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BEYOND RESOURCES: PRINCIPLES FOR EFFECTIVE LANGUAGE TEACHING DERIVED FROM PRACTITIONER
EXPERIENCE IN CUBA

Annotation. This article provides an analysis of pedagogical practices in foreign language education within the Cuban higher
education system, shaped by conditions of persistent material resource constraints. Moving beyond a mere description of challenges,
the focus is on identifying the core methodological principles developed by university educators to ensure effective teaching and
learning in such an environment. Drawing from direct professional experience, the authors examine how the scarcity of academic
textbooks, limited digital access, and sporadic internet connectivity fundamentally reshape the lecturer's role and curriculum content
at the tertiary level. The central argument posits that the key adaptive principle is a strategic shift towards maximizing human
interaction, verbal creativity, and local cultural context as primary teaching tools. The paper details specific teaching strategies that
emerge from this principle in a university setting, including the use of authentic materials (songs, oral histories, local press), project-
based learning rooted in socio-cultural analysis, and collaborative peer-learning methodologies. The conclusion highlights that the
pedagogical approaches forged within these constraints hold significant value for higher education, offering alternative models that
are less technology-dependent and more focused on fostering deep communicative competence, critical thinking, and academic
autonomy. This body of experience presents relevant insights for academics and educators in other global contexts facing similar
limitations.

Key words: language education in Cuba, resource constraints, adaptive pedagogy, teaching experience, low-tech approaches,
communicative competence, cultural context, peer-teaching, teacher creativity, pragmatic methodology.

Annomayus. CtaThsi HpeAcTaBisieT co0oil aHanW3 MEeAarornveckoro OmbITa, HAKOIUICHHOTO B c(epe BBICIIETO S3bIKOBOTO
obpaszoBanusi Ha Kybe B yCIOBHSX XpPOHHYECKOro JedHIHTAa MaTepHallbHBIX pecypcoB. OCHOBHOE BHHMaHHE YHACISIETCS He
KOHCTATallid TPYJHOCTEH, a BBISBICHHIO KOHKPETHBIX METOIMYECKHX HPHHIIUIIOB, KOTOPHIC BBIPAOATHIBAIOTCS BY30BCKUMHU
npernogaBaTensaMu Juisi oGdexTuBHONH paboThl B Takoil cpexe. Ha OCHOBE MHOroJeTHEH NPaKTHKH aBTOPHI OIHMCHIBAIOT, Kak
HEJOCTATOK aKaJIeMHYCCKUX YYCOHHKOB, OTPAaHUYCHHBIH TOCTYN K HH(POBBIM TEXHOJIOTUSIM M MHTEPHETY TPaHCHOPMHUPYIOT POJIb
[peToiaBaTes By3a U COZlepiKaHue yueOHOro Kypca. B cratbe yrBepikaaercs, 4To KIFOUEBbIM CTAHOBUTCS MPUHLIMIT MAKCHUMAIBbHON
OMOphl Ha JKHBOC YEJOBEYECKOE B3amMojeiicTBHe, BepOANbHYI0O KpEaTHBHOCTh W KYJIbTYpHBIH KOHTeKkcT. ITompoGHO
paccMaTpUBalOTCS TaKHE aJallTUBHBIC CTPATEIWH Ui BBICIICH LIKOJbI, KaK MCIOJIb30BaHHE ayTEHTHYHOI'O S3bIKOBOTO MarepHaia
(TecHn, yCTHBIE HCTOpPHHM, Ipecca), NPOeKTHas padoTa, OCHOBAHHAs HA COLMOKYJIbTYPHOM AaHAIIM3€, U METOIbl COBMECTHOIO
oOyueHus. Jlenmaercst BHIBOJ, YTO BbIpaOOTAHHBIE B YCIOBHMAX OTPaHUYCHMII MEAarornyeckue Moaxonbl 00J1alaroT 3HAYUTENbHON
LIEHHOCTBIO JUIS BbICIIErO O00pa3oBaHMs, Ipearas ajlbTEPHATHUBHBIE MOJCIM, MEHEE 3aBHCHMbIC OT TEXHOJIOTWH, HO Oosee
OpPHMEHTHPOBAHHbIC HA pPa3BUTHE TITyOOKOH KOMMYHHUKATHBHOM KOMIICTCHIMH, KPMTHYECKOrO MBIIUICHUS M aKaJeMH4ecKOn
aBTOHOMUM OOy4aromuxcs. JJaHHbIH ONbIT MOXKeT ObITh MOJIE3CH Ul IpenojaBaTelieii 1 UCCleoBaTeNei B APyruX PerHoHax MUpa,
CTAJIKMBAIOIIUXCS C IOXOKMMH BBI30BAMH.

