationship in line with
the sociocultural concept, in the light of which the teacher becomes a partner in the
child’s development, “supports, structures, organizes, expands knowledge, enriches
the child’s efforts, knowledge and experiences in the field of specific competencies”
(Filipiak 2008: 22) and adjusts the level of support to the current level of the child’s
activity. As Anna Brzezifiska writes, “for this to be possible in the relationship between
the teacher and the students, four elements must be in balance: the teacher’s compe-
tencies, students’ competencies, the requirements of the nature of challenges appro-
priate to both, and appropriate to the challenges as well as varied forms of support
and assistance. Only then the system of mutual—unilateral, bilateral or multilater-
al—relations between the teacher and students and between the students themselves
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creates a truly stimulating social environment for both parties to develop” (Brzeziniska
2008: 48). In the statements of the respondents (9 interviewees), it was difficult to
find references to the teachers’ creation of conditions for the development of a learn-
ing mechanism based on processes of mutual interaction, consisting in the exchange
of meanings between interaction partners, i.e., the teacher and the student, and espe-
cially between the students themselves.

Conclusion

Cognitive partnership understood as “the equality of intellectual strategies, valua-
tions and interpretations” (Klus-Stariska 2008: 69) of educational entities is one of the
key factors determining the preparation of a child to the challenges posed by dynami-
cally changing reality. Based on the conducted research, it can be concluded that when
explaining the concept of cognitive partnership, the surveyed teachers most often
focused unilaterally either on the teacher’s activities or on the child’s activities that
indicate cognitive partnership. In the teacher’s understanding of cognitive partnership
in education, one can clearly see a tendency to emphasize the role and competencies
of the teacher, whose task is primarily to personalize the education process and create
conditions for building an educational space marked by a child’s sense of security and
enabling the child’s activity and independence. In turn, in the case of children, the
main manifestation of cognitive partnership is their behavior characterized by a high
level of activity in classes, independent thinking and a high level of cognitive attitude.
Much less frequently, the respondents’ statements revealed the understanding of the
concept in question as a relationship between two equal subjects of education, who
co-decide about the course and effects of the education process. Few of the respond-
ents indicated the key role of dialogue in the teacher-student relationship. A partner
adult—in the opinion of only a few respondents—participates in the process of con-
structing knowledge by a child, does not impose meanings. Worryingly, only a few
respondents emphasized the importance of creating conditions for peer social interac-
tions that can form the basis of negotiating meanings.

There is no doubt that the key role in understanding the essence of cognitive part-
nership by early childhood education teachers is played by the way they think about
the mind and cognitive abilities of children. What is important in this process is the
departure from the way of perceiving the student’s mind as learning by imitation
or as learning as a result of exposure to didactic activities and acquiring declarative
knowledge in favor of perceiving a child who, like an adult, has more or less coherent
“theories” not only about the world, but also about their own mind and how it works
(Bruner 2006: 82—89).
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The fragmentary results of the presented research on the understanding of cog-
nitive partnership and the declared place of it in early school education may be an
inspiration to conduct further in-depth research on its meaning and forms of imple-
mentation in school practice.
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