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Abstract

School, like a social melting pot, is a space for diverse interactions and behaviours,
often of quite a different nature. The aim of this text is to look at the ways in which
pupils from varying social backgrounds interact with the school world as well as
to explain the logic behind their behaviour. Pierre Bourdieu, whose theoretical
approach forms the basis of my research, has dichotomised these types of
interactions as ‘pedantism’, a characteristic of the so-called ‘humble pupils’, and
‘self-confidence’, that of the so-called ‘worldly pupils’ (‘mondains’), highlighting
the fundamental differences in their modality to culture and language, manifested
in their different ways of being and reacting within the school world. This text
discusses these various ways of interaction with and at school based on pupils’
social class affiliation, highlighting specific situations from school life to illustrate
the Bourdieusian theory of capital and habitus.

Keywords
social class, reproduction theory, educational inequalities, teacher-pupil interactions
Introduction

Pierre Bourdieu’s widely known theory of socio-cultural capital still valid today
although criticised, among other things, for its objectivised concept of habitus
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(King, 2000), unequivocally refutes the postulate of meritocracy, proving that the
institution of school is not the central and key element of the educational process
and success (Kwiecinski, 2009). The Bourdieusian thesis on cultural reproduction
goes back almost as far as the sociology of education itself, therefore proving
the reproduction of educational inequalities is neither new nor necessary today;
however, there is a lack of empirical knowledge about how this comes about.
Apart from the reproduction of inequalities itself, little is known about how class
differentiation in Poland determines the dimension of pupil interaction in the
school world and what its consequences are for young people’s participation in
school life. The French researcher demonstrates in Distinction (Bourdieu, 2005)
and Reproduction (Bourdieu & Passeron, 2006), among others, that students with
higher capital resources, correlated with a higher social status, consider school as
aspace of freedom, feeling that they belong there, while others, in contrast, consider
it to be an environment that is completely alien to them, which they constantly
feel they must adapt to. The question is, how does this happen in practice? What
types of student interactions make it possible to demonstrate the class differences
in ways of functioning within the school environment that Bourdieu depicted?
This article aims to identify those very situations from the school reality that are
difficult to capture, hence also rarely studied, and that constitute an empirical
exemplification for the legendary French sociologist’s concepts of capital, habitus,
and theory of cultural reproduction.

However, before going into the substance, I will first lay out the theoretical
context for the qualitative research presented later in this article.

Theoretical Basis of Bourdieu’s Sociology

Bourdieu formulated his concept by drawing on the traditions of Durkheim, Marx
and Weber, while at the same time transcending them (Bourdieu & Passeron,
2006, p. 12). His “spiral way of thinking” (Bourdieu & Wacquant, 2001, p. 11)
enabled the French researcher to overcome the antinomy of structural necessity
(implied by functionalism and conflict theories) and Weberian individual action,
using seemingly contradictory paradigms to show the dual nature of the social
world (Bourdieu & Wacquant, 2001). Its duality lies in the existence of external
coercion, which determines human interactions and perceptions. On the other
hand, human experience is also significant because it influences categories
of perception and evaluation, which in turn influence human perceptions, in
which the taking of mental positions is manifested. The social world, according
to Bourdieu, is “not a compact whole integrated by systemic functions, (...)
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intersecting conflicts” (Bourdieu & Wacquant, 2001, p. 20). It is rather a structured
but dynamic “set of relatively autonomous areas of play [fields], which cannot be
subordinated to a single social logic, whatever it may be” (Bourdieu & Wacquant,
2001, p. 20). Bourdieu defines social structure as a social universe, which consists
of a multiplicity and diversity of social worlds with deeply hidden structures.
These, in turn, function in two ways: as so-called objectivities of the first and
second order (Bourdieu & Wacquant, 2001). The first type includes forms of
capital — especially economic and cultural in the form of material resources and
means of appropriating goods and values. The second type includes both mental
and bodily schemas that play the role of symbolic patterns of behaviour, feelings,
judgements, thinking, and practices, referred to by Bourdieu as habitus, which
will be discussed in more detail in the next section.

Habitus as the Logic of Practical Sense

What is crucial and distinctive about habitus is its socially constituted nature
(Bourdieu & Passeron, 2006, p. 10), which must be considered as a kind of
“embodied necessity” (Bourdieu, 2005, p. 216). Paraphrasing and reducing it
to a somewhat more colloquial denominator, we can say that habitus generates
things that [students] “can do and cannot do, can utter or must keep silent about
their likely future” (Mikiewicz, 2011, p. 89). This is because social reality, in this
case school reality, is not perceived equally by all the students involved, but rather
each student, depending on their habitus, has a different (subjective) idea about
it. This is where the interpretative danger of habitus arises, since it can lead to
putting forward the thesis that there are as many habitus as there are social actors.
Bourdieu denies this logic by pointing out that although the habitus defines what
is “personal and subjective” (Bourdieu & Wacquant, 2001, p. 113) it is nevertheless
collective in character, constituting a subjective but “non-individual” (Bourdieu,
1990, p. 60) system of internalised structures. This means, according to Berger’s
reconstruction of the mechanism of social creation of reality (Mikiewicz, 2007,
p. 71), that a given subjective vision of school reality is also intersubjective, since
it is shared by groups of pupils belonging to the same social class (Gdula, 2017).
As a result, it acquires an objective dimension for this group of individuals and
becomes “social knowledge, determining the perception of reality, the ways of
acting in it and even the reasoning of the actors” (Mikiewicz, 2007, p. 71). Hence
Bourdieu’s overwhelming emphasis on the class character of the habitus. He states
clearly that a social class, being in itself
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a class of identical or similar conditions of existence and conditions, is
at the same time a class of belonging of biological individuals having the
same habitus understood as a system of dispositions common to all, being
a product of the same social conditions (Bourdieu, 1990, p. 59).

In the context of pupils standing at the threshold of the institution of school,
this statement has a double meaning, since it refers explicitly to the primary
habitus, since pupils entering education are, as it were, the pure embodiment of
the attitudes, practices, values, and evaluation system of their family. Thus, their
original habitus, uncontaminated yet by the influence of the school, which, using
symbolic violence, tries to impose the dominant culture on pupils, is the most
visible. This creates convenient conditions for carrying out research on students’
interactional and communicative functioning, from which it will be possible to
infer certain properties of their habitus and the forms of capital they possess.

The Concept of Capital and the Logic of the Field

The concept of capital portrays social reality as a universe that from the beginning
contests equality of opportunity because it emphasises the historical and thus also
hereditary aspect of the social world, as a result of which the size and types of
capital inherited are not the same for all students. Thus, capital is closely linked to
and dependent on the family environment and the social conditions in which the
family functions. Bourdieu distinguishes three basic types of capital (each of which
has sub-families): cultural, economic, social, and a fourth, symbolic capital, which
is the form that each capital takes “when it is perceived by means of a perception
that grants it a specific logic” (Bourdieu & Wacquant, 2001, p. 104). This logic
is closely related to the dynamic and simultaneously relational concept of field,

«

which is “the configuration of objective relations between positions defining their
current and potential situation in the structure of distribution of different types of
power (capital)” (Bourdieu & Wacquant, 2001, p. 104). This means that the field
is an object of permanent change, resulting from the action of forces, functioning
as forms of different types of capital, which - depending on the conjuncture of
the field — ensure control over it and the benefits flowing from it (Bourdieu &
Wacquant, 2001, p. 83). Bourdieu uses a specific metaphor in relation to the field,
defining it as a space in which a social game or struggle takes place (Bourdieu,
2005). Thus, if we assume that education is a field in which a game is played
where the educational success of students is at stake, then the bargaining chip
in this game are the forms of their cultural, economic, and social capital on the
one hand, and their habitus, on the other, that is the structure of the perception
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and evaluation of school reality. This very habitus decides or, in other words, is
subject to the assessment of whether it is worth playing this game, and if so, how
to participate in it. Therefore, the players of the same game (pupils) pursue in the
field (education) various interests that are determined simultaneously by different
habitus and forms of capital, which bear traces of social class affiliation.

Research Methodology

My research, embedded in the qualitative paradigm, was conducted using the
ethnographic method requiring active participation, observation, listening,
asking questions (Brewer, 2000), and above all, “learning from [and about]
people [pupils]” (Spradley, 1979, p. 3) in their daily environment. The subject
of my research is the class-conditioned dimensions of pupil-teacher interaction,
which I understand as being diverse and differently possessed forms of cultural,
economic, and social capital on the one hand, and as differing habitus, i.e.
structures of perception and evaluation of school reality, on the other. Indeed,
Bourdieusian concepts of inherited capital and primary habitus make it possible
to identify pupil interactions conditioned by different class habitus, which exists,
to use Bourdieu’s language, inside the brains of subjects, acting as a “structuring
and evaluating structure” (Bourdieu & Wacquant, 2001, p. 87) and at the same
time generating specific practices — interactions, both with and within the school
world. My main aim is to describe these interactions and to understand their
course from the perspective of socio-cultural reproduction theory in two selected,
status-divergent, school environments.

The main research question concerns understanding the difference between
pupil-teacher interactions of two school cohorts underpinned by their social
origin, as well as the culture (Czerepaniak-Walczak, 2015) of both schools. In
other words, do children from ‘better-oft” families behave differently from children
from families of lower social status, and if so, what differences are noticeable at
the level of pupil-teacher interactions in the school environment? Moreover, to
what extent does parental social origin determine their choice of school (with
its unique culture), which in turn, reflects pupils’ behaviour in classroom?
Interestingly, according to Bourdieu’s theory, the answer to these questions is
equivalent to answering the question of capital differences between these groups.
If there are differences in the attitudes and ways in which students participate
in the educational process as well as the culture of the school they attend, they
should be explained by the difference in the capital resources possessed by the
two groups of young people (and their parents). On the other hand, if my research
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shows a different result, demonstrating that despite different capital resources and
different school cultures, students’ involvement in the educational process is of
a similar nature, then “a pattern of surprise” (Merton, 1982, p. 170) will emerge
as further evidence that “theory does not determine reality, but reality determines
theory” (Mikiewicz, 2005, p. 129). This approach of reflexive participation guides
my research, in which I try to avoid any kind of interpretation that bears the mark
of methodological purism (Mikiewicz, 2005, p. 128).

Choice of Research Area, Units of Analysis, and Time Dimension

The research area was selected in an arbitrary and non-probabilistic way due
to the nature of the research (Babbie, 2008, p. 212). As a result, I selected two
schools based in the same city in Poland that differ considerably in terms of their
status. On the one side of the status gap I chose a music school of relatively high
prestige (named school X for the purposes of this research), knowing that it is
attended by children with higher levels of economic and cultural capital; on the
other side, I chose an ordinary primary school (named school Y), about which
I had information suggesting that the majority of school children attending this
institution come from environments of lower social status (indicating lower
capital resources and a different class habitus). In addition, the primary music
school children I observed were Year 2 students, while the regular primary school
pupils were Year 3 students. The research was both dynamic and simultaneous, as
I conducted it over a time span of several months in both schools simultaneously.
Due to the lack of complete status/class homogeneity in both school classes, the
basic units of analysis are not groups but individuals in the form of pupils. However,
the important fact remains that on the basis of the analysis of individual units, it is
possible to draw conclusions about the characteristics of both communities X and
Y (pupils) (Babbie, 2006, p. 116), which is shown later in the text.

The Research Findings
Specifics of Class X and Y

Before getting to the heart of the matter, it is vital to give an overview of the way in
which both classes function and are organised, in order to identify the promotion
of specific forms of capital by each school. First of all, the pupils of class X are
introduced to high culture from the very first days of their school education,
not only in the form of music, which is the very idea of the music school, but
also theatre and art. Once a week they go on organised trips to the theatre,
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cinema, or an art centre, which inevitably become an integral part of their school
curriculum. As far as the pupils in class Y are concerned, they attend such events
less frequently, i.e., no more than once every few months. Class Y, on the other
hand, is focused on achieving sporting results (the school is recognised as the
best basketball school in the region). The pupils therefore participate intensively
in sports activities and competitions, while the pupils of school X have limited
exposure to physical education and only have swimming lessons once a week at
the initiative of their parents (who pay for them). Thus, we can see a programmatic
difference in investment in various forms of capital, oriented, on the one hand, to
the development of high cultural capital, and on the other, to the development of
popular culture capital, as basketball is considered to be, due to its mass appeal.
Let us see how these priorities translate into capital resources in the functioning
of students of classes X and Y.

Pupil Interactions

The Freedom of Mondains vs. the Self-Control of Pedants due to Unequal
Resources of Cultural Capital

In Class X, one can observe numerous situations that reveal students’ independence
and freedom to express their own opinions (even if they were incompatible with
the teacher’s opinion or met with their disapproval). To illustrate this, here is
a short, spontaneous dialogue between the teacher and a pupil, who automatically
asked the question that came into their mind at that moment. The teacher said:
“We just talked about the adventures Walus had” To which the pupil asks: “Why
Walus, and not Waldus$?” “Because his name was Walus,” said the teacher. After
a while, the teacher continued: “Today we will talk about pilots,” to which the
same boy replied: “Miss, my grandfather was a pilot in the world war” The teacher
replied briefly, “Good,” as if realising and somehow approving that she had such
talkative pupils. Although at school Y similar interjections from pupils about their
personal experiences did happen, they did not ask similar kinds of questions. In
general, the tendency to ask questions like “why”, “how”, and “why not” was almost
imperceptible at school Y. It is difficult to say whether this is due to a sense of
insecurity caused by the incompatibility of the school world with the home world,
which was a barrier in the case of pupils Y, or whether it is due to the school culture,
which effectively inculcates patterns of appropriate behaviour, thus precluding the
asking of questions posed by pupils from class X, who were one or even two years
younger and had not yet been effectively tamed by it. The fact is, however, that if
there were any doubts on the part of pupils from class Y, they mainly concerned
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two aspects: technical matters, related to the way the task was written, and the
evaluation of their work, i.e. checking the correctness of the exercise (one of the
most frequent questions: “Miss, did you check mine?” The children from school
Y also had a strong tendency to go up to the teacher’s desk during the lesson
and show the task they had done, which was by no means the case at school
X. The meticulousness with which some pupils from school Y did their school
exercises and the pride with which they came to me to show me their homework,
and even more, the desire to demonstrate their completed tasks in front of the
whole class, are undoubtedly distinctive features of this group of pupils. None of
the children in class X showed a similar attitude during my observations. This
situation brings to mind a comparison once made by Bourdieu when comparing
higher and lower classes in terms of their functioning in the educational field. In
Distinction he defined the first group of people as “worldlings” (mondains) and
the second as “pedants” (Bourdieu, 2005, p. 94) who “have to confirm the value
of their achievements and the very value of the work of acquisition, of the long
internal effort of education, which constitutes the whole of their value and, in
the eyes of the worldling, is a defect” (Bourdieu, 2005, p. 94). The pedantism of
which Bourdieu speaks can mainly be observed among Y students in two forms.
Firstly, as the abovementioned pride that comes from doing exercises correctly,
which requires a great deal of effort from these pupils and which, as the French
sociologist says, constituted their entire value. Secondly, as meticulousness in the
tasks performed, which, interestingly, was reinforced by the teacher’s attitude.
This can be seen, for example, in the way the pupils coloured the drawings in
the exercises: “And why are you colouring so carelessly?”, or during exercises in
mathematics: “Vases are not works of art, but it has to be nicely [drawn]”. These
remarks, seemingly insignificant, become clearer when juxtaposed with the way
the teacher from school X approached this type of task. She did not attach much
importance to careful painting, as the time she saved was more valuable for her,
since she could devote it to other activities. Most often she encouraged her pupils
to complete the task by saying: “Don’t waste time painting too elegantly” Thus,
we can see the parallel dichotomy of the ‘teacher-pedant’ from school Y and
the ‘teacher-educator’ from school X, which marks a clear contrast between the
behaviour of the students and the teachers in both schools, working as a coupled
mechanism.

Another example of the independence of class X pupils (mondains) and their
lack of self-control over what is ‘allowed’ and ‘not allowed’ at school is illustrated
by three situations. The first of them shows the freedom of expression of emotions
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of a pupil from class X, who, upon seeing the borders of Poland placed on
a geographical map, said loudly with astonishment: “Oh my gosh... how big!” At
school Y, it is difficult to encounter comments of this kind. The pupils (pedants)
were indeed interested in the map of Poland, coming forward again and again to
demonstrate their knowledge of the location of the various places on it, but they
were far removed from expressing their emotions in such a spontaneous way. This
characteristic freedom of the students of school X could also be seen in other
situations. One of them took place on the first day of my arrival in class X, when
the pupils, having learnt my name, immediately commented on this fact with the
words: “Now we already have three Martas [in the class]” This characteristic lack
of distance towards a new person is one of the basic characteristics of the pupils of
X (mondains), who, having a feeling of being at home, in a way accepted me into
their world, which was their class (or more broadly, the world of school). Another
situation happened at the very beginning of a lesson I was observing. One of the
pupils, due to the fact that he had been absent for a long time and therefore had
apparently forgotten that I had already attended class X before, asked the teacher
just after her official greeting to the class: “Miss, who is this lady?” He did so in an
extremely ostentatious manner, which was met with her hostile reaction, which
she verbalised: “The reason I won’t answer your question is because you behaved
inappropriately. One does not ask in the presence of a person about them in such
a manner. If one does it, it should be done discretely. Do you understand me?”
The student replied briefly, “Yes!” However, the ending of this dialogue does not
change the fact that the boy asked the above question in a completely natural
way, without any shadow of fear, in front of the class, without having to make any
effort to build up courage to do so. Once again, a strong sense of freedom can be
observed, suggesting that the school is a space where the boy feels ‘at home’ and
therefore, demands an explanation of the new situation he has found due to my
presence in the classroom.

The naturalness and freedom of expression of mondains are the result, firstly,
of the compatibility and continuity of the family world with the school world,
which is characteristic — according to reproduction theory (Bourdieu & Passeron,
2006) - of the upper classes; secondly, they are the result of a specific educational
approach based on a cultural logic defined by Annette Lareau as “concerted
cultivation” (Lareau, 2003, p.2). As a result of these educational interactions, the
child acquires the competence to ask questions and demand answers to justify the
existing order of things and the status quo (Mikiewicz, 2011).

Pierre Bourdieu, in a remarkably lucid exposition in Distinction of the process
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of transformation of cultural capital into school capital, made it clear that those
who have inherited cultural capital become, in essence, “holders of considerable
school capital” (Bourdieu, 2005, p. 107). It is this unwritten law that guarantees
them the feeling of certainty in school that comes from “legitimate belonging”
(Bourdieu, 2005, p. 107) and the ease that comes from cultural intimacy (Bourdieu,
2005). Thus, the possession of a legitimate culture takes place, de facto, without
the active participation of its possessor, because — one could say - ,they have
always possessed it, as it were, through the cultural capital they inherited. This is
undoubtedly the reason for the feeling of certainty possessed by these individuals,
which is often equated with a lack of humility, as they do not treat the legitimate
culture as a precious possession that costs them a lot to be part of. It is certainly
difficult to accuire such an attitude, since they have possessed it as long as they
can remember (or even before) and, in addition, they are often unaware of it.
The situation is completely different with the purchasers of legitimate culture, as
they are deprived of the certainty provided by the continuity of the family world
(understood asasource of cultural capital) with the school world. These individuals,
upon entering the period of schooling, are faced with the task of acquiring
legitimate culture through hard intellectual work. Bourdieu leaves no illusions,
however, stating that the difference between the possessors and the acquirors of
legitimate culture remains and lies “in the distance of practical mastery (...) from
its symbolic mastery required by the school” (Bourdieu & Passeron, 2006, p.176).
Therefore, the symbolic mastery of legitimate culture results in characteristic
modesty and humility, resulting firstly from the awareness of the transformation
into someone different from what one was, and secondly from the necessity of
constantly making an effort of acquisition, which is correlated with uncertainty.

Translating these considerations into empirical research, some characteristic
tendencies between both groups of pupils can be observed. First of all, self-
confidence is a characteristic that clearly distinguishes pupils at school X from
pupils at school Y (although there are some individuals among the latter who are
the exception and deviation from this rule). This manifests itself in several ways,
ranging from comments on curriculum content, to jokey remarks and questions
during lessons and breaks, to the creation of a specific class atmosphere during
lessons.

A clear symbol of the confidence with which children relate to the material
they are learning and the ease with which they assimilate it is the comment made
by one of the pupils at school X about a letter that appeared in a word that was
not yet studied as part of the curriculum. With a kind of disregard and “relative
ignorance” (Bourdieu, 2005, p.87) - to use Bourdieu’s term - the girl stated: “g is
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easy...” and continued writing down the word. During the same lesson, walking
through class X, I noticed that many students were doing the exercises in advance
of the teacher’ instruction, without discussing their content, which was obvious
to them; in other words, those tasks were for pupils X only the completion of the
formalities required by the ritual of the lesson. In class Y, on the other hand, there
were a few pupils who also did the exercises before their teacher asked them to,
but nevertheless they did not comment on the obviousness of the tasks performed,
in which their modesty and humility were evident. On the contrary, they tended
to stay focused and maintain perfect silence, which was often lacking in class X.

Secondly, in terms of extra-curricular activities, pupils from class X showed
interest in me as someone new in their class. They often approached me during
the break to independently initiate a conversation. The girls shared updates from
their lives with me, the six-year-olds showed me the toys they had brought, some
hugged me. Some of the boys spent time in solitude, reading comic books (of not
inconsiderable size), others played together pretending to be virtual characters
from computer games. In conversation with me, they talked about the latest
technological innovations, as well as about the types of sports they practised,
often expressing their devotion to them (e.g. “I love football so much that I would
give my heart for it”). Sometimes they gave a running account of bad behaviour by
a classmate or even a parent. Indeed, during my first ever visit to class X, aboy came
up to me at break time and announced: “My mother doesn’'t love me. She keeps
shouting at me if I play a note wrong. Playing is ruining my life” The ruthlessness
of this pupil’s statement and his directness surprised me enormously. It revealed,
without doubt, an important aspect of parenting styles, namely parents’ ambitions
for their children, but in this case, I would like to draw attention to the very fact
that this statement took place in the school classroom, in the presence of the
teacher, a trainee teacher and other pupils. The boy said what he thought openly
without worrying about how his statement would be received. This characteristic
independence, both towards school subjects and peers, and a kind of personal
freedom, are distinctive features of the pupils in class X. ‘A cherry on the cake’ in
terms of these students’ sense of confidence and freedom is implied by the jokes
they tell in my presence during breaks. Here are examples of two of them:

First joke:

An artist goes to a bakery and says: “Iwo hundred rolls, please”
To which the seller replies, “Two hundred - so many? How about a hundred?”
“And who would eat that much?!”, concludes the artist.
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Second joke:

Beware: dangerous dog! And, even worse: mother-in-law...

The boldness with which the seven-year-olds told these stories and their joy
in telling them, without a trace of embarrassment as to whether it was appropriate
to tell them seemed to speak for themselves. These pupils, despite the traditional
character of the school, felt comfortable and confident on the school premises and
demonstrated this in many ways.

Pupils from class Y, on the other hand, also came up to talk to me during
the break, but their frequency was much lower - especially among the boys. The
girls behaved in a similar way to the girls from school X - they showed me the
gadgets they had brought to school and their favourite toys, and some of them
ran up to give me a hug and told me about current events in their lives. The boys,
on the other hand, were less forthcoming and it was rather up to me to initiate
a conversation with them. Compared to class X, they were a less talkative and shyer
group, with minor exceptions (one of them insisted that I play draughts with him
and did not give in until we had a game together). However, none of the students
told jokes or reported on class life. During the break, the impression was that
the boys had their time, in which they tended not to talk to anyone outside their
circle. This was also supported by the infrastructure of the school - in particular
the ping-pong tables in the corridors and the drinks and sweets machine at the
entrance. Surprisingly and rather paradoxically, despite Y’s much more favourable
school environment, the behaviour of the pupils in the classroom indicated that
they did not feel as comfortable at school as pupils from class X. The reason for
this could be attributed to the lesser compatibility of the home world with the
school world, which is reflected in their minds and, consequently, in the ways
they perceive school reality and behave within it. Material goods in themselves,
are not able to compensate for this gap, which has its roots in their primary
socialisation, decoupled from the norms of the dominant culture certified by the
school (Bourdieu, 2005).

This conclusion is illustrated by the photos I took of both classes, when
I spontaneously asked the pupils for permission to take a commemorative photo.
Pupils from class X immediately, as if automatically, gathered together and, while
behaving in a completely natural way and taking a lot of joy in doing so, posed
for the photo, making all sorts of facial expressions. The Y students, on the other
hand, not only did not think of posing for a photo together, but it was difficult
to notice any signs of spontaneity. They stood at the proverbial ‘attention; as if
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subconsciously treating my request as some kind of duty to be fulfilled. The slight
smile that accompanied them was incommensurable with the joy demonstrated
by the X students.

Class Emblems as Determinants of Economic Capital

Observing the emblems characteristic of the different groups of pupils to indicate
their economic capital resources, I noticed that the Herlitz brand school products
were quite commonly used by the pupils from class X. In general, the children
from the music school were equipped with neat, high-quality school equipment,
which undoubtedly required considerable financial investment. A telling
illustration of the potential economic capital resources of the parents from school
X is the response of a pupil from class X to my question regarding a writing pen.
Looking at her pencil case, I asked if she used a pen, to which the girl replied:
“I have three pens.” Seeing my surprise, she continued: “I have three pens because
I wanted to, because I liked them all” In the case of pupils in class Y, there was also
some high-end branded equipment, but this tendency was not as widespread as in
school X. In addition, a characteristic feature was the high wear and tear of these
items among the class Y pupils, but the reason for this is difficult to diagnose.
This could have been due to the long (one year longer than in class X) use of the
stationery, but it could also be a sign of disrespect towards the school equipment,
resulting, however, in both cases in a lack of purchase of new stationery (which
also somewhat illustrates the level of economic capital).

Types of Class Ties, or Social Capital

On the basis of the observed school reality in classes X and Y, it can be concluded
that Bourdieu was justified in treating social capital as “the correlate and
interdependent of economic-cultural capital” (Mikiewicz, 2011, p. 21). In class
X, where the resources of cultural-economic capital appear to be higher than in
class Y, the ties between pupils and, by analogy, between parents seem to be closer.
Examples include a teacher telling pupils the news that one of their classmates
just experienced the birth of a baby sister, or a request to the rest of the class to
send a card to a pupil who has been hospitalised, wishing her a speedy recovery.
Observing this kind of situation and hearing clear messages in class about the
fate of individual pupils and their families, which in other environments might
be considered too personal, one had the strong impression that nobody in class
X remained incognito. In fact, it was felt that these students, together with the
teacher, formed family-like relationships, not so much on an emotional level, but
in terms of knowledge about each other. At school Y, the situation was somewhat
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different, as I did not have the opportunity to hear this kind of information, for
example about a change in the family situation of one of the pupils. Nevertheless,
I had the opportunity to participate in the birthday celebration of one of the
pupils, whose mother baked croissants for the whole class as a treat. The children
were very warm towards her, and they sang ‘Happy Birthday’ and wished her well.
It was evident that the girl was on more intimate terms with some members of
the class than others. It was also very telling when a class Y pupil declared that
the birthday party would be held in the town and that the invited guests (some
of whom were class Y students) would go for ice cream or pizza. An analogous
situation took place in class X, with the only significant difference that the girl
invited some of her classmates to celebrate her birthday at the horse farm. Once
again, the differences in the economic capital of the pupils of classes X and Y and
their parents can be seen.

Conclusion

Bourdieusian pedants and mondains are inseparable elements of the jigsaw puzzle
analogous to school reality - or in macroscopic terms, the wider social structure.
The former, cautious, treading timidly on the unfamiliar terrain of the school, are
constantly catching up; fighting against the overwhelming sense of distance from
the dominant culture, they slowly and painstakingly acquire an intimacy with the
legitimate culture. Mondains, on the other hand, acting as if nothing had ever
happened, having always possessed cultural legitimacy, continue their schooling
with confidence and ease, often unaware of their privileged position. For the
latter, school is an extension of their family practices, constituting, as it were,
a continuation of the learning begun at home and thus ensuring their cultural
continuity. ‘Worldly” students, due to their habitus, which is compatible with
the school habitus, experience a constant continuity and coherence between the
family world and the school world, which determines their proficiency and self-
confidence which appears in the form of objectified cultural capital. These high-
status pupils, unlike pedants, have not experienced the cultural contradictions,
the collision of worlds, and consequently the sense of incompatibility and lack of
belonging that pupils from low-status families bear the yoke of. In this fundamental
context, the equation whereby every gifted pupil attending school will succeed is
inadequate. School, in a natural way, becomes a catalyst to educational success
for those who know how to use this ‘tool’ This knowledge, on the other hand, is
provided by cultural legitimacy, which is possessed by students with high capital
resources and a specific class habitus, which is reinforced by a specific, class-
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affiliated school culture. For these individuals, the prospect of social advancement
and success in the broadest sense of the term is open, unlike pedants, of whom,
Bourdieu writes, few will achieve social advancement, which he ironically calls
“child prodigies” (Bourdieu & Passeron, 2006, p. 18) and to which, nota bene, he
himself belonged.

I am aware that the situations from the school life of both groups of pupils
presented above may be perceived as incidental, because they are only snippets of
school reality, which in its entirety appears as an extremely complex microworld,
and is impossible to capture in a short article. Nevertheless, I hope that they at least
to some extent shed light on the empirical exemplification of the Bourdieusian
concept, central to this text, of social class-based, pupil-teacher interactions
embedded in a specific school culture. The question of how this class gap in the
sense of how pupils interact and engage with (and within) the school environment
can be successfully narrowed, still stands, and requires further investigation,
despite the substantial research conducted in this field so far (MacLeod, 2018;
Leathwood & Archer, 2006; Dunne & Gazeley, 2008). It is a particularly challenging
task to address, due to the fact that the differences in pupils” interactions within
the school are deeply internalised and often unconscious because they are part of
their socialisation process, which is incredibly difficult to reverse or change.
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Stowa kluczowe
PRL, wychowanie, ideologia, czasopismo

Wstep

W calym okresie PRL-u prasa byla waznym narzedziem propagandowego
oddzialywania na $wiadomos¢ spoleczenistwa w procesie budowy nowego tadu
ustrojowego. Decydenci znakomicie zdawali sobie sprawe z tego, ze to medium
stanowi — jak to ujal Wladyslaw Gomulka w jednym ze swoich przemoéwien -
»wazny odcinek frontu ideologicznego [...] orez partii na froncie budownictwa
socjalistycznego (za: Sokot, 1998, s. 100). Prase traktowano wiec jako pierwsza
linie frontu, na ktérym rozgrywa si¢ walka o zwyciestwo nowej ideologii,
a dziennikarzy chciano widzie¢ jako zolnierzy tej wojny (Sokdt, 1998, s. 100).
Redakcje czasopism rozmaicie radzity sobie z naciskami wiadzy. ,,Przyjaciotka”
- czasopismo kobiece wychodzace w olbrzymim nakladzie - ograniczala, na ile
to bylo mozliwe, tresci propagandowe. Zamieszczano wiec materialy uznane za
absolutnie niezbedne, aby cho¢by w minimalnym stopniu zadowoli¢ oczekiwania
wladzy, ale rownoczesnie tak je redagujac, by czytelniczki znalazty wystarczajaco
duzo tredci, ktérych w tygodniku poszukiwaly (Sokét, 2001, s. 106). Mimo tych
zabiegow i tak okoto 20 procent tekstu poswigcano budowaniu nowego ustroju.
Do podobnych dzialan uciekat si¢ ,,Przekroj”, wielokrotnie zresztg krytykowany
z najwyzszych trybun za brak zaangazowania w budowanie socjalizmu
(Szydtowska, 2019, s. 161-167). Pod szczegélnym nadzorem znalazta si¢ prasa
dla dzieci i mlodziezy, poniewaz uznano, ze przebudowe mentalnosci nalezy
zacza¢ od mlodego pokolenia, najbardziej podatnego na wplyw oddziatywan
ideologicznych (Brodala et al., 2001, s. 46).

Analizowany tu miesiecznik ,Ty i Ja” wydaje si¢ wyjatkowy na rynku
czasopism okresu PRL-u. Stanowit prébe znalezienia wolnej od ideologii niszy,
ucieczki przed komunistyczng rzeczywistoscig. Krotki zywot magazynu (13
lat) poswiadcza jednak, ze przed owa rzeczywistoscig ostatecznie nie dato sie
uciec. Bylo to czasopismo o bardzo ciekawej szacie graficznej i oryginalnej,
nowoczesnej tre$ci. Zakladany odbiorca byl wyksztalconym mieszkancem
duzego miasta. Cho¢ tytul sugeruje odbiorcow obojga pici (z listow do redakeji
wiemy, ze mezczyzni faktycznie byli czytelnikami miesiecznika) magazyn byt
raczej skierowany do kobiet: patronowata mu Liga Kobiet, a jej prezeske, Alicje
Musialows, przekonano, ze istnieje duza grupa kobiet z wyzszym wyksztalceniem
i bardziej wyrafinowanymi oczekiwaniami czytelniczymi, dla ktérych wlasciwie
nie ma niczego interesujacego na rynku prasowym (Szydlowska, 2019, s. 81). Czy
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rzadzacy widzieli w nowym pismie szans¢ na dotarcie ze swoja propaganda do
grupy dotychczas pomijanej, trudno wyrokowa¢. Wiemy natomiast z pewnego
zrodla, bo od samej pierwszej redaktorki naczelnej, ze twodrcy magazynu
zamierzali unika¢ w nim tresci politycznych i ideologicznych (Kuczynska, 2012).
Teresa Kuczynska zaprzecza takze stawianym czasem tezom, ze lansujac wzory
obyczajowe Zachodu, redakcja walczyta z systemem, rozsadzajac go niejako
od srodka. Byl to raczej rodzaj ucieczki od malo atrakcyjnej rzeczywistosci,
oczywiscie na tyle, na ile bylo to mozliwe.

Takie deklaracje sklaniajg do postawienia pytania, jak w miesieczniku
prezentowano problematyke wychowania, jakie tematy poruszano i w jakiej
mierze podejmowane watki realizowaly oczekiwania ideologiczne wtadzy? Od
pierwszego numeru magazyn posiadal stale dzialy poswigcone wychowywaniu
dzieci i mlodziezy. W latach 60. pedagogika polska, na wzér radzieckiej,
propagowata model wychowania socjalistycznego. Czy w badanym czasopismie
model ten probowano realizowa¢? Czy redakcji udawalo si¢ ignorowaé
postulaty socjalistycznej pedagogiki? Wydaje sie, ze tworcy miesigcznika
natrafili tu na fundamentalng trudnos¢, wychowanie jest bowiem w sposéb
naturalny sprzegniete z ideami wyznaczajacymi cele spoleczenstw i realizowane
w praktykach wychowawczych. ,,Mozemy wigc méwi¢ o bliskosci pedagogiki
z ideologia, a niekiedy nawet o przenikaniu si¢ pedagogicznego myslenia
i dzialania z mysleniem ideologicznym oraz ideologicznym dzialaniem” - pisze
Mariusz Cichosz w artykule po$wieconym ksztalttowaniu polskiego modelu
o$wiaty w kontekscie zalozen realnego socjalizmu (Cichosz, 2020, s. 96). Wiadomo
takze, ze wladzom zalezalo na propagowaniu nowych wzoréw czlowieka
socjalistycznego, a w prasie widziano przestrzen szczegélnie przydatng do dziatan
propagandowych. Wprawdzie pismo nie byto ukierunkowane na problematyke
pedagogiczna, jednak podejmujac tematyke rodzinng, nie moglo uniknaé
spraw dotyczacych dzieci i mlodziezy, nie moglo tez ignorowac ideologicznych
pryncypiow socjalistycznego wychowania. Przeglad tresci wszystkich numeréow
czasopisma pokazuje, ze problematyka wychowania byta waznym przedmiotem
zainteresowania autoréw i redaktoréw magazynu.