Kniouesvie cnosa: s13p1koBoe 00pazoBanue Ha Ky0e, pecypcHble OrpaHMYeHUs, aialTHBHAS METOMNKA, IIearornuecKUil OIIbIT,
HHU3KOTEXHOJIOTHYHBIC MOIXO0/bl, KOMMYHHKATHBHAs KOMIICTCHIHS, KyJIbTYPHBIH KOHTEKCT, B3aHMHOE OOydYeHHE, I1earornyeckas
KpeaTHBHOCTb, IParMaTu3M B 00pa3oBaHHUH.

Introduction. Higher education institutions worldwide grapple with the dual imperatives of maintaining educational quality and
integrating technological innovation amidst rapidly evolving societal demands. While debates in the global North often centre on the
optimal use of digital abundance, a significant portion of the world’s academia operates within a starkly different paradigm: one
defined by persistent material and digital scarcity. The Cuban higher education system presents a compelling and distinct case within
this global landscape. Celebrated for its historic achievements in universal access and literacy, the system has concurrently
functioned for decades under the strain of a protracted economic embargo and internal structural challenges, resulting in chronic
shortages of essential academic resources [8, P. 56]. This context has created a unique ecosystem for foreign language education,
characterized by limited access to contemporary textbooks, unreliable internet connectivity, and constrained digital infrastructure
[7, P. 23]. This article posits that this very constraint has served as an unintended catalyst for a rich corpus of pedagogical innovation
within Cuban foreign language departments, the systematic analysis of which can contribute valuable insights to the broader
international discourse on resilience and adaptability in higher education.

The predominant narrative surrounding education in constrained environments often risks adopting a deficit perspective,
focusing primarily on what is lacking. This article aims to systematically identify, analyse, and theorize the core pedagogical
principles and concrete methodological adaptations that have been organically developed and refined by educators within Cuban
university foreign language departments. Rather than documenting shortcomings, the research focuses on the agency and creativity of
practitioners who ensure educational quality and relevance against significant odds. It seeks to answer the following central question:
What are the foundational principles and resultant teaching strategies that constitute an effective, sustainable pedagogy for foreign
language education in a context of systemic material and digital scarcity?

The analysis presented herein is inextricably informed by the author’s position as a faculty member within the Cuban higher
education system, with over fifteen years of direct teaching and curriculum development experience in foreign language departments.
This insider perspective provides privileged access to the lived realities, tacit knowledge, and nuanced decision-making processes of
practitioners [6]. The article is conceived not as a dispassionate, external observation, but as a form of critical praxis — a practice-
based, analytical reflection rooted in sustained participation and professional commitment. This viewpoint allows for the description
of pedagogical strategies that may remain opaque to outside observers, while also necessitating rigorous self-reflexivity to ensure
analytical depth beyond mere anecdote. The authors acknowledge that this positionality shapes the inquiry but argues that it is
precisely this grounded expertise that validates the study’s empirical claims.
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The global integration of technology in education has exposed and often exacerbated a persistent digital divide, a multifaceted
inequity extending beyond simple access to hardware and internet connectivity. Contemporary research conceptualizes this divide
across levels: the first-level divide concerns physical and material access, while the second-level divide pertains to disparities in the
skills, uses, and tangible outcomes derived from digital technologies. Studies confirm that unequal access to technology and digital
learning materials can negatively impact academic achievement and future prospects. The challenge is particularly acute in English
as a Second Language (ESL) and Foreign Language (FL) education, where technology is often promoted for authentic input,
interactive practice, and access to global cultural content. However, in under-resourced settings, students and instructors face
significant constraints, including inadequate access to computer laboratories, a lack of tailored digital learning materials, and limited
opportunities for technology-enhanced research. These challenges underscore a gap in the international literature, which often
prescribes technologically intensive solutions without fully accounting for the systemic material scarcities common in Global South
and Caribbean higher education contexts. The Cuban case, therefore, offers a vital perspective from a region where such constraints
are not temporary setbacks but enduring features of the educational landscape.

Main body of the article. To understand foreign language pedagogy in Cuba, one must first situate it within the nation's unique
educational ecosystem. Since 1959, education has been a central pillar of national policy, achieving notable successes in universal
literacy and the development of skilled professionals without extensive external funding [2, P. 33]. The system is designed to support
national social and economic goals, promoting specialized skills aligned with state priorities [10, P. 15]. A defining characteristic of
contemporary Cuban higher education is the condition of chronic resource scarcity: a shortage of updated academic textbooks,
limited printing resources, inconsistent access to contemporary international journals. As van Deursen and Solis Andrade found,
increased internet access in Cuba's restricted media environment may initially benefit those already in privileged positions,
highlighting how structural inequalities persist even as infrastructure slowly evolves. This creates a distinctive classroom reality
where standard, resource-dependent pedagogical models are untenable.

Despite these constraints, Cuban pedagogical theory strongly emphasizes creativity, problem-solving, and logical thought as
core objectives. Scholars like Torres Miranda argue that the didactics of higher education must move beyond knowledge transmission
to develop professionals capable of creative problem-solving in their specific socio-historical context [15, P. 28]. This theoretical
commitment is echoed in calls for teaching methods that are «agile, flexible, and anticipatory», centering on student-led inquiry and
the solution of real-world professional problems [15, P. 56]. As Estrada Molina notes, professorial creativity can be inhibited by
factors such as professional burnout, ineffective communication styles, and excessive reliance on imitation rather than
innovation [5, P. 104].

Conventional analysis of education in resource-limited settings employs a deficit model, focusing predominantly on what is
lacking technology, materials, connectivity and framing students and systems by their needs. This article rejects that paradigm in
favor of an asset-based approach. Asset-based pedagogy focuses on strengths, viewing the diverse cultural, linguistic, and
experiential knowledge that students and educators bring to the classroom as foundational assets rather than shortcomings to be
remedied.

Applied to the Cuban context, this lens performs a critical reframing. It posits that persistent material and digital constraints do
not merely inhibit conventional pedagogy; they actively stimulate pedagogical creativity and force a re-centering of the educational
process on fundamental human and cultural resources. When textbooks are scarce, the instructor's role necessarily shifts from
deliverer of pre-packaged content to curator of authentic, locally available materials such as national literature, music, journalism,
and oral histories [12, P. 22]. When digital tools are unreliable, human interaction dialogic exchange, collaborative projects, and peer
feedback becomes the primary and most robust «technology» for language practice and knowledge construction. The limitations of
the environment catalyze a pedagogical model that is inherently less dependent on imported technology and more deeply embedded
in the local socio-cultural context. The model aligns with the concept of culturally sustaining pedagogy, which seeks to honor and
utilize learners' heritage and lived experiences as a bridge to new learning. The Cuban experience is one of leveraging abundant local
assets human creativity, cultural richness, and collective resilience to build an effective, context-specific language education.

The methodological choices reflect the research's aim to move beyond a surface-level description of challenges and to engage
deeply with the tacit knowledge and lived experiences of practitioners. The research employs a critical practitioner inquiry approach,
positioning the author's long-term professional engagement within a Cuban university foreign language department not as a bias to be
mitigated, but as the primary source of empirical insight [3, P. 45]. This approach aligns with the Cuban methodological tradition that
values the systematic reflection of educators on their own practice as a valid form of knowledge production [13, P. 144].

The analysis and principles discussed are primarily derived from and applicable to humanities and language faculties within the
Cuban university system, with a particular focus on foreign language departments.

The authors acknowledge the significant internal variations that exist between institutions (e.g., central universities vs.
provincial branches) and disciplines. Therefore, this study does not claim to present a monolithic «Cuban model», but rather to distill
a set of widely applicable pedagogical principles that have proven effective across multiple language programs facing similar
constraints.