W badaniu zastosowalam metode¢ jakosciowej analizy tresci. Przebadalam
roczniki miesiecznika z lat 1960-1973, a wigec od pierwszego do ostatniego
numeru. Nastepnie dokonalam analizy zawartosci badanych materiatéw, zwracajac
uwage na wszystkie teksty, ktore odnosily si¢ do wychowania dzieci i mtodziezy.
Z powodu mnogosci owych tekstow posegregowalam je w grupy tematyczne,
dotyczace wychowania w rodzinie, zycia szkolnego, oddzialywania mediow,
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a szczegollnie telewizji intensywnie rozwijajacej sie¢ w latach 60., czasu wolnego
i zorganizowanych wyjazdéw wakacyjnych, zabawek, urzadzania pokojow
dzieciecych, wygladu i ubioru czy wreszcie odzywiania dzieci i mlodziezy.

»Ty i Ja” jako czasopismo lifestyle’owe

Miesigcznik ukazywal sie od maja 1960 do grudnia 1973 roku. Jego odbiorca
miata by¢ gtéwnie miejska inteligencja. Wydawany byt w niewielkim nakladzie
i wiemy z listéw do redakcji, ze byty problemy z jego dostepnoscig, szczegdlnie
poza wielkimi miastami. Byl tez do$¢ drogi, kosztowal bowiem 12 zfotych.
Poczatkowo czasopismo mialo wsparcie Ligi Kobiet, co nie pozostato bez wptywu
na podejmowana problematyke w pierwszych latach wydawania magazynu.
»1y 1 Ja” byto produktem odwilzy, cho¢ spdznionym. Pojawialy si¢ w nim liczne
przedruki z gazet zachodnich, bardzo rozbudowany byt dzial mody, ktéry
tworzono w oryginalny sposéb: poprzez wycinanie z europejskich czasopism
prezentowanych tam kreacji i komponowanie z tych wycinanek wlasnych sesji
mody (Pelka, 2007, s. 123). Sporo miejsca poswiecano takze przedmiotom,
wyposazeniu domu, urzadzaniu si¢. Magazyn nazywano czesto ,kronika
niespelnionej konsumpcji” (Szydiowska, 2019, s. 75). By¢ moze wtasnie z tego
powodu zamknieto go po trzynastu latach obecnosci na rynku wydawniczym -
rozbudzato apetyty konsumpcyjne, ktérych w PRL-u nie mozna bylo zaspokoi¢.

Formula magazynu byta szeroka: miescily si¢ tu artykuty popularnonaukowe
(w pdzniejszych latach szczegdlnie z dziedziny medycyny), przedruki zachodnie;j
literatury, reportaze, streszczenia filmow i sylwetki gwiazd teatru i filmu oraz
pisarzy, plastykow, muzykow i innych znanych 0séb z obszaru kultury artystycznej,
wspominany juz wyzej obszerny dzial mody, przepisy kulinarne (czgsto
proponujace wykwintne dania kuchni innych narodéw), porady praktyczne.
Przez caly okres wydawania pisma obecne byly w nim takze artykuly na tematy
pedagogiczne, cho¢ w pierwszych latach byto ich zdecydowanie wiecej, co moglo
by¢ skutkiem patronatu Ligi Kobiet. Od poczatku istnialy tez state rubryki
dotyczace wychowania dzieci i mlodziezy: Felieton dla rodzicow (autorstwa
Joanny Arskiej) oraz Dzieci w kuchni (do 1963 roku). Spectrum spraw, ktoérymi
sie zajmowano, bylo bardzo szerokie — poczawszy od klopotéw wychowawczych
(szczegolnie z dorastajaca mlodzieza), poprzez zabawe, nauke szkolna, ubidr,
po kwestie zorganizowanego wypoczynku czy wlasciwe odzywianie w wieku
adolescencji.
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Model wychowania socjalistycznego

»Dazenie do uksztaltowania nowego czlowieka stanowilo ceche konstytutywna
ustroju komunistycznego”- pisal Marcin Kula we wstepie do ksiazki Przebudowac
cztowieka. Komunistyczne wysitki zmiany mentalnosci (Bordala et al., 2001, s.
9). Owa przebudowa nie odbywatla si¢ wprawdzie tak drastycznymi metodami
jak w Zwiazku Radzieckim, nie burzono u nas koscioléw i nie propagowano
donoszenia na wlasnych rodzicéw - pisze dalej Kula - ale wychowanie mlodziezy
nakierowane bylto na nowe, socjalistyczne wartosci (Brodala et al., 2001). Te proby
najintensywniej byly podejmowane zwlaszcza w latach 1949-1955. W tym okresie
model wychowawczy, jaki zaproponowano polskiej pedagogice, byt w duzej mierze
przeniesiony z pedagogiki radzieckiej. Ttumaczono dzieta radzieckich pedagogdw,
miedzy innymi Antona Makarenke i Iwana Kairowa, wprowadzono radziecki
model funkcjonowania organizacji mlodziezowych majacych przygotowaé mlode
pokolenie do budowy nowego ustroju. Po przesileniu pazdziernikowym 1956 roku
nastgpil powr6t do niektdrych polskich tradycji wychowawczych (przywrécono
np. ZHP), przypomniano idee polskiej lewicujacej mysli pedagogicznej okresow
wczesniejszych, ale glowny i oficjalnie uznawany za obowigzujacy nurt pedagogiki
socjalistycznej, wywiedziony z marksizmu i leninizmu, pozostal dominujacym
pradem polskiej pedagogiki, ktérej gléownym celem bylo ,wychowa¢ nowego
czlowieka” Dominujacym, cho¢ oczywiscie nie jedynym. Trzeba pamietaé, ze
réwnolegle uprawiana byta w Polsce inna pedagogika, na przykfad chrzescijanska,
cho¢, jak zauwaza Mariusz Cichosz (2020, s. 100), dzialo si¢ to raczej poza
oficjalnymi obszarami ksztalcenia i wychowania lub na ich obrzezach. Trzeba
pamigtaé tez o fakcie, ze chociaz okres PRL-u wydaje nam si¢ dzi§ monolitem,
to byl przeciez dos$¢ zréznicowany, takze i w naciskach ideologicznych, ktérym,
z réznym nasileniem, byli poddawani obywatele. Interesujaca kwestig byloby tez
zbadanie, w jaki sposob nauczyciele i wychowawcy radzili sobie z koncepcjami
wymyslanymi na ,,najwyzszych szczeblach wladzy”. Wiemy, ze takie ,,indywidualne
strategie edukacyjne, wykorzystujace luki systemu” byly uruchamiane w okresie
PRL-u, cho¢ trudno okredli¢, w jakich rozmiarach i z jakimi efektami (Hejnicka-
Bezwinska, 1996, s. 94).

Na interesujgce nas tutaj lata 60. przypada czas krystalizacji ideologicznej,
»jest to okres krzepniecia ideologicznego sit marksistowskich. Po wstrzasach
poprzedniego okresu nastepuje stabilizacja tendencji rozwojowej kultury
socjalistycznej jako narzedzia wychowania spofeczenstwa” (Uziemblo, 1967,
s. 23). W tym to okresie nastgpila szeroka przebudowa ustroju oswiatowego
w Polsce, wydano wiele istotnych aktéw prawnych dotyczacych o$wiaty



30 INSTED: Interdisciplinary Studies in Education & Society

i wychowania, ktére wyznaczyly kierunki rozwoju owego systemu (Cichosz,
2020, s. 97). Na okres ten przypada tez proba zbudowania naukowej pedagogiki
socjalistycznej, ktorej podwalinami sg dwa dziela Heliodora Muszynskiego: Ideatly
i cele wychowania (1972) oraz Zarys teorii wychowania (1976). W ksigzkach tych
wylozone zostaly idealy i cele wychowania socjalistycznego, oparte oczywiscie
na ideologii marksistowsko-leninowskiej. Jak stwierdza badaczka tego problemu
Teresa Hejnicka-Bezwinska - owa teoria wychowania socjalistycznego, wraz
z dopasowang do niej dydaktyka, opanowuje od tego momentu wiasciwie caly
obszar nauk pedagogicznych i praktyke placéwek oswiatowych (Hejnicka-
Bezwinska, 1996, s. 108).

Jakie wiec byly zalozenia pedagogiki socjalistycznej? Jej koryfeusz Heliodor
Muszynski pisal, ze etyka socjalistyczna postuluje nowy wzér osobowy czlowieka.
Chodzitoby tu wiec rzeczywiscie o calkowita przebudowe mentalnosci Polakow.
Muszynski okredla tego nowego cztowieka jako ,ideowo zaangazowanego”
i ,aktywnie przyczyniajacego si¢ [do realizacji nowych wartosci] we wszelkich
dziedzinach uczestniczenia w zyciu spotecznym” (Muszynski, 1967, s. 57).
W innej ksigzce Muszynski podaje wytyczne dla wychowana socjalistycznego:
poniewaz naczelng wartoscia w ideologii socjalistycznej jest czltowiek, jego
szczgscie i dobro, nalezy ksztaltowaé postawy humanistyczne; dalsza wartoscia jest
pokojowe wspdlzycie, nalezy wiec wychowywaé w postawie internacjonalizmu;
dalej — sprawiedliwo$¢ spoleczna, a wigc postawa egalitaryzmu; ,masowy udzial
ludzi w funkcjach rzadzenia panstwem” — a wiec demokratyzm. Dalej Muszynski
wymienia kolejne postawy czlowieka socjalizmu: postawe ideowosci (czyli
wiernosci ideatom i zgodnego z nimi postepowania), poszanowanie wolnosci
jednostki (co rozumiane jest jako ,walka o wyzwolenie cztowieka z ucisku
klasowego”) i wreszcie postawa szacunku dla pracy (Muszynski, 1974, s. 107-108).

Na VII Plenum Komitetu Centralnego PZPR (KC PZPR) w 1970 roku,
omawiajac udzial mlodziezy w realizacji kolejnego etapu budowania socjalizmu
w Polsce, tak opisywano cele wychowawcze: ,Wychowanie ma wpaja¢ postawe
akceptacji socjalistycznych tresci istniejacej rzeczywistosci’, ma rozwijaé postawy
internacjonalistyczne, za$ probierzem owego internacjonalizmu ,jest stosunek
do Zwiazku Radzieckiego”, wychowanie ma takze pomdc mlodym ludziom
w orientacji w walce klas, a takze we wlasciwym ocenianiu innych systemow
ustrojowych, nalezy ugruntowywac teorie marksizmu-leninizmu, wazne jest
takze wychowanie przez prace, ,ktora jest prawem i moralnym obowigzkiem
kazdego Polaka” Zwracano tez uwage na taczenie wychowania z dziataniem oraz
na integracje systemu wychowania, ktéry wymaga ,,przezwyciezenia antynomii



Justyna Harbanowicz 31

poszczegdlnych czynnikéw, solidarnego dziatania rodziny, szkoly, organizacji
mlodziezowej, wojska, zakladu pracy i srodkéw masowego przekazu na kolejnych
etapach rozwoju osobowosci mtodego czlowieka” (Jasinska, Siemienska, 1975, s.
239-240).

Jest wigc pedagogika socjalistyczna koncepcja szerokiego oddzialywania
narozmaitych plaszczyznachzyciaspotecznego,oddzialywania, ktéremazazadanie
wyksztalci¢ nowywzor osobowy - czlowieka socjalizmu, politycznieiideologicznie
zaangazowanego w realizacje idei marksizmu-leninizmu. O nowym, specyficznie
socjalistycznym  charakterze procesow wychowawczych pisze Wladystaw
Adamski, zaznaczajac w nich trzy nieobecne wczesniej czynniki: zastepowanie
pewnych wartoéci kultury chlopskiej, drobnomieszczanskiej, kapitalistycznej
normami i wzorami zachowan charakterystycznymi dla socjalistycznej kultury
pracowniczej; ,wypieranie tresci kultury religijnej i ksztaltowanie wzoréw kultury
laickiej” oraz ,ksztaltowanie postaw ideologicznych w warunkach rywalizacji
dwdch systemow spoleczno politycznych” (Adamski, 1976, s. 27). Wida¢ wiec
wyraznie, ze ideal wychowania socjalistycznego byl mocno zideologizowany
i radykalnie upolityczniony.

Czy udalo si¢ stworzy¢ ,,nowego czlowieka’? Nastepne dekady wykazaly, ze
nie. Tak pisze o tym w ksiazce o zyciu miodziezy w PRL-u historyk Krzysztof
Kosinski:

Nie zaistnial tez - ani przed 1956 r., ani pozniej - ,nowy czlowiek”
Totez w miare uptywu lat ambicje rzadzacych malaly. ,Nowy czlowiek”
miat by¢ juz tylko obywatelem przydatnym panstwu komunistycznemu,
a wreszcie — biernym uczestnikiem codzienno$ci, jesli nawet powatpiewat
w sens dziatan rzadzacych, to jednak niesklonny do buntu. Ewolucje
ambicji rzadzacych, ktérzy najpierw mysleli o kreacji ,,nowego czltowieka’,
a nastepnie o wychowaniu wzorowego obywatela PRL, by wreszcie
poprzesta¢ na przyzwyczajaniu mieszkancéw PRL do pewnej rutyny
codziennego zycia, réwniez mozna uzna¢ za pochodna fragmentarycznosci
peerelowskiego totalizmu (Kosinski, 2006, s. 70).

Jest zapewne wiele powoddéw braku powodzenia tego eksperymentu. Wydaje
sie, ze jednym z wazniejszych determinant byla wielka zmiana obyczajowa drugiej
potowy wieku XX, zwigzana z przebudowa rodziny, zanikiem jej patriarchalnego
modelu, ale takze z niezgoda mlodziezy na ciasny dogmatyzm gerontéw
sprawujacych wladzg. Wzorzec wychowania socjalistycznego nie udat sig, bo
byt odgérny, centralnie zarzadzany, stanowil element ,sterowania losem ludzi”
(Kosinski, 2006, s. 94).
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Zmiany obyczajowe drugiej potowy wieku XX

W roku 1969 ukazuje si¢ pierwsze wydanie ksigzki warszawskiego socjologa
Marcina Czerwinskiego pod znamiennym tytutem Przemiany obyczaju (1969).
Autor tego, niewielkiego zreszta, dzieta pokazuje, w jaki sposéb w drugiej potowie
wieku XX dokonata si¢ rewolucja w funkcjonowaniu rodziny. Przeszta ona od
modelu produkcyjnego do konsumpcyjnego, ale zmianie ulegt takze rodzinny
model konsumpcji. Cze$¢ funkeji rodziny przejely instytucje — przedszkola,
szkoly, $wietlice, organizacje mlodziezowe. Prawie zupelnemu rozpadowi ulegta
tez rodzina rozszerzona, czy - jak to nazywa sam autor - wielka rodzina. Nie
ma juz w jej obrebie ciotek, wujkow, bratankow, siostrzencow, ba — znikaja nawet
stowa, ktérymi ich nazywano. Zamiast tego pojawia si¢ krag przyjacielsko-
kolezenski, ,krewni z mianowania”. Zmienia si¢ tez funkcja rodziny. Ma by¢ ona
dzi$ nie tylko ,,podstawowa komorka spoteczng’, ale — pisze Czerwinski — ma tez
i inny cel, obecny moze i dawniej, ale jednak bedacy w cieniu instytucjonalnego
charakteru zwigzku. Jest to dawanie osobistej satysfakcji, ma by¢ to ,rodzina
szczg$ciodajna”. Stwarza to, jak zauwaza Czerwinski, zaréwno wielkie szanse dla
powodzenia programu wychowawczego, jak i wielkie ryzyko. Jesli bowiem rodzice
sa faktycznie szczesliwi i potrafia owo szczescie okazywad, dzieci wychowuje sie
tatwo: ,,Szczesliwe sa dzieci mitodci” Istnieje jednak ryzyko, ze w zyciu matzenskim
dojdzie do katastrofy. We wspolczesnej rodzinie, w ktdrej szuka sie szczescia, kiedy
nie dziala juz bariera opinii publicznej, trudno ukry¢ przed dzie¢mi wygasnigcie
uczué, a to moze doprowadzi¢ do powaznych probleméw wychowawczych, miedzy
innymi do upadku autorytetu rodzicéw, dopuszczajacych si¢ niegodziwosci
wzgledem siebie i wiklajacych dziecko w konflikty rodzinne. Ale problem upadku
autorytetu rodzicielskiego jest szerszy i warto si¢ mu blizej przyjrzec.

Mniej wigcej do drugiej wojny $wiatowej stosunek do rodzicéw budowany byt
przede wszystkim na autorytecie moralnym ptynacym z ojcostwa i macierzynstwa.
Aby zastuzy¢ sobie na szacunek dzieci, wystarczylo po prostu by¢ rodzicem. Po
drugiej wojnie to si¢ zmienia. Nie oznacza to oczywiscie, ze ,,prestiz pierwotnego
faktu naturalnego jest calkowicie obalony, istnieje pierwiastkowa tkliwos¢
i potrzeba szacunku, ale nie wystarcza to do zahamowania krytycyzmu”
(Czerwinski, 1969, s. 55). Rodzicéw chce sie szanowac, ale szacunek ten musi
znajdowac potwierdzenie w faktach. Krétko moéwiac, mlodzi chca szanowad
rodzicodw za co$, nie z samej przyczyny, ze s3 ich rodzicami. Zmiana ta pociaga
za sobg, jak wyjasnia Czerwinski, zmiany kolejne. No bo jesli nie sprawdza sie
stary model, funkcjonujacy na zasadzie autorytetu nadanego, to trzeba ten
model wymieni¢ na inny. Pojawia si¢ wiec ,wyrazne i otwarcie formulowane
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pragnienie, aby rodzice byli przyjaciétmi dzieci” (Czerwinski, 1969, s. 56). Co
wigcej, pojawia si¢ ,,nowy dramat, ktérego opowiesci starszych nie zawieraja: zlej
milosci do rodzicéw i zlej milosci do dzieci, milosci zle odwzajemnianej, w ktorej
brak zrozumienia, brak elementu przyjazni” (Czerwinski, 1969, s. 56). W ten
sposob w relacji rodzice dzieci pojawiajg si¢ elementy dotad w niej nieobecne,
zarezerwowane dla zwigzkow réwnorzednych. Pojawia sie jeszcze jeden czynnik —
relacje te zostaja pozbawione elementdw rytualnych, konwencjonalnych. To z kolei
powoduje, ze krytyka, ktdrej dzieci nie szczedza rodzicom, jest zdecydowanie
bardziej widoczna.

Wszystkie te zmiany, w gruncie rzeczy do$¢ gwaltowne, bo przeciez
rozgrywajace si¢ na przestrzeni 20-30 lat, powoduja, ze rodzice czuja sie zagubieni.
Malgorzata Szpakowska, badajac dokumenty osobiste czasu ,,malej stabilizacji”
(Szpakowska, 2003, s. 101), dostrzega uderzajaca rzecz: rodzice sa niepewni
swojej roli, czuja bezsilnos¢ wychowawcza, ktora jest nastepstwem wlasnie owego
braku odpowiedzi na pytanie, kim jestem dla mojego dziecka? ,Kumplem?
Powiernikiem? Autorytetem? Bo - [...] nie dyktatorem” (Szpakowska, 2003).
Co ciekawe, badaczka nie odnotowuje zadnych tesknot za rodzing patriarchalna.
Jej formuta widocznie juz si¢ wyczerpala. Ale nowa jeszcze nie okrzepla, nie
wykrystalizowata sie. Stad klopoty z okresleniem swojej roli jako rodzica. I stad,
odnotowana przez Szpakowska, nieoczywisto$¢ relacji uczuciowych na linii
rodzice - dzieci. Jest to zupelne novum. O ile Zale rodzicéw wobec dzieci i dzieci
wobec rodzicéw maja charakter ponadczasowy, o tyle relacji uczuciowych dotad
nikt nie kwestionowal. Teraz, pisze badaczka, jest inaczej. Wida¢ to wyraznie
w wypowiedziach dzieci, ktére maja odwage mowi¢ wprost, ze nie kochaja
swoich rodzicéw, bo i ci rodzice ich nie otoczyli miloscia. ,,Czwarte przykazanie
Dekalogu - podsumowuje Szpakowska — przestalo obowigzywac¢ bezwarunkowo”
(Szpakowska, 2003, s. 107).

Czy zatem rodzina lat 60. pograzona jest w kryzysie? I tak, i nie. Badania
socjologéw, prowadzone od lat 50. do 80., jasno pokazuja, ze rodzina jest dla
Polakéw, w tym i mlodych Polakéw, najwyzszg wartoscia, a ,,szczesliwa rodzina
nalezy do najbardziej cenionych wzorcéw sukcesu zyciowego” (Kosinski, 2006, s.
244). Model rodziny ewaluowal przez te czterdziesci lat, ale w naszym kraju nigdy
nie doszto do tak otwartego buntu mlodych przeciw starszemu pokoleniu, jak
mialo to miejsce na Zachodzie w latach 60. Paradoksalnie, jak zauwaza Krzysztof
Kosinski, to wlasnie wladze PRL-u przyczynily si¢ do umocnienia roli rodziny.
Polska Ludowa propagowalta w gruncie rzeczy tradycyjny model wychowawczy,
domagajac si¢ szanowania autorytetéw wynikajacych z samej racji starszenstwa.
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Jesli dodamy do tego wzgledy ekonomiczne (czyli dtugie uzaleznienie mtodych od
rodzicéw w wymiarze finansowym), wzorce tradycyjnej kultury, ktorych przeciez
nie dalo si¢ tak latwo wyrugowa¢, no i wlasnie wspomniang presje systemu, to
nic dziwnego, Ze na rodzing, jak pisze wspomniany tu wczesniej badacz, ,,nawet
ulomng, patrzono jak na oaz¢ prywatnosci’ (Kosinski, 2006, s. 246), ktora
zapewniala wzgledne bezpieczenstwo i stabilnos¢ w niestabilnej rzeczywistosci.

Réwnoczesnie jednak wielu badaczy odnotowuje, szczegdlnie w latach 60.,
kryzys rodziny jako instytucji wychowawczej. Rozmaicie byl on diagnozowany,
rozmaicie réwniez diagnozowano przyczyny owego kryzysu. W wydanej w 1967
roku ksigzce Ideologia i swiatopoglgd w wychowaniu czytamy:

Bezwatpienia przezywaona [rodzina] swoisty kryzys zwigzanyz zatraceniem
klasycznej funkcji wychowawczej. W ogromnej masie rodzin wychowanie
przypomina jedynie hodowanie dzieci. Trud rodzicielski konczy sie z chwila
zapewnienia warunkéw materialnych, tu z reguly urywaja sie wszelkie
refleksje pedagogiczne. Dom na 0gél nie spetnia waznych spotecznie zadan
(Sliwko, 1967, s. 139).

Wedlug autora kryzys rodziny naklada si¢ na kryzys dawnych autorytetow,
w tym Kosciofa. Instytucja ta w ,,praktyce zawodzi’, jest w wychowaniu miodego
pokolenia ,wlasciwie bez znaczenia” (Sliwko, 1967, s. 147). Gdzie wiec szukaé
pomocy? Na to autor daje prosta recepte:

Skoro jednak stwierdzamy niedojrzalo$¢ pedagogiczna niejednego
domu rodzicielskiego do prawidlowego sprawowania zlozonych funkcji
wychowawczych, warto wskaza¢ na czesciowe chocby rozwigzanie
problemu, znalezienie drog wyjscia z impasu. Wielka misje do spelnienia
posiada szkola, inicjator réznorodnych form wspdlpracy w réznych
dziedzinach wychowania, zwlaszcza moralnego (Sliwko, 1967, s. 144).

Pojawia si¢ wiec tutaj staly w PRL-u koncept wychowania instytucjonalnego,
bardzo silny przed rokiem 1956, ale pobrzmiewajacy przez caly okres
~budowania” komunizmu. Nie bylo u nas pomystéw likwidacji rodziny, jak
mialo to miejsce w Zwigzku Radzieckim, ale pytanie, jaka role ma odgrywac
rodzina w spoleczenstwie socjalistycznym, stale powracalo, podobnie jak nacisk,
by istotnym organem wychowawczym uczyni¢ szkole i inne instytucje czy
organizacje. Wydaje sig, ze w latach 60. rzadzacy nie tyle wyrzekli si¢ wplywania
na rodzine, ile widzieli w niej instytucje, ktéra nalezy bardziej zdecydowanie
wlaczy¢ do wspolpracy ze szkola w wychowaniu mlodych obywateli.
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Problemy wychowawcze na tamach ,Tyi Ja”

Wszystkie opisane wyzej procesy powodowaly narastajacy niepokdj, zwigzany
z wychowywaniem dzieci i mlodziezy. Kosinski pisze o czterech objawach kryzysu
rodziny (Kosinski, 2006, s. 266). Nalezy do nich stabniecie wigzi pomiedzy
rodzicami a dzie¢mi, alkoholizm rodzicédw, rozwody i poczucie osamotnienia
mlodziezy. Wlasciwie wszystkie te problemy znajduja swoje odzwierciedlenie
na tamach ,Ty i Ja" Przez pierwsze lata funkcjonowania pisma regularnie
prowadzono w nim rubryki wychowawcze (Felieton dla rodzicow i Dzieci w kuchni),
ale artykuly o wychowywaniu dzieci pojawialy si¢ takze przy innych okazjach.
Mimo to w odpowiedzi na ankiete o ,,Iy i Ja” (07.1960, s. 2) jeden z czytelnikow
prosil o wiecej statych rubryk dotyczacych tego tematu. Swiadczytoby to o duzej
niepewnosci rodzicielskiej, o poszukiwaniu wsparcia w trudach wychowawczych.
Autorzy rubryk wychowawczych w magazynie doskonale zdawali sobie sprawe
réwniez z tych wszystkich przemian obyczajowych, o ktérych wspomnialam
wyzej. W roku 1964 ukazal si¢ artykul Niemoc i sita, autorstwa Magdaleny Arskiej
(»IyiJa’ 01.1964, s. 55), ktory dotyczyt wptywu ,,innych” na wychowanie dzieci.
Owi ,,inni’, ,,koledzy”, ,,oni”, to po prostu symbol wplywow zewnetrznych, ktérym
poddawane sa dzieci i nad ktoérymi rodzice nie panuja. Autorka w tym tekscie
dokonuje réwniez diagnozy gwaltownych przemian, ktére zupelnie zmienily
relacje dziecko - rodzic. Dawniej, pisze Magdalena Arska, rodzina i szkola
w zasadzie zamykaly krag wptywow wychowawczych. Dzi$ na mtodych ma wplyw
radio, kino, telewizja i o wiele swobodniejsze kontakty z grupami rodzicielskimi.
Za Wtladystawem Bienkkowskim autorka przytacza metafore doskonale obrazujaca
owa zmiane obyczajowa. Ot6z dawne Srodowisko wychowawcze mozna
przyréwna¢ do sklepu, w ktérym kupujacemu wszystko si¢ podaje, dzisiejsze
za$ — do supermarketu, w ktérym mlody czlowiek wybiera z pétek to, na co ma
ochote: ,,$rodowisko, w ktérym chce przebywac, poglady, ktére mu odpowiadaja,
zasady, ktore usprawiedliwiajg jego zachowanie” (, Iy i Ja’, 01.1964, s. 55). Kolejna
trudno$¢ wychowawcza réwniez jest zwigzana ze zmianami spolecznymi. Rodzice
sa niepewni swej roli, bo zostali wyrwani ze swojego srodowiska, w ktérym
pomoc i pewnos¢ zapewniana byla przez rodzine rozszerzona. Nastgpna trudnoéé
- diagnozuje autorka - zwigzana jest z obniZeniem naturalnego autorytetu
rodzicielskiego. Dzi$ juz nikt nie ma prawa do szacunku tylko dlatego, ze jest
rodzicem.

Wydaje sie, ze jednym z palacych probleméw rodziny w tym czasie staly sie
rozwody. Ich liczba zaczeta wyraznie wzrasta¢ od polowy lat 60., szczegdlnie
w duzych miastach (Kosinski, 2006, s. 270-271). Miesiecznik poswieca im pare
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artykulow. W kazdym z nich podkresla si¢ fakt, ze na rozwodzie rodzicéw nie
powinno ucierpie¢ dziecko, lecz czesto jest to po prostu niewykonalne. Rozwod
zawsze wplywa destrukcyjnie na maloletniego, chwieje jego stabilnym dotad
swiatem. Efekty moga by¢ widoczne od razu, ale moga tez rzutowaé na cale
przyszle zycie. Magdalena Arska w Felietonie dla rodzicow (pod znamiennym
tytutem Zobowigzaliscie sig) pisze: ,Wsrdéd mlodziezy wykolejonej wiele jest
dzieci rodzin rozbitych. Ale nie tylko one sa przedmiotem naszego niepokoju.
Nie mniejszg troske budzg i te dzieci, ktére nie wadza nikomu, ale majg zatrute
dziecinstwo i wyrastaja na nieszczesliwych ludzi” (,TyiJa’, 04.1964, s. 52). Autorka
porusza takze problem zmiany sytuacji materialnej rodziny. Nawet przy placeniu
alimentéw dziecko odczuwa pogorszenie si¢ statusu materialnego. Przy odejsciu
matki - dezorganizacje domu. W zaleznosci od wieku zle emocje sg bardziej lub
mniej $wiadomie przezywane, ale zawsze wplywaja na dalszy rozwdj dziecka. Czy
magazyn daje jakas recepte na zniwelowanie ztych skutkéw rozwodu? W zasadzie
nie. ,Kulturalny rozwod” nie zalatwia sprawy. W domu z reguly panuje ,,klimat
smutku, rozdraznienia i leku”. Wtasciwie jedyna rada, ktéra wynika z tekstu, to po
prostu nie rozwodzi¢ si¢. Po przedstawieniu statystyki rozwodow, ktéra wyraznie
wskazuje na narastajaca tendencje do rozstan, pada pytanie: ,,Czy poczucie
krzywdy czynione wlasnym dzieciom powstrzyma wzrost tych liczb?”.

Z przeanalizowanych przez mnie materialéw wynika, ze w magazynie
promowany jest program wychowawczy, ktéry mozna opisa¢ jako koncepcje
»zlotego $rodka” W artykulach poswigconych wychowaniu zaleca si¢ unikanie
zbytniego rygoryzmu, ale i unikanie pobtazania. Dzieci i miodziez powinny
ponosi¢ konsekwencje swoich zachowan, niedopuszczalne jest wykorzystywanie
swoich ukladéw i koneksji do bronienia mlodych przed konsekwencjami ich
dzialan chuliganskich (,Ty i Ja’, 03.1964, s. 19). Potepione sa réwniez postawy
roszczeniowe (,,Iy i Ja’, 04.1964, s. 46). Ciekawie rysuje si¢ dyskusja na temat bicia
dzieci (dodajmy — w tych czasach absolutnie powszechnego i traktowanego jako
jeden z najlepszych i najskuteczniejszych srodkéw wychowawczych, oczywiscie
nie w literaturze pedagogicznej, ale w codziennym zyciu). Otdz magazyn
zdecydowanie potepia tego typu czyny (,Iy i Ja’, 06.1965, s. 19-20; 02.1966, s.
54), ale tylko wtedy, gdy jest to ,wychowawcza metoda bicia” — klapséw do takich
metod nie zaliczano: ,Wszyscy dajemy klapsy naszym malym dzieciom. Jest
taki okres, gdy klaps matki versus krzyk dziecka, to jeden z niewielu mozliwych
sposobdow zalatwienia konfliktéw” (,,IyiJa’, 06,1965, s. 20). Jesli chodzi o mlodziez,
to tutaj nie ma juz absolutnie mowy o karach cielesnych, cho¢ z listow do redakji
dowiadujemy sig, ze sg one stosowane i wobec starszych dzieci (,Iy i Ja’, 02.1966,
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s. 54). Zamiast tego proponuje si¢ swoisty regulamin domu, ktéry zawieralby
zakazy i nakazy, ale madre, tlumaczone latoroslom, a nie podawane z pozycji
bezwzglednego autorytetu: ,, Musimy zatem zmobilizowa¢ cala naszg inteligencje,
milos¢ i uwage, by dojs¢ z naszym dzieckiem do porozumienia - aby ocenito nasze
intencje, a my — motywy jego postepowania i aby nasze zakazy i nakazy byly przez
nie rozumiane i aprobowane. Tylko wtedy mozemy liczy¢ na ich skuteczno$¢”
(»Ty i Ja 02.1966, s. 54). Podobnie traktowany jest problem uzywania stow
niecenzuralnych przez dziecii mlodziez (,,IyiJa’, 02.1973, s. 46). Zaleca si¢, by nie
naklada¢ zadnych kar na przeklinajace dzieci, bo zapewne przyniesie to ,wynik
przeciwny”. Zakazy nie zadzialaja, ale ,,obudza agresj¢” w mlodych, szczegdlnie,
jesli sami ,klniemy na potege”. Najlepszym wyjsciem, przekonuje , Iy i Ja’, jest
»spokojny dystans, uwolnienie si¢ od czujnej uwagi wobec tzw. tlustych wyrazow,
jakimi przerzucajg si¢ z6itodzioby” Wtedy problem powinien sam ming¢.

Magazyn nie omija i trudnych tematéw, ale robi to w bardzo specyficzny
sposob. W roku 1973 ukazuje si¢ obszerny artykutl na temat samobojstw wsréd
dzieci i mlodziezy (,Iy i Ja’, 06.1973, s. 46), ale calo$¢ tekstu opisuje problem
z perspektywy RFN. Przytaczane sg dane liczbowe dotyczace samobdjstw w tym
kraju, opinie prasy (wtasciwie brak tych opinii - ,unika sie dyskusji publicznych:
prasa, tak bardzo agresywna wobec innych »zyciowych« tematéw, tutaj zachowuje
skrajng  wstrzemigzliwo$¢”), badania zachodnioniemieckich profesoréw.
Opisywany jest system o$wiatowy i wychowawczy - skrajnie niedostosowany
do naszych czaséw - ale znéw nie polski, lecz niemiecki, wypowiada si¢ bowiem
o nim profesor z uniwersytetu w Tybindze. I cho¢ czytelnik znakomicie zdaje sobie
sprawe, ze wszystko to, co jest opisywane (procz moze danych statystycznych)
odnie$¢ mozna do sytuacji w Polsce i do polskich probleméw z samobdjstwami
nastolatkéw, nigdzie nie pada najmniejsze odniesienie do sytuacji w naszym
kraju. Trudno wyrokowac, czy jest to celowy zabieg ,ucieczki przed cenzurg’,
bo w socjalistycznym raju nie ma miejsca na takie problemy. Wiemy ze Zrddet,
ze liczba samobdjstw gwaltowanie rosta od lat 50. (Kosinski, 2006, s. 272), ale
w magazynie odnotowuje si¢ éw problem wylacznie na marginesach innych
spraw badz, tak jak w wyzej wymienionym artykule, na przykladzie innych, i to
kapitalistycznych, spoteczenstw.