Key limitations include the study's reliance on a single, albeit deep, case context, which may affect the immediate
generalizability of specific strategies. Furthermore, the practitioner-inquiry approach, while rich in insider perspective, necessitates
rigorous self-reflexivity to balance experiential authority with critical distance. These limitations are counterbalanced by the study's
value in providing a detailed, emic perspective on pedagogical resilience, offering transferable insights rather than prescriptive
blueprints.

The sustained analysis of practice within this resource-constrained context reveals four interlocking pedagogical principles
which represent a coherent, asset-based reorientation of foreign language teaching.

Principle 1: The Lecturer as Curator and Context-Provider.

Confronted with scarce and outdated textbooks, the lecturer's role undergoes a fundamental shift from being a deliverer of
standardized content to an active curator and context-provider. This principle involves the intentional selection, adaptation, and
framing of diverse, authentic, and often non-digital materials to construct a rich and relevant linguistic and cultural input [9, P. 78].
For instance, the analysis of contemporary local newsprint becomes a lesson in persuasive language and current affairs; the study of
Cuban poetry or song lyrics fosters phonetic awareness and cultural literacy; and the collection of oral histories from the community
serves as a basis for narrative tenses and conversational practice. This curation is guided by clear linguistic objectives and a
commitment to connecting language learning to the students' immediate socio-cultural reality, thereby enhancing both engagement
and meaningful comprehension [14].

Principle 2: Human Interaction as the Primary Technology.

In the absence of reliable digital platforms and language labs, structured human interaction is elevated from a component of
learning to its primary technological infrastructure. Pedagogical design deliberately maximizes opportunities for dialogic exchange,
debate, role-play, and collaborative problem-solving. Well-established models of peer-teaching and structured cooperative learning
become essential, replacing the interactive functions of online forums or educational software [11, P. 102]. Classrooms are organized
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into stable learning groups responsible for joint tasks, peer feedback, and language practice which creates a self-sustaining «ecology
of interaction» developing fluency and interpersonal skills through necessity. This principle reaffirms the social nature of language
acquisition and turns a material constraint into a strength by fostering a highly collaborative learning community.

Principle 3: Project-Based Learning Rooted in Local Socio-Cultural Reality.

Assessment and core learning activities are reconfigured around long-term, investigative projects that replace standardized,
resource-intensive tests. These projects are explicitly rooted in local socio-cultural realities, demanding that students use the target
language to engage with authentic issues. Examples include conducting community-oriented research, developing cultural
documentation projects, or engaging in scenario-based simulations [1, P. 61]. Such projects serve multiple goals: they provide a
compelling, authentic purpose for communication; they integrate language skills with content knowledge and critical thinking; and
they leverage locally available “data” and expertise, making the learning process both relevant and independent of imported
educational resources.

Principle 4: Fostering Metacognitive and Critical Autonomy.

Ultimately, the constrained environment makes the cultivation of /earner autonomy not an ideal but a necessity. Pedagogical
strategies are designed to develop students' metacognitive awareness and critical autonomy. This involves teaching students to self-
direct their learning, set personal language goals, and strategically evaluate and utilize the limited linguistic resources available to
them be it a single shared dictionary, a fragment of an article, or a conversation with a peer [1, P. 28]. Students are trained to become
critical consumers of any language input they encounter, analyzing its purpose, bias, and utility. The aim is to graduate independent
language users who can continue learning and adapting beyond the classroom and without dependence on formal instructional
scaffolding, a crucial skill for lifelong learning in a context of ongoing resource challenges.

Conclusion. The pedagogical principles identified in the Cuban context represent a profound reorientation of language
education that challenges conventional definitions of resources and outcomes. In an environment where traditional material and
digital assets are scarce, the focus shifts decisively to human capital, cultural knowledge, and collective ingenuity. This aligns with
an asset-based pedagogical framework that views the diverse experiences, languages, and cultural backgrounds of students and
educators as foundational strengths rather than deficits. The Cuban case demonstrates that when textbooks and the internet are
limited, the lecturer’s curated expertise, the richness of local cultural production (literature, music, oral history), and the power of
structured peer interaction become the primary vehicles for learning. This redefinition moves beyond a deficit model of scarcity,
proposing instead that the most vital resources in education are often intangible, relational, and culturally embedded.

The necessity for project-based, collaborative work rooted in local reality promotes not only communicative ability but also
advanced critical thinking and problem-solving skills [1, P. 61]. Students accustomed to analyzing available materials, negotiating
meaning with peers, and directing their own inquiries develop a heightened degree of academic autonomy and adaptive resilience.
This outcome suggests that educational quality should be measured not only by access to technology but also by the development of
cognitive and metacognitive capacities that enable lifelong learning under variable conditions.

The professional burden on faculty is immense, requiring continuous creativity, material production, and emotional labor to
compensate for systemic shortages, a factor recognized as a potential inhibitor of sustained pedagogical innovation [5, P. 108].
Furthermore, academic isolation remains a serious concern, as difficulties in obtaining visas, accessing international journals, and
participating in global research collaborations can hinder scholarly currency and exchange [8, P. 55]. The Cuban educational model
demonstrates that effective pedagogy in resource-limited settings relies on low-tech, high-engagement strategies centered on human
interaction and contextual relevance. Its principles offer a vital critique for well-resourced environments, urging a shift away from
technology over-reliance toward intentionally designed, dialogic, and humanizing learning experiences. Ultimately, the core lesson is
that meaningful education depends more on purposeful design and social engagement than on the abundance of tools.

The Cuban case study presents a narrative of pedagogical innovation born of necessity, challenging the dominant discourse that
equates progress solely with technological integration. It demonstrates how systemic constraints can catalyze a re-centering on
fundamental human and cultural resources, constituting valuable practice-based knowledge from the Global South [4, P. 132]. To
enrich global pedagogy, this warrants broader international dialogue that moves beyond unidirectional transfers of “best practices” to
a mutual learning process, fostering a more inclusive paradigm where contextual ingenuity is valued alongside technological
resource.

Literature:

1. Beckett, G.H. Project-Based Second and Foreign Language Education: Past, Present, and Future / G.H. Beckett, T. Slater //
Research on Second Language Teaching and Learning. — Greenwich: Information Age Publishing, 2005. — P. 259-280

2. Carnoy, M. Cuba's Academic Advantage: Why Students in Cuba Do Better in School / M. Carnoy, [et al.]. — Stanford:
Stanford University Press, 2007. — 240 p.

3. Cochran-Smith, M. Inside/Outside: Teacher Research and Knowledge / M. Cochran-Smith, S.L. Lytle. — New York: Teachers
College Press, 1993. — 224 p.

4. Cranton, P. Perspectives on Authenticity in Teaching / P. Cranton, E. Carusetta // Adult Education Quarterly. — 2004. —
Vol. 5. —Ne 1. —P. 5-22

5. Estrada Molina, O. La creatividad del profesor universitario: inhibidores y facilitadores / O. Estrada Molina // Revista Cubana
de Educacion Superior. — 2020. — Vol. 39. — Ne 3. —P. 102-115

6. Fernandez, A.M. Teaching English in Cuba: Challenges and Innovations in a Resource-Scarce Environment / A.M. Fernandez
// Cuban Studies. —2019. — Ne 48. — P. 18-35

7. Fernandez, A.M. La ensefianza de lenguas extranjeras en Cuba: retos y perspectivas / A.M. Fernandez, M.R. Fernandez //
Memorias del Congreso Internacional de Pedagogia 2019. — La Habana: Editorial Pueblo y Educacion, 2019. — P. 45-62

8. Garcia Batista, G. Cuban Higher Education: History, Context, and Challenges / G. Garcia Batista, E. Caballero // Journal of
Hispanic Higher Education. — 2020. — Vol. 19. — Ne 1. — P. 45-62

9. Garcia Delgado, M. Estrategias didacticas para contextos de escasez de recursos / M. Garcia Delgado. — La Habana: Editorial
Félix Varela, 2017. — 180 p.

10. Gasperini, L. The Cuban Education System: Lessons and Dilemmas / L. Gasperini. — Washington, D.C.: World Bank,
2000. — 109 p.