Innym trudnym tematem podejmowanym przez miesiecznik bylo
wychowanie seksualne. Na marginesie mozna tu wspomnie¢, ze w pierwszych
latach ukazywania si¢ pisma znalazlo si¢ wiele artykuléw na temat zycia plciowego
dorostych, czgsto na temat réznych dysfunkcji wspoétzycia wypowiadali sie
seksuolodzy. Jesli chodzi o wychowanie seksualne dzieci i mtodziezy, to zwraca si¢
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uwage na gwaltowng akceleracje rozwoju fizycznego (,, Iy iJa’, 11.1973, s. 47) oraz
na potrzebe wprowadzenia lekcji wychowania seksualnego w szkolach, poniewaz
»olbrzymia wiekszo$¢ rodzicéw nie czuje si¢ na sitach, by swobodnie rozmawia¢
ze swoimi dzie¢mi o sprawach plci” (,TyiJa’, 03.1962, s. 66). Nauczycielowi zawsze
bedzie tatwiej, bo nie ma tu ,intymnej relacji miedzy nauczycielem i uczniami”,
sprawy plci stajg si¢ jedynie czescig programu szkolnego. Niestety, na razie lekcji
wychowania seksualnego nie ma, sprawa jest jedynie ,,rozwazana u nas”. Dlatego
autorka felietonu poleca inne rozwigzanie: ,dobra, w odpowiednim czasie
podsunieta, ksigzka”.

Jakich klopotéw wychowawczych ,Ty i Ja’ nie opisuje? Nie znalazlam
wlasciwie zadnego artykutu, dotyczacego spozywania alkoholu przez nieletnich,
zjawiska bardzo powszechnego w tamtym czasie. Szacowano wowczas, ze
polowa nastolatkéw przed ukonczeniem 18. roku zycia przynajmniej raz upila
sie (Kosinski, 2006, s. 272). Rzadko tez podejmowany byt temat samotnosci
mlodziezy, cho¢ wiemy z kwerend, ze pojawial si¢ on czesto w listach do redakeji
innych czasopism (Kosinski, 2006).

Nauka i szkota

»Znaczenie edukacji szkolnej w panstwach komunistycznych bylo wigksze
niz w innych typach ustrojéow, gdyz miala ona stuzy¢, poza ksztalceniem,
zmianie $wiadomosci spolecznej” — pisze Krzysztof Kosinski w swojej ksiazce
o zyciu mlodziezy w PRL-u (Kosinski, 2006, s. 111). Szkota miata ksztattowa¢
nowego czlowieka -, budowniczego socjalizmu”. System edukacji w Polsce byt
wigc ,przesigkniety” ideologia, cho¢ w réznych epokach PRL-u rozmaicie si¢
to manifestowalo. Lata powojenne naznaczone byly przede wszystkim walka
z analfabetyzmem, odbudowg infrastruktury materialnej oraz kadry. Wtasciwie
prawie od razu szkolnictwo poddano procesom ideologizacji. Chodzito
o to, by wychowac¢ czlowieka ,,§wiadomie i aktywnie uczestniczacego w budowie
socjalistycznego panstwa’ (Hejnicka-Bezwinska, 1996, s. 107). U mlodziezy
nalezalo ksztaltowa¢ $wiatopoglad naukowy, zgodny z mysla marksistowsko-
leninowska, oraz moralno$¢ socjalistyczng (Hejnicka-Bezwinska, 1996).
W programie nauki dla 11-letniej szkoly ogélnoksztalcacej z roku 1950 czytamy,
ze nauczyciel ma podejmowac zabiegi, ktore:

pozwola wychowa¢ uczniéw na aktywnych obywateli, $wiadomych
swych obowigzkéw wobec ludowej ojczyzny, oddanych pracy nad jej
umocnieniem i rozwojem, czujnych wobec wroga klasowego i gotowych
do najwyzszych ofiar w jej obronie, dumnych z jej osiagni¢¢ w budowaniu
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podstaw socjalizmu, kochajacych kraj rodzinny i mowe ojczysta, znajacych
postepowe tradycje narodowe i otaczajacych czcia bohaterow walk
o wyzwolenie spofeczne i narodowe (za: Dobosiewicz, 1970, s. 122).

W ramach budowania nowego czlowieka socjalizmu wprowadzono wiec
nauke jezyka rosyjskiego od klasy piatej, zmuszano do udzialu w uroczystosciach
pierwszomajowych czy akademiach z okazji kolejnych rocznic rewolucji
bolszewickiej, przymuszano dzieci i mlodziez do brania udzialu w akcjach
zniwnych czy zalesianiu. Z programéw szkolnych zniknely dziela i twdrcy,
ktérzy nie odpowiadali ideologicznie nowej wladzy, ograniczano, a czasem
nawet usuwano z nauczania szkolnego przedmioty, ktdre kojarzyly si¢ z tradycja
Zachodu: filozofig, logike, jezyki obce, tacine, greke (Hejnicka-Bezwinska, 1996, s.
107). W pierwszych latach po wojnie usunigto tez ze szkot lekcje religii.

Po roku 1956 szkola ,trwata przez kilka lat w stanie dezorientacji” (Kot, 2007,
s. 17). Do podrecznikéw powrdcily niektore wezesniej usuwane tresci, wydawato
sie, ze nacisk ideologiczny znacznie zelzal. Nadszed! okres wzglednej stabilizacji
w szkolnictwie i wprowadzania stopniowych zmian. W roku 1961 zostala przyjeta
ustawa o rozwoju systemu o$wiaty i wychowania. Wprowadzala ona 8-letnig
szkole podstawows, jednolita programowo i obowiazkows dla wszystkich dzieci
pomiedzy 7 a 15 rokiem Zycia. Od roku 1958 trwat tez proces laicyzacji szkoty.
Z planéw znikaly wprowadzone w 1956 roku lekcje religii, zas ze $cian symbole
religijne (w jezyku urzedniczym zwane ,,emblematami”) (Kosinski, 2006, s. 193).
W odpowiedzi na koscielne obchody Millenium Chrztu Polski podjeto akcje
1000 szkot na 1000-lecie panstwa polskiego, co znacznie podniosto materialny
standard podstawowek w latach 60.

Efekty rewolucji oswiatowej w Polsce wedlug rzadzacych byly imponujace.
Do dzi§ w powszechnym mniemaniu jedng z najwigkszych zdobyczy polskiego
socjalizmu byla dostepnos¢ wyksztalcenia, bezplatnego i demokratycznego.
Minister Kuberski z dumg moéwil, ze ,w minionym 30-leciu zbudowalismy
w Polsce nowoczesny, demokratyczny, dobrze zdajacy probe zycia system
o$wiatowo-wychowawczy” (Hejnicka-Bezwinska, 1996, s. 128). W opozycji do
tej propagandy sukcesu staly twarde dane statystyczne, ktére moga zadziwiac:
w 1972 roku tylko 3% obywateli posiadalo wyksztalcenie wyzsze, na poczatku lat
70. 80% obywateli nie mialo wyksztalcenia sredniego, a 25% nie posiadalo nawet
wyksztalcenia podstawowego (Hejnicka-Bezwinska, 1996, s. 128).

Mimo ze lata 60. byly najspokojniejsza dekadg w historii szkolnictwa okresu
PRL-u, to dla uczelni wyzszych nie byl to czas najszczesliwszy. Skiadalo sig
na to pare powodéw. Owczesna polityka PZPR-u byta antyinteligencka, dlatego
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o ksztalcenie akademickie nie troszczono si¢ zbytnio. Do tego doszly jeszcze
wydarzenia Marca 1968 roku, ktére poskutkowaly represyjnymi uregulowaniami,
jak na przyklad obowigzkowym zaliczeniem tzw. przedmiotéw ideologicznych
czy nakazem miesigcznej fizycznej pracy w zakladach produkcyjnych przed
podjeciem studiéw, no i oczywiscie politycznymi represjami, ktére dotknely
gléwnie wykladowcow i studentéw Uniwersytetu Warszawskiego. Do tego
dochodzita ,,nadmierna aktywno$¢ ustawodawcza™ Jan Szczepanski podaje, ze
wlatach 1945-1967 ukazalo sie 211 aktéw regulujacych dziatalnos¢ szkét wyzszych
(Hejnicka-Bezwinska, 1996, s. 123). Wiele z nich w ogodle nie mialo szans wejs¢
w zycie, zanim bowiem zdotano je wdrozy¢, juz przychodzita zmiana.

Miesigcznik ,, Ty i Ja’, wolny od natre¢tnego ideologizowania, nie tyle byt daleki
od gloryfikowania polskiego systemu o$wiatowego, co raczej (cho¢ delikatnie)
wytykal mu bledy. Sprawom szkoly i nauki poswigcano duzo miejsca. Pisano wiec
o tym, ze $wiat zmienia si¢ nieslychanie szybko, a polska szkola reaguje na te
zmiany z duzym opoznieniem, ze ogranicza fizyczny rozwdj dzieci, tak bardzo
dla nich wazny, ze wywiadéwki to wlasciwie strata czasu dla rodzica, a przeciez
wystarczy niewiele, by to zmieni¢. Wytykano takze brak szkolnych lekarzy
i psychologéw, radzono, w jaki sposéb przygotowa¢ si¢ do egzaminoéw, ktore
uwazano za zupelnie niemiarodajne w ocenie wiedzy, rozwazano w koncu, jak
nauczyciel ma w dzisiejszych czasach budowac autorytet, i jak edukacja wyglada
w innych, takze zachodnich krajach. Przyjrzyjmy sie, ktére z tych problemow
pojawialy si¢ w ,, Ty i Ja” najczesciej.

Kwestia nienadgzania programéw szkolnych za zmianami we wspoiczesnym
$wiecie byla w magazynie podejmowana parokrotnie. W marcu 1961 w ramach
Felietonu dla rodzicow ukazal si¢ tekst pod tytulem Wywiadéwka, ktéry
we fragmencie tutaj zacytuje, pokazuje on bowiem doskonale, z jakim rodzajem
krytyki mamy do czynienia:

...my, rodzice klasy szostej, przezywaliémy pewnego dnia bardzo goraco
sprawe klaséwki na temat: ,,Jak budujemy stacje meteorologiczne”

Przyznam sie¢, ze dotychczas nie wiem, jak budujemy. Nie nauczylo sie
réwniez budowa¢ stacji meteorologicznych czterdziesci dziewie¢ mamus,
czterdziestu dziewieciu tatusiow i piecdziesiecioro dzieci. Jestesmy klasg
bardzo gorliwg i zdyscyplinowana i jak nam Pani kazala przeczyta¢
ksigzeczke pod powyzszym tytulem i zapowiedzialta na ten temat klasowke,
szukali$my we wszystkich ksiegarniach miasta. Ale okazalo sie, ze ksigzeczka
jest catkowicie wyczerpana. Na wywiadowce, ktora przypadkiem odbyta
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sie w dniu poprzedzajacym zapowiedziang klasowke, prosilismy o jej
odwotanie, bo nie moglismy si¢ do niej przygotowaé. Wtedy piecdziesiata
mamusia, ktdra jest nauczycielka geografii, poinformowala nas, ze ksigzka
jest wyczerpana od paru lat, a pieédziesigty tatu$ inzynier meteorolog
wytlumaczyl nam jak najprzystepniej, ze ksiazeczka byta napisana juz
dawno i ze obecnie stacje meteorologiczne buduje si¢ inaczej. Troche nas
pocieszyl w naszym zmartwieniu fakt, ze dzieki nieotrzymaniu ksigzeczki
dzieci nie zbuduja w Polsce przestarzalych stacji (, 1y i Ja’, 03.1961, s. 74).

W lutym 1963 roku ,,Iy i Ja” krytykowalo polska szkote za to, ze dzieci ucza si¢
w niej ,wielkiej ilosci mato pogltebionych i mato wigzacych sie ze soba faktow”. Taka
nauka, wedlug redakeji, nie budzi w dzieciach zainteresowania i nie powoduje, ze
chca wiedze zdobywa¢. W kilku artykutach méwi si¢ o ,,politechnizacji” szkoty -
szczytnym postulacie, ktdry polega na ,unowoczesnieniu szkoly i zblizenia jej do
zycia’, odleglym jednak lata $wietlne od polskiej rzeczywistosci. ,Nasze dzieci —
pisze Arska - chodza jednak nie do tej szkoly, ,ktéra powinna by¢”, ani tej, ktora
bedzie w przysztosci, ktdra istnieje w teoretycznych zatozeniach i dyskusjach, lecz
do szkoly, ktdra jest obecnie” (,,Ty i Ja’, 02.1963, s. 58-59). Sprawa politechnizacji
szkoly pojawia si¢ parokrotnie. Nie byt to przypadek — po reformie w nowej wersji
programéw szkolnych kfadziono nacisk na ,wychowanie politechniczne”, co
byto zwigzane z radziecky ideg polityki oswiatowej (Hejnicka-Bezwinska, 1996,
s. 107). ,Iy i Ja” potraktowalo sprawe po swojemu - wspomnialo wprawdzie,
ze zagadnienie to ,omawiane bylo miedzy innymi na VII Plenum KC” i ze
»dla naszego spoleczenstwa jest problemem palacym”, ale ,zeby mlodziez byla
usprawniona technicznie, trzeba zreformowac prace szkoly”, wigc lepiej, nie
liczac na szkole, wzigé sprawy w swoje rece i dziecko ,,politechnizowa¢” w domu.
»Przyszty mechanik moze zacza¢ si¢ tego uczy¢ réwnie dobrze przy tarciu maku
czy szorowaniu wanny. [...] Przyszly technik pierwsze kroki musi zrobi¢ w domu.
I to nieraz przy najbardziej staroswieckich zajeciach” (, Iy i Ja, 04.1961, s. 75).

Wiele miejsca, szczegolnie w poczatkowych numerach, ,,Ty i Ja” poswiecato
wychowaniu fizycznemu. I tu konkluzje artykutéw nie okazywaly sie dla polskiej
szkoly optymistyczne. Lekcji w-f byto zbyt mato, a nawet jesli byly, odbywaly sie
na szkolnych korytarzach, rzadko za$ w duzych salach, tych bowiem zwyczajnie
brakowato. Ale nie o samg infrastrukture tu chodzito, raczej o kompletny brak
zrozumienia przez decydentéw i nauczycieli potrzeby stwarzania dzieciom okazji
do aktywnosci ruchowej. We wrzesniu 1960 roku ukazal sie w rubryce Felieton dla
rodzicow tekst Dlaczego Jacek nie uwaza na lekcjach?. Nie uwaza wilasnie dlatego
— pisze autorka felietonu - ze caly dzien trzymany jest w bezruchu, a ruch jest
niezbedny do prawidlowego rozwoju. I to nie tylko fizycznego:
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Narzucona konieczno$¢ hamowania silnego napiecia ruchowego moze
zrodzi¢ u dziecka bunt przeciw szkole, wzbudzi¢ nieche¢ i wstret do nauki.
Dazac do rozladowania napiecia ruchowego dzieci uciekajg nieraz na cate
godziny ze szkoly i z domu, wagaruja po ulicach i podworkach, wyzywajac
sie w zlosliwych psotach, nierzadko dzikich i niszczycielskich, czasem
nawet zagrazajacych ich zyciu i zdrowiu (,, Iy 1 Ja’, 09.1960, s. 37).

Jaka jest na to rada? W 1962 roku, w felietonie, ktéry znéw podejmowal
kwestie zle zorganizowanych lekcji wychowania fizycznego, autorka postuluje, by
rodzice zabierali glos w tej sprawie w komitetach rodzicielskich. ,,Trzeba zada¢ od
szkoly — pisze Arska - a jednoczes$nie pomdc jej w zorganizowaniu boiska i sali
gimnastycznej” (,IyiJa’ 11.1962, s. 71).

Temat wspolpracy szkoly i rodzicéw pojawia si¢ w magazynie dosy¢ czesto.
Wspolpraca owa polega najczesciej na dzialalnosci w komitetach rodzicielskich.
Impulsem do takiej dzialalnosci moga by¢ rozmaite rzeczy: sa wiec czlonkowie
komitetow, ,ktéorym ta funkcja spoleczna odpowiada bardziej niz inne, bo
lubig mlodziez”; matki, ktore ,,nie decyduja sie¢ pusci¢ swych dzieci na gleboka
wode zycia szkolnego”. Wszystkich dziataczy faczy troska o dobro dzieci, jednak
na rozne sposoby moga to dobro postrzega¢. Autorka wymienia najczestsze
»grzechy” dzialaczy komitetowych: zbyt drogie prezenty dla nauczycieli,
naciski w ,,przepychaniu” dziecka z klasy do klasy i wreszcie wyreczanie dzieci
we wszystkich dzialaniach (,Ty i Ja’, 10.1963, s. 55). O ile jednak w tym artykule
pietnowane s3 raczej winy rodzicéw, o tyle w artykule opublikowanym réwno
dwa lata pdzniej mowi sig juz raczej o kompletnej stracie czasu, jaka jest dziatanie
w komitetach i udzial w wywiadéwkach. Jest to czas jalowy, bo dyskusje zawsze
kreca sie wokdt spraw najmniej waznych, zas pomyst odczytow i prelekeji, od
ktérych mialyby zaczynaé si¢ zebrania rodzicow, jest absolutnie chybiony -
prelegent nie zna dzieci, szkoty, specyficznych probleméw, wiec karmi rodzicow
ogolnikami, a ,dzieci, ktére mialy swoj kacik do pracy i ktérym prawidlowo
ustawiono $wiatlo z lewej strony dalej zle si¢ uczg” (,, Iy iJa’, 10.1965, 5. 9).

Miesigcznik poswiecal tez sporo miejsca postaci nauczyciela, jego osobowosci
i autorytetowi. W wielu tekstach pisano o tym, ze nauczyciele sg rézni — dobrzy
i zIi, sprawiedliwi i niesprawiedliwi, jednak na rodzicach spoczywa szczegélna
misja: ,warto porozmawia¢ z nauczycielem, gdy si¢ z nim nie zgadza [rodzic],
warto broni¢ jego autorytetu, wspolnego autorytetu rodzicow i nauczycieli -
dorostych, ktorzy pracuja, by przekaza¢ swa wiedz¢ wychowankom” (,Iy i Ja’,
06.1962, s. 72). W innym artykule przedstawiono sylwetki trzech nauczycieli,
ktérzy zaskarbili sobie zaufanie mlodziezy (,Iy i Ja, 01.1966, s. 34-35).
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W tym samym numerze do postaci dobrego nauczyciela wraca sie jeszcze raz.
W Felietonie dla rodzicow Magdalena Arska, wspominajac profesora Oskara
Langego (matematyka i komuniste, wspdtpracujacego z wywiadem radzieckim,
o czym oczywiscie autorka nie wspomina) i jego nigdy nienapisany podrecznik
do nauki matematyki, pisze o tych nauczycielach, ktdrzy, majac niewatpliwy talent
dydaktyczny, nie sa doceniani — ani w szkole, ani przez urzednikéw. ,Talent nie
jest zadnym urzedowym kryterium” - pisze autorka. A szkoda, bo w masie tych,
ktorzy ,lepiej badz gorzej uprawiaja swoje rzemiosto”, potrzebni sg ci, ktérych
talent do nauczania ,,decyduje o klimacie szkoty”. Oni nigdy nie wyrzekng si¢
swego powolania dla lepszych zarobkéw, jesli tylko ,,okazujemy im uznanie za
ich pracg”. A z tym bywa réznie. O te wybitne jednostki powinno sie dba¢, bo -
jak konczy swdj felieton Arska — ,tym sposréd miodego pokolenia, ktorzy ani
w szkole podstawowej, ani $redniej, ani na wyzszej uczelni nie spotkaja swojego
Nauczyciela, bedzie go brakowalo do pelnego wyksztalcenia” (,Ty i Ja’, 01.1966,
s. 48-49). Temat osoby nauczyciela pojawia si¢ na tamach magazynu jeszcze
wielokrotnie. Wydaje sie, ze szczegdlnie ciekawe sa dwa teksty. Jeden z nich to
recenzja szwedzkiego filmu ,Ole, dole, doff” (Na kogo wypadnie, 1968). Film
pokazuje posta¢ nauczyciela bez Zadnego sentymentalizmu i tym wyrdznia
sie na tle 6wczesnej kinematografii, poruszajacej tematy ,nauczycielskie™
»Przypomnijmy sobie to, co ogladamy czasem na naszych ekranach! - pisze autor
recenzji Andrzej Kotodynski - Budujace, dydaktyczne opowiastki o »dobrym«
nauczycielu, ktéry zawsze zdobywa w koncu serca niegrzecznych uczniéw.
[...] Historyjki do znudzenia jednakowe wypelniaja filmy od poczatku kalekie:
nie wierzag w nie ani dorosli, ani mlodziez. O samych nauczycielach lepiej nie
wspominac!” (,Ty i Ja, 09.1970, s. 14-15). Ten film jest odmienny, bo pokazuje
czlowieka wyksztalconego, przygotowanego do zawodu, ale ,,pozbawionego tej
wewnetrznej sity a moze osobowosci, ktora stanowi o sukcesie pedagoga”. Brakuje
mu osobowosci, bo we wspolczesnej szkole, pozbawionej rygoru i urzedniczej
dyscypliny, ,,sama wiedza nie wystarcza”. Wydaje sig, ze recenzja tego akurat filmu
nie jest przypadkowa, tym bardziej ze film nie byl w Polsce wyswietlany. To, ze
magazyn stronil od tatwego dydaktyzmu i gloryfikowania postaci nauczyciela,
$wiadczy artykul, ktory ukazal si¢ w ostatnim roku ukazywania si¢ pisma.
W tekscie tym oddano glos samej mtodziezy - to ona wypowiada si¢ o kondycji
polskiej szkoly, o nauczycielach, ale i sytuacji spofecznej, ktora okresla ich
wchodzenie w dorostos¢. Nie jest to obraz pozytywny. Moze najjasniej w nim
opisana jest posta¢ nauczyciela, ale i tu mlodzi napotykaja na problem, ktory
wynika z immanentnych wlasciwos$ci edukacji szkolnej. Jedna z dziewczat mowi
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o nauczycielach wybitnych, nietuzinkowych: ,,Moze dlatego, ze tradycyjny model
nauczyciela i wychowania autorytarnego jest tak gteboko zakorzeniony, ze wyjscie
catkowite poza ten schemat jest dla mlodziezy niemozliwe, cho¢ moze stwarzaé
doraznie sympatyczne sytuacje’, a jej kolezanka dodaje: ,,Oni sie tak przyzwyczaili
do pokornego stuchania swoich wychowawcow, ze gdy sie im objawi taki inny,
nietypowy, to nie wiedza, co z nim robi¢. Albo przyjmuja nauczyciela jako kata-
dreczyciela, albo jako wysoki autorytet, z ktérym nie mozna nawigza¢ kontaktu
na plaszczyznie ludzkiej przyjazni” (, Iy i Ja’, 03.1973, s. 8-10).

Ale, jak stwierdzono, nauczyciel postrzegany jest w ,,Iy i Ja” raczej jako postac
pozytywna. Gorzej z reszta. Szkola poraza nuda: ,,szkota dzisiejsza jest tak nudna
i tak malo pociagajaca pod kazdym wzgledem, ze prawie kazdy z utgsknieniem
wzdycha do chwili, kiedy ja opusci” Zajmuje si¢ nie tym, co trzeba: ,Bo tak
zwykle jest, ze gdy nie mozna sobie poradzi¢ z wychowaniem - pojawia si¢
problem ubioru, diugich wloséw itp. Wywoluje si¢ dyskusje na tematy pozorne,
zeby odsunac glebsze problemy”. Nie ksztaltuje charakteru, bo: ,,O czym si¢ mowi
z mlodziezg w szkole $redniej, w takiej klasie maturalnej? Ten zapuscit brode,
a tamten ma za dlugie wlosy, jeszcze inna nie przyszywa tarczy, a ktéra§ tam
sabotuje kapcie. [...] I tak wyrasta to stare dziecko, potem je pchng na studia,
potem do pracy. [...] Taki wlasnie panuje u nas fatalny model wychowania,
a wlasciwie trudno moéwic o jakims modelu” A rzeczywistos$¢, ,,mata stabilizacja’,
tez mtodym nie utatwia zZycia. Dorabianiem si¢ mtodzi z jednej strony pogardzaja,
ale z drugiej — przeraza ich ilo§¢ czasu i energii, ktora trzeba wlozy¢ w jakiekolwiek
podstawowe ,,urzadzenie si¢”. ,Zwro¢my uwage — mowi jeden z uczestnikow
dyskusji - na fakt, iz to, co nazywamy po prostu stabilizacja w sensie codziennym,
ekonomicznym, jest twardym wyragbywaniem sobie drogi; praca, mieszkanie,
samochdd to nie s3 u nas rzeczy, ktdre stabilizuja, tylko to jest wlasnie $wiat
oporu i ten opdr nie jest bynajmniej proznia, jest przestrzeniag pochtaniajaca mase
energii”. Ale nade wszystko mtodzi pragna zyciowych autorytetéw, nie wzietych
z literatury, z opowiesci okupacyjnych, dalekich i czesto juz w tym pokoleniu
niezrozumialych, ale bliskich, bardziej ludzkich, mniej niedosiegtych, mozna rzec
— szkolnych - jesli tylko mamy szczeécie i takiego pedagoga spotkamy na swojej
drodze: ,Ten autorytet, ktdry sie tu w czasie naszej rozmowy przewijal, ma wymiar
bardzo ludzki, bo nasz Profesor to po prostu zwyczajny, konkretny cztowiek z krwi
i kosci, a nie element systemu szkolnego czy stacja przekaznikowa. To nauczyciel,
przyjaciel i mistrz, stowem - autorytet spersonifikowany” (,,TyiJa’, 03.1973, s. 10).
We wszystkich materialach publikowanych w magazynie pobrzmiewa zal, ze tak
mato w polskiej szkole takich autorytetow.
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Telewizja

Poczatki telewizji w Polsce datuje si¢ na lata pigcdziesiate, ale jej intensywny
rozwoj przypada na nastepne dziesieciolecie. U progu tego okresu (1960) byto
w Polsce 426 tys. telewizoréw (Pleskot, 2002, s. 118), w roku 1963 odnotowano
milionowego abonenta (cho¢ oczywiscie odbiorcéw bylo wiecej - szacuje
sie, ze okolo 6 milionéw), na koncu dekady zarejestrowano juz 3,5 miliona
telewizoréw, a sygnatem telewizyjnym objete bylo 80% powierzchni kraju
(Grzelewska, 1999, s. 279). Telewizja stawata si¢ medium powszechnym. Nic wiec
dziwnego, Ze poswiecano jej duzo uwagi, pisano o wplywie na dzieci i mtodziez,
o oddzialywaniu na zycie rodzinne, podkreslano zalety, pietnowano wady. Co
ciekawe, w poczatkach lat sze§¢dziesigtych rzadzacy nie zdawali sobie chyba do
konica sprawy z mozliwosci propagandowych telewizji. Oczywiscie, podlegata
ona cenzurze, ktora nie dopuszczala do emisji treéci ,wywrotowych’, ale nie
wykorzystywano nadmiernie tego medium do propagandowego oddzialywania
na spofeczenstwo. Byla to niejako dzialalno$¢ ,pasywna” (Pleskot, 2007),
eliminujaca tresci niezgodne z duchem socjalizmu. Pod koniec tej dekady
wida¢ juz w tym zakresie wyrazne zmiany. Pojawiajg sie relacje z defilad i $wiat
panstwowych, a ciekawe (czesto zachodnie) filmy emituje telewizja w niedzielne
poranki, nakladajac czas emisji na tradycyjng pore mszy, co, jak si¢ wydaje, jest
juz dziataniem bez watpienia celowym (Pleskot, 2007, s. 60). Widz ma do wyboru
— albo idzie do kosciola, albo oglada ciekawy film. Z drugiej strony, jak zauwaza
badacz tematu, wydarzenia Marca 1968 roku i nagonki antysyjonistycznej nie
znajduja wlasciwie zadnego odzwierciedlenia w telewizji (Pleskot, 2007). To chyba
dopiero epoka Gierka dostrzeze w matym ekranie potencjal dla prowadzenia
ideologicznie motywowanych dzialan perswazyjnych. Co zreszta nie znaczy, ze
dzialania te si¢ powioda, przynajmniej wéréd mtodziezy, ktéra bedzie wykazywa¢
dos¢ duza odporno$¢ na telewizyjng propagande (Kosinski, 2006, s. 306).
Wiasciwie juz od poczatku istnienia telewizji analizowano jej wplyw
na spoleczenstwo, a szczegélnie na dzieci i mtodziez. Z jednej strony podkreslano
zalety: to przeciez dzigki temu medium kultura wysokoartystyczna mogta
wreszcie sta¢ si¢ dla wszystkich dostepna, szczegdlnie zas dla ,,ludu pracujacego
miast i wsi”. Rzeczywistos¢ dos¢ szybko zweryfikowala te marzenia. Juz u progu
lat 60. Antonina Kloskowska pisata, ze umasowienie kultury wysokiej przemienia
ja w inny typ kultury: zhomogenizowang kulture masowa, ktérej dos¢ daleko do
elitarnego pierwowzoru (Kloskowska, 1980, s. 95). Ten sam argument wysuwano
w czestych w owym czasie dyskusjach o zwigzku telewizji i edukacji. Telewizja
wystepuje tu jako konkurent szkoty. Dostarcza wprawdzie informacji o $wiecie,
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ale robi to w sposdb szkodliwy, niszczacy efekty poznawcze. Marcin Czerwinski
nazywal to ,nasyceniem informacyjnym” (Czerwinski, 1973, s. 63-74), ktore
powoduje zupelnie przemieszanie tresci edukacyjnych, nie biorgce pod uwage
ich waznosci, hierarchii, rodzaju. Zamiast prawdziwej wiedzy uczen, poprzez
telewizje, dostaje jej jakis, bardzo niedoskonaly zamiennik. Ale byli i zwolennicy
wykorzystywania telewizji w edukacji. W roku 1967 wiceminister o$wiaty
Ferdynand Herok opublikowal w pracy zbiorowej (bedacej wyborem publicystyki
zamieszczanej na tamach pisma ,Wychowanie”) artykul pod znamiennym tytutem
Telewizja pomaga w modernizacji metod nauczania i wychowania, w ktérym
przekonuje, ze ,telewizja jest jedng z tych pomocy, ktéra przy odpowiednim
wykorzystaniu moze przynies$¢ wielkie korzysci szkole, nauczycielom i mlodziezy.
Szybki rozwdj telewizji, jej wielka popularnos¢ i atrakcyjnos¢, sugestywny
sposob przekazywania wiadomosci - s3 bardzo istotne dla ksztaltowania
stosunku uczniéw do zycia, zdobywania wiadomosci, rozszerzania horyzontow
i ksztaltowania swiatopogladu” (Herok, 1967, s. 217-218).

Kolejnym problemem wplywu telewizji na dzieci i mlodziez stawalo si¢ jej
oddzialywanie na sfer¢ moralng (Pleskot, 2007). Telewizja czgsto pozwalala
najmlodszym widzom wej$¢ do $wiata dorostych. Na niewtasciwie tresci dostepne
na malym ekranie zwracali uwage nie tylko nauczyciele i wychowawcy, ale i sami
rodzice, ktdrzy nie byli w stanie kontrolowa¢ tego, co ogladaja dzieci, zwlaszcza
jesli program emitowany byl po potudniu badz wezesnym wieczorem. W listach
do Redakeji Lacznosci z Widzami bardzo czesto pojawily sie tego typu watki
(Pleskot, 2007, s. 163). Telewizj¢ oskarzano o propagowanie przemocy, a nawet
o wzrost przestepczosci wéréd mlodziezy, co zreszta nie znajdowalo potwierdzenia
w przeprowadzanych badaniach. Zauwazano takze, ze telewizja ,zabiera” czas
spedzany na $wiezym powietrzu, powoduje spadek czytelnictwa i w ogole
uczestnictwa dzieci i mtodziezy w kulturze wysokiej (Kosinski, 2006, s. 303).

W magazynie ,,Ty i Ja” watek telewizji i jej oddzialywania na dzieci i mlodziez
pojawial sie kilkakrotnie. W lipcu 1961 roku poswigcono mu spory artykut,
ktéry zaczynal si¢ dos¢ symptomatycznymi stowami: ,podejrzewany jest
o to, ze: psuje wzrok, niszczy zdrowie, demoralizuje dzieci, sprowadza sgsiadow
i tak dalej. Ponadto nie wiadomo, gdzie go umiesci¢” (,Iy i Ja’, 07.1961, s. 30-
31). W tekscie wskazano cztery problemy, o ktérych rozwigzanie poproszono
specjalistow z odpowiednich dziedzin. Redakcja pyta wiec o to, czy telewizor
psuje wzrok, niszczy zdrowie, wywoluje ,,chorobe telewizyjng” (chodzi o rodzaj
padaczki) i gdzie go postawi¢? Wida¢ tu wyraznie, ze w poczatkach masowego
uzywania telewizji przewazaly raczej zagadnienia medyczno-techniczne, nie za$
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aspekt wychowawczy, edukacyjny czy $wiatopogladowy. Z czasem nastapi jednak
przesuniecie akcentow. Juz pod koniec tego samego roku w ramach cyklu Felieton
dla rodzicow pojawia sie¢ tekst pod tytulem Nie przestrzegana formalnosé. Owa
tytutowa formalnos¢, to informacja w programie telewizyjnym, od jakiego wieku
dany film moze by¢ ogladany (co ciekawe, metode te stosowano tylko do poczatku
lat szes¢dziesiatych, a potem zaniechano, prawdopodobnie wlasnie z powodu
nieskutecznosci (Pleskot, 2007, s. 163). Autorka felietonu zwraca uwage na fakt,
ze ,telewizja przy calym zespole ujemnych cech spotecznych ma t¢ dodatnia, ze
skupia wieczorem przy aparacie cala rodzing¢” (,IyiJa’, 12.1961, s. 70). Emitowanie
wigc w godzinach wczesnowieczornych filméw przeznaczonych dla dorostych,
jest proszeniem si¢ o ktopoty. Jak bowiem odesta¢ dziecko do pokoju, gdy reszta
rodziny wspolnie oglada program, nie moéwigc juz ,,0 matych mieszkaniach,
gdzie tego rodzaju separacja nie jest mozliwa” Impulsem do napisania felietonu
byt emitowany o godzinie 20.00 francuski film ,Widmo”. Przedstawiona byta
w nim historia dyrektora szkoty, ktdry, wraz z kochanka, zabija Zone, by owa
szkole przeja¢. Film ten, wedlug autorki, ktéra zadata sobie trud przeprowadzenia
matej ankiety wsrod mlodziezy, wywotat zgorszenie w tej grupie wiekowe;j. ,,Przy
calym krytycyzmie w stosunku do swoich wychowawcow — pisze Arska — obraz
zbrodniczego (w ogole — zadnego) seksualizmu na pewno nie wiaze si¢ w pojeciu
naszej mlodziezy ze Swiatem nauczycielskim”. Byly to wiec tresci ,,nieodpowiednie”,
nadane przez telewizje w czasie, w ktorym wigkszos¢ czternastolatkéw zasiada
ze swoimi rodzinami przed szklanym ekranem. Ale, zdaniem autorki, to nie
rodzina jest tutaj odpowiedzialna, a przynajmniej nie przede wszystkim rodzina.
To wladza powinna dbac¢ o to, by tresci nieodpowiednie nie trafialy do mlodych
umystéow. Cho¢, jak pisze dalej autorka, ,bardzo trudno jest zgadna¢, jakie sg
kryteria kwalifikowania filmu wedlug wieku widzéw przez nasze wladze”

W kolejnych latach problem nieodpowiednich tresci w programie
telewizyjnym i ich wplywu na dzieci i mlodziez jeszcze bardziej si¢ zaostrza.
W listopadzie 1973 roku ,Iy i Ja” poswieca mu artykulik, ktéry zaczyna si¢ od
dlugiej listy przykladéw szkodliwego wplywu telewizji na dzieci, wskazanych
przez ,przynajmniej niektérych psychologéw, pedagogéw i socjologéw” (,Ty
iJa’ 11.1973, 5. 47,52). Telewizja wigc ,wyrabia w dzieciach pasywno$¢, ksztaltuje
falszywy obraz $wiata, zacheca do latwizny, stepia wrazliwos¢, konfrontujac
je z gwaltem, budzi agresywno$¢ lub napawa lekiem; pozbawia je snu, psuje
wzrok, odciaga je od lekcji i sportu, wywiera zalosny wplyw na nauke w szkole,
daje jedynie szczatkowe wiadomosci, okruchy wiedzy, zaciera granice pomiedzy
rzeczywisto$cia i fantazja, sprawia, ze przedwcze$nie doroslejg”. Katalog wad
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telewizji byt wiec imponujacy. Dla kontrastu podano jednak takze zalety, na ktore
zwracajg uwage inni specjaliSci: ,uczy, informuje, pobudza do myslenia, rozwesela,
uspolecznia, przyczynia si¢ do zacie$nienia wigzéw rodzinnych, zas ogladanie
scen gwaltu sprzyja rozladowaniu tendencji agresywnych, pelniac niejako role
klapy bezpieczenstwa” To ostatnie twierdzenie — pisze autor - jest najbardziej
kontrowersyjne. Rozmaite badania pokazuja, Ze sceny pelne agresji i okrucienstwa
robig szkody w delikatnej psychice dziecka. Dla potwierdzenia tezy przywotane jest
stanowisko francuskiego psychiatry dr. Freedmana, ktory w swoich badaniach nie
tylko nie potwierdzil istnienia owej ,,klapy bezpieczenstwa’, ale zauwazyl takze, ze
»intensywnos¢ i rozmiary reakeji psychicznej dziecka siedzacego przed ekranem
telewizyjnym sg odwrotnie proporcjonalne do przyjemnosci, jaka czerpie z uktadu
stosunkéw rodzinnych i w grupie rowiesniczej”. Wydaje sie, ze na tamach , Iy i Ja”
wybrzmiewa ta sama ambiwalencja w stosunku do nowego medium, ktérg mozna
zauwazy¢ w dyskursie publicznym tego okresu.

Kolonie i zorganizowany wypoczynek

W calym okresie PRL-u przywiazywano duza wage do korzystania z wypoczynku.
Wtadza ,na tym odcinku” chciala udowodni¢, ze lata miedzywojenne nie
wytrzymuja konkurencji z opiekunczym panstwem socjalistycznym, w ktérym
kazdy moze pozwoli¢ sobie na wakacyjny wyjazd. To sztandarowe hasto PRL-
owskiej propagandy znalazto nawet odzwierciedlenie w konstytucji, ktdra
»organizacje wczasow, rozwoj turystyki, uzdrowisk, urzadzen sportowych” uznata
za niezbedne, by korzystac z tych wszystkich dobrodziejstw madgt ,,lud pracujacy
miast i wsi” (Oseka, 2011, s. 3).

Poczatki byly trudne, brakowalo bazy lokalowej, obslugi czy chociazby
prowiantu. W latach 60. jednak sytuacja gospodarcza byla juz ustabilizowana,
a liczba 0séb wyjezdzajacych na letni wypoczynek coraz wigksza. ,Cykliczne
i masowe wyjazdy wczasowe staly sie jednym z najbardziej wymiernych efektow
matej stabilizacji” (Sowinski, 2005, 5.99). Byl to w zdecydowanej wiekszosci
wypoczynek zorganizowany, szczegolnie jesli chodzilo o dzieci i miodziez. W roku
1965 na kolonie i obozy wyruszylo ponad milion dzieci, co dawalo przyrost o pot
miliona wzgledem roku 1955 (Sowinski, 2005, s. 96). W latach 70. liczba ta siegnie
3 milionéw (Przylipiak, 2020, s. 326). Wypoczynek ten organizowato Ministerstwo
Oswiaty, ale stopniowo zwiekszal si¢ udzial kolonii i obozéw organizowanych
przez zaklady pracy.

Wyjazdy zorganizowane stwarzaty dobre warunki do indoktrynacji. Dotyczyto
to wszelkich form zorganizowanego wypoczynku, ale w wypadku najmlodszych
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ujawnialo si¢ z oczywistych powoddéw z najwigksza sifa. Po odwilzy nie dato si¢
juz utrzymaé propagandy w stylu stalinowskim, ale niektére jej komponenty
podtrzymano, ,widzac w nich element przystosowania do zycia w spoleczenstwie
socjalistycznym” (Sowinski, 2005, s. 145). Slusznie jednak zauwaza Pawel
Sowinski, ze trudno dzi§ wyrokowac, jakie w niektérych formach organizowania
wypoczynku mlodziezy motywy przewazaly: czy byta to forma agitacji, czy tez
moze wykorzystanie mtodych ludzi do wykonywania pracy. Byly wiec akcje
zniwne, wykopki, sadzenie laséw czy chociazby zwykle postugiwanie na kolonii
- w kuchni czy w sanitariatach. W tym sensie - pisze dalej Sowinski - ,,mozna
mowi¢ o przesuwaniu si¢ punktu ciezkosci z wychowania komunistycznego
na rzecz bardziej tradycyjnych metod wychowawczych” (Sowinski, 2005). No bo
wychowanie przez prace jest koncepcja znacznie starsza przeciez niz komunizm.
I ten wlasnie element pojawia si¢ w analizowanych przeze mnie materiatach
w LIy i Ja% Artykuly o letnim wypoczynku dzieci i mlodziezy pojawialy
sie w magazynie cyklicznie, w miesigcach letnich, kiedy sprawa nabierata
aktualno$ci. W jednym z felietonéw (,, Iy i Ja’, 08.1960) opisywana jest nieche¢ do
prac na koloniach, szczegoélnie do zmywania naczyn, co faktycznie, jak wynika
z opisu, nie bylo wowczas sprawa tatwa, zwlaszcza dla chlopcow, ktorzy widzieli
w tym ,,dziewczynska robote”. Stalo si¢ to impulsem do pouczen na temat higieny,
estetyki stolu i otoczenia, ale takze udzialu mezczyzn w pracach niestusznie
uznawanych za domeng kobiet. Byloby to zgodne z linig pisma, ktdre, stronigc
od prosocjalistycznego dydaktyzmu, staralo si¢ propagowa¢ nowoczesne wzorce
zachowan, a do takich przeciez nalezy réwne dzielenie obowigzkéw domowych
przez wszystkich cztonkéw rodziny.

Pojawia si¢ tez w ,, Iy i Ja” subtelna, ale jednak widoczna, krytyka wychowania
instytucjonalnego. Przy okazji omawiania odwiedzin kolonistéw przez rodzicow,
ktérych organizatorzy wypoczynku najchetniej by w ogéle zakazali, pojawia sie
delikatna sugestia, ze jednak rodzic ma prawo nie w pelni ufa¢ kierownictwu
kolonii (,,Iy i Ja’, 05.1962, s. 67), a zadanie ,,zupelnego nieingerowania w sprawy
swych dzieci” postrzegane jest jako naduzycie. Bywaja bowiem rézne kolonie,
ale i rézne dzieci, ,totez kierownictwo kolonii musi liczy¢ si¢ z uzasadnionym
niepokojem”.

W innym felietonie (,Iy i Ja’, 07.1963, s. 52) opisywane s3 rozne punkty
widzenia dotyczace letniego wypoczynku: dla rodzicéw najwazniejsze sg kwestie
bezpieczenstwa, dla mtodziezy zas bezproblemowe wejscie w grupe rowiesnicza.
Trudng jest rzecza, przekonuje autorka, zaakceptowaé fakt, ze ,dziecko oddala
sie od domu, czegsto buntuje si¢ wobec szkoly, najblizsi staja si¢ mu teraz
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przyjaciele”. Ale ta przynalezno$¢ do grupy, wchodzenie w nig chocby na chwile,
z okazji kolonii czy obozu, jest ,,szkola zycia spotecznego”. A to znowu umozliwi
mlodziezy w miare bezproblemowe wejscie w swiat dorostych, do zaktadéw pracy,
gdzie przeciez rowniez beda musieli uklada¢ sobie stosunki z innymi. Trzeba
wigc pozwoli¢ dziecku na nawigzywanie stosunkow z réwiesnikami, by uczyli sie
»gdy jest ku temu wlasciwy czas — w okresie wczesnej mlodosci - ktéry sama
natura przeznaczyla na lokowanie si¢ miodego pokolenia w spoteczenstwie”
Nie oznacza to oczywiscie zupelnej rezygnacji z kontroli nad dzie¢mi. Kolonia,
wlasciwie zorganizowana, powinna wlasnie dawa¢ mozliwo$¢ kontroli w zakresie
odpowiednim do wieku dzieci. Ale gdy wroca - radzi autorka — sprawdzmy: nie
tylko, czy nie sa niedozywieni, ale tez ,,jak przyjeto je spoleczenstwo réwiesnikow”.
Wydaje sig, ze znéw, cho¢ bardzo delikatnie, pobrzmiewa tu nuta nieufnosci
wobec wychowania instytucjonalnego.

Wtasny kat

Malgorzata Szpakowska, analizujac materialy konkursowe z lat szes¢dziesiatych,
zwraca uwage na fakt, ze w tym ,czasie ludzi biednych i zapracowanych”
podstawowym problemem wiekszosci respondentow jest nie bieda, ale mieszkanie
(Szpakowska, 2003, s. 34). W poréwnaniu z latami powojennymi bylo lepiej, ale
niedobory mieszkaniowe nadal byly olbrzymie - szacuje si¢, ze wynosily okoto 1,2
mln lokali, a na jedno gospodarstwo domowe przypadato 7,1 osoby (Kunicki, 2017,
s. 225). Oznaczalo to zycie w straszliwej ciasnocie, najczesciej wraz z rodzicami
i tesciami. Bywaly jednak i sytuacje mieszkania z obcymi ludzmi, cho¢ wydaje sie,
ze w latach 60. juz zdecydowanie rzadsze niz dekade wczesniej. Irena Gumowska,
autorka licznych poradnikéw z zakresu gospodarstwa domowego, w ksigzce
My i nasz dom, wydanej w roku 1957 poswigca caly podrozdzial organizacji
wspolnego mieszkania, akcentujac zalety tego typu rozwigzan: ,ktéra§ matka
w pierwszym tygodniu odprowadza dzieci z catego mieszkania do przedszkola,
inna w nastepnym. Gdy jedni s3siedzi ida do kina, drudzy zajmuja si¢ w tym czasie
ich dzie¢mi itp.” (Gumowska, 1957, s. 39). Liczba nowo budowanych mieszkan
wprawdzie caly czas rosta, ale dopiero ekipa Gierka uczynita z niezaspokojonych
potrzeb mieszkaniowych sprawe priorytetowa i ona tez wykorzystata na duza skale
metode budownictwa wielkoptytowego. Metraz nowo budowanych mieszkan tez
nie sprzyjal izolacji. Ze wzgledu na oszczednosci budowano najwiecej mieszkan
dla trzyosobowej rodziny, a normy wprowadzone w 1959 roku obnizyty liczbe
metrow kwadratowych na osobe z 11 na 5-7, wprowadzono takze tzw. slepe
kuchnie (Wtodarczyk, 2014). Trudno byto wiec oczekiwa¢, by w tym czasie dzieci
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i mlodziez posiadaly odrebne pokoje. Wydaje si¢ zresztg, ze nie chodzito tu jedynie
o wszechobecng ciasnote, ale i o przyzwyczajenia. Tradycyjny podzial w najczeéciej
budowanych mieszkaniach, czyli M3, to sypialnia rodzicéw, tzw. stotowy i kuchnia.
I to w owym pokoju stolowym dzieci bawily si¢, odrabialy lekcje, a takze spaty,
cho¢ nie byla to przeciez jego podstawowa funkcja. Byt on pomieszczeniem
reprezentacyjnym, stuzyl do przyjmowania gosci, ogladania telewizji i spozywania
bardziej uroczystych positkow (Kosinski, 2006). W ten sposdb dzieci stawaly sie
niejako ,,bezdomne”, nie mialy w mieszkaniu wlasnej przestrzeni. Wprawdzie juz
w dwudziestoleciu miedzywojennym w poradnikach i pismach poswieconych
macierzynstwu przekonywano, ze dziecko musi mie¢ swdj wlasny, jasny
i przestronny pokdj, a przynajmniej wlasny kacik w pokoju rodzicéw, potepiano
réwniez spanie kilku oséb w jednym 16zku, ale lata powojenne nie przyniosty
duzych zmian w tym zakresie. Jeszcze w roku 1970 brak wyodrebnionego miejsca
dla dziecka musial by¢ powszechny, bo w podreczniku urzadzania wnetrz z tegoz
roku czytamy, ze wlasny kacik dla dziecka jest ,,nadal wielka rzadkosciag w Polsce”
(Klich-Kluczewska, 2005). Dzieci czesto tez nie posiadaly wlasnych miejsc do
spania. Renata Siemienska, opisujac zycie w Nowej Hucie, wspomina, ze ,ilo$¢
tozeczek dzieciecych jest zaskakujagco mala w pordéwnaniu ze znaczng liczba
rodzin posiadajacych dzieci ponizej 10 lat. Liczba miejsc do spania jest z zasady
mniejsza niz liczba domownikéw” (Klich-Kluczewska, 2005). Wspomniana juz
tutaj autorka poczytnych poradnikéw z okresu PRL-u Irena Gumowska pisata,
ze w istocie ,nieestetycznie wyglada wnetrze, gdy jest w nim kilka 16zek. Taki
pokoj gospodynie domu dowcipnie nazywaja »szpitalem«. Lepiej jednak urzadzi¢
taki »szpital«, niz zeby ktokolwiek nie miat spa¢ we wlasnym t6zku” (Gumowska,
1957). Takiez stanowisko przedstawialy wszystkie oficjalne publikacje, réwniez
propagandowe (Klich-Kluczewska, 2005), a artykuly zamieszczane w prasie,
zarébwno tej specjalistycznej, jak i popularnej, mialy forme alarmu, nie zas
zachety do organizacji pokojow dziecigcych, czy chociazby kacikéw. Nie chodzito
tu juz tylko, jak w dwudziestoleciu, o sprawy higieny, ale o calo§¢ rozwoju
psychofizycznego dziecka (Klich-Kluczewska, 2005).

Podobnie alarmujgco brzmigce artykuly znajdziemy w magazynie Ty i Ja".
Temat podejmowany byt parokrotnie, po raz pierwszy juz na poczatku istnienia
pisma. Co ciekawe, zastosowano tu zwrot do samych dzieci, jak gdyby zaktadano,
ze one rowniez naleza do odbiorcéw pisma: ,,Nawotujemy dzieci do $§wigtej wojny!
Buntowanie dzieci przeciw rodzicom nie jest wprawdzie najbardziej pedagogiczne.
Czujemy si¢ jednakze usprawiedliwieni tym, Ze zaréwno pedagodzy, jak i lekarze
s3 jednomyslni w stwierdzeniu: dla fizycznego i psychicznego zdrowia dziecka
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niezbedne jest, aby gospodarzylo przypadajagcym mu metrazem samodzielnie”
(»Ty iJa’ 08.1960, s. 66). Redakcja sprzeciwiala si¢ zdecydowanie tradycyjnemu
podzialowi przestrzeni: ,jeden pokéj do spania dla wszystkich, a drugi dla...
niedzielnych gosci... i kompletu mebli. Proponujecie kompromisowe wyjscie
z sytuacji: dziecko moze spa¢ oddzielnie na tapczanie lub amerykance w pokoju
stofowym. Znowu nawotuje dzieci do buntu: nie idzcie w tym wzgledzie na zadne
kompromisy ibasta!” (,, IyiJa’, 08.1960, s. 66). Po tym wywrotowym nawotywaniu
nastepuje szereg argumentow za pokojem dzieciegcym, pierwszym miejscem,
w ktorym ,,mlody obywatel uczy si¢ odpowiedzialnoséci za utrzymywanie fadu
i porzadku”. Na nastepnej stronie magazyn prezentuje zestawy mebli dziecigcych.
Co charakterystyczne — wszystkie one s3 ,pochodzenia zagranicznego” procz
jednego, z Wystawy Przemyslu Terenowego. ,Niestety, tylko z wystawy.
W sklepach brak” W zwigzku z praktycznie catkowitym brakiem na rynku mebli
przeznaczonych dla dzieci ,,Ty i Ja” podaje na kolejnej stronie projekt i instrukcje
wykonania ,,mikrokombinatu ucznia” (,Iy i Ja’, 08.1960, s. 68) — konstrukcji
sktadanej prawie na ptasko, ktéra, po roztozeniu, ,,stanowi kacik do odrabiania
lekcji, wyposazony w stol, krzesto i poteczki” Rozwigzanie idealne nie tylko
w zwiazku z ,gospodarka niedoboru’, ale i ciasnotg polskich mieszkan.

Do samodzielnych rozwigzan w zakresie urzadzania pokoi dzieciecych
magazyn bedzie wracac jeszcze pare razy. W numerze czerwcowym z roku 1964
prezentowane s3 tozka pietrowe, ktore, jak uwaza redakcja, z niewiadomych
przyczyn nie sa u nas popularne tak, jak za granicg (,Iy i Ja, 06.1964, s. 36).
Oczywiscie - do samodzielnego wykonania, wedlug zdje¢ z zagranicznych
czasopism. W tym samym artykule prezentowany jest pomyst francuskiego
architekta na mini biureczko dla dziecka, wcisnigte w kat. I znéw - ,realizacja
bardzo prosta, nawet dla najmniej chetnego do majsterkowania ojca”. Pomysty
na wlasne wyposazanie pokoi czy kacikow dzieciecych wiazaty sie z dos¢ wysokimi
cenami mebli, ale takze z praktycznie zupelna niedost¢epnoscia mebli dzieciecych
na rynku. Dopiero lata 70. przyniosly jakas poprawe sytuacji (Klich-Kluczewska,
2005). Do tego czasu dziecko ,kucalo na normalnym krzesle i przy normalnym
stole” (Klich-Kluczewska, 2005). Na problem ten zwraca uwage poproszony
o udzielenie wskazowek lekarz ortopeda w sierpniowym numerze ,,Ty i Ja” z roku
1961. Niedobrane do wzrostu stol i krzesto wplywaja ujemnie na postawe oraz
wzrok. Problemem jest jednak to, Ze ,niestety jak dotad nie opracowano w tej
sprawie szczegélowych norm dostosowanych do wieku dziecka’, ale takze i to,
ze w sprzedazy nie ma takich mebli, ktére mozna by regulowa¢. Ortopeda wiec
doradza znéw majsterkowanie: ,,za pomocg pitki, mlotka, srub i kleju mozna temu
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zadaniu sprostaé. W pierwszym okresie — obcig¢ nézki od krzeset i stotu, a pozniej
wydluza¢ je przykrecajac odpowiedniej wielkosci klocki” (, Iy iJa’, 08.1961, s. 19).
W tym samym numerze redakcja oddaje glos innemu autorytetowi: dr med. Zofii
Szymanskiej, kierownikowi Poradni Zdrowia Psychicznego dla Dzieci i Mlodziezy,
ktora przekonuje, iz brak wlasnego pokoju, czy chocby kacika, zagraza delikatne;j
psychice dziecka, ktore ,,moze z tego wyciagnac wniosek, ze jest ciezarem, ze jest
niepotrzebne. I tak z tej pozornie blahej sprawy zrodzi¢ si¢ moze kompleks cigzacy
na calym pdzniejszym zyciu”. Artykut ukazat si¢ zreszta pod dos¢ dramatycznym
tytutem Dziecko moze byc bezdomne we wlasnym domu rodzicielskim (,Iy
iJa’ 08.1961, s. 17). Trudno oszacowad, na ile czytelnicy ,Iy i Ja” zmienili swoja
przestrzen zyciowa pod wplywem tego typu porad, ale w pdzniejszych latach
wydawania pisma radzono juz raczej, w jaki sposob zaprojektowac przestrzen do
zabawy, niz nawolywano, by te przestrzen w ogdle wyodrebni¢, co swiadczy¢ by
mogto o skutecznosci ,,$wigtej wojny dzieci o przestrzen zyciowq.

Ubiodr, wyglad, moda dziecieca i mtodziezowa

Pierwsze lata powojenne nie sprzyjaly ekstrawagancjom w ubiorze. I to z paru
powoddéw. Pierwszy z nich byt prozaiczny - spoleczenstwo wyniszczone wojna,
biedne i glodne, zwyczajnie nie mialo sity mysle¢ o strojach. Dotyczylo to takze
mlodziezy, ktéra w normalnych warunkach w sposdb szczegolny dba o wyglad,
chce by¢ modna, chlonie nowinki z innych krajéw. Druga przyczyna bylo co$
na ksztalt ,walki o ubior” (Kosinski, 2006), ktora zreszta ostatecznie rzadzacy
przegrali. Obowigzywa¢ miala uniformizacja, mlodziez chciano ,wcisnac”
w $cidle okreslone stroje - mundurki szkolne i mundurki organizacyjne. Miato
to stuzy¢ uspolecznieniu mlodziezy, zapobiegalo takze czerpaniu wzorcow
ubioru ze $wiata kapitalistycznego. Nie chodzilo zreszta tylko o ubidr, ale o calos¢
wygladu - szczegdlng wage przywigzywano do fryzury, uwazajac, ze stanowi ona
»zewnetrzny wyraz sposobu myslenia” (Kosinski, 2006), ktére, rzecz jasna, miato
by¢ socjalistyczne.

Odwilz przyniosta spore zmiany w traktowaniu strojow mtodziezy. Mundurki
szkolne zostaly, ale ubidr noszony w czasie wolnym zaczal rézni¢ si¢ od
obowigzujgcego w sytuacjach oficjalnych. Z pewnoscig duzg role odegrat tu V
Swiatowy Festiwal Mlodziezy i Studentéw, zorganizowany w Warszawie w 1955
roku. Pojawili si¢ na nim mlodzi ludzie z réznych zakatkéw $wiata, barwnie
ubrani, w pelni zindywidualizowani. Od tego czasu chyba mozna datowac
rozluznienie w kwestii mlodziezowych ubioréw, cho¢ wiladza nie oceniata
pozytywnie nowych, zaczerpnietych z Zachodu trendéw, bojac si¢ ,,szerzenia sie
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elitaryzmu i snobizmu wobec kultury zachodniej, kapitalistycznej”, jak wyczytacé
mozemy w sprawozdaniu Biura Prasy Komitetu Centralnego PZPR z roku 1959
(Pelka, 2007).

Od roku 1960 mozna juz méwi¢ o osobnym zjawisku, jakim jest moda
mlodziezowa. W tym wtasnie roku wykonano pierwsza kolekcje przeznaczona
wylacznie dla mlodziezy. By¢ moze byla to, jak twierdzi Anna Pelka, proba
ingerencji we wzory kultury mlodziezowej, polegajaca na tym, ze wtlacza si¢
ten element stylu zycia mlodych ludzi w odgérnie narzucone regulacje (Pelka,
2007). Eksperyment ten nie do konca mogt si¢ jednak uda¢, przede wszystkim
ze wzgledu na niedobory materialowe i techniczne przemystu odziezowego. Dalej
wiec mlodzi ludzie zaopatrywali si¢ w ubrania na bazarach, bogatsi w Pewexach
(od lat 70.), ewentualnie szyli czy przerabiali stare ubrania. Najdoskonalszym
przykltadem takiej niewydolnosci polskiego przemystu odziezowego byla
produkgja dzinséw - najwigkszego przedmiotu pozadania miodych ludzi w Polsce
od lat 50. Produkowano je wprawdzie w Polsce, ale ich jako$¢ znacznie odbiegata
od jakosci oryginatu.

Osobng ,wojn¢” prowadzono o dwie sprawy, ktére dotyczyly dziewczat. Byly
to spodnie oraz moda mini. Dzi$ trudno w to uwierzy¢, ale dopiero na poczatku lat
70. Ministerstwo Os$wiaty oficjalnie pozwolilo dziewczynkom na przychodzenie
do szkoty w spodniach. Ta cze$¢ garderoby pojawiala sie, oczywiscie, w kobiecych
szafach nieco wczesniej, ale tylko jako stréj sportowy badz ,,do sprzatania” W latach
60. spodnie pojawiajg si¢ juz na polskich ulicach, cho¢ nie bez oporéw — damska
prasa przestrzegla przed naduzywaniem tego typu ubioru (Kunicki, 2017, s. 93).
Kolejne tabu zostaje przekroczone w modzie na noszenie spédnic mini. Pojawily
sie one pod koniec lat 50. i byl to bez watpienia wyniki nasladowania wzoréw
zachodnich. Moda mini z duzym trudem przebijala si¢, bo ani polski przemyst,
ani handel nie byly specjalnie zainteresowane jej propagowaniem (Kunicki, 2017).

Liczne kontrowersje wzbudzaly takze dlugie wlosy u chtopcéw. Mozna nawet
rzec, ze w kwestii tej odbyta si¢ prawdziwa ,,bitwa o wlosy” Moda ta, wywotana
wielka popularnoscia zespolu The Beatles, wywotala lawine debat publicznych,
a redakcyjne biurka pism mlodziezowych uginaly si¢ pod ci¢zarem listow
zrozpaczonych nastolatkdw, ktérych czy to rozmaitymi formami nacisku, czy
to po prostu silg pozbawiano diuzszych wloséw (Szarota, 2008, s. 99). Wojna ta
ustala wlasciwie dopiero w latach 70., wraz z rozkwitem polskiej odmiany ruchu
hippisowskiego.

»1y i Ja’, nazywane czesto pierwszym czasopismem lifestyleowym, modzie
poswiecato wiele miejsca. Byla to jednak gléwnie moda damska, od czasu do
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czasu tylko mlodziezowa i z rzadka dziecigca. W numerze czerwcowym z roku
1964, przy okazji prezentowania konfekcji dziecigcej zaprojektowanej przez
Instytut Wzornictwa Przemyslowego pada wrecz stwierdzenie, ze ,,trudno w ogéle
mowi¢ przy odziezy dzieciecej o modzie, bo moda dziecigca raczej nie istnieje”
(»IyiJa’, 06,1964, s. 31). Odziez dziecigca ma by¢ uzyteczna, estetyczna i trwala,
a przede wszystkim — ma si¢ dobrze pra¢. Waznga sprawg jest tez elastycznos¢,
daje bowiem ona swobode ruchu dzieciom, tak wazng podczas zabawy. Co
ciekawe, ,nowoczesna konfekcja dziecigca dla wieku przedszkolnego odznacza
sie jeszcze jedna cecha, ktora wielu rodzicow wcigz zaskakuje i dezorientuje.
Oto6z w zasadzie nie dzieli si¢ ona na chlopiecy i dziewczecg” Jest to wiec jakas
paradoksalna zapowiedZ mody unisex, ktéra dla dorostych nadejdzie dopiero
w latach 70. Inna sprawa, Ze na zdjeciach owej nowoczesnej konfekcji dziecigcej
kroluja niepodzielnie spddniczki i sukieneczki.

»Iy i Ja” porusza takze kwestie odziezy szkolnej. W numerze wrzesniowym
z 1963 roku redakcja oznajmia, ze ,jak co roku o tej porze matki nadaremnie
beda szukaly szkolnej odziezy dzieciecej”, bo nie ma jej zwyczajnie w sprzedazy.
I w zwigzku z tym magazyn prezentuje trzy modele, ,,przygotowane na nowy rok
szkolny przez producentéw francuskich” (,Ty i Ja’, 09.1963, s. 30-31). Mozemy
sie domysla¢, ze wylacznie do poogladania lub wlasnorgcznego uszycia.
Utyskiwania na niedostatki handlowe w zakresie konfekcji dziecigcej zdarzaja
sie czesciej i czasem dotycza takze ,bratnich narodéw”. W reportazu o modzie
berlinskiej pojawia si¢ krytyka tego segmentu rynku w NRD: ,,odziez dziecigca
jest chyba w NRD jeszcze wigksza bolaczka niz u nas. Nieciekawe sg trykotaze dla
dzieci, znikoma ilo$¢ wdzianek, rajstop itp., malo atrakcyjna odziez wakacyjna
dziewczgca i nie tylko wakacyjna” (, Ty i Ja’, 06.1963, s. 32).

Wiecej miejsca poswigca ,, Iy i Ja” modzie mlodziezowej. Procz prezentowania
nowinek modowych, czgsto ,,zapozyczanych” (bez zgody wlascicieli) z magazynow
zachodnich, zwlaszcza ,Elle” i ,,Marie Claire”, redakcja ustosunkowywata si¢ do
drazliwych kwestii dotyczacych ubioru. I tak na przyktad w numerze wrzesniowym
z 1960 roku prezentowano modele odziezy dziewczecej z Migdzynarodowego
Kongresu Mody w Sofii. Na zdjeciach zadna modelka nie wystepuje w spodniach
(sa to modele produkcji wylacznie bratnich narodéw: NRD, Bulgarii, Wegier
i Polski), ale napis pod spodem glosi, ze ,,nastolatki pragnace dotrzyma¢ kroku
czasowi [...] rezygnuja ze spodni-rybaczek na rzecz réownie obcistych spodni
poza kostki” (,Iy i Ja5, 09.1960, s. 18-19). Jak mialy wyglada¢ takie spodnie,
dowiadujemy sie ze strony nastepnej, gdzie prezentowane sa rysunki Barbary
Baranowskiej. Wszystkie modelki sg ubrane stosownie do okazji: jedna w uroczej
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sukience bawi sie na prywatce, inna w plisowanej spodniczce podaza do szkoty,
jeszcze inna bawi sie jo-jo w sukieneczce w kratke. Na ostatnim rysunku widzimy
za$ nastolatke w spodniach ponad kostke. Siedzi ona, bardzo znuzona, opierajac
glowe o miotle — wlasnie zrobila sobie odpoczynek od sprzatania. Czyli spodnie
tak, ale tylko w sporcie lub do domowych porzadkéw. W sytuacjach oficjalnych
jednak jeszcze nie. Swiadczy tez o tym zamieszczona w tym samym numerze
kolekcja modeli mlodziezowych przygotowana przez Warszawskie Zaklady
Przemystu Odziezowego im. Obroncéw Warszawy na nowy rok szkolny - tu
takze spodni nie zobaczymy. Z czasem jednak redakcja miesiecznika bedzie sie do
spodni przekonywac. Niecaly rok pdzniej mamy juz obszerny artykul o spodniach,
z ktorego dowiadujemy sie, ze ,,dawno nie sg strojem wylacznie sportowym: s
spodnie do sjesty domowej, robocze do sprzatania, sportowe na wakacje, ba -
wieczorowe na wczasach zimowych czy letnich” (,Ty i Ja, 06.1961, s. 58-59).
Pojawiac¢ si¢ tez beda krétkie spodnie, jednak tylko jako ,najwygodniejszy strdj
do jazdy na rowerze, ale tylko na wczasach” i nie do kazdych nég, bo ,,tylko do nog
formatu amerykanskiego — dtugich i niebyt pelnych, cho¢ nie musza by¢ patyki”
(»IyiJa’ 08,1963, s. 26-27).

Kolejng drazliwa kwestig, do ktdrej odniosta si¢ redakcja miesi¢cznika,
byta moda mini. Magazyn poswigcil tej sprawie sporo miejsca w kwietniowym
numerze z 1966 roku. Dyskusje, o zasiggu miedzynarodowym, wywolata
kolekcja mody, zaprezentowana w lutym tegoz roku w Paryzu. Wywolala ona fale
oburzenia, prezentowala bowiem ,,bluznierczy i pornograficzny’, jak pisaly media
zachodnioniemieckie, amerykanskie i wloskie, pomyst obcigcia spddnicy do 20
cm powyzej kolan. Komentarz Teresy Kuczynskiej, dziennikarki zajmujacej sie
moda, jest, rzec mozna, postepowy. Jesli Kuczynska widzi co$ nieodpowiedniego
w pokazywaniu kolan i ud, to wyltacznie ich niedoskonatos¢. Ale i na to sg rady:
»Mamy do dyspozycji racjonalne zywienie, higiene, gimnastyke i medycyne
z chirurgig” Podobnie - przekonuje dziennikarka - bylo w latach dwudziestych,
kiedy kobiety protestowaly, bo moda nakazywata im pokazanie lydek, a przeciez
te sg »albo sflaczale, albo zbyt muskularne, ze zylaki, odmrozenia, owlosienie. Ale
moda jest silniejsza, pragnienie nowosci na szczgscie tamie przesady” (,Iy i Ja3
04.1966, s. 33). Kuczynska przewiduje, dzi$ zreszta wiemy, ze stusznie, iz ,tabu dla
kolan i ud zniknie” tak samo, jak stalo sie to dla tydek czterdziesci lat wczesniej.

Ale wyglad to nie tylko ubidr. Bardzo drazliwa kwestig w latach 60., jak juz
wspominatam, staly sie dluzsze wlosy u chtopcéw. Diuzsze, nie dtugie, w Polsce
pojawily sie wlasciwie dopiero w latach 70. i staly sie raczej powodem zartéw niz
bojow. Wraz z rosnacg popularnoscia ruchu hippisowskiego w prasie pojawiaty
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sie karykatury, na ktérych dwdch mezczyzn zastanawialo sig, kto przed nimi
idzie: dwdch chlopcéw, dwie dziewczyny, czy tez para? Od tylu nie sposéb byto
zgadna¢ (Kunicki, 2017, s. 94). Ale dekade wczesniej dluzsze wlosy u chlopcow
wzbudzaly nie tyle $miech, co $wiete oburzenie i byly powodem niejednych
domowych i szkolnych konfliktéw, wywolywaly gorace dyskusje prasowe
i stawaly si¢ tematem utworéw kultury popularnej (jak w przeboju zespotu
~Czerwono-Czarni” czy w serialu z 1965 roku ,Wojna domowa”). Ciekawa jest
wiec postawa redaktoréw ,, Iy i Ja’, dotyczaca tej drazliwej kwestii. Poswigcony jej
byt caly felieton, ktéry ukazat sie w maju roku 1970. Zwraca w nim uwage autor
(badz autorka, bo artykul nie jest podpisany), ze cala ta awantura jest wlasciwie
o nic. Stan wloséw nijak si¢ ma do moralnosci czy postuszenstwa mlodziezy.
»Niektorym wydaje sig, ze z ostrzyzona mlodzieza tatwiej si¢ bedzie dogada¢
[...], ze si¢ ja uzwyczajni, upodobni do ludzi, czyli do nas — dorostych” (,,Ty i Ja’,
05.1970, s. 47). Ale, argumentuje autor, wlosy nic nie maja do czynéw. Otoz,
rzeczywiscie, czlonkowie bandy Mansona byli dlugowlosi, ale przeciez ,,oficerowie
i zolnierze armii amerykanskiej — sprawcy okrutnego mordu na ludnosci
wietnamskiej wioski My Lai maja pigknie, na jeza ostrzyzone wlosy” (,Iy i Ja’,
05.1970, s. 47). Kolejne argumenty autor, o dziwo, czerpie z Pisma Swietego,
przywotujac tragiczny los dlugowlosego Absaloma i kleske Samsona wywotana
$cigciem wlosow. I tu, pisze autor, nie da si¢ rozstrzygna¢, czy lepiej miec¢ dlugie
czy kroétkie wlosy. Ostatecznym argumentem wydaje sie zatem zdrowy rozsadek,
ktérym, niestety, ,natura obdarzyla ludzi bardzo nieréwno” I dlatego wiasnie
~trawi si¢ energie na tworzenie fantomow i wyznacza teren bitwy w spoteczne;j
prozni”. Gdyby jednak i ten argument nie przekonatl czytelnika, ze spor o dlugie
wlosy jest bezsensowny, autor sigga do instancji najwyzszej, serwujac nam
dowdd ,,ustrojowy”: ,,Skoro, wedtug Konstytucji, 18-latki majg prawo wybierac
przedstawicieli do najwyzszych wladz panstwowych t.j. do Sejmu, jak mozna
kwestionowa¢ ich swobode w dziedzinie ubioru czy fryzury?”. Tylko czlowiek,
pisze dalej autor, nie majacy elementarnej wiedzy o ustroju PRL, moze co$
takiego wymysli¢. Pozostawmy wiec ,w omawianej sprawie mtodziezy wolng reke,
zwlaszcza tej, ktora ukonczyta 18 lat”.

Podsumowanie

Powyzsza analiza pozwala na sformutowanie wniosku, ze redakcja omawianego
magazynu nie byla szczegdlnie zainteresowana ksztaltowaniem ,czlowieka
socjalizmu”. Nie znajdziemy w ,Iy i Ja’ natretnego ideologizowania i pro-
socjalistycznego dydaktyzmu. Twoércy pisma nie chcieli ,wdawac si¢ w polityke”
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i w zasadzie im si¢ to udawalo. Starali si¢ unika¢ ideologicznej perswazji takze
w kwestiach wychowawczych, totez nie pojawiaja si¢ w magazynie sformulowania
typu: ,idealy wychowania socjalistycznego’, tak czeste w oficjalnym obiegu
komunikacyjnym. W zadnym miejscu pisma nie pojawia si¢ jakakolwiek zacheta,
by budowa¢ nowy $wiat wedtug wzoréw ptynacych z Kraju Rad, przebudowywacé
mentalnos¢ i tworzy¢ nowego obywatela. Jest to o tyle osobliwe, ze twércy nowego
fadu wtasnie prase traktowali jako znakomite narzedzie propagandowe i naciskali
na redakcje czasopism, by te funkcje wypelnialy. O ile dos¢ tatwo bylo uwolni¢
sie w ,Iy i Ja” od ideologicznych serwitutéw przy redagowaniu dzialéw mody;,
designe’u, muzyki i plastyki, urzadzania wnetrz mieszkalnych czy rozbudowanego
kacika kulinarnego, to rozpatrywanie spraw wychowania mlodziezy wymagato
przynajmniej ostroznosci w formulowaniu probleméw i w propozycjach ich
rozstrzygania. Nie sprawialo to jednak redaktorom wigkszych ktopotéw, poniewaz
unikali ogdlnych tematéw odnoszacych si¢ na przyklad do ideatéw pedagogiki
socjalistycznej, wzoréow osobowych czy strategii edukacyjnych, koncentrujac
sie raczej na konkretnych i przynoszonych przez codzienne zycie kwestiach
warunkéw mieszkaniowych, zdrowia i rozwoju fizycznego dzieci, diety, rozrywki
i wypoczynku, a w takich kwestiach zwracali si¢ do odpowiednich specjalistow
(lekarzy, psychologéw, dietetykow, pedagogéw), odwolujac sie tez do zasad
racjonalnosci i zwyklego zdrowego rozsadku. Takie podejscie widoczne byto
na przyklad przy okazji rozpatrywania nierzadko kontrowersyjnych problemoéw
funkcjonowania szkolnictwa, ktére przez caly okres PRL-u poddawane bylo
mniej lub bardziej przemys$lanym zabiegom reformatorskim i ktére tradycyjnie
»hie nadazalo” za dokonujacymi si¢ przemianami zycia spolecznego.
Kiedy na Zachodzie szkola odchodzila od opresyjnego modelu edukacji,
u nas relacje uczen - nauczyciel dlugo jeszcze przeniknigte byly autorytaryzmem
i sformalizowang dyscyplina szkolng. W magazynie dostrzegano te problemy
i poruszano je do$¢ czesto, cho¢ z duza ostroznoscia.

Redakgji ,, Iy i Ja” udawalo sie wiec stworzy¢ pismo wolne od ideologicznej
presji i oderwane od aktualnej sytuacji politycznej. Trudno bylo jednak
ignorowac rzeczywisto$¢ ekonomiczna, niedostatki towaréw i ustug, archaicznos¢
technologii i ogélnie niskie standardy cywilizacyjne. Te réznorakie bolaczki
redakcja oczywiscie zauwazala i apelowala o ich likwidacje, ale nie posuwata
sie do wskazywania ich fundamentalnych Zrédel ustrojowych czy przyczyn
tkwigcych w nieudolnym zarzadzaniu panstwem przez funkcjonariuszy
partyjnych. Odwotywala sie raczej do pomystowosci rodakéw w radzeniu sobie
z trudnoséciami zycia codziennego oraz podsuwala sposoby ich rozwigzywania
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i - na ogol - prezentowala optymistyczne podejscie do wszelkich problemoéw
(co akurat bylo wpisane w $wiatopoglad socjalistyczny). Magazyn ,,Ty i Ja” nie
budowal nowego ustroju i nie naprawial $wiata, ale doradzal, jak si¢ w tym
$wiecie urzadzi¢, jak zy¢ wygodnie, nowoczesnie i kulturalnie. Otwarty na $wiat
i zachodzace w nim przemiany, podsycal marzenia o lepszym zyciu, ale horyzont
oczekiwan byl do$¢ realistyczny i odpowiadal ,naszej malej stabilizacji’, jak
wowczas naszg rzeczywistos¢ okreslano.

Jawny indyferentyzm ideologiczny i polityczny byl - przynajmniej
w pierwszych latach wydawania pisma - jego swoistym atutem, nie narazal go
bowiem na konflikty z wladzg i potyczki z cenzurg. Decydenci nie upatrywali
w nim zagrozenia w realizowaniu programu partii, tym bardziej ze krag odbiorcow
byt niewielki. Ale okazal si¢ takze staboscig, poniewaz $rodowiska niechetne
pismu fatwo je mogly oskarza¢ o niewlaczanie si¢ do budowania socjalizmu
i rozbudzanie fascynacji burzuazyjnym stylem zycia. Kiedy zabraklo ochronnego
parasola Ligi Kobiet i poparcia jej przewodniczacej, nad czasopismem zaczely
zbiera¢ si¢ chmury, ktére coraz trudniej dawaly sie rozproszy¢, mimo wysitkéw
zespolu i préb interwencji w najwyzszych instancjach (Bockowska, 2015).
Schylek epoki gomulkowskiej byt szczegdlnie trudny, ale — co paradoksalne
- to nie ekipa Gomulki, powszechnie postrzeganego jako ciasny doktryner
i satrapa, doprowadzita do upadku czasopisma, lecz nowi ludzie, ktérzy przyszli
wraz z Edwardem Gierkiem, uwazanym za cztowieka nowoczesnego, otwartego
na $wiat i liberalnego. Bardzo szybko okazalo sie, ze byly to ztudzenia, a nastepne
lata (zmiany w konstytucji, rozbudowanie policji politycznej i represjonowanie
opozycji) obnazyly nie tylko stabos$¢ systemu, ale i malo$¢ ludzi, ktérzy go
reprezentowali. Jedng z pierwszych ofiar nowej ekipy stalo si¢ ,, Iy iJa”

Dwa lata przed likwidacja, kiedy atmosfera wokot pisma gestniata i pojawily sie
pogtoski o zamiarach jego likwidacji, dwczesna redaktor naczelna Maria Borowska
napisala list do Jerzego Lukaszewicza, ideologicznego sekretarza KC PZPR
kierujacego calg sferg tzw. ,nadbudowy” Argumentowala w nim, zZe obecnos¢
pisma na rynku jest konieczna, bo pismo jest swoistym drogowskazem, takze
»w sferze obyczajow i norm etycznych, eksponujac godne nasladowania postawy
moralne”. Na liscie tym nieznany urzednik sporzadzil notatke (z nieczytelnym
podpisem): ,, Argumenty malo przekonywujace (sic!), poniewaz pismo nie
realizuje zadan, o ktorych tak szeroko pisze” (za: Szydtowska, 2019, s. 171). Pismo
zostalo zlikwidowane, a na jego miejsce powotano ,Magazyn Rodzinny”, znacznie
mniej atrakcyjny, za to wyrazniej wpisujacy si¢ w program partii. Umieszczony
na okladce akronim ,MR” postuzyl do ironicznej interpretacji tej zamiany:
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czytelnicy rozszyfrowali go jako ,Masto Roslinne” (Bockowska, 2015, s. 201),
czyli reklamowany woéwczas produkt zastepujacy masto, ktérego produkcja byta
ciagle niewystarczajaca. Ale ,,Ty i Ja” okazalo si¢ niezastepowalne i na prawdziwe
magazyny lifestyleowe musieli$my czekac¢ do czasu przemiany ustrojowe;.
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Abstract

| developed a novel approach, a form of ‘impressionistic research’, during
the Covid-19 pandemic to enable non-contact data collection and its ethical
dissemination. During daily lengthy walks, | added material observed and overheard
to that gleaned from personal contacts, practising a form of rural flanaurie. To
ensure anonymity for my direct, but limited, sources, | then created composite
fictionalised stories that demonstrate human adaptation and resourcefulness
throughout the life course. Incidental learning is evident in these stories imagined
but also in my researcher narrative as | was finding a new way of working when
social distancing proscribed biographical interviews. Thus, this article describes
amethodological innovation alongside the snapshots of life in lockdown in England.
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Introduction

In this paper, I consider ways in which people have changed their lives to
accommodate the restrictions necessitated by the global Covid-19 pandemic.
How I do this may challenge some readers’ expectations, for this is not an account
that adheres to traditional formats for presenting research. Rather than creating
this narrative from interview data alone, I extended and blended it with material
gleaned in real-life situations as I took my daily exercise, taking on the role of
social ‘voyeur’ or, more appositely, flaneur. It is from this positionality that I offer
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stories of micro-level changes to lifestyle, habit, and expectation in the face of
a significant external threat - a transnational health crisis that has impacted all
other levels. These stories exemplify ecological perspectives on life and learning:
in adapting, people reveal learning at a fundamental level, incidental learning as
we ‘live and work’ (Foley, 2004, p. 5). As a biographical researcher I also adapted
my expectations and practices to ‘what was possible; learning as I went along.
Therefore, this account provides multiple examples of learning across the life
course, through stories that align with generational divides.

The stories were collected both deliberately and incidentally. I emailed
colleagues, friends, family, and other contacts, asking for an instance where they
or someone known to them had been resourceful during lockdown. I avoided
requesting ‘stories” as such, fearing that would evoke a need to display literary
talent and therefore reduce responses. Ironically, it was the word ‘resourceful’ that
caused problems. From the replies I did get, it became clear that this had been
interpreted as ‘neediness’ by many, and ‘heroic’ by others, whereas all I wanted were
minor happenings and changes to everyday practices. I persevered, sometimes
telephoning, and did get some usable material after picking up on minor comments
to prompt a storied explanation. The process clearly demonstrated the poverty of
email in comparison to my normal conversational interviewing practices. It was
noteworthy, too, that the people who most readily responded to a direct request
were those already embedded in an educational environment and especially
those with a defined interest in stories and narrative — notions of adaptation and
responsiveness resonated with adult educators, particularly.

At this point I decided I needed to be resourceful, too. If I wanted to remain
research active when face-to-face contact was forbidden, I needed to adapt my
methodology. I considered my options carefully and for a while thought I might
just focus on interviewing an elderly relative in depth. Lockdown had dramatically
reduced her independence, necessitating my slow descent into carer, a process
I term ‘care creep, for like ‘soil creep, the change is imperceptible, visible only
in retrospect by the damage it has caused. “You can’t see creep happening” only
its consequences, and, metaphorically in terms of caring, too, only the “leaning
fences and poles and broken retaining walls show where it has taken place”
(Onegeology, 2021). To so focus, however, presented an ethical dilemma, as I did
not want to draw upon the story of a single individual to demonstrate the negative
consequences of the pandemic on the elderly. Nor did I want to lengthen the caring
sessions to include intensive conversations about such problems as this seemed
detrimental to both our wellbeing (routine appointments to adjust hearing aids
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were on hold during the pandemic). Instead, I decided to broaden my collection
methods to include stories and comments encountered in other contexts. I tuned
my research ‘antennae’ to pick up on chance mentions in conversations with other
purposes and to pay attention even to comments simply overheard, as I tramped
the local pavements and footpaths as part of my daily exercise.

I have long been a flandur (Elkins title flanduse (2017) is best left to earlier
centuries where it has inclusive relevance in acknowledging women’s involvement).
Ifitwell with flandurie, the notion of a “wanderer in the modern city, bothimmersed
in the crowd but isolated from it” (Coverley, 2018, p. 71), perhaps moderately well
with Baudelaire’s (1863/1995, p. 9) attribution “passionate spectator”, and fully
with his “T with an insatiable appetite for the ‘non-I". Even as a schoolchild I liked
to wander aimlessly but with curiosity around the local town if allowed ‘out’
during lunchbreak, and roaming was customary on family holidays, too. In cities
at home and abroad, I still wander to see ‘what is there, my close observation of
my surroundings enabling me to easily find myself” at the end. As a geographer,
I like to have a large-scale map in my backpack but use this to understand the
significance of the place where I am, not to trace a route. Fictionalisation fits well
with flandurie, too. Solnit reminds us that the flandur “did not exist, except as
a type, an ideal, and a character”. The concept derives from literature: Baudelaire,
describing the flandur in his literary essay, The Painter of Life, was himself was
drawing on Poe’s short story, The Man of the Crowd (1840/2003) (Coverley, ibid.).
This literary connection makes ‘storying’ appropriate. It frees us to personalise
the notion, too, for as Solnit also points out: “No one quite fulfilled the idea of the
flan4ur, but everyone engaged in some version of flanaury” (2001, p. 200).

There are strong precedents for an academic to practise flanaurie. As Nuvolati
(2016, p.21) writes, it is a term “in use since the late nineteenth century to designate
writers, poets and intellectuals that critically observed people’s behavior while
strolling among the crowd”. But equally importantly, he claims that this practice is
“once again of central interest (in sociology, philosophy, literature, and cinema) ...
as a particular type of reflective relationship with people and spaces”. [my italics]

So, I took my flan4urie a step further and into the countryside, a place
suddenly overflowing with aimless people ostensibly taking daily exercise just to
get out of the house. Rather than simply enjoying the natural affordances of my
local outdoor spaces, I harnessed my irritation with the number of people I had to
countenance, by considering them data. In effect I ‘listened to’ and ‘observed’ what
was going on around me, mindful that such approaches were not uncommon in
the past, before ethical committees redrew the boundaries around what constitutes
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acceptable practice. I, nevertheless, respected the need to act appropriately and,
drawing on the concept of situated ethics (Simons & Usher, 2000), I decided
that I could protect my sources entirely if, instead of telling individuals’ stories,
I merged similar sources to create a set of ‘typical’ tales, an approach I refer to as
impressionistic research. Using the snippets of data I had collected, heard, or seen,
I used my imagination to view the world through the lens of the other, and write
about what I had learned from a fictional (auto)biographical perspective. Initially
I focused on the elderly as T had so much first-hand experience of attending to and
listening to my relative and what her friends were doing. But later I considered
other groups - the active retired, workers, teenagers, and the very young - to
capture generational differences without straying beyond those groups that
I encountered regularly.

This is an evolving process but one I find ‘narrowly’ creative, by which I mean
creative withinlimits, as myaimis to find authentic voices rather thanlet myimagination
run riot. Like Gibson (2020, p. 2, citing Byler & Iverson, 2012) I acknowledge that
the line between reporting on real events that happened (non-fiction) and those
that are figments of the imagination (fiction) is fragile and the process I undertake
straddles the two as the events are ‘real, and are recounted ‘realistically, but not in
‘real time), nor exactly as they happened. Like Wade (2009, p. 40), I am trying to create
“a fictional account truthful to the findings but not necessarily to the original context
of research;” an “evocative narrative” (Kiesinger, 1998, p. 129). And to me this seems
rather appropriate given the literary origins of the term flanaur.

Thus, I have collected? collated? constructed? created? stories from a broad
range of people, and in this paper I will share some of the ways that individuals
have modified their behaviour to cope with exosystemic change and consequent
restrictions imposed at the macro-level. The variety, in itself, is interesting.
Predictably, the stories from the very elderly are ones of isolation, containment,
and confinement, and a general loss of independence, although several showed
a willingness to accept that life was now home-based after a period of adjustment.
Among the recently retired, a common comment was that life had changed very
little. With no need to work, and young enough to be in command of digital
technology, these individuals were able to minimise the effects of restrictions,
cushioned by their pensions. Those living in the countryside with sizeable gardens
and easy access to open spaces were able to take advantage of the good weather and
meet people outdoors, while those with nearby grandchildren quietly continued
to see them as normal despite governmental fears that the young might put the
elder generation at risk. We know, too, that for many of working age the pattern
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was one of working from home, unemployment, or furlough. Others adjusted
to work in ways that were possible — delivering produce to domestic customers
rather than restaurant chains, serving food outside or as take-away, teaching
using online media, carrying out home’ visits to clients in the local park sitting
on a bench or wall, etc. I found particularly fascinating the stories I received about
children - as these were rarely the subject matter of news reports or television
coverage, yet they revealed that even the smallest children observed and learned
from what was happening.

Writing the stories was enjoyable as I found that they largely wrote themselves
once I progressed beyond the opening sentences. Although “fictions, the process
for me seemed to have a lot in common with the analysis-through-writing
(Richardson & St. Pierre, 2005) that I frequently use when making sense of
my interview data; but I was calling on material stored in my head rather than
buried in interview transcripts. However, as this form of analysis is undertaken
after a long period of immersion in the data, perhaps my ‘revelation’ should not
have been such a surprise. Perhaps, too, I should have been less surprised that
I found myself interpreting and reflecting on my stories as if created by someone
else or some other process. I include the reflective interpretations, too, to show
how, although I wrote the stories instinctively, I was afterwards able to see why
I included the details in the way that I did. I hope that will enable readers to
explore these processes alongside me.

This focusing of my narrative gaze to see life in terms of an imaginary ‘other’
was actually quite ‘transformative’ (Mezirow, 1975), for the viewpoints ‘haunted’
me as [ went about my daily life for quite some time after the event, and even now
they can suddenly come to the fore when something provides a trigger. But perhaps
I am overly suggestive? I have long been fascinated by Avery Gordon’s view that
the past continually haunts the present, so perhaps I am open to experiencing my
imaginary ‘friends’ (apologies to Winnicott) lurking at the edges of my thoughts
and actions. Looking further for explanation, I found support of sorts in the work
of Coutu (1951), who coined the term ‘synconation’ to describe George Herbert
Meads’ original meaning of ‘role-taker’ as “a strictly mental or cognitive empathic
activity, not overt behaviour or conduct” (p. 182).

In Mead’s usage the term refers to that phase of the symbolic process by
which a person momentarily pretends to himself that he is another person,
projects himself into the perceptual field of the other person, imaginatively
“puts himself in the other’s place,” in order that he may get an insight into
the other person’s probable behavior in a given situation. (p. 180)
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My process is not exactly one of trying to put myself in another’s place and
feel as another ‘does’; it is rather one of trying to think and feel as another ‘might,
distilling observations of, and comments from, multiple others into one. In doing
this, I recognise the ‘slippery’ nature of the term ‘empathy’ (Watson, 2009) and
accept Van Loon’s (2007, p. 280) view that “the claim to empathy is an impossible
vanity” and his critique that I, like an ethnographer, can “never become [my]
research subject”. However, none of these comments invalidate the attempt to
get as close as it is possible to understanding and communicating the view(s) of
someone other than oneself.

But now I will turn to the stories and my reflective interpretations, letting these
stand independently from me, the writer — and let you, the reader, walk alongside
us like T. S. Eliot’s invisible ‘third’ (Eliot, 1922). I give you not just Mishler’s story
as told (Mishler, 1995) but the story imagined, a blending of the story overheard
and the story observed.

Dora - An Elderly Citizen Living Alone

Life is a bit lonely but there’s lots of good shows on television. I've seen some before
but that’s okay - I know what’s happened if T have to get the door or something.

My daughter drops by quite a bit and people phone me more. I don’t have
one of those ‘magic carpet’ things so I can't see their faces, but I can hear
them better on the phone. All that shouting ‘hello’ through the window is
hard even if T have my hearing aids in.

I don’t go out much - people might get too close. And how can I wear
glasses, hearing aids, and a mask — and my earrings! My mask pinged oft
outside the Post Office and knocked my glasses into the gutter. A lens came
out — landed on dead leaves luckily. A really kind lady got them back for me.
Just as well, as I can’t bend that far.

I stayed home after that but then my daughter said I should get more fresh
air, so I went out the front and walked round to the back a few times. Boring
- but easier than putting on all that stuff and proper shoes.

The family don’t go out much either. Make me do a shopping list every week
and they buy it on the ‘carpet’ They get things wrong even though I tell them
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exactly where things are on the shelves. They say everything has changed but
I think they just forgot my eggs! And they get the wrong oranges or none at
all - and then tell me to eat more fruit and less tinned stuff!

Its not important — but they need to know that they aren't trying hard
enough. I can buy cake at the village shop when I go to get my paper on
Saturday mornings. And that makes a good tea with a bit of cheese, and
a pudding for lunch if T add some custard. They don’t know I buy cake, that’s
my business, I need some control of my life and there’s precious little left
with the library van cancelled, and no trips on the bus or to friends’ houses
for a cuppa and a chat. Even the gardener doesn’t come and my grass needs
cutting again. I'll be living in a jungle by the time the family get round to it.

It’s jigsaws, jigsaws, jigsaws — and the way they make them now, you can put
the pieces in anywhere and they fit, so what’s the point. Once I've done one,
I only have to take it apart again and often no one except me sees it made.

Reflective Interpretations

In this story, the isolation and lack of things to look forward to is evident, but also
the frustration that others aren’t completely at her ‘beck-and-call’ together with
a preference to limit the times she ventures out alone as there are new challenges
to face. I can sense an ongoing tension between herself and her daughter in the joy
with which she ‘outwits’ the family by buying cake on the quiet, and the deliberate
reference to online platforms and laptops as the ‘magic carpet’ when she knows
about these even though she chose not to embrace new technology when that
might have been possible. But in some ways newer circumstances not directly
experienced don’t register, for instance, the reference to where food is located in
the supermarket and the failure to accept that not everything is easily obtained in
the Covid-19 world.

Glenda and Mark - Enjoying an Active Retirement

We don't have to be frugal; our pensions are good, and we have everything
we need. We are used to shopping online so giving up trips to the
supermarket was no hardship - you can get everything you need if you look
hard enough and, anyway, we have a wonderful man who delivers fresh
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vegetables and a good butcher in the next village who will pop things across
if we phone our order through before 10 am.

We've got the garden and that keeps us both busy most of the year and
I go for a power walk in the village every day as the gym is closed. There’s
not many people about — most people round here have big gardens and
stay in them, especially now. We spend a lot of time in ours and Mark is
forever digging something over or planting things. We grow lots of things
from seed in the greenhouse, so we have flowers all year if we find time to
transplant the new seedlings — and there was lots of time to do that this year.
And to spray — we've had more greenfly this summer, loads more insects.
More bees and butterflies, too, that’s been nice.

And we've got our grandchildren. Our daughter has her hands full, two
children under five already and now a new baby this summer. So, we went
over there a lot - they aren’t far away - and helped out with the bigger
children. We would have done that anyway so not much changed really. But
then they went back to nursery, and we do miss seeing them all but it’s not
really safe for us to go over now that they see other people every day. And her
husband is back at work — with the emergency services - so that is risky, too.

Christmas was hard. We weren’t really sure whether to brave a get-together
or not, but the picture wasn't good, so we didn’t. So that’s the baby’s first
Christmas missed. He wasn't really big enough to know we weren't there but
the other two were — and so were we. It was sad when they kept asking us
to go over and see their new toys, especially the presents we gave. They kept
forgetting they came from us as they were just more parcels sitting under
the tree with those that Santa brought. Children forget so quickly if they are
just told something rather than experiencing it. We won't get that back. And
we won't get our summer holiday back either. We were planning to take
a cruise or go somewhere a bit more exotic but, luckily, we hadn’t finally
booked anything. Wouldn't have wanted to be stranded on a cruise ship
with people with Covid. We can do a cruise another year - if we want to -
might be safer to stay on dry land, in future, and be able to get away from
people who don’t look well. Maybe rent a cottage here, or a villa abroad if
Europe opens up.

But for now, Mark is making and mending things - lots of woodwork! I do
the garden when it’s nice and carry on sorting out the family photographs
when it isn't. So, we have plenty to do.
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Reflective Interpretations

This is an embellishment of a family story, told to refute the need to be resourceful
(in the frugal sense). In passing, it raises the benefits to the planet of human
confinement (more insects, and possibly a longer-term reduction in international
travel). Yet, while finance is clearly not an issue, there is a tangible need for
normality and family contact. The sense that opportunities missed can never
be recovered resonates throughout this account. Living is reduced to a minimal
existence in this twenty-first century narrative of tending one’s own plot. To me, it
is the more poignant for not being necessary for survival. In feudal times, tilling
the land had purpose as a means to feed the family, whereas here it is a poor
substitute for actually seeing the family.

Dan - Working From Home

It's lucky I chose the loft-space for an office. Its a bit cold in winter and
sweltering in the summer but I can send the children back downstairs if
they venture up when I am busy - and that seems to be most of the time
at present, what with emails and meetings with people in other time zones
even the weekends aren’t sacrosanct. We might have had jet lag but travelling
abroad at least solved that one!

Jenny has it harder working in the old dressing room at the top of the stairs.
Not sure how she copes. The children walk in constantly, wanting help with
their schoolwork, and start to argue if she doesn't pay attention, even when
she is actually in an online meeting if they haven’t checked first. They get
so loud sometimes I have to shout downstairs. They really should manage
better on their own. Theyre 12 and 14 now and we bought them laptops
and new mobiles, but this generation is so easily bored. Suppose they miss
their friends.

I miss my colleagues a bit but it’s not as if we ever had time to actually talk
when we were in the office. We joked a bit and Sarah brought us tea when
she made hers and Jenny doesn’t always bother. Sometimes we went to the
wine bar at lunchtime but mostly people just worked through, eating lunch
at their desks so that they could hit the road before the rush hour. At first it
was good not to have to sit in traffic jams - travelling took me an hour each
way - but occasionally, I miss it. I got to listen to the news in peace without
other people complaining and wanting to change the channel as happens
now if I try to watch it on the box. And I pay for the licence, as I keep telling
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them. And I miss the feeling that the day is over at last and I can relax. Now
I even eat dinner at my desk some days as it’s still afternoon in America.

Reflective Interpretations

To me, this story captures the difficulties in separating work and home and
confining work to normal hours. It also reveals how in families the women so often
get a raw deal, in terms of workspace, childcare, and domestic responsibilities but
also how in the workplace, too, there can be an expectation that the women will
make the tea. There is a reminder of the reality of the English work culture in
the eating-lunch-at-the-desk syndrome and also, that commuting is stressful but
valuable in enabling separation of work and home life. The children having to
study at home get an incidental mention, clearly showing that this is not a situation
they welcome or enjoy and that material goods only partly substitute for parental
attention.

Anna and Ellie - Being Three and Going to Nursery

Anna: [Talking to self] Why we here? Not my room. Not my teacher. Not
my friends. Just littlies? Babies don't play! Can't even talk properly. [Bottom
lip wobbles] Want mummy! Want furry beary! Want mummy to get furry
beary. Furry beary stayed in bed. Better not let him catch Covid. Keep him
safe. He snug in my bed, warm and cosy. But I need him. I need furry beary.
[Another 3-year-old enters]

Ellie: Oh Anna, Hello. Let’s splay with the jigsaws. Oh, not here. Let’s paint.
Oh, no paint today. They not got the toys out. Late, late, like me. Little Miss
Lazy. Not got up on time. Never on time, oh dear! Let’s be teachers, Anna.
Let’s teach the littlies. I be Miss Ellie. You be Miss Anna. Come here littlies.
Say Gmorning Miss Ellie, Gmorning Miss Anna.

[Three littlies look up, one grins, one stares, one waves his plastic skittle at
them. Two others crawl away, intent on other things.]

Ellie: No good. Babies can't play. Let’s read. Oh no. Where the books gone?
Where is the Gruffalump? Not still in bed, too? Ohhhhh? Where is it all? All
in the cupboard, lazy, lazy people.

Never mind, I know, help me Anna, hold the shelf really still.

[Ellie climbs onto the first shelf and stretches up for a metal bookend. She
puts it on the floor and climbs up for a second one and gives it to Anna who
is still looking puzzled but holds the shelves dutifully.]

Anna: That’s to keep the books tidy, silly, not to play with. Not a toy. Sharp.
Can cut our fingers.

Ellie: No look. It’s an iPad like Daddy’s. You take that one there [pointing].
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I'll sit here.

[Anna goes to sit about two metres away as indicated. Both sit cross-legged
on the floor facing each other and clutching the ‘iPads’]

Ellie: Now we safe. No Covid. Can’t touch even if we stretch our arms.
We zoom. We can talk not shout. Can you see me?

[Anna nods]

Ellie: [Singing] You're a mute, youre a mute, you're a mute. Turn your mike
on. Now speak.

Anna: [ can hear you. I can see you. Noooo - you're frozen. No — okay now.
What shall I say?

Ellie: We have to talk to people we can’t visit. I talk to Nanna on Sundays.
And I talk to Auntie Pat when she’s not at work. Who do you zoom?

Anna: [ want to see Nanny George, by the sea, long way. Nanny George has
sweeties — in the monkey tin. Get one if I eat my tea nicely. No fingers, just
fork, and say thank you.

Ellie: I know, you be Auntie Pat and we talk. Pat, Pat, say hello.

Anna: Hello, Pat. Nanny George here. Do you want a sweet? After, if you are
a good little girl today.

Reflective Interpretations

Here perhaps we see the reactions to change of the more introvert and more
extravert child, not least to the sudden disappearance of many expected play
resources. Anna finds new circumstances stressful. Through her self-talk, we grasp
her dependence on others and her comfort toy (one her mother has persuaded
her to leave at home, probably to avoid cross-infection). She is cautious, worried
about cutting her fingers and used to having to wait for her rewards for good
behaviour (Nanna’s sweets). In contrast, Ellie is instantly verbal on arrival, more
of a pragmatist, ready to embrace change and make the best of it, organising Anna
to play along. She draws on her expectations of what will be possible rather than
stopping to see what is, only noting the lack of things as she focuses on them in
turn. Like Anna, she also echoes her mother’s words (“never on time”) but in
a light-hearted way. She is familiar with social media and the Internet - finding
pretend iPads and singing about being on mute - appropriating group behaviour
often seen on TV broadcasts. Anna says nothing about ‘meeting’ relatives online,
but she understands being ‘frozen’ Her response to the invitation to be Pat shows
she has not fully understood this but, actually it is Ellie who failed to see that
Anna can't easily stand in for someone she doesn’t know. Both children pursue
their individual family meetings using the other as the imaginary ‘other’ Both
demonstrate an awareness of aspects of contemporary life, such as maintaining
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social distance, staying safe, and isolating from other family members.

Rather than the ‘normal” horizontal grouping of children by age, during the
pandemic, rooms were arranged vertically to place siblings and close neighbours
in the same ‘bubble’ and reduce the impact of a family needing to self-isolate.
In some ways this echoed the mixed-age-group classes favoured by pioneers like
Montessori but lacked the associated caring and sharing ethos that these earlier
settings championed. In this temporary re-arrangement, the children did not
readily adapt. Far from relating to the younger children, the older ones were
dismissive of the ‘littlies’ who ‘can’t play, demonstrating how the establishment
of an integrated classroom is not achieved overnight but nurtured by thoughtful
teacher(s). Doctor Korczak, from Poland, would have readily admitted that
creating a harmonious ‘republic for children’ requires energy, patience, and
time. In The Child’s Right to Respect (1929/2009), this is implicit in his rhetorical
question: “How much more understanding does education work with the group
require” (p. 30); in his comments about teachers who fail to “make a real effort
to organise community life” (p. 31), his claim that “simple victories from stories
about orphan children are celebrated by every teacher: these illustrations deceive
uncritical moralists into believing that it all comes easily” (p. 39). The day nursery;,
too, has learned that the re-grouped children will need encouragement to play
together harmoniously.

I am aware that teenagers are absent in these generational stories and during
early lockdown they were surprisingly invisible in my village, perhaps confined to
home and garden by anxious parents. To address this, I now share a real incident
but tell it from my own perspective.

Teenagers - Hanging Out When Hanging Out Is Banned

It is 2.00 am and I toss and turn restlessly in bed, unable to sleep as the
village peace is shattered by sudden bursts of sound from the park opposite
my house. There are two kids over there, standing in the dark among the
trees, believing that the cloak of night renders them invisible, and invisibility
makes silence unnecessary. Don't they know that children should be seen
and not heard? Or that they will be seen, for several houses overlook the
park, and each time they use their phones their faces are illuminated from
below - but maybe they simply don’t care. There are only two of them, it’s
hardly a crowd. But for me, it might as well be, for they are using their
phones to talk to others, who presumably are talking to other others. And all
compete to share the best music and the funniest jokes, broadcasting these
on speaker phone, making my bedroom walls bounce with multiple teenage
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voices, sudden bursts of music, and bits of favourite shows. A virtual gang
is hanging out beneath my window and they have been there for several
hours, arriving when every late-night walker (and I am often one) had
completed their final torchlit circuit.

I try to be tolerant, it’s tough being a teenager and confined to parents and
home. Its a Saturday and they don’t do this every night — and perhaps they
might if I do something they see as a challenge. So easy to scratch the cars
when passing by, to pick the flowers in my front garden — or worse. I consider
phoning someone to complain - but who? Calling the police feels excessive
and anyway they don’t even come out when people are burgled. And would
I have wanted neighbours to ring the police when it was my teenagers who
populated the park after dark? And doing something would actually mean
waking up properly and being coherent - and turning on a light as, unlike
the youngsters, making phone calls in the dark is not my forte.

It starts to rain - good - surely now they will both go home. But no, instead,
they move into the bus shelter — and that has a seat and is even nearer the
road, so closer still to me. And the noise continues...

But my sleepy brain has made a link. I mentioned light. Would that help?
They don’t know that I have been awake for hours, dozing fitfully throughout
their evening out. Maybe I can make them think they have woken me up
and I am about to do something that will cause them problems. I know,
all our curtains are open - as, ironically, no houses overlook ours! Staying
out of sight, concealing myself like an animal staying downwind of its prey,
I slowly turn on all the upstairs ceiling lights and creep downstairs to do the
same there, illuminating the house as if newly woken up.

I had a plan - and it worked! I heard them leave the shelter and all was
tranquil. I turned off all the lights and gratefully returned to bed. To sleep
at last.

Reflective Interpretations

Reflecting later, I wondered why I chose to write this story from my perspective
rather than that of the teenagers — and decided it felt more honest. I was purely
the observer (even the victim) in this story. I had not talked to any teenagers, just
watched (heard!) them from afar, so it seemed fairer not to second guess what
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might be going through their minds. And, actually, there was no evidence that
the external world was impinging on their behaviour except that they were not
able to be elsewhere with a mob of friends as perhaps they might have been on
a Saturday evening. Perhaps by making the story mine I convey (or at least fail to
contra-indicate) the thoughtless nature of the teenagers’ activities, their aimless
and reactive filling of time by messing around with phones (as teenagers do). In
saying that, there is no unkind judgement intended - we were all teenagers once
- but nowadays I need more sleep!

What Is the Learning From the Stories?

Looking across the stories, it seems that lockdown learning varies with age. For
Dora, the elderly citizen and, also, for the retired couple, Glenda and Mark, the
process was one of learning to accept the changes to lifestyle. As they were no
longer working, were settled in their own homes, and already partly accustomed
to being self-sufficient within their family unit, lockdown largely meant no trips
to the shops and minimal social contact. Glenda and Mark had the advantage of
better understanding what was changing. In contrast, Dan was having to (and
struggling to) learn to multi-task (parenting and work), to cope without the
peace of a dedicated office and a team of supportive ‘staff” (and still has lessons to
learn about gender equality). The teenagers have learned to compensate for the
lack of opportunities to socialise in large groups by foregrounding practices that
normally filled the gaps in their social interaction. In all these stories there is an
element of making do with and extending known practices. The nursery children,
however, were actively learning anew and voiced out loud the connections they
were making — between home life and nursery, between parent and staft habits.
They were resourceful problem-solvers and happy to collaborate, and clearly
demonstrated that they grasped the realities of life in lockdown (social distancing,
not seeing people, using online platforms, and being mute and frozen) despite
being very young.

However, we should also consider the ability to learn and the extent of
necessary learning. If the young readily coped with changing circumstances and
the elderly had fewer changes to make, perhaps it is those who get least attention
- being neither vulnerably old nor young — who most felt the consequences of
the pandemic. It is the adolescents, expected to learn independently to prepare
for uncertain futures, and the working population with continuing financial and
caring responsibilities at a time of discontinuity, whose lives are newly precarious.
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Capturing Snapshots in Time

In many ways, although the pandemic continues, these stories capture an historic
moment that is already disappearing. The shock of the first lockdown (23
March-10 May 2020 in England) brought people out onto the streets for their legal
daily exercise entitlement in a way not seen since, and the intensity of the change
made it possible for me to collect the data as people were desperate to share their
thoughts and experiences with neighbours and family. Walking and talking was
the only permitted way to make contact with others, and even then, in a very
limited way. In addition, the shift to online living provided an opportunity for
people to catch up with those they seldom contacted. I clearly recall, if not quite
going through my address book, thinking about my friends who lived alone and
making contact in case they were lonely. I think, from talking to others and being
phoned and emailed by others myself, that this was quite a common occurrence.
For me, it led to a greater sharing of views about daily life on which I was able to
draw.

Ironically, the pandemic made Van Maanens (1995) urging ‘to make the
familiar strange’ redundant: suddenly we saw the world differently without needing
to make a deliberate effort. Life became very strange - and it still is - but already
we hear less about the ‘new normal, suggesting that many of us have adapted to
what is really a rather bizarre change of behaviours for social beings. Of necessity,
many of us have learned to live without social interaction and found new ways
to give our lives meaning, but others still struggle with this. Technically, England
experienced a second lockdown from 1 November to 2 December 2020 and a third
lockdown from 4 January 2021 that only significantly started to lift in April, but
in the South and East of England the move to Tier 4 (very tight) restrictions in
mid-December meant that we experienced very little respite between the two.
When, after 12 April 2021, I was at last able to go shopping for anything other
than ‘essential goods’ (which we had been buying online anyway), I felt as if I was
planning a trip abroad to an unknown destination, and in a way I was. So much
had changed in my local towns, I had to re-learn where to park and how to shop
safely, to re-learn everyday practices in order to re-enter the social world.

Will the old, the ill, the vulnerable, manage to do this?

As I write this article, the international news is really very bad, the pandemic
heightening in countries that are possibly even less able to manage the crisis than
we were. Vaccination is benefitting those who can access it but there are significant
concerns about for how long and for how many. No doubt there will be further
stories to capture and different research approaches to try out before the pandemic



78 INSTED: Interdisciplinary Studies in Education & Society

burns itself out across the globe (as we hope). But for the moment, I stop here with
stories that capture experiences of life during England’s first Covid-19 lockdown
and the methodological changes I adopted to create these narratives when unable
to carry out more traditional biographical interviews.
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Abstract

The potential of the classroom as a relational space for the development of
a positive sense of self by asylum seekers has received scant attention in literature.
My PhD research explores this potential using Honneth'’s theory of recognition.
In this paper, | work on a small part of my study, involving three teachers from
an adult education centre in Italy. By employing narrative inquiry, | search for
clues of recognition in the teachers’ narratives about their perceptions and values,
relationships with learners, and understanding and concern for learners.

Keywords
migration, asylum seeking, recognition theory, adult learning

Introduction

In this research paper, I examine the relationship between specific groups of
teachers and adult learners, namely asylum seekers from sub-Saharan Africa in
northern Italy. My aim is to explore the potential of the classroom as a place where
asylum seekers (just like any adult learner) can develop a more positive sense of
self through the experience of intersubjective recognition, as stated by Honneth’s
theory of recognition (Honneth, 1995).

In this article I analyse three interviews with teachers from Centri Provinciali
per I'Istruzione degli Adulti (CPIA), a government-run adult education institution
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in Lombardy. This study is part of my ongoing PhD research where I employ
narrative methods to investigate the perspectives of both teachers and students.
Although more limited in scope and centred only on teachers’ narratives, this
present article nonetheless provides some insights about the teachers’ perceptions
and values, relationships with learners, and understanding of and concerns
for learners. These factors may contribute to guarantee recognition, sustaining
learners in developing a healthy sense of self.

My principal aim in this study is to explore how the classroom can be a potential
space for intersubjective recognition, especially within the particular context that
asylum seekers find themselves in: apart from the lucky few who are able to find
jobs, most have little to no contact with members of their host society, and often
the contact they do have is with social workers, camp workers, or teachers.

Few studies have focused predominantly on asylum seekers’ enactment of
their sense of self through positive relationships with their teachers; one notable
study in this area is West (2014). Other scholars have studied adult education in
the context of migration from other perspectives (Dalziel & Piazzoli, 2018; Duso
& Marigo, 2018; Fejes, 2019; Fejes & Dahlstedt, 2017; Morrice et al., 2017; Souto-
Otero & Villalba-Garcia, 2015). Therefore, I believe it is worthwhile to explore the
relationship as experienced on both sides, and its effects on learning outcomes.

Migration Challenges and the Role of (Language) Learning

The influx of refugees into Europe presents social inclusion challenges to EU
member states (Fejes & Dahlstedt, 2017). However, this issue is not unique to
Europe, since integrating migrants into host societies is a global challenge (Brown
etal.,2020). Buber-Ennseretal. (2016), drawing onan OECD study, pointed out that
refugees and asylum seekers often face difficulties when entering the educational
or employment system of their host country. They noted that the OECD study
called for refugee integration programmes to be customised due to the diversity
of the refugees’ backgrounds. It is also important to understand that integrating
adult immigrants into their new society is not a simple process; it has to be based
on mutual respect between the immigrants and the host society (Damiani, 2019).
Similarly, Caneva (2014) called for the host community and immigrants to work
together in order to create a cohesive society. To achieve this, the host community
should view all immigrants as people who can contribute meaningfully to society,
and there should be a willingness to allow them contribute their quota to society
building. Bradby et al. (2019) have suggested that social anchoring may help
refugees and asylum seekers settle down in their new location.
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Social anchoring refers to the provision of appropriate support to newcomers
to “restore a sense of security and meaning” as “a means of re-making resilience in
a new setting” (Bradby et al., 2019, p. 535). That is, social support systems should
help them settle down and imbue them with the hope of leading a good life in their
new society. One such form of social support is the provision of educational and
learning opportunities. Indeed, the importance of migrants’ education has been
reasserted over time in various conventions, recommendations, and resolutions
(Brown et al.,, 2020). Usually, language learning is one of the first learning
opportunities provided for immigrants by the host community, and is among the
primary efforts undertaken by the host community to help facilitate a successful
immigration process. (Burns & Roberts, 2010).

The role of language learning or the requirement of language proficiency for
the inclusion or integration of migrants into their host society has been discussed
by many scholars (Alhallak, 2018; Andersson & Fejes, 2010; Caneva, 2014; Dalziel
& Piazzoli, 2018; Damiani, 2019; Fejes, 2019; Fejes & Dahlstedt, 2017; Morrice
et al., 2017; Souto-Otero & Villalba-Garcia, 2015). Andersson & Fejes (2010)
opined that language is an important tool for understanding one’s social context.
Dalziel & Piazzoli (2018) asserted that language learning is part and parcel of the
resettlement process for immigrants. Damiani (2019) highlighted the importance
of linguistic integration of migrants into their host communities, and stated that
it is crucial for fostering intercultural understanding as well as social inclusion.
However, while Morrice et al. (2017) acknowledged that transnational migration
presents migrants with the challenge of learning a new language, they also claimed
that “state funded education for migrants has been narrowly framed and often
limited to language, culture and employment training, while the education needs
of the longer term settled population in relation to transnational migration have
been largely ignored” (Morrice et al., 2017, p. 130).

Notwithstanding the above, it is clear that learning within these facilities
goes beyond courses: the teacher-student relationship is an experience of mutual
learning, and recognition is one of its effects, as I will argue.

Learning Provisions for Asylum Seekers in Italy

Adult asylum seekers in Italy access formal learning mainly through CPIA,
the government agency responsible for adult education in Italy and which also
provides education to foreigners within each province. The centres therefore play
a significant role in Italian policies to sustain adult education and lifelong learning.
They were launched in the 2014/2015 school year to replace other institutions that
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carried out continuing education and evening courses. They offer basic literacy
courses and Italian language training to foreign adults, qualification courses for
the first or second cycle of education as well as for young people aged 16 and over.
The first cycle of education comprises primary and lower secondary education,
whereas the second cycle offers two different pathways: upper secondary school
education and vocational training (Italy, Eurydice).

Theory of Recognition

Axel Honneth’s theory of recognition provides a critical social framework to
explain and interpret processes for healthy societal change and building solidarities
(Honneth, 1995). It explains how societies develop or inhibit human flourishing.
Honneth’s theory is “grounded in love and processes of recognition” (Formenti
& West, 2018, p. 21). Justice, based on social equality and the opportunity for
everyone to form their identity, is present in society only if every member receives
social recognition that makes them a full citizen (Honneth, 2004). Therefore, he
advocates for equal treatment and the enablement of each person’s self-realisation,
since “feeling recognised and legitimate in groups and whole society” (Formenti
&West, 2018, p. 18) is an essential experience for the human being. Conversely,
“the experience of social injustice is always measured in terms of the withholding
of some recognition held to be legitimate’ (Honneth, 2004, p. 352). The struggle
for recognition, which can arise from the experience of feeling disrespected,
provides an explanatory model for social conflicts (Honneth, 1995). Honneth’s
preoccupation or focus are the patterns of intersubjective recognition at various
levels, which may be expressed in three forms, ie. love, rights, and esteem
(Boston, 2018; Honneth, 1995), with the resultant effects of self-confidence,
self-respect, and self-esteem. Self-confidence is enhanced when one experiences
acceptance from others. Self-respect is forged when one feels accepted as being
part of a community of rights. Self-esteem comes from being honoured through
the acknowledgment of one’s abilities (Honneth, 1995; West et al., 2013, Formenti
& West, 2018). In an educational context, West et al. (2013) explain that self-
confidence can be reinforced when a student experiences acceptance from
lecturers and significant others. Self-respect can also be enhanced when a person
is accorded the status of a student with similar capabilities as others. Self-esteem
may result from the feeling of being honoured in the educational milieu. These
claims are also supported by scholars (Fleming & Finnegan, 2014; Formenti &
West, 2018; West, 2014; West et al., 2013).
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Methodology and Context

This study adopted a narrative method (Bochner & Herrmann, 2020). I held
interviews with three teachers who teach at alocal CPIA in the region of Lombardy.
My initial intention was to gain an understanding of the context in which asylum
seekers learn, before interviewing asylum seekers themselves, who are the main
subjects of my PhD research. After communicating with the head of the centre,
I was able to interview three teachers. The only criterion for selection was their
ability to speak understandable English. The interviews took place on the same
day in the same place, a public park, because that was the way the participants
wanted it due to the difficulties of moving around as a result of restrictions put in
place because of the coronavirus pandemic.

I interviewed them in turn but on many occasions, those who were not being
interviewed interjected in my interview with their colleague or helped out by
offering details. The downside to interviewing them together was that the first
interview seemed to frame and partially shape that of the other two. I also felt
awkward asking questions that I had already asked and also thinking that the
participants would not want to contradict their colleague(s). After the interviews,
I felt that the participants provided information that made me understand the
context better, particularly about CPIA and the challenges faced by the students,
but maybe information was lacking on students’ motivations and interests.

Each interview lasted between 45 minutes and 1 hour. The interviews were
transcribed verbatim and then sent to the participants. Two of them gave feedback.
The interview transcripts were first coded manually, and later using free computer
software, QDA Miner Lite.

In the presentation of my analysis, I will first provide portraits of my
interviewees in order to contextualise their narratives. I will then focus on three
factors that emerged as being the most significant when it comes to illuminating
their experience of teaching asylum seekers: their perceptions and values, their
narratives about their relationship with learners, and their attitude towards
understanding and concern for learners. I will discuss how these factors provide
clues to the the possible experience of intersubjective recognition in CPIA.

Participants’ Portraits

As mentioned above, these portraits are a synthesis of the information I have about
the three teachers and their position they took during the interview, both towards
me and each other. This helps contextualise their answers during the interview
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and the meaning(s) they entail. I am aware that I am interpreting and selecting
information here, not least due to my relationship with them.

Amara - The mother-figure

I first came in contact with Amara through an exchange of emails and, from
our exchanges she appeared kind and willing to help. She contacted two other
teachers and arranged the interview (time and place). She told me she contacted
teachers who could speak English since I cannot speak Italian. The interviews
were held during the first wave of the coronavirus pandemic when most public
places were closed. So, her school was closed and she did not have any reason to
come to school but she ensured that the three of them came. Amara was 55 years
old at the time of the interview. She came across as a self-assured woman with an
air of authority. Though she kept an expressionless face most of the time, she was
however inquisitive. She asked me questions about my PhD. She asked for the
name of my supervisor and various other questions. During the interview, she
seemed to answer the questions as best as she could. She hesitated to comment
on things she was not sure about, telling me in a matter-of-fact manner that she
was not sure.

She is the vice-principal of the centre. She also teaches English but at the time
of the interview, she did more administrative duties than teaching. She studied
foreign languages (English and German) at university. She had been at the centre
for 7 years. Before coming to CPIA she had had only temporary employment
but CPIA offered her permanent employment. A desire to teach adults also
contributed to why she decided to work at CPIA. She has experience of teaching
in Africa, specifically in Senegal, where she taught for two months. She claimed
that the experience of living in Senegal, coupled with the fact that her son studied
in South Africa, influenced her positive attitude towards foreigners. Amara was
the oldest and the most senior, and the others deferred to her. She coordinated the
others for the interview.

Lucia - The one who chose to teach foreigners

I met Lucia while waiting for Amara at the CPIA. She walked up to me where
I was sitting and asked if I was the one who came to interview them. She told
me she been asked to come for the interview by Amara. She seemed enthusiastic
about the interview. She was 32 at the time of the interview. She had been teaching
at the centre for 5 years.



Darasimi Powei Oshodi 87

Lucia’s boyfriend was an asylum seeker from Nigeria. She told me she was
looking forward to when she would be able to travel to Nigeria because her
boyfriend was yet to be granted asylum status. She said her boyfriend’s family
members knew her as she always spoke to them on the phone. She told me she
could speak Nigerian Pidgin English. She met her boyfriend at CPIA when he was
a student. She was really enthusiastic and willing to talk about her experiences as
a teacher at CPIA. She held the notion that asylum seekers were not treated well
by the government of Italy nor by many Italians. She came across as someone
who loved her job. She claimed that it was her choice to teach asylum seekers.
This interest led her to specialise in Italian language and culture in her master’s
degree. Before working at CPIA, she had prior experiences of teaching Italian to
non-Italians in a university. She also had the experience of teaching children of
foreigners. Lucia was the most vocal of the three participants. She interjected the
most. She never hesitated to express her thoughts and opinions about the issues
raised.

Chiara - The one who grew into the role

Chiara was aged 30 and she no longer taught at CPIA at the time of the interview,
but she had taught there for two years. She had a good knowledge of asylum
seekers because she was working both in an asylum seekers’ camp and at CPIA at
the same time. She got the job at CPIA through the help of Lucia. As a worker in
an asylum seekers’ camp, she was involved in various aspects of their lives such
as going with them for a doctor’s appointment or working as an interpreter when
asylum seekers went to the commission. She also slept in the camp and both
worked alongside and supervised asylum seekers in maintaining the camp. She
revealed that she did not find teaching asylum seekers easy at first, as her degree in
arts and history did not prepare her for teaching asylum seekers but she later came
to like the job. She notes that there is a difference between working in an asylum
seekers’ camp and at teaching asylum seekers at CPIA. According to her, teachers
in CPIA are seen as institutional figures and were thus respected, while the case
was different in the camp. She had previous experiences of volunteering in Kenya
on two occasions where she worked with homeless kids and orphans. She also
had the experience of working with prostitutes in Milan. She expressed sympathy
towards the plight of asylum seekers and was of the opinion that for many Italians,
contact with foreigners was a relatively new phenomenon in Italy and thus might
explain the suspicion with which Blacks are viewed by many, especially the older
generation.
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Factors Contributing to Intersubjective Recognition
Teachers’ Perceptions and Values

In general, teachers’ perceptions and values can be revealed in the way they speak
about their students. They can view students as needy, disadvantaged, persons
who should be reformed or rehabilitated, or as morally responsible persons who
have their own interests and desires, and possessing or deserving dignity as human
beings. The teachers I interviewed emitted a positive perception of their students
and did not seem to have any negative prejudice towards them. On the contrary,
they enjoy teaching them and have informal relationships with them.

They are exactly as all the other people in the sense that some are very good
and some are very... they really want to improve... some of them not...
There is not a stereotype of refugee students. (Amara)

Amara here is trying to show that she does not paint all asylum seekers with
the same brush. She presents herself as a fair person who looks at the situation
objectively. Being an asylum seeker does not make you bad or good.

Lucia claims that students are able to relate with her freely without the fear of
being judged.

Yeah, and I have in my class two students, women students, and I'm so happy
because they say they have stopped but it’s not simple to stop because they
have to... Yeah, yeah, they come but it’s different because the prostitution
is different. In my opinion, it’s not the problem of prostitution. If I want to
be a prostitute, it's not a problem. The problem is that they are forced into
it. (Lucia)

Here Lucia attempts to point out that she is not judgmental about her students’
involvement in prostitution; she brings an explanation that justifies it: her students
are victims. The fact that they came to tell her that they had stopped working as
prostitutes is also a pointer to the fact that the students feel accepted by her.

From the two excerpts presented above, the teachers have striven to present
themselves as devoid of bias and stereotyping. For example, Amara uses the word
“stereotype,” which is interesting because from my personal experience as a Black
person in Italy, I have experienced discrimination due to stereotyping. I have
noticed a pervading notion that Black people are either beggars or thieves. As
an illustration, there were many occasions where I would approach someone to
ask for directions, and they would refuse to respond or would instead increase
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their pace. The teachers apparently realise the existence of stereotyping in Italian
society, and they tried as much as possible to show that they are not prejudiced.

Teachers’ Relationships with Students

Another relevant factor in these narratives are teacher-student relationships. The
teachers narrated that they had positive (and even loving) relationships with their
students, which extended beyond the school.

I'm not a teacher that wants to give my personal mobile number but with
some students of mine I do and they are always very polite and very, very
kind to me. One of these people, for example, a Senegalese, his mother died
when he was only 17. He had a very difficult life here in Lecco. For example,
he told me that I will be for him his Italian mum forever. So, we have this
kind of relationship. (Amara)

From Amaras statement, she appears to be someone who does not want
personal relationships with students, but this stance is not always practicable and
therefore she sometimes has to make exceptions. Some questions also arise from
her statement: What would make a student decide that his teacher is like a mother
to him? What could be the link between a Black student and an Italian woman
teacher? Honneth speaks of love as the basis for self-confidence.

Today, just today, a student of mine, she is from Tunisia, she sent me
a message. It was a very long time, almost one or two years that I haven’t
heard from her, and she told me “Where are you?” And I answered her,
“I am always here in the centre” She wrote to me and I told her “Okay, give
me some time, then I will be free so we can meet in the afternoon” Then she
wrote to me “I'm working in Paris as a cashier in a supermarket but I will be
back in the summer in Lecco so we can meet” And I was so happy to hear;
she has a really complicated type of life. She has already a small son, not
here. So very difficult and we got in touch quite well. And I was so happy
because when she started here, she worked at night, she attended middle
school, she wanted to attend university but she was not able and I was happy
that she was in Paris because she can speak English, she can speak French,
she is very intelligent, she can speak Italian, Arabic. So, I was very happy.
Two or three days ago, another young boy, Senegalese, two of them, they
called me, “Prof., where are you?” and so on. Now they are unemployed
because of COVID but we want to organise to have a drink next week.
When we go to Lecco, we meet students and we always... (Amara)
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The participants reveal the empathetic feelings they have toward their students
and also express their joy at their students’ progress. There are two aspects, here.
One is about the affective bond: Amara relates that her (former) students maintain
contact with her; she mentions instances where they call and ask, “Where are
you?”, as we do with our dear ones and friends. The second aspect is their worth:
she is able to tell what they have accomplished in their lives, what they are doing.
This is a clue of Honneth’s third level of recognition: esteem and self-esteem.

All the teachers talked about informal or social meetings with their students
outside the school. These narratives of informal relationships can be seen as an
attempt by the participants to show that the relationship is authentic and goes
beyond the institutional role.

Teachers’ Understanding and Concern

The teachers’ narrations also reveal a sense of understanding of the challenges that
their asylum seeker students face.

Yes. It’s not easy. Like she was telling before, when you teach to asylum
seekers, you teach to a person that has a strange situation here in Italy
because here in Italy for them is like a limbo, okay. Because you are here
waiting for something, you don’t know when it will arrive. If it will be
positive or negative. How many months must you wait for? And after that
what do I do? If it’s positive, I can continue to do my project. If it's negative,
I will restart again another type of life because when it’s negative you must
leave the camp. So, you must find an accommodation outside and if it’s
negative sometimes, you become a clandestino, without documents, and it’s
a problem because if the police... (Chiara)

It's more difficult to live in the camp because they don't have... I don’t want
to say that they don't feel like persons because they feel like persons but
sometimes they come and say, “In my camp, I am a number and the operator
calls, ‘1, 3 or 25 come.” They can’t cook and sometimes I think okay it’s not
a big problem but if I think okay, I'm in Nigeria for two years, and I want to
cook pizza but it’s not possible. Or they have to come at 11 but for a man or
woman, it is difficult. I am 32 and I want to go to the park with my friends,

but then I have to say, “Oh, it’s 11, I have to go.” 'm not a child. (Lucia)

The teachers’ statements reveal their knowledge of some of the challenges
asylum seekers face, including accommodation problems, loss of identity, and
uncertainty about their asylum application outcome. They show awareness and
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empathy towards their students. For example, Lucia knows the effects of being
reduced to a number, or how being unsure of one’s future can be disorienting and
impacts negatively on many aspects of their lives, including education.

Amara also narrated extensively how some students’ attendance in school is
affected by the challenges they face to the extent that some eventually drop out.

Sometimes, they drop out but it’s not their fault because it’s not that when
you live in a camp that you will be there for the rest of your time that you
are waiting for document. So, we ask students... they are really moved like
things. The police say, “Okay, today you have to move because there is no
more camp here” or “there are too many people and you have to go there”
So, for example this camp, and classes were always full even if sometimes
they also stayed home and they didn’t want to come but it was very easy for
them because they could walk. Another fact is how they can reach school
because if school is costly, and associations don’t always pay for the transport
and so they don’t always get money for transport because transport is costly.
In this situation, for example, Lecco is a small city, we have some camps in
the mountains. So, it can be beautiful in the summer but then nothing else
because reaching school, you have no train, so you have to catch the bus.
There are not so many buses. School is always open but if you finish school
at 9pm, you can only catch the train, no buses. So, it’s difficult. That’s one of
the reasons why they drop out, not because of their fault but because they
are forced to move and so they are unable to attend anymore. But it depends
because some of them they dont want because they are not interested or
because there are really hard times because it’s always not so... They come to
Italy and life is hard and so also from a psychological point of view, it's not
so easy. (Amara)

The teachers have made an effort to show that they are trying to understand
their students’ challenges, which influences school attendance, motivation, and
their relationship with them. Showing understanding and concern, not least for
their rights, has the potential to make the students feel a sense of recognition
at the second level of Honneth’s theory: rights and self-respect, that are utterly
threatened in the asylum seekers’ experience.

Intersubjective Recognition and Classroom Relationship

The aim of this study is to explore the potential of the classroom as a space for
identity development and recognition, in other words as a transitional space
(Formenti & West, 2018; Merrill & West, 2009; West, 2014; West et al., 2013).
According to Formenti and West (2018, p. 95):
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Transitional space can make us feel like babies and infants all over again,
including in universities. We may desperately want to feel welcomed, valued
and loved. For someone to come alongside and recognise us and our struggles,
and emotionally encourage us to become more fully ourselves. We need
significant others to welcome who we are in diverse groups, and good enough
cultural spaces, to experience feelings of self-respect and self-esteem.

Intersubjective recognition can help students, asylum seekers in this case,
to take the opportunity to conduct self-negotiation in a new place, whether it is
Italy in general or a CPIA classroom in particular. Clues of recognition can be
seen in the teachers’ narrations. Amara spoke about a student who said she would
be his Italian mother forever. This is an example of recognition in the sphere of
love, a sphere that encapsulates familial relationship or friendship (Honneth,
1995). “Love, of a good enough kind” (Formenti and West, 2018, p. 92) or “good
enough relationships” (West et al., 2013) are foundational to the development
of one’s sense of self and enable one to negotiate one’s entry into a new space
and cope with anxieties associated with such entry. Loving relationships between
teachers and asylum seeker students can therefore help such students feel a sense
of recognition and build a positive relationship with themselves in the school on
a meso level and in society on a macro level. This kind of relationship is possible
where teachers’ perceptions are based on knowing their students as real persons,
and not on prejudices. Students feel a sense of freedom, of “playfulness” in the
words of Donald Winnicott as cited in Formenti and West (2018, p.120). True
relationships can help students feel accepted and free to be themselves. Amara’s
narration about a student who said she would be his Italian mother forever
seems to indicate that the student recognises her (recognition is thus reciprocal)
as someone who accepts him and plays a significant role in his life. Lucia also
narrates that her students share secrets with her:

Sometimes, in my experience, one of my students says to me, “This evening,

» «

I move”” So, I say, “Okay”. “I move, it’s illegal, I don’t want to... this and this
night..” I say, “Okay, okay, my God, my God”” I pray. 'm at home but I pray
for this student and two days, they send me a message and they say, “Okay
now I'm good” and I say, “Okay.” (Lucia)

Having an understanding of their students’ challenges has the potential to
create a relationship of reciprocal recognition between the teachers and asylum
seeker students. Whether this is the case, however, can only be confirmed through
interviews with their students. The narrative below also reveals how the macro,
meso and micro levels of social arrangements can be interwoven:
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There’s the first commission where they say “Okay, you are an asylum
seeker” and you become a refugee or “You are not an asylum seeker” If they
say you are not an asylum seeker, you have another possibility. You have to
go to a lawyer to tell your story. This is the second possibility. If the second
possibility is not good, you have the third and this is the last but this was
before. Now with Decreto Salvini, you have only two possibilities. So it’s
impossible for me to teach to asylum seekers without this part because this
part is the life of my student. So if they say, “I'm so sad because now I don't
know what’s up with my life,” I can’t teach because the mind of my student is
outside the school and it’s normal. So we can speak about this. We can speak
about the system. We can speak about the rights. (Lucia)

Lucia stresses the necessity of considering students’ emotions when she
teaches. If someone shows distress, she cannot go on with the topic she has
prepared to teach but will encourage the student to talk about the situation.
Honneth’s second level is evoked again. Being aware that that the macro level
(government, laws, rules) can influence the micro (psyche, feelings and emotions
of a person, behaviour, choices), and the potential of the meso level (interactions
with others, in this case, classroom interactions) is a way to help asylum seekers
deal with emotional tensions or crises of identity, for example in a situation where
their application for asylum was rejected. They can also learn how to manage
relationships, how to build self-worth, and how to interpret the structures and
context where they are living, in a way that is transformative.

There are other clues of recognition in the narratives:

Its also very beautiful because I have the world in the class and I can
compare the culture, the religion, the language, and the people. (Lucia)

It’s a very good experience because I learnt a lot from them about culture,
about religion, about other subjects that I didn’t know before. (Amara)

These statements suggest that the teachers show recognition to the asylum
seeker students and see them as morally responsible persons (Honneth, 1995) from
whom they can learn valuable things. Besides the teacher-student relationship ,
there seems to also be an awareness that asylum seekers are persons who come into
the learning environment with a variety of previous experiences and knowledge,
and thus should not be generalised/stereotyped. Barkoglou & Gravani (2020, p.
138) found “wide heterogeneity” among migrants “in terms of skills, competences
and socio-cultural capital”
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The participants’ narratives suggest that they try to build relationships with
their asylum seeker students so that they can feel accepted and recognised in the
classroom. The significance of this should not be minimised considering that the
host society may be hostile. Lucia comments:

Another difficulty is when my students come and say “Prof,, in the train,
nobody wants to talk with me. There is a big problem of racism. I want to
stay here but I feel that I can’t stay here” (Lucia)

Being a Black African myself, I can relate to the foregoing statement by Lucia,
and I understand what it means to feel recognised at the interpersonal level in an
unwelcoming society.

By examining the biographies of these teachers, there might be pointers
as to why they appear to be positive about their students. The influence of
someone’s biography on their attitude and actions is pointed out by Formenti and
West (2018), who claim that perspectives are biographical. According to them,
“previous experience structures the subject’s systems of perception, classification,
and management of meaning” (Formenti and West, 2018, p. 171-172). Relating
this to the participants of my study, each of them has had some experiences in
Africa or with Africans: Amara, for example lived and taught in Senegal for two
months. According to her, this experience gave her “..the possibility to know
other cultures, other ways of teaching, and also other colleagues and so on.” She
also narrated that she has a daughter who studied in the Caribbean and a son
who studied in South Africa. Chiara had the opportunity to volunteer in Kenya
on two occasions, while Lucia has a Nigerian boyfriend who lives with her. It is
thus possible that these teachers’ experiences have shaped their attitude towards
asylum seekers. Formenti and West (2018) also point out that teachers usually
have political notions or agendas which they bring to the class. This is probably
the case with Lucia, who revealed: “I said, ‘Okay, I want to be a teacher but not for
Italians. I am interested in asylum seekers or refugees or foreigners.” There seems
to be a hint of an agenda here but what it is specifically is not clear.

Conclusion

This is an exploratory study that I undertook to understand the context of
adult asylum seekers’ education and learning in Italy, which is the focus of my
doctoral research. Therefore, this paper is the outcome of my early fieldwork.
I am aware that the small number of participants is not enough to make general
claims about the relationship between asylum seekers students and their teachers
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in educational institutions. Another limitation of this study is that it does not
include the views of asylum seekers, which could have corroborated or refuted
the narratives of the teachers. I am aware that the teachers might have tried their
best to paint a positive picture of themselves and their relationships with asylum
seekers, taking into consideration the fact that I am Black, and I come from the
same country as some of the asylum seekers in Italy. So, the dynamics of a Black
man interviewing White teachers of asylum seekers, many of whom are Black,
might have contributed in certain ways to the interview relationship. I would like
to add, though, that the participants came across as sincere and open. This is just
my personal opinion, and of course might not be the case. Despite the limitations
of the study, the interviews have given me a glimpse into the operations of CPIA,
the context of asylum seekers’ education and learning in government-established
adult education centres, and even into the wider context of asylum seeking in
Italy. I have also learned that the classroom can be a potential space for helping
asylum seekers to develop a more positive sense of self through the willing efforts
of teachers.
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Abstract

Men and women who leave their countries, families, education, and work,
undertake a hard journey. Some are fleeing war, others terrorism, others poverty;
they are looking for solutions, either for themselves or their loved ones. Some
need medical care that they cannot access in their home country. Each one has
their own story and we simply do not know enough about them. Migrants’ life
histories can provide us with a lot of useful information that can help us understand
the contemporary phenomenon of migration from pedagogical, sociological and
economic points of view. The paths and trajectories of entire communities remain
unknown, their needs unheard, and the enormous value they bring in terms of new
relationships, mutual help and competences is neither brought to light nor properly
evaluated. This article, born from a series of biographical interviews carried out
with adult migrants from countries in west Africa, reflects on the relationship
between education, work, and the communities to which the migrants belong.
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Introduction

This paper presents some reflections emerging from a piece of ongoing research
regarding skill recognition amongst adult migrants from sub-Saharan Africa.?
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If the ever-increasing number of people arriving from non-European
countries (asylum seekers, refugees, so-called economic migrants, herewith
referred to collectively as migrants) are to become part of the cultural, social,
and economic fabric of their new host country, a series of active undertakings
are necessary in order to guarantee respect for these persons’ legal rights. These
actions are not limited to emergency reception care provision, but are concerned
with facilitating the regaining of an autonomous and dignified existence with
a view to fulfilling the original aim of the migration and being fully included
within the host country, which, in the case of this present study;, is Italy.

Amongst the types of actions that can help migrants reach a state of being
able to fully exercise their rights is the possibility to have their educational,
professional, and personal experience, whether gained in their country of origin
or in the countries they travelled through, properly assessed.

Discovering both the potential and the competences migrants already have
can facilitate their finding a job or (re-)entering school/university and training
programmes. At the same time, it can strengthen a sense of empowerment by
recognising their real value and by helping to develop intercultural competences
that can positively aid their settling in a new country.

Another important aspect of properly assessing migrants’ competences and
previous learning is that this process enables the migrant to verify whether or not
his/her own migration project is feasible and to make choices that can help him/
her reach or revisit his/her goals.

To date, the Italian reception system and associated services are rarely
capable of assisting the migrant in getting his/her competences and past learning
recognised and validated. The facilitators looking after getting them onto training
and requalification courses and helping them find work rarely provide any specific
multicultural career advice training.

Research

The research method used for this project is for the most part qualitative
(Cipriani, 2000). This choice is due to the need to thoroughly investigate
certain cultural aspects with the aim of getting to know and understand the
sociocultural background and behaviour of the subjects involved. The research
follows a holistic approach in order to understand complex realities and focuses
on fully understanding a problem concerning a group defined as the object of
investigation. By analysing the situation and the factors acting upon it in a concrete
way, the research aims to come up with a transformative contribution that will
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build awareness and potentially outline a solution. The research tools identified
include focus groups with members from the ethnic community, biographical
interviews with adult migrants, and interviews with privileged witnesses (adult
education teachers, cultural intermediaries, orientation counsellors, etc.), all of
which will be used to arrive at an understanding using a triangulation of points of
view (Coggi, 2005).

The aim of the research question is to verify the hypothesis that the use of
a storytelling biographical approach could positively impact upon the outcome
of competences assessments of adult migrants, as well as leading to personalised
education and training options made available to them.

It is clear that a qualitative approach, especially when combined with the
personal involvement of a researcher who can constantly monitor the effectiveness
of the tools used to collect the data and confirm or change the research method,
is oriented towards explaining situations and understanding realities. In this
particular case, there is a risk that the researcher, who needs to be above all
credible and trustworthy in the eyes of the subjects involved, may become heavily
emotionally engaged with the subjects due to being exposed to a wealth of personal
and/or collective storytelling. Building a network of contacts within the ethnic
community in order to create focus groups required rigorous cultural preparation
prior to the meetings, paying particular attention to the language to be used and
the type of behaviour to be expected.

The biographical method uses personal stories to know and understand
some phenomena and may be defined as a qualitative social research tool, and is
particularly useful when one wants to better understand a social reality or process
(Alheit & Bergamini, 1996; Schiitz, 1962). As Morrice argues, biographical method
offers a holistic approach to understanding immigrants as individuals who have
traversed space, and who have past, present, and future (Morrice, 2014). Nathan
also argues that storytelling is an essential moment for those who enter a new
social context after facing migration (Nathan, 2003).

Secondly, with regard to orientation, training (Demetrio, 1992; Ferrarotti,
1981), or other forms of guidance and support (Breton, 2019), this method allows
the interest to be focused on the individual and is a function of starting and setting
up a process of personal growth and empowerment (Di Rienzo, 2014).

In the case of outlining a practice via which competences could emerge,
the storytelling-biographical approach allows the subject to recover their past
experience and tacit learning and gives them a sense and a meaning, as claimed
by Demetrio (Demetrio, 1997). As Formenti has remarked, the act of rebuilding



102 INSTED: Interdisciplinary Studies in Education & Society

one’s own story is an extremely important part of developing an awareness of one’s
own potential, aptitude, and learning strategies (Formenti, 1998).

Preliminary Work

One of the research stages involved undertaking 20 biographical interviews with
adult migrants originating from sub-Saharan Africa. The aim of the interviews
was to trigger the rebuilding of experiences and training that took place in formal,
non-formal, and informal contexts in their own countries, in countries of transit,
or on arrival in Italy.

Before getting started on the interviews, it was necessary to first undertake
some information gathering on the background context of the interviewees, in
particular their recent history, school system they attended, work environment,
and the political, social, economic, and cultural context of the countries of origin
involved in the research. This work was not limited to getting written information
using a document search. Instead, focus groups were put together with
representatives of the ethnic communities to which the interviewees belonged.
This was done in order to obtain a current take on the situations characterising the
places where the migrants come from, the main reasons for leaving, the migratory
routes taken, and the role played by the community in the destination country.
The focus groups allowed the creation of a sort of glossary of terms relating to
the school system, the world of work (mostly undertaken informally), and family
and social life necessary for designing the interviews as well as understanding the
stories.

The group of 20 migrants interviewed was selected using a non-probabilistic
sample with the ethnic communities acting as intermediaries. The latter were asked
to select volunteers willing to be interviewed from within their communities who
had not participated in the focus groups, had lived in Italy for at least three years
and who had an A2 Italian language skill level in accordance with the Common
European Framework of Reference for Languages.

The volunteers were informed that during the interview they would be asked
to tell their life story and the migration path they followed. This allowed the
people contacted to choose whether to participate based on their willingness to
go through potentially difficult moments in their lives. Each of the interviewees,
whose anonymity and privacy regarding sensitive data was to be guaranteed, was
informed about the aim of the research. The countries of origin of the interviewees
are Senegal, Mali, Ivory Coast, Burkina Faso, Sierra Leone, and Nigeria. The
interviews were transcribed in full and faithfully. The quotations in this article
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have been rewritten in correct Italian to be translated into English.

The aim of this phase of the research was to facilitate the dialogue during the
biographical interviews, to enhance the understanding of what was likely to be
said, and consequently to also improve the interaction between the researcher and
interviewee by having created a welcoming and reassuring atmosphere. Before
the interview began, the objectives of the research and interview were recalled,
reassuring the volunteers that they were not obliged to talk about any topics they
wanted to keep confidential.

The topics contained in the interview outline (family history, school history,
professional experiences, migration path) made it possible to proceed with
a thematic analysis of the narrative and to return the information collected
(Gianturco, 2005).

The Biographical Interviews

Through the use of biographical storytelling, the researcher wanted the story
of each subject, of his/her life and their experiences (scholastic, professional,
personal) in their country of origin to emerge. The interviewees were encouraged
to explain the reasons behind choosing to migrate, the acts they undertook in
order to leave their home country, their experiences in transit countries, and the
process of inclusion in Italy: from training to work experience, to the types of
relationships created with both Italian citizens and their ethnic community.

When I was 15 I was kidnapped with some of my friends by a group of
terrorists. They took us into the desert and trained us to use weapons.
I didn’t want to kill anyone and in the end I escaped, walking in the desert
without food or water until I met a Tuareg who sold camels and he took me
to the border with Algeria. I could not return to my family in Mali, those
people would have found me and killed me. In Algeria I lived on the street.
I was lucky enough to meet another Malian guy and we helped each other;
we got work, slept where we could, and then made our way to Libya because
it was the only way we could try to get to Europe. In Libya we worked and
slept in fields to get the money to make the voyage. When I arrived in Italy
three years had gone by since I was first kidnapped and since my family
had had any news of my whereabouts. In Mali I was studying to become
a surveyor; I really liked it. I would have liked to finish my studies, but
I needed to work. Now I work as a metalworker, but I still like to draw floor
plans of houses. (M.B.)
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Demetrio speaks of a form of self-healing through storytelling (Demetrio,
1996); in this vein, the interviewees confirmed to the researcher that it was
important to tell their story, to present their own identity, through the memory
of their life prior to migration. Telling their story constituted a reflection on what
had happened, on the difficulties, the failures, the disappointments. These were
handled with affection by the storytellers, with an instinct for preserving their
own past, giving it a new sense, finding a sort of peace, a greater acceptance.

I could not have imagined that to be able to go to school in Italy you needed
to be legally resident. If you do not have residence papers you are an illegal
migrant, and as an illegal migrant you are not recognised by anyone, neither
by society, nor by the authorities, you are just an illegal migrant. So, even
if you have competences, abilities, and are willing and want to pursue
a forward-looking path, you can’t because you are illegal and all avenues are
closed to you. From the day I was born until the age of 40 I had never sold
a thing in my life. I learnt to do that here, I had to adapt, I had to be able to
adapt to manage in this new situation, I just had to. And I did. This was my
biggest problem, working, selling; it was not easy because it was new, but you
meet new people, learn other things, discover new things, things that I could
not have imagined when I was working in an office in a tie and jacket. (P.S.)

All of the interviewees showed an interest in making themselves known, in
being heard, in re-affirming their identity speaking about their culture of origin.
They said they wanted to be understood, not in a charitable way but in terms of
the content of what they were recounting.

When you start out on the journey you don't know what to expect in Libya,
you only find out later, when you get there and there’s no going back. When
you realise that the boat you should be getting to cross the sea is only
a rubber dinghy, you can’t refuse to climb aboard because they will kill you.
When you get to Europe all you want is to be able to build a dignified life for
yourself and the family you have left behind, you want to turn over a new
leaf, move on. (K.K.)

I left my country because whilst I was studying to become a primary school
teacher I was a student representative and as a result of organising a protest
I was not admitted to take the final exam. After all the sacrifices that my
parents had made for me to be able to study, I could not stay there so I left.
Here I'm a blue-collar worker. I have tried everything to get a better job, but
I feel like there is just no room for us. So I'll stay here long enough to put
aside a small sum to be able to go back to my country and start a school. (S.0)
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No one expected compassion, but everyone expected to be listened to, because
telling their story and having it heard allowed them to emerge from obscurity,
from prejudice, from anonymity, from generalisations (Freire, 1973).

I wanted to thank a lady who had given me a lift in her car and I offered to
coach her daughter in mathematics. When I arrived the first day you cannot
imagine who was there waiting for me: the grandmother, father, mother,
the whole family. They pretended not to be interested, but really they were
all sitting on the sofa to watch how a black man could explain math. (O.S.)

I was standing outside a MacDonald’s selling my wares when a young girl
of 9/10 stopped to watch me. The mother said to her, if you don’t study
you’'ll end up like him. It’s true that I'm a street hawker, but I'm also a civil
engineer. I can’t work here as an engineer because I got my degree in
Senegal, but I don't feel inferior to anyone. (O.K.)

The fact that a researcher showed an interest in their stories, including them
in her research, was something that was appreciated by the interviewees. In spite
of the fact that they said that this interest was an exception in their experience in
Italy, they felt it was important to talk about themselves for a piece of research,
and above all to be able to talk about themselves as competent, capable people
with projects and a past. The inputs provided to the interviewees were geared
towards them talking about their personality and their cultural baggage positively
and constructively. Even when dramatic moments emerged in their stories,
the researcher left it up to the interviewee to decide how much space to give to
those memories without censoring them, but without giving them a main role
in the narrative. In this way the biographical narration related their life project
(Dominicé, 2002) by using an interactive dynamic that built meaning (Pineau,
2005) through dialogical confrontation with the researcher.

My second goal, in addition to the social and economic one, was to better
my competences in the postal sector where I worked as a manager. I thought
that in the West there would for sure be better technology, and more know-
how, not intellectual but technological. So I thought we should come here
to acquire new competences to be able to return to Senegal with a fuller and
richer preparation in order to better scale the ladder. (P.S.)

It emerges from the interviews that the majority of knowledge and
competences acquired come from non-formal and informal experience, even if
there are many cases of people with a good level of education. In sub-Saharan
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African countries, work and professional training are almost always undertaken
in non-formal and informal environments, frequently within the family. This has
made the recognition and assessment of this know-how impractical in Italy. Since
people are unable to provide written documentation certifying their experience,
it is not recognised by the employment offices or employers, or even by the school
system, and as such learning acquired on the African continent is not considered
useful or qualitatively relevant in Italy (Ambrosini, 2017).

Many of us have a trade, and qualifications; but they are not taken into
consideration. It’s difficult to break out of the African labourer mould. If
you say that you know how to use an industrial machine, for example, no
one believes you, because they imagine Africa as if it’s all the same. And
even when we do training here it’s difficult to find a more qualified job and
so we give up. Why dedicate time to studying, which means earning less, if
then nothing changes? Why should we study? (K.K.)

We know how to do many things but we don’t have the necessary paperwork,
the certificates. Try us out. Let us show you that we are capable, with facts
not with papers. The craftsmen back home make everything with their
own hands and build the tools they need for their work. If we need to do
arefresher course we'll do it, but don’t tell us that we don’t have competences
just because we don’t have certificates. (B.K.)

Anyone with academic qualifications or specific professional competences has
to forget about them and accept low-skilled work; this devaluing of their identity
drives the subjects to close in on themselves and transfer their dreams on to their
children or a possible return home.

They told me that my university degree does not have the same validity
as a European degree. I work in agriculture here, but in my country I was
never a farmer. I don’t think anymore about what I was before I came here.
I'm beginning to believe that the young man who set out with a dream
never existed. (A. B.)

Some of us arrived here with a university degree. The procedure that needs
to be undertaken to get it recognised is expensive and complex and not
always successful. And we find ourselves back at school taking the first level
diploma. If you found yourself in our country and were asked to start from
scratch, how would you feel? (LS.).
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Those who were not able to study in their own country take on heavy manual
labour, without any possibility of professional growth, because above all they
seek economic stability. Also, in this scenario socialising is limited to their ethnic
community.

Of course I would like to go to school. My mother was widowed and I wasn’t
able to study. I left my country because we had nothing and I wanted my
younger siblings to have the opportunity to study. Life here is expensive
and then there’s the family who needs help. I work in a warehouse, it’s heavy
work, I do shifts and cannot go to school. But I can send my siblings to
school and help my mother. I got married and my wife joined me here, now
we have a daughter. Finally I am no longer alone. I also have responsibility
for them now. I would like to get a driver’s licence and become a lorry driver
because where I work we are treated like slaves, we are all Africans and
we have to accept exhausting shifts because we have no choice. But my
daughter will study. I don’t want her to live the life I'm living. (D. K.)

In both cases there are many barriers, in terms of time and money, which
prevent them from accessing educational opportunities that would allow them to
improve their lives and reach a real level of inclusion.

The difficulty in reaching expectations leads to little possibility for interaction
and exchange with the local population and pushes people to mix almost
exclusively with their own ethnic community.

It’s in the community that you go back to being who you were, you are no
longer just a migrant. You are you, with your story, your abilities, I mean,
you go back to being a man. (K.K.)

Despite the difficulty in asserting their competences and potential, the
storytelling allowed them to reflect (Kolb, 1984; Dewey, 1938; Schon, 1993) on
their options and the need to re-contextualise their expectations and competences
through the promotion of transformative learning processes (Mezirow, 1991).

I was not able to progress here in the field of my profession but after
getting my permit to stay, after many sacrifices, I did a course and became
a photovoltaic operator and at that point I returned to Senegal where
I opened my own company that installs solar panels. I am working little by
little; it’s already satisfying to have acquired new competences that are useful
and where there is a future. Renewable energy is the future in Africa, in
Senegal. In the end I am beginning to reach that objective, of acquiring new
competences that are useful to both society and also to me personally. (P.S.).
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From the interviews it emerges clearly that the migrants are the ones who
have managed to overcome all the obstacles present in their place of origin and
take their project to migrate forward via their own abilities showing that they
possess a strong individual agency (Bandura, 1997).

I left when I was 14 years old without saying anything to my parents. I had
worked secretly to put the money aside for the journey. I wanted to come to
Italy to work. But when I arrived here they told me that I couldn’t, because
I was too young. So I studied and got my diploma. As soon as I was 18
I started working to support myself and to help my family. I have always
worked even if the few work opportunities were as a labourer. But I didn't
come this far to do this. Today I am a humanitarian worker at IOM. But
I won't stop there; I want to grow professionally. There are lots of things
I want to do. (0. K.)

An important element in the lives of migrant persons is represented by their
ethnic community of reference that finds solutions and shares strategies for
resolving those problems that migrants could not solve by themselves. This is also
because the public institutions are not able to help them, because they do not
understand their needs or are not in a position to.

During lockdown many of us found ourselves without work; for weeks
we couldn’t go out and didn’t earn even 1 euro. But we never thought of
giving up. We put together everything we had, as a community, for food,
to pay the rent and our bills. We can’t go back because we are here for our
country. (C. T.)

The ethnic communities are where they find out information, resolve
problems, and learn ways to manage their lives in the destination country, but
they are also the place where those with more experience give advice and share
strategies on dealing with life in a foreign country, on how to interact with the
institutions and the local population (Ceschi, 2018).

When the new ones arrive and urgently need work, either you take them to
work with you, or you send them to work where they take people like us. It
looks like we are all cut out for the same type of work, but that’s not the case.
I saw a university professor in tears reduced to working as a street hawker
on the beach. But we are all in the same boat and we have to force ourselves
togoon. (C. T.)
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The community helps you to understand that the difficulties you face are
not yours and yours alone, the others have also lived through them. Those
who arrived before me have helped me to resolve my problems because they
knew what to do, where to go, whom to ask; they know the system. (B.O.)

The communities represent not only a point of reference for resolving practical
problems but are also a place where identities that accompany people in a new
life straddling two continents are renegotiated (Loiodice, 2016), whilst preserving
values and culture, re-contextualising them in new life circumstances.

After 30 years in Italy I am no longer Senegalese and I am not really Italian,
I am both. When I am in Senegal I see things differently from how I saw
them when I was a boy, and here in Italy I feel like I am at home, but I am
still an African man. It’s difficult to say who I am; I am the fruit of my
journey through this life. (A. N.).

The communities offer to fellow immigrants models to understand, interpret,
and negotiate a new life, and problem-solving models that can be transferred to
families and the country of origin, assuming the role of incubator of experiences
in a protected and guided environment (Brown & Campione, 1990), implementing
a real process of what Pellerey defines as transfer of competences (Pellerey, 2001) and
a recontextualization of knowledge and know-how from Europe to Africa and vice
versa.

I am a volunteer with the Red Cross. In my country there are no emergency
medical services. I built a project with the Red Cross to train a number
of young people from my city in first aid. Some Italian volunteers went to
manage the course and now some of those same young people are managing
other courses themselves. Two ambulances were donated to us. The project
was financed through a bid made to the Region of Sardinia. For me this is
cooperation for development. We know what our countries need, we are
the bridge between what Africa is today and what it could become. (A.N.)

By sharing knowledge, experience and competences, they are offering
and facilitating a process of self-realisation and showing themselves to be real
communities putting what they know into practice (Wenger, 1998) with a decisive
role in the migrants” autobiographical storytelling.

The kinds of courses that are offered to us are always for certain types of
professions: pizza chefs, care workers, or builders. We feel pushed into forced
choices, that take us into certain sectors and professions, as if we could not
aspire to do anything else. (A.B.).
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The interviews confirmed that each migration is a unique story. The reasons
for choosing to migrate, the way the journey is put together and undertaken, and
the life in the destination country all bear witness to the need for a personalised
approach to inclusion that preserves and recognises the value of the originality of
each human being and his/her need to fulfil his/her potential.

The autobiographical storytelling tool allows us to understand many aspects
of the migration phenomenon that other systems of data gathering miss. The role
of putting someone’s place of origin into context, its ability to plan and carry out
the choice to migrate, but also its experience of inclusion, are things that cannot be
generalised because they combine with a subject’s unique characteristics, a subject
who is living with them and dealing with them, to give unique and unrepeatable
outcomes.

There are some reasons for migrating that are still very undervalued (sexual
orientation, psychological illness, serious physical illness and personal deformity,
allegations of witchcraft, etc), and that are not taken seriously enough by host
countries, also because frequently they do not come to light early enough, often
emerging too late. This calls into play the issue of the relationship between
migrants and workers in their various roles in the world of inclusion, and the
latter’s ability or otherwise to build an intercultural dialogue that may be able to
support the person in need of assistance (Rogers, 1997).

In the course of the research which is the subject of this paper, the relationship
building between the interviewer and interviewee was carefully planned, both
in terms of a preliminary deeper examination of the content, as outlined in the
section titles Preliminary Work above, and in terms of the methodology. The
personable attitude of the researcher whilst collecting the stories is of fundamental
importance, being a specific quality that is useful in facilitating and widening the
production of research material that is rich in analytical and meaningful value.

In carrying out a biographical interview, it is necessary to know how to create
a dialogue with the person being interviewed while respecting the fact that is
primarily a listening process, thus bringing to light data and information useful
for the research (Bichi, 2002).

To perform the research that is the subject of this paper, building a relationship
with each interviewee was necessary to get the collaboration between the
researcher and the interviewee off the ground. It was fundamental to show interest
and recognition towards them, to use the interviewee's name when posing the
questions, or to demonstrate knowledge of the interlocutor’s context of origin.
These techniques transmitted an attitude of genuine interest in understanding the
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interviewees’ life history, through their stories and perspectives (Dickson-Swift
et al., 2007), making the narrator feel like an expert on his/her own life (Wong
& Cumming, 2008), demonstrating openness and recognising the authentic
value of others’ opinions (Dickson-Swift et al. 2006; Jansen, 2015). The creation
of an informal setting, whilst clearly maintaining respective roles, allowed
the researcher to communicate a sense of human understanding and to build
a dialogue exchange, a meaningful co-building with a firm commitment to active
listening and to communal reflection, rather than a pure data and information
gathering (Dreher, 2012).

Showing empathy on the part of the researcher is strictly linked to the process
of building a relationship of trust with the interviewee. That requires reciprocity,
and was demonstrated by the willingness on both sides to appreciate the other’s
perspective and world (Watts, 2008; Dennis, 2016). It requires taking on an attitude
of listening without judging (Dickson-Swift et al., 2007), drawing on emotional
intelligence (Watts, 2008), and constantly monitoring the interviewees’ level of
wellbeing during the narration by observing their body language, tone of voice,
and emotional state, with a view to fully understanding the multiple meanings
of their words (Cherniss & Goleman, 2001). In the course of a biographical
reconstruction of this kind, the narrator needs be accompanied (Honoré, 1992;
Biarnes, 2000) by someone who does not guide, but stands beside him, to shed
light in the darkness of memories, in a spirit of pedagogical care (Rogers, 1997;
Ulivieri, 2016).

Conclusions

Migrant stories are a fundamental resource in building an intercultural dialogue
and developing intercultural competences (Deardorft, 2006; Portera, 2013).

Recognising migrant competences is an act of life ecology (Bateson, 2001)
that allows access to fundamental human and civil rights (education, dignified
work, active citizenship) and contributes to the building of an inclusive society
(Alberici, 2008; Dozza, 2012).

For those people whose access to learning mainly took place in non-formal
and informal settings, the approach needed should be focused on personalising
what is on offer, assigning value to their personal stories, and bringing to light the
transformative effect of context as well as personal and work experience in each
individual’s trajectory (Federighi, 2018).

Not recognising the migrants’ learning past means allocating them a non-
personalised education and training programme that does not allow them to be
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included educationally, professionally, or socially (Longworth, 2006), and might
have the effect of acting negatively on their motivation to learn and undermines
their concept of self. Educational inclusion must be based on migrants’ prior
competences and motivation to learn (Knowles, 1996), in respect of the person’s
worth, their history, and their culture of origin.

We have before us an enormous waste of knowledge and know-how,
experience, and competences that remain silent and unused, and yet could
constitute an important resource that could be utilised for the greater benefit of
the host country.

In order to overcome erroneous convictions and prejudices, it is necessary to
build a real intercultural dialogue that recognises everyone’s right to diversity and
equal dignity of cultures, uncovering their meaning, richness, and potential for
our society (Agostinetto, 2017).

Education can and must take on a guiding, scientific role in this intercultural
exchange, in support of an ongoing process of reconstructing identity for both those
in the role of receiving and those being received. First of all, we need to know the
stories of these men and women who have left their home countries, overcoming
huge obstacles, in order to change their lives. Uncovering the resources that these
people have employed in order to manage to cope with migration, with little means
and many risks, can provide us with a new take on the reality of the situation, in
a reciprocal learning path that puts human culture at its centre (Loiodice, 2016).
We can no longer put off the founding of an inclusive society, in which identity
and culture are understood as being dynamic, in constant evolution; the other,
who is different, does not represent a danger, but an opportunity for individual
and collective enrichment and growth (Portera, 2013).

A model of lifelong education, that is both useful and accessible to groups
like those of adult migrants, should be able to focus on some cardinal elements
such as the motivation to participate, giving value to experience, the possibility to
reflect on that and give it new meaning, access to an intercultural dialogue that
is both narrative and reciprocal listening, that allows identities and projects to be
redefined.

A society that is welcoming must outline an educational pact that accompanies
people towards inclusion and the fulfilment of their individual migration aims.
Reaching that state may require new learning strategies and possibly the ability to
rewrite their project and become re-motivated, all of which would be encouraged
and supported by recognising past know-how and competences (Di Rienzo, 2012),
so that the path of inclusion leads to real citizens who are both active and aware.
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Abstract

Globalisation characterises our current century and, as a consequence of its
worldwide spread, it affects a multiplicity of disciplines. In light of this phenomenon,
the present article, which describes qualitative research in family pedagogy,
focuses on foreign-born parents. The life stories of these parents provide an
interesting point of reflection on the importance of recognising themselves as
bearers of a unique history, despite being citizens of the world.

The narrated and shared personal experience is characterised by relationships
and thoughts that have helped form the individual. These same relationships re-
present themselves in the present in the host country and challenge the subject
to a daily learning experience. However, the learning and reflective moment is not
limited to self-reflection. Therefore, it is fundamental for foreign-born parents to
be able to interact with other subjects, who in turn are required to be welcoming
towards the foreign parents. This is an attitude that requires fearlessness because
a sense of security or fear towards others is an expression of the trust that
a community has in itself. If one believes in the community’s ability to integrate
other individuals within itself, then its members consequently have an attitude of
openness towards the foreigner: in other words, they are not afraid of the different
culture. This predisposition requires parents to adopt a logic of globalisation which
includes rights and duties; it is a challenging task since the planetary dimension
of citizenship cannot be achieved without a true commitment to reflection, active
decision-making and education.
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Sustainable ecologies are associated with relationships, culture, ethnicity, and
education. Therefore, it is important that within local communities spaces of
encounter between parents are fostered, so that the thoughts of the individual
can be shared. These spaces should be built with the awareness that human
sustainability itself is often related to creating sufficient hope in individuals and
communities, building meaningful dialogue and an experience of communion
through all the differences. In these contexts, the subject as such lives a continuous
educational and formative experience, which leads them towards their own
personal and social search of the self and others. This experience is possible as
a result of the foreign-born parents’ capability of reciprocal socialisation, sincere
dialogue, and confrontation with the other (i.e. the native parents) in the diversity
and richness of which each one is the bearer.

Keywords
foreign-born parents, narration, dialogue, meeting place

Introduction

One of the fundamental characteristics of our age is globalisation. Migration,
which is a direct consequence of it, represents one of its most irreversible features,
as shown by the majority of studies. During the XX and XXI centuries, the
recession of space and national borders has brought an acceleration of international
migration processes. This is a typical trait of globalisation stimulated by the space/
time revolution (Scida, 1999, p. 77), which has generated “a multiplication of
the human migration movements across the entire planet, thus leading to the
direct confrontation between very different people, cultures, stories, religions,
and languages” (Daclon, 2008, p. 57). Undoubtedly, the European phenomenon
is fertile and privileged ground for studies on migration processes, as opposed
to a worldwide context which would yield significantly different results. In this
regard, we can affirm that “in fact, the political and social instabilities, the violent
ethnic conflicts in the East, and poverty and wars in Africa are some of the factors
that have recently changed the world and have contributed to transforming
Southern Europe into an area of migratory attraction” (Baganha, 2009, 23).
Specifically, there are several meanings that can be attributed to migration,
starting from those conveying the idea of an event or act forced onto people, to
those referring to environmental, economic, and family issues. Migration is mostly
voluntary and largely prompted by social and economic status. The unfavourable
conditions in the place of origin that encourage the decision to migrate are
called push factors and include, among others, economic poverty, war, and lack
of educational or professional opportunities. Moreover, most migrations involve
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the movement of a single family member who, over the years, then expands the
opportunity of migrating to the rest of the family. In particular, within the context
of the generalisation of family reunions during migratory processes, two categories
may be defined. On the one hand, international marriages between citizens and
individuals with no citizenship; on the other, migrants who have settled down in
the host country and have their partners join them provided they had previously
officialised their relationship status in their native country.

It is the latter category that has spurred the interest for the present work,
since this research has involved foreign-born parents residing in the provinces of
Brescia and Bergamo in northern Italy.

The choice of migrant families is the result of the author’s interest in the issue,
especially in light of the consistent and continuous presence of foreign-born
families in the areas mentioned above. These families are an integral part of the
social tissue and they play a crucial role as an educational agency, and thus as the
future social capital of the local context. Their stories are different from what is
often narrated on the front pages of newspapers and on television news; indeed,
the media is often guilty of causing misinformation among the population by
confusing the protagonists of the current migration routes with the immigrant
population. The latter are either people who have obtained Italian citizenship, are
citizens of another European Union country (or are signatories of the Treaty of
Free Movement), have received asylum status for humanitarian reasons, or have
obtained a residence permit for an indefinite period of time.

Among this group are people from the Republic of Ghana who, due to their
large presence, are ranked as the 21* most frequent immigrant population in
Italy, and it these subjects that the present research shall focus on. This scale of
immigration is not unexpected in a context such as that of Italy which has been
witnessing, for over thirty years, many migratory processes that have resulted in
123 different nationalities settled across its territory. The presence of Ghanaians
has been numerically important and stable since the 1980s, despite a progressive
decrease in recent years, as shown by statistical data.! Initially, migration mainly
involved the breadwinners; now, families have been reunited owing to the residency

! As of 1* January 2011, the number of Ghanaians residing in the province of Bergamo was
1,935—a 14.6% decrease compared to the previous year; while in the province of Brescia,
there were 5,804 (3.4% of all resident foreigners in Brescia). As of 1* January 2019, among
5,255,503 resident foreign citizens in Italy, 11.7% of these lived in Lombardy. Among the
51,382 Ghanaians residing in Italy, 10,909 live in the Lombardy provinces of Brescia and
Bergamo (3,533 and 1,574 respectively) (Caritas, Migrantes, 2011; Caritas, Migrantes, 2019).
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permits they obtained for family reunification. However, in order to understand
the migrant person, we cannot limit ourselves to statistic and demographic
considerations, especially since, as Tobie Nathan underlines, “the foreigner, even
the neediest one, is rich in languages, smells, feelings that he brings with him, he
is rich in explanations, creatures, objects of which he becomes, through the magic
of the journey, their representative among us, his hosts” (2003, p. 46).

For this reason, and with the intention of narrating the life stories of the
parents involved in the study, we adopted the autobiographical method in order to
investigate the classic pedagogical categories through the axiological, relational,
communitarian, and reflexive dimensions. The life stories collected through semi-
structured biographical interviews are presented here in order to share, among
other different pedagogical categories, the significant role of dialogue in the
negotiation between the relationship with the self and the other and the need for
educational spaces where parents can converse and share their experiences.

Listening to Oneself

If the migratory experience manifests itself often exclusively through the
quantification and instrumentalisation of numbers, the narrative method becomes
an important tool for the emergence of men and women’s past experiences,
thoughts, and perspectives that may often otherwise remain hidden by the
statistics. Frequently, the foreign-born parent experiences, within the host country
context, a feeling of estrangement, insecurity, discomfort, inferiority, and often
even scarce social visibility. These feelings are worsened when the individuals
are called into question by a society that fails to perceive them as guardians of
a story. Thus, the subjects must, first of all and regardless of their past experiences,
recognise themselves as the carriers of a generative and performative narrative to
which they are called to bear witness. Indeed, the subject is first and foremost the
bearer of a family history, but also a personal one. His or her identity is multiple
and is therefore manifested in light of their family, social, and narrative identity.
From an educational-pedagogical point of view, the family presents itself as
a narrative relational system. It is a generator of meanings, operating methods,
and traditions. Thus, the family culture and memory are also elaborated by virtue
of the exchanges interwoven with the surrounding environment, which occur in
a determined space and time and have characteristics that cannot be homologated
or generalised. In particular, the family narrative follows a precise rhythm
whereby the past becomes present and manifests itself while also becoming the
future, thus generating an opportunity for planning (Pati, 2017). The narration
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of family history and culture is therefore indispensable for the construction of
a personal identity and for the development of the subjective feeling of belonging
to a shared symbolic universe. It is only through these experiences that the parent
can become a narrating subject in society.

The narration generally defined as a story, a semiotic linguistic presentation
of at least two successive states of things, events, or actions, in truth should not
be strictly intended as a mere flow of written or spoken words. On the contrary,
we must be aware of the strong pedagogical and educational value that the
narrative methodology can assume.

In the specific case of human sciences (philosophy and pedagogy included),
“the autobiographical narration takes on the role of a true methodology that starts
from a self-orientative and educational itinerary and that allows you to work on
your own experiences until you reach the strengthening of your identity, which,
in turn and by combining past, present and future, opens itself up to new projects”
(De Carlo, 2010, p. 15). In order to recognise and own our memories, it is necessary
to be able to assign appropriate names to things, people, and feelings. The parents
must be able to divide their personal story into progressive steps, highlighting
and marking those facts and events that represented emblematic moments for
them: it is these contingencies that generate a narrative passage for life. Only by
reflecting on their own story and becoming able to narrate it do people become
their bearers. In this way, the story can then also be shared with the community
and, in a perspective of continuity with the present research, with other parents.

In particular, the person who is able to reflect is often unaware of the attention
they are paying towards this learning process. This implies that the person shall
change in consideration of the reflectiveness that learning requires. Indeed, it
is only through critical reflectiveness that transformative learning can occur.
Although it is often difficult to assign a name and concretely identify what has
been learnt through the life experience of being a foreign-born parent and thus
having lived the migration experience, changes can be perceived and recognised.

However, this recognition must not be limited to the individual level; it should
also be expanded to society. Thus, it is fundamental that those who welcome this
change possess a welcoming attitude and, above all, are willing to listen.

Through the dialogic relationship, in which the listener and the narrator share
aplaceandatime of collaborativelisteningand become their ownlearning resource,
the narrator may be able to re-elaborate their own personal experience, starting
with self-reflection. In addition, dialogue can provide the same opportunity to the
listener, who may experience self-reflection through the narrator’s story. The re-
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interpretation of the essential experience and the possibility to share it with others
prelude to and require an attentive and active listening (Kanizsa, 1993).

In pedagogy, active listening is indeed an effective way in which the subject
can show respect towards another person while also validating their opinion
without ensuing futile discussions (Elia, 2015, p. 297). Active listening is
a fundamental characteristic of ecological communication itself, since to be
ecological in communication means to be in contact and in tune with three
factors: the sender of the message, the receiver, and the context. In ecology,
there is a concurrent interaction between different complex organisms and the
environment, which must be preserved. Therefore, transferring these principles
to the field of communication means activating group behaviours that provide for
the free exposition of one’s own ideas in harmony with the group and its global
project (Liss, 2013).

Consequently, dialogue is not a mere conversation and not even a necessary
exchange of information. Dialogue is guided by the subject with the aim of
revealing to their interlocutors new information about themselves. Therefore,
we must adopt an attitude of availability towards the other, which ensures that
“understanding is not categorising the experience of the other into our own, but
rather opening our personality to understanding the problems of others: this
principle [...] teaches us that even during listening, the ethical need for availability
is essential” (Bertin, 1962, p. 74).

In this regard, it is clear how the narrator entrusts their experience, their values,
and all the encounters and events that have studded their personal experience
to the other. Such non-judgmental listening requires a self-referential attention
to the thoughts, feelings, and emotions aroused by the story and the consequent
willingness to decentralise one’s own point of view.

The act of respecting another individual calls for the recognition of differences
and the awareness that each one “must be respected by virtue of their equal dignity
in an attempt to enhance the diversities that qualify and identify them, in terms of
unrepeatable uniqueness” (Butturini, 1996, 34).

Asaconsequence, itis notappropriate to channel all the stories in a generalisation
process, especially given the uniqueness of the subject. This means that, in order to
welcome the other, one must accept their way of acting and expressing themselves,
as well as the ways in which they both communicate and interact with each other.
Only by adopting this attitude does the role of dialogue become generative and
a concrete opportunity to help the continuous negotiation process, which is
generated by the relationship between the self and the other, both bearers of stories.
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Parents, foreign- or native-born, must therefore be helped in acquiring
a position of openness and acceptance towards the challenge that daily interactions
present to them. In any case, this is a challenge that questions the meaning of
being a parent today, even more so for foreign-born parents. In this regard, it is
important that the parent called into question by the change must have knowledge
of their own parental experience and of what this implies psychologically and
concretely. Indeed, it is this condition only that can define the dynamism of their
role.

In light of these considerations and from a research perspective, the following
interesting questions were asked to the Ghanaian parents participating in the
study: From your point of view, are there different ways of being a mother/father in
Ghana? What are the traits of being a parent in Ghana that you would like to bring
to Italy? If you were to give some advice to an Italian parent, what would that be?*

Thus, even though dialogue possesses a transformative power, we believe that
the words uttered by these parents should not be limited to the present research,
but rather should be shared with as many people as possible.

For this reason, in the present work we have hypothesised the need to build
spaces for dialogue and narration between native- and foreign-born parents so as
to provide them with contexts of exchange and education.

Spaces of Dialogue for Parents

The solipsistic and solitary tendency of our cultural age, as well as that of many
families, tends to hinder relationships. However, in order for everyone to
experience a real opportunity for non-judgmental discussion, this perspective
must be abandoned. In this sense, we emphasised how fundamental a fearless
attitude is, because “the sense of security or fear towards the other are the
expression of the trust a community has in itself. If the community believes in
its ability to integrate other individuals within itself, then we have an attitude of
openness towards the foreigner and we do not fear their culture” (Cotesta, 2002,
p. 5). Thus, it is vital that the parents’ everyday actions tend towards a logic of
globalisation, which includes rights and duties. This is indeed challenging because
“the planetary dimension of citizenship cannot progress without a commitment
to thoughts, decisions, and education” (Cambi, 2006, p. 82). In addition, this
shows how the identity of a community is increasingly complex and complicated,

% The questions were formulated according to the Ghanaian parents’ level of proficiency
in Italian. The translation reflects the edited wording.
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enhanced by the multicultural multitude that today animates the places in which
we live.

The relationship itself is “a place of mutual learning when one experiences
common humanity” (Bellingreri, 2019, p. 56). On the other hand, we are aware
that meeting and mediation spaces do not exist by nature, but on the contrary, they
must be sought, desired, created, and defended. These are paths that in a conscious
and intentional way need choices and institution; otherwise, the risk is to fall
into indifference, into superficial relationships that hinder free expression when
instead the encounter with the other can become an experience of recognition.

In this regard, the answers given by the Ghanaian parents are interesting, in
particular when they were asked to give advice to the native-born parents. Their
answers were compelling and emblematic even though they were not actually
instanced directly to the native-born parents. In addition, they can become
interesting topics for pedagogical research since they provide reflection and change.

Among some of the themes that emerged from the Ghanaian parents” advice
is the one of authority, in reference to which a father suggested “that you don’t
need to be as strict as we are in Ghana, but at the same time you shouldn’t give
the children too much freedom. You should teach them a good education and one
that is needed in life” However, it is difficult to speak of parental authority since
every family is a context of production of normativity (Favretto, 1994, pp. 59-83);
in particular, according to the perspective of legal pluralism, the right associated
with being a member of a family arises from the structure of the family group
itself and from the need to determine rules in daily life. In any case, the attempt to
define the normativity existing in each family nucleus and thus embodied by the
parents themselves could lead, in light of the diverse opinions and life stories, to
changing, distorting, or confirming one’s own actions in this regard.

A further reflection stems from another father, who stated that in his opinion
“there is a different way, in Italy or even in other European countries in general,
I see children have a lot of freedom, but with some things we must remind the
children that they are ignorant and therefore it is necessary to educate them.
They are given too much freedom, in my opinion you can’t give them too much
freedom. When it comes to some things it is necessary to recognise that they are still
children” This could help native-born parents to reflect on the theme of freedom,
in full awareness that the parent, through their educational action, plays a key
role in their children’s present. However, at the same time the parents also act in
an attempt to lay the necessary foundations for the realisation of their children’s
future, full of freedom and autonomy.
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Lastly, the matter of culture is also remarkable; this emerges from the words
of a mother who stated that “first of all it is important that they maintain their
culture”. This point can lead to a debate on hot topics such as culture and the
intergenerational transmission of traditions.

There are several studies (R. Kaés et al., 1995) that underline how a person
may be influenced by the place in which they live and the stories that accompany
them; thus, in a hypothetical debate between native- and foreign-born parents
the role that they attribute to their children within the intergenerational bond
framework could emerge as the link that ensures continuity with the country
of origin. However, it could also concurrently stand as the starting point for the
chain of filiation, through which the child forms their identity. It is clear how
in these spaces of dialogue the parents become aware of their way of being, of
how their personal history affects them and how they can achieve awareness of
automated actions through careful planning and purpose. Therefore, only in the
exchange and in the reciprocity endorsed by these places is it possible to achieve
useful results and a productive experience. Every family can be considered as
a microculture (Formenti, 2001, pp. 102-103), of which every parent becomes its
spokesperson.

However, these spaces must be sought after, starting from when the same
sustainable ecologies come into contact with these intertwined stories and
relationships, with culture, ethnicity, and education. Consequently, it is important
that local native contexts promote meeting places for parents—so that the
thoughts of an individual can be shared with others—in full awareness that human
sustainability itself is often associated with the creation of a sufficient hope in
individuals and communities. This, in turn, builds a meaningful dialogue and an
experience of communion through differences that, nevertheless, must be valued.

Conclusion

These considerations stem from the perception of the life stories of the foreign-
born parents involved in the study. These reflections and emotions have led us to
contemplate how research should not stop at the problematisation of pedagogical
categories belonging to family studies, but rather it should focus on the realisation
of these meeting places. These places could be implemented in different contexts
and local services, from the religious community to the school system.

These contexts are places that could also become micro-communities,
which A. Bellingreri (2010, p. 204) defines as “empathic”, meant as a “welcoming
autonomy’, from an ethical perspective that “consists in a common search for
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truth and in mutual recognition of objective goods and shared personal values.
Therefore, understood in this way, this secularity presents itself as a universal
human position, which lives and interprets every occasion of confrontation as
a process or situation of co-learning”

From this perspective, the subject as such would live a continuous educational
and formative experience, which would lead them towards a personal and social
exploration of the knowledge of themselves and others. This experience could
be the result of the foreign-born parents’ mutual socialisation, sincere dialogue,
debate with the other—in this case the native-born parents—in a context of
diversity and richness of which each one is the bearer. All this also means that
it will often be necessary to welcome the possible conflict and its generative
value, since it would mean “paying attention to the possibilities for contingent
reorganisation that every relationship offers us. In fact, in every encounter and in
the relationship that sustains it, it is possible to pay attention to the discontinuity
that opens up in every exchange” (Morelli, 2014, p. 17). Indeed, every culture
can give and receive from others precisely because culture itself is not without
contamination, encounters, and relationships, wanted and unwanted. “Every
people has its own culture—wrote Father Lorenzo Milani—and no people has
less than another,” therefore no educating community can take responsibility for
avoiding exchange and encounters with people from different cultures.

Therefore, creating opportunities to meet, prompted by the educational
intention of taking care of and listening to each other in order to learn from the
other, offers parents the opportunity to meet around the educational convergences
that are inherent to being parents, regardless of their origin.

Webelieve thatitis onlyby giving a concrete voice to these parents and accepting
what they can pass on that change can occur today. This change could lead to the
awareness that, as parents and as adults, we must never become entrenched in
our own convictions. Only in this way can we become the increasingly reflective
protagonists of the educating community.
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Introduction

Integrative medicine allows patients to benefit from practices that embrace medical
pluralism. Fostering patient-centered approaches requires pedagogies that are
designed to prepare future healthcare workers by providing curricula that include
traditional world medicines, including their cultural foundations and efficacy.
It also requires practitioners to understand patients’ care-seeking strategies in
the context of medical pluralism. In order to teach students about integrative
medicine as part of the medical anthropology program at Creighton University,
a transformagram pedagogy was developed for the “An Anthropological and
Transformative Approach to Alternative and Complementary Medicine” course
held there. This same pedagogy was then incorporated within the Naturopathic
Practitioners training at the Valais College of Alternative Medicine in Switzerland.
Both courses require students to co-write a transformagram portfolio with
duoethnographic partners.

Transformagram portfolios replace a traditional final paper. They consist of
students answering eight questions inspired from Dr. Arthur Kleinman’s work
on illness narratives (Kleinman, 1988). The questions create reflexivity about
the illness or conflict narrative the student has chosen to develop for their
portfolio. This exercise is combined with a video that describes their illness or
conflict narrative. After writing an illness/conflict narrative that emerges from the
questionnaire, students are then asked to share their illness/conflict narrative with
a partner in the class. This duoethnographic method (Sawyer & Norris, 2013) is
used to increase the reflexivity about the illness and conflict narratives through
sharing and mutual engagement. Duoethnographic partners read each other’s
narratives and provide written feedback. Not only do students engage in writing,
but they make a cartography of resources that can be incorporated into their
healing strategy. Students are also asked to include metaphors and symbols that
help illustrate their illness/conflict narratives with aesthetic representations. They
are also required to integrate references from class readings to further develop
important course themes within their transformagram portfolio. In this way, an
interdisciplinary, social science approach dovetails with an experiential learning
pedagogy. By including aesthetic representations of their conflict/illness, the
Jungian transcendent function is elicited.

The transformagram portfolio is designed to increase both flexibility and
reflexivity, by asking students to imagine and identify complementary and
alternative therapies to incorporate into their care strategy. An integrative medicine
approach allows them to co-construct a holistic healing strategy through action
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Fig. 1. Student’s Transformagram Portfolio artwork. Transition, Timothée Passeraub, 2020.

learning. This problem-solving approach mediates the different practices within
biomedicine and complementary and alternative medicine (CAM). Giving value
to medical pluralism generates constructive social change by sensitizing future
practitioners through experiential learning that invites them to explore holistic
resolution processes.

The evaluation of the effectiveness of this approach is part of the ongoing
pedagogical development process. This narrative recollection proposes
a theoretical reflection based on narrative methods incorporated within
innovative course design. The Creighton University course is in English, whereas
the naturopathic curriculum is offered in French. This requires different course
references that build upon cultural and historical knowledge and practices.
However, the courses dovetail, using the transformational pedagogy as a central
component. The transformagram portfolios generated a reflexive learning space
by inviting students to participate in experiential learning process using auto/
duoethnography. The transformagram portfolios successfully fostered students’
heightened narrative coherence. This coherency stemmed from engaging in
auto/duoethnographic methods that effectively engendered holistic relational



132 INSTED: Interdisciplinary Studies in Education & Society

approaches and an increased sense of well-being in relation to their conflict/
illness narrative.

Designing Transformational Learning Pedagogies

Narrative processes gaverise to course curriculums,incorporating transformational
learning pedagogies. Transformagram pedagogy was inspired by the work “The
Flexibility Hypothesis of Healing” (Hinton & Kirmayer, 2017), which developed
the concept of transformagrams. Transformagrams are understood as pathways to
transformative practices that include psychoanalysis, rituals, and meditation. This
concept is explained using psychiatric terminology:

The schema that represents the transformation could be termed
a “transformagram” The transformational schemas often operate by
first introducing an analogical state or image, and then bringing about
a transformation in the analogue, which influences the afflicted person’s
original mirrored state, what might be called the therapeutic technique
of “mirror-and-shift” The notion of transformagram is broader than that
of metaphor because it may include other forms of trope, imagery, and
embodied or enacted transformation. (Hinton & Kirmayer, 2017, p. 12)

This conceptual framework introduces practices that allow people to enter into
transformational processes that promote resilience and well-being. In the context of
my courses, transformational processes are engendered through transformational
learning pedagogies that I refer to as transformagrams: learning pathways that act
on brain plasticity and foster adaptability. The transformagram portfolio is a way
to engage students in transformative learning processes. Narrative methods like
autoethnography can be used to generate self-transformation as Homing in: An
Adopted Childs Story of Connecting, Reunion and Belonging bespeaks and bears
witness to (Rivia, 2020).

The courses at Creighton University are online courses that require two
textbooks and have numerous articles and documentaries embedded within the
course Canvas. Fundamentals of Complementary, Alternative, and Integrative
Medicine (Micozzi, 2019) provides students with a complete overview of integrative
medicine. It is complemented with an ethnographic account using the lens of
medical anthropology in Romania, The Anthropology of Alternative Medicine
(Ross, 2012). To enrich the online learning experience, learning methods that
involve students in the learning process need to be designed and incorporated
(Velez-Solic, 2015; Yarbrough, 2018). Holism is a guiding concept that is found in
complementary and alternative medicine (Di Stefano, 2006). Pedagogical methods
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that foster holism and interconnected approaches to wellness invite students to
explore emerging paradigms that are inspired by traditional medicines that can
be better understood through medical concepts like psychoneuroimmunology
(Micozzi, 2019). Creighton University is a Jesuit university aligned with Ignatian
principles and pedagogy that underscore the importance of transformational
learning and require courses to meet Magis Core Curriculum objectives® that
develop communication and life skills as well as ethics. Pope Francis® encyclicals
reinforce these principles that call for transformational pedagogies espousing
a vision of a culture of care (Francis, 2015) and a culture of encounter (Francis,
2020).

Giving value to narrative forms of conflict resolution, An Introduction to
Conflict Resolution explains, explains

looking at conflict and its resolution as a history of changing discourses
enables readers to understand the relationship between world events,
meaning systems, and the analytic tools we have for both conflict analysis
and resolution. (Cobb et al. 2019, p. 17).

By using this textbook in my conflict resolution courses, students engage with
course literature that supports their auto/duoethnographic work, aligned with
this narrative conflict resolution orientation.

The Creighton University courses prepare students for future careers as
well as school with studies. The courses offer credits for undergraduates to be
applied to their Bachelor’s degrees. Some students live on campus while others
are part of the program for professional students. Professional students are often
older students that are in continuing education programs. The courses offered
through the Department of Cultural and Social Studies do not qualify students
for professional certification.

Naturopathic Curriculum Design

In contrast, the Naturopathic Certification in Valais was officially recognized in
the new health law in 2021. The law recognizes naturopathic practitioners as health
professionals alongside medical doctors, nurses, and osteopaths. Successfully
completing the course work and federal exams allows students to practice
naturopathy. The students are professionals that are continuing their education

% https://www.creighton.edu/academics/magis-core-curriculum. Magis Core Curriculum
Accessed May 15, 2021.
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to become naturopathic practitioners. This official recognition reinforces the
healthcare network by providing patients with more therapeutic choices. Care-
seeking pathways now include naturopathic therapies. Integrative medicine has
been bolstered by giving value to naturopathy, while encouraging interprofessional
platforms where practitioners are trained to work collaboratively.

Using the federal requirements as a reference for curriculum development,
I was asked to create and teach modules within the Valais College of Alternative
Medicine beginning in 2019. Having already created similar courses for Creighton
University, I had the necessary background to conceptualize the naturopathic
courses. I developed courses using references from medical anthropology, social
psychology, mediation, and narrative therapy. Social constructionist approaches
were presented in the context of integrative medicine. Creating dialogical space
and giving value to generative practices dovetails with the holistic approach in
naturopathic medicine:

Naturopathic medicine is a distinct system of health-oriented medicine
that stresses promotion of health, prevention of disease, patient education,
and self-responsibility. However, naturopathic medicine symbolizes more
than simply a health care system; it is a way of life and being in the world.
(Micozzi, 2019, p. 302)

Case analysis and management uses a detailed questionnaire that orients the
naturopathic practitioner, treating the whole person. Naturopathy’s professional
posture of doctor as teacher focuses on prevention, wellness, and health promotion.
Naturopaths use methods that recognize the healing power of nature, seeking
first to do no harm. They ask questions that look for the causes of imbalance,
seeking to restore the patient’s balance. Nature cure is used to promote healing by
immersing patients in rejuvenating natural environments. As Micozzi stated, “the
profession moves forward as an integrative, vitalist, broad-scope discipline built
on the foundations of nature cure, in harmony with natural medicines around the
world” (2015, p. 319).

Designing pedagogies that incorporated experiential learning, I created
modules that consisted of PowerPoint presentations with course literature for each
corresponding theme, as well as exercises that were later incorporated within the
Transformagram Portfolio. Each module presented themes that required students
to read and familiarize themselves with chosen articles, participate in class
activities, and then integrate the themes and activities within the transformagram
portfolio. For instance, students used the lens of medical anthropology to explore
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the social and cultural determinants of health. They explored social constructionist
theories that provide a relational framework that gives value to patient-centered
care, using narrative inquiry to co-construct healing strategies. And they
engaged in duoethnography to increase their reflexivity. They also learned about
narrative conflict resolution, gaining the knowledgeability to be able to effectively
collaborate in interdisciplinary approaches within healthcare networks.

The transformagram portfolios proved to be a powerful pedagogical tool,
bearing witness to their transformational process. Reviewing and evaluating
the students’ portfolios allowed me to formally authenticate each student’s
transformative process. The “e-valuation” considered the quality of their
engaged personal evolution, giving value to their individual processes. There was
a formative interview with feedback for each student that was part of the learning
process, modelling narrative therapy.

After completing their transformagram portfolios in the first module, students
progressed to the second module and participated in another course that required
them to keep a journal. To complement their transformational process, Ira
Progoff’s methods were used to guide the journaling process. This method offered
yet another experiential learning opportunity, designed to develop the capacity
to become a reflexive practitioner. Progoff describes progressive deepening as
a psychological procedure, drawing personal lives into focus. But the process has
demonstrated a potential that is seen to have more than psychological significance.
“When our attention is focused inwardly at the depth of our being in the context
of the wholeness of our life, resources for a profound knowledge of life become
accessible to us” (Progoff, 1992 p. 9). Progoff’s method makes it possible to work
within dimensions of spiritual meaning in relation to life history. For many;, it is
a spiritual discipline that fulfills the creative role of awakening, giving new life to
our diverse heritages that can be traced in our individual experiences.

By incorporating transformagram pedagogy and Ira Progoff’s methods,
teaching approaches dovetail with therapy. In this coming together, transformational
learning provides steppingstones to self-transformation. This linkedness can
be understood within the context of mediatorship, an understanding revealed
through my autoethnographic process. Mediatorship is a vessel of transformative
practices that connect, transform, and guide lifelong learners. Self-knowledge is
gained through experiential processes that can in turn be shared and modelled with
future patients. Lifelong learning, healing, and wholeness are intertwined within
the naturopathic pedagogy. The chosen methods work to activate self-healing, just
as natural remedies enhance the body’s own healing capacity and immune system.
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Even more, Progoff’s method invites students to connect with spiritual
dimensions. As many people no longer practice a traditional religion, entering
into one’s inner sanctuary to explore spirituality becomes a lifegiving, emergent
practice. As naturopathy also recognizes the importance of spirituality, a pillar in
Traditional European Medicine, journaling becomes a way to interconnect and
make sense of the dimensions of Self while self-balancing. As Progoft explains,

Beyond the factor of self-balancing, the principle of life integration is then
able to operate on the scale of the full movement of our life history and
reconstellate our life for us in a perspective that neither our conscious mind
nor our imagination could conceive or create. (Progoff, 1992, p. 368)

In this way, mind-body approaches to wholeness effectively seed an ecology of
life where people can creatively shape their well-being and lifework.

The naturopathic course work builds upon literature that supports narrative
methods. Narrative therapy (White & Epston, 2003), Appreciative Inquiry
capitalize this method (Whitney et al, 2019), and relational approaches to
mediation (Charbonneau & Rossi, 2020), as well as Fiutak et al’s arena of mediation
(Fiutak et al., 2019) are fundamental references orienting the Naturopathic
training and professional positionality that focuses on process. Accompanying
patients, walking with them and co-constructing healing strategies, is equally
important (Watkins, 2015).

Performative examinations include role-playing, where students develop
a holistic questionnaire in reference to a designated vignette. In an initial
presentation, students play the role of a naturopath questioning a patient to
demonstrate their ability to conduct a holistic interview. Classmates observe and
ask questions following presentations. In a second performance, groups are given
avignette and are asked to work together to develop an interdisciplinary approach
to complex cases that require mediation and interprofessional collaboration. The
performative examinations offer a teaching space for the entire class to benefit
from as they witness the holistic interviews.

At the end of the module, students are invited to the mountains to celebrate their
transformative process in a natural environment that resonates with the philosophy
of nature cure. In a final presentation, they present their process that arose from their
journaling and also bear witness to their classmates’ becomingness. This appreciative
approach to each student’s personal evolution contributes to their transformational
process, placing importance on accompaniment. Hiking, walking in cold mountain
streams (a form of hydrotherapy), and picnicking make up the day’s activities.
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Cultivating a Holistic Paradigm

Holistichealingapproachesrecognizehowwell-beingisinterconnected toaperson’s
natural environment. Insights related to environmental issues are integrated into
this systemic approach to well-being. Traditional European Medicine can be
traced back to the writings of Saint Hildegard von Bingen, a Benedictine nun who
lived in the 1200s in the Rhine River Valley region. The pillars of her premodern
medicine provide important foundations for naturopathic medicine. Her vision
was holistic, as encapsulated by the title of Sweet’s (2006) anthropological analysis
of her life work, Rooted in the Earth, Rooted in the Sky. She used the term viriditas
to describe the greening power of God, an understanding of generative processes
that she observed in nature. Her book Causes and Cures presented the root causes
of diseases as well as beneficial remedies using a premodern lens of understanding.
Her visions, writings, and teachings recognized the importance of the natural
environment and balance.

For Hildegard, the life of the body was related to viriditas and was described
in her writings as a vital generative force. The word had its origins in growing
vegetation or verdure. Viriditas meant the acting of God in nature (Sweet, 2010,
p. 135). She also referred to viriditas as “a quality or substance in plants that
amplified their medicinal and pharmacological effects” (Sweet, 2010, p. 136). This
life-force or power is a fundamental concept in Traditional European Medicine.

The transformagram portfolio is a generative pedagogy that is aligned with the
teachings and practices of Saint Hildegard von Bingen, as it enkindles a holistic and
coherent vision of well-being, using both autoethnographic and duoethnographic
methods to amplify the life-force. Traditional medicines provide a cosmological
framework incorporating historical, cultural, and religious references, in an
integral approach.

Conflict resolution practices are also an integral component of a culture of
care and a culture of encounter, interconnecting transformational processes that
incorporate an understanding of mediation as linkedness (Riva, 2019a). Moreover,
the resolution process traverses narrative accounts of illness and conflict, guiding
narrative coherence.

In an archetypical search for my origins, the importance of intergenerational
relationships and transgenerational patterns comes to the forefront in a vision
of interconnectedness and belonging on Earth. New words like Earthship and
mediatorship are vessels or word containers that can transport and transform.
Living in/on Earthship suggests not only stewardship and sustainability, but a new
relational approach to belonging on Earth.
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Engaging in narratives of belonging in/on Earthship transforms perceptions,
allowing us to behold our life-0-grams that become transformagrams. Narrative
and relational approaches allow us to explore more life-giving ways of living in/on
Earthship. “As we behold, we actively transform the image” (Riva, 2020a, p. 435).

Mediatorship, in this context, is a vessel of exploration designed to transport
students as they engage in reflexive and transformative practices that are mediated
through experiential learning pedagogies. Mediatorship is multidimensional,
linking conceptsand practices throughstorystrandsthatenkindleinterconnectivity
by engaging in narrative practice. Mediatorship seems to activate the homing in
mechanism that can be understood as an inner compass capable of taking us to
more desirable life-worlds through the resolution process.

Concepts including the mind-body connection, the social and cultural
determinants of health, as well as the new epigenetic paradigm are integrated
into the literature that allows students to develop themes in relation to their
conflict/illness narratives. Sustainability and stewardship are fostered by building
upon meaningful dialogues about individual well-being and how this is related
to planetary wellness. Hopeful, healthy futures are enkindled by using future-
forming approaches that allow for the mediation of biomedicine and more
traditional medical paradigms. Integrative medicine arises from this mediation
process, which doesn’t seek to oppose world views but invites each student to
contemplate and map their healing and resolution strategies.

Homing In on Narrative Methods

Courses teaching integrative medicine, naturopathy, and conflict resolution
were conceptualized, emerging from the knowledgeability gained through the
autoethnographic process. Concepts emerged providing an interconnected vision
and framework that links illness and conflict narratives to holistic approaches to
healing, englobing conflict resolution. Integrative medicine is a holistic approach
that brings together health, well-being, and lifestyle approaches to self-care, and
concepts including the importance of balance and harmonious relationships.
Important relational insights arose from narrative analysis, first in my
research on mediation case studies (Riva-Mossman, 2009), and later in my
autoethnographic work and teaching (Riva, 2019b) (Riva, 2020a). Narrative
coherency was also enhanced by creating a website’ with blog entries for each
chapter, as well as participating in the Curare Corona Diaries Project, following

* http://www.susanmossmanrivawrites.com
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my book’s publication.* Narrative integration is about making sense of our lives by
developing autonoetic consciousness. “This mapping process may be at the heart
of autobiographical narrative and the way the mind attempts to achieve a sense
of coherence among its various states: trying to make sense of the self in the past,
the present, and the anticipated future” (Siegel, 2020, p. 455). In this way, narrative
and neural integration are fostered leading to a heightened sense of belonging.

The homing in mechanism, which adopted children who reunite with their
birth parents tap into, can be enkindled in all pathfinders. Autoethnographers
connect to forms of living wisdom that provide insights, guiding writers through
landscapes of meaning. Narratives are stitched into cultural ways of seeing,
knowing, and being (O’Grady et al., 2018). Through my own autoethnographic
process, I developed concepts that allowed me to formulate a template for
a teaching story, placing Gnothi Seuthon, or the Greek tradition of self-knowledge,
at the center of my endeavor.

Kinning (Howell, 2007), or making family, is a skill that links us together,
connecting us to our kin as well as our bioregions. The Earth is holding us
together in a planetary embrace. My storyline transported me from storying
kinship to belonging on Earthship. Stories that can move humanity towards
a sustainable cultural shift can be developed by adopting new ways of teaching.
Lifelong learning can incorporate experiential pedagogies to enhance social
transformation processes, recognizing the potential of both narrative inquiry and
pilgrimage that connect the inner and outer journey.

Connecting to our inner compass allows us to set a course, using authorship
and scholarship. As aforementioned, the Greek tradition, Gnothi Seauton (“know
thyself”) is based on the cultivation of self-knowledge. Storying becomes a guiding
as well as emancipatory process as reflexive space is engendered. Our conflict and
illness narratives, when analyzed, give us insight into our becomingness when
our life stories are understood as unfinished works of art (Biehl & Locke, 2017).
Writing to change the world is yet another dimension of activism, when the pen is
used to narrate more viable life-worlds (Pipher, 2006).

“Narrative inquirers attend both to personal conditions and, simultaneously,
to social conditions” (Clandinin, 2013, p. 40). Autoethnography is an experiential
process, enkindling insights that can blossom into theoretical concepts and
frameworks. Indeed,

* https://boasblogs.org/curarecoronadiaries/living-in-a-chalet-in-the-alps-makes-hunke-
ring-down-liveable/. Curare Corona Diary. Accessed May 15, 2020.
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The goal of autoethnographic projects is to embrace the vulnerability of
asking and answering questions about experience so that we as researchers,
as well as our participants and readers, might understand these experiences
and emotions they generate. (Adams et al., 2015 p. 39)

Exploring Generativity

In the case of Carl G. Jung, writing and illustrating The Red Book (Jung, 2009) gave
rise to his psychoanalytical teachings. While writing my story mandala, concepts
emerged through revelations, giving form to a teaching story. Not only did
a referential backdrop emerge from the writing process, but so did an assuredness
that autoethnography is a powerful teaching tool. Re-membering, or connecting
memories with stories, captured events that held kernels of wisdom. Authorship
allowed the unfolding storyline to reveal the quintessence of each story kernel.

Relationships are understood to be created, questioned, and transformed in
the telling and performance of stories, making autoethnography a powerful tool.
“Believing in the power of storytelling as a way to describe and critique culture is
a central part of the argument of ‘Lost and Found™ (Adams et al., 2015, p. 109).
Having lost my birth family at birth, and found them as an adult, my story resonates
with this interpretation of autoethnography. I engaged in autoethnography not
only to transform my relationships, but to critique society. Perceptions were
transformed through the ongoing meaning-making process that allowed for new
pathways or flyways to come into sight (Cobb, 2013). The invention of words
created new possibilities, adding to the generative process. In this way, language
fostered more integrated ways of being in the world. (Siegel, 2020 p. 500).

Exploring narrative methods and sharing my autoethnographic oeuvre led me
to find Ira Progoff’s methods. He was a student of Jung that developed the intensive
journal process after spending time at The Bolligen Tower, Jung’s castle on Lake
Zurich. Progoft’s approach to self-transformation is based on mini-processes or
cycles of unfolding generated through journaling:

This is the elan vital of our inner self. It is being reawakened and reenergized
and given a personal frame of reference that will enable it to do its work and
find its unique meaning for each of us in the context of our life history as
we live it in the midst of the world. (Progoft 1992, p. 32)

Progressive deepening, connecting one to the sources of life, was taught
within Progoff’s intensive journal workshops decades before Jung’s Red Book was
published. When Jung’s Red Book was finally allowed to be published by his family,
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it revealed the process that took Jung to his own inner wells of wisdom. Progoft’s
pilgrimage to Switzerland allowed him to tap into Jung’s life work, explicating the
reflexive process with his own words and methods.

While developing the transformagram portfolio pedagogy, these connections
became apparent. Understanding the relationships that existed between Jung’s
individuation process and Progoft’s journaling method furthered my conviction
thatautoethnography can be used to generate individual and social transformation.
Progoff’s journaling method was integrated, providing a pedagogical cornerstone
for preparing students to become naturopathic practitioners. The journaling
method offers a dialogical space to explore dreams, dialogues, events, and
important steppingstones. Making sense of these different aspects is part of
a guiding process that activates the students’ ability to home in to their inner
compass. “Creative persons who reach out for the deeper mystery of reality in the
midst of materialism are also expressing their seed nature” (Progoff, 1992, p. 59).
Individual interviews bore witness to students’ developmental process during the
journaling period, reinforcing their meaning-making process and clarifying their
insights.

In this creative dialogical space, writing like researching becomes a future-
forming endeavor, “a more pronounced step toward developing future-altering
research is represented by a disparate range of researchers trying to build or create
‘new forms of life” (Gergen, 2015, p. 10). A relational approach within a social
constructionist referential framework provides a backdrop for understanding
transformative social processes as well as the methods that can enact change
(McNamee & Hosking, 2012). In this meaning-making space, life-o-grams or
aesthetic life histories become transformagrams or transfigured life trajectories.

The hero’s journey that Joseph Campbell (Campbell, 1986) illustrated in his
writings is a metaphor for the transformational process. As we quest, researching
and seeking new more viable ways of going on together, we look for pathways
using a stepwise approach, walking together on the road towards “the good life”
Conflict and illness narratives (Kleinman, 1988) (Riva, 2020a) can be understood
as the “Holy G-rail Way;” with “rail-way” incorporated within the word “G-rail,”
guiding social transformation as we walk through our narratives, exploring the
meaning that each segment of the journey presents.

The “Holy Grail Way” or “G-rail-Way” is yet another concept that emerged
from my autoethnographic process as a vehicle for transformation. I describe the
Holy Grail as the sacred container of our conflict and illness narratives. When
we enter into the writing process, an opening is created that allows us to walk
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through our stories, towards liberation. The walkthrough leads us through
the “door of mercy” transformed, an insight gleaned from my book and personal
experience. In this way, autoethnographic practice gave rise to concepts and
teaching methods, providing a teaching template.

Journeymanship becomes a pilgrimage from brokenness to linkedness when
lifelong learning pedagogies incorporate transformational learning.

One premise is necessary: The hero is obliged to leave his/her familiar world
and needs to cross a different world, and once transformed, the hero goes
back enriched to give back to the world his/her new self. The hero’s outer
journey reflects the inner and psychological journey. The transformation
is about consciousness, which requires being, thinking and acting in
a different way. Campbell (1988) defined the journey’s steps as a “wake up
call” (Inglese, 2018, p. 347)

Oftentimes, the pilgrim returns from the journey with a strong desire to share
the boon.

Engaging in Learning Communities

Reading and writing our lives unites us in a communiverse' engendering the
relational mind within experiential learning spaces that develop reflexivity as
we awaken to the call. Designing pedagogy that fosters relational being contributes
to individual and societal transformation (Gergen, 2009). Learning communities
are places where teachers and learners encounter each other within innovative
learning landscapes. “Communities of practice create value by stewarding highly
prized knowledge resources,” opined Wenger et al. (2002, p. 166).

Lifelong learning is also a form of lifescaping (Rolla et al. 2017). Higher
education allows learners to participate in the greening of their innate potential
by tapping into viriditas. This greening power of learning is a generative force.
New landscapes of meaning open lifelong learners to the possibility of socially
constructing the real and the good. “Contemporary constructionism has
multiple roots. They grow from a variety of different dialogues that span the
humanities and the sciences” (Gergen & Gergen, 2003 p. 2). As we engage in this
emancipatory process, manumitting, or writing to set ourselves free, we redesign
our life trajectories. Social constructionist approaches give value not only to
generative practices but to relational practices. “The important aspects of women’s

! Dr. Kenneth Gergen introduced this term during a Taos Institute Zoom conference in
Spring 2020.
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autobiographies depend heavily on their affiliative relationships with others”
(Gergen & Gergen, 2003, p. 75). Exploring relational connections has been
an enriching part of my own process. I have sought to transmit these insights
through teaching and curriculum development, continually making affiliative
relations between my personal experience and dialogues with students, scholar
practitioners, and scholarly works. This transformative perspective has been
applied in lifelong learning, giving value to life history (Formenti & West, 2018).

Shaping a New Story Through Activism

Activism is often necessary to generate social change. Narrative research
offers insights that can be used to better understand how women sustain their
lifetime activism, eliciting social change. “In each of the narratives we observed
how the women became increasingly involved in specific movements to create
social change in their communities” (Dutt & Grabe 2014, p. 118). Agency can
be showcased through narrative inquiry that investigates activism, and how it is
maintained throughout the life course.

Students need teachers to embody and bear witness to practices that embody
activism. Action teaching methods both reflect and uphold new practices.
Learning