11. Johnson, D.W. Learning Together and Alone: Cooperative, Competitive, and Individualistic Learning / D.W. Johnson,
R.T. Johnson. — Boston: Allyn & Bacon, 1999. — 352 p.

12. Lopez, J.A. El docente como mediador cultural: uso de textos autoctonos en el aula de lengua / J.A. Lopez, R.P. Marquez //
Didactica de la Lengua y la Literatura en el siglo XXI. — Santiago de Chile: Editorial Universitaria, 2020. — P. 88-105

13. Pérez Rodriguez, G. Metodologia de la investigacion educacional. Primera parte / G. Pérez Rodriguez, [et al.]. — La Habana:
Editorial Pueblo y Educacion, 2010. — 371 p.

14. Torres Fernandez, P.A. Acerca de los enfoques cuantitativo y cualitativo en la investigacion educativa cubana actual /
P.A. Torres Fernandez // Atenas. —2016. — Vol. 2. — Ne 34. —P. 1-15

40



15. Torres Miranda, R. La didactica de la educacion superior: un enfoque para la creatividad y la solucion de problemas /
R.T. Miranda // Revista Varona. — 2018. — Ne 66. — P. 24-32

Henaroruxka
YK 378
KAHAMJAT NeJaroru4ecKux Hayk, qouenT basukun Ouer BacuibeBna
AnTalicKui roCcyIapCTBEHHBIN Nefarorndeckuii yausepcuter (T. bapnayin)

JIABOPATOPUS O3IOPOBUTEJIBHBIX BUJI0OB ®U3UNYECKON KYJAbTYPbl: HAYYHO-METOAYECKHI
HOEHTP B CTPYKTYPE COBPEMEHHOI'O ®U3KYJIbTYPHO-O3JOPOBUTEJIBHOI'O KOMIIJIEKCA

Annomayusa. B craThe NPEACTaBIEH TEOPETHYECKUH M NPAKTHYECKUH acHeKT PoiM JIabopaTOpUH O340POBUTENBHBIX BHIOB
¢usnueckoit KyiapTypsl (JIOBOK) xak Hayuno-meroandeckoro nenrpa. JIOBOK paspadaTsiBaeT U BanuaupyeT 0340POBUTEIIBHbBIC
TEXHOJOTMH [UI1 DAa3jIMYHBIX TPYIN HAceJIeHHA. B IpakTM4ecKOW wYacTW MpEICTaBIeHO HccleqoBaHue (P EKTHBHOCTH
CIICLUAIN3UPOBAHHON MPOrpaMMBbl Ul CTyAeHTOB. Llenpio mporpamMsl ObUIO yiydineHHEe (U3UYECKOH IOArOTOBIEHHOCTH H
[ICUXO3MOIMOHAIBHON afianTaluu yyamuxcs. B 16-HeledbHOM HCCIIC0OBaHUH y4YacTBOBAJIM CTYACHTHI C HU3KOH JBHIaTEIbHON
AKTUBHOCTBIO. DKCIIEPUMEHTAJIbHAS IPYIIIIa BBIIOJIHSIA KOMIUICKC (DYHKIIMOHAIBHOTO TPCHHHIA, JABIXaTeIbHBIX H PETaKCAIlHOHHBIX
npakThK. KOHTpOJIbHAs Tpymma 3aHMManach [0 CTaHAAPTHOI YHHMBEPCHTETCKOW mporpamme. J[MarHOCTHKa BKIIOYAla OLECHKY
(bu3nyecKux KauecTB, BApUabEIbHOCTh CEPICYHOr0 PUTMA M MCHUXOJIOTHYECKHE TECThl. Pe3ysbTaThl MOKa3all JOCTOBEPHBIH POCT
a3pOoOHON U CUIIOBOI BEIHOCIHMBOCTH B 9KCIIEPUMEHTAJIBHO rpyImne. Y yYacTHHKOB TAKKe YIYUIIHINCH [OKAa3aTeld BereTaTUuBHON
PEryJIsALMH, CHU3UICS HHACKC HalpshkeHUs. 3ahUKCHPOBAHO 3HAUMMOE CHIDKCHUE YPOBHSI CHTYaTHBHOM TPEBOXKHOCTH ¥ YITy4IICHUE
CaMOYyBCTBHS. B 9KCIIEpUMEHTAIbHOM IpyINe OTMEYCHO HeOOJbIIOE, HO CTATUCTHYECKH 3HAUYMMOE IMOBBIIICHHE CPEAHEro Gasuia
ycneBaeMocTH. McecnenoBanue nemMonctpupyet ciocoonocts JIOB®OK co3naBate HaydHO 00OCHOBAHHBIE ITPOTPAMMBI [UIS PELLICHUS
crienuduyUecKux MpodieM LeNeBbIX Ipyni. Pesynbrarsl MoATBEpkIaloT 3P(EeKTUBHOCTh MHTErpanun (U3UYECKOTO0 TPEHHHra ¢
3JIEMEHTaMU TCUXO(HU3HONIOTHYECKON caMoperysiuuy. Jlemaercss BBIBOA O BBICOKOW mpakThueckod 3Haummoctd JIOBDK nms
(bopMupOBaHHs aIaNTUPOBAHHBIX 03/I0POBUTEIBHBIX TEXHOJIOTHH B 00pa30BaTeNbHOI cpene.

Kniouesvie cnosa: o3popoButenbHas Gpuandeckas KyabTypa, J1adopaTopus, IBUraTeabHas akTHBHOCTb, 3710pOBbecOeperaoye
TEXHOJIOTHH, MOHUTOPUHT, (pr3udeckasi paboToCIocoOOHOCTh, peadHInTALHS.

Annotation. This article presents the theoretical and practical aspects of the role of the Laboratory of Health-Related Types of
Physical Education (LOHPE) as a scientific and methodological center. LOHPE develops and validates health technologies for
various population groups. The practical part presents a study of the effectiveness of a specialized program for students. The goal of
the program was to improve the physical fitness and psycho-emotional adaptation of students. Students with low physical activity
participated in the 16-week study. The experimental group completed a set of functional training, breathing, and relaxation practices.
The control group followed the standard university program. Diagnostics included an assessment of physical qualities, heart rate
variability, and psychological tests. The results showed a significant increase in aerobic and strength endurance in the experimental
group. Participants also showed improved autonomic regulation indicators, and a decrease in the stress index. A significant decrease
in the level of situational anxiety and an improvement in well-being were recorded. A small but statistically significant increase in
the average grade point average was noted in the experimental group. The study demonstrates the ability of the Physical Culture and
Health Institute (PLHI) to create scientifically based programs to address the specific needs of target groups. The results confirm the
effectiveness of integrating physical training with elements of psychophysiological self-regulation. It is concluded that the PLHI has
significant practical value for developing adapted health-promoting technologies in the educational environment.

Key words: health-promoting physical education, laboratory, motor activity, health-promoting technologies, monitoring,
physical performance, rehabilitation.

BBenenne. Akryanusanus mpoOneM COXpaHEHHMS U YKpENJeHHs 3J0pOBbsS HACENEHUs B YCIOBHAX THIIOJUHAMHM,
NICHX09MOIIMOHANIBHBIX TIEPErpy30K M HEOJIaronpHsATHOW SKOJOTHYeCKOH OOCTAaHOBKHM OOyCIOBHMJIAa BO3pAcTAlOmMil MHTEpPEC K
HayYHOMY OOOCHOBAHHMIO CPEJCTB M METOJOB O3MOPOBUTENBHON (u3ndeckoil kymbTypsl (OB®K). MHTencudukanms raHHOTO
HalpaBJIeHUs! TpeOyeT CO3MaHMS CIEHUANIN3NPOBAHHBIX CTPYKTYpP, CIOCOOHBIX OCYMIECTBIATh KOMIUIEKCHBIE HCCIICIOBAHNS,
pa3pabaTeiBaTh MHHOBAIL[IOHHBIC METOMUKH M OOECIeUMBaTh KOHTPOJb MX 3((PeKTUBHOCTH. TakMM IIEHTPOM IIpHU3BaHA CTaTh
71a00paTopusi  O3MOPOBUTEIBHBIX BUAOB (DU3MUECKOM KyIbTyphl, (YHKIMOHHpYIOIIas Ha CTBIKE HAyKH, OOpa3oBaHHS U
npaktuky [9; 10; 12].

®opmupoBaHre NOTPEOHOCTH B (PU3NIECKOM U IICUXIMUYECKOM 37I0POBBE M 3[0POBOM 00pa3e *KHU3HH B I[EJIOM HMEET pelIaromee
3HaueHUE A1 (HU3MIECKOr0 BOCHHMTAHUs CTYAeHTOB. UToObl mporecc ux (opmupoBanus Obul 3P(EKTHBHBIM, OH JOJDKEH OBITH
CO3HATeNIbHBIM. AHaNM3y JaHHOW CHTyalluH IOCBSILIEHA JaHHas paboTa, B KOTOPOH M3ydanuch OpraHM3allMOHHO-NEJArOrn4ecKue
YCIIOBUSI 3aHATUH CHOPTOM M Jocyra Ha mnpumepe paspaborku naboparopun YHUJII «OzpopoButenbHble BUABI (U3MUECKON
KyIbTyphI» B 00pa30BaTeNbHON cpefe ANTaliCKOro rocyqapCTBEHHOTO MEJarorHdecKoro YHHBEPCHTETa, Ha Kadeape rMMHACTUKH
HHCTUTYTa HU3MIECKOI KyabTyphl U criopta [2; 3; 4; 5].

Ha xadeape crnopTHBHOW T'MMHACTMKM B KauecTBE HHHULIMATUBHOW TIpynmbel Hadama pabortare jaboparopus YHUII
«O310pOBUTEBHBIE BUABI GU3NUECKON KYIBTYPBI».

OcHoBHoit nensio JIOBOK siBisiercst npoBeeHie GyHAaMEHTAIBHBIX H MPUKIAAHBIX HAYYHBIX UCCIICOBAHHM, HAPABICHHBIX
Ha pa3paboTKy, BHEIPEHHE M OIEHKY S((EKTHBHOCTH O3MOPOBHTCIBHBIX M pPEaOMINTAMOHHBIX (PU3KYIBTYpPHO-CIIOPTUBHBIX
TEXHOJIOTHH JUISl Pa3JIMIHBIX TPYIII HACEJICHHSI.

K ximoueBBIM 3a1auaM OTHOCSTCS:

1. Vi3ydenne BIUSHUS PAa3IMYHBIX BHIOB M PEXHMMOB JIBUTATEILHOM aKTHBHOCTH HA (QYHKIIMOHAIEHOE COCTOSTHHE, (DH3HIECKYIO
paboTOCIIOCOOHOCTD U IICUXO(HU3HOIOTHIECKHH CTaTyC YeJI0BeKa.

2. Hayunoe oGocHoBanme u cosganue Meroguk OBOK mias mum pasHoro Bo3pacra, monia, ypoBHS 3J0pOBbs M (hPU3MUECKON
MOATOTOBJICHHOCTH (BKJIIOYAS JIUI] C OTPAHIMYECHHBIMI BO3MOXKHOCTSIMH 3JI0POBbSI I XPOHUYECKUMH 3a00I€BaHUSIMN).

3. Pa3paboTka KpuTepHeB U METOAOB ONEPATUBHOTO U 3TAITHOTO KOHTPOIIS 3P (HEKTUBHOCTH 0310POBUTEIBHBIX TPEHUPOBOUHBIX
MPOrpaMMm.

4. Anpobanus M BHEAPEHHE COBPEMCHHBIX (DUTHEC-TEXHOJIOTHH, CPEACTB KHHE3MOTEpPAalMH W aJalTHBHOTO CIOpTa B
03/I0POBHUTEIBHYIO MIPAKTHKY.

5. OcymecTBieHre 00pa30BaTENIbHONW U HMPOCBETHTENBCKONW NEATENbHOCTH, MOArOTOBKA KaJpoB B chepe 03A0pOBHUTEIHLHON
(U3UUECKON KYNBTYpBI.

JIOB®K, kak mmpaBuiio, BKIIOYAeT HECKOJIBKO B3aUMOCBSI3aHHBIX CEKTOPOB MM paboymX IrpyIi:
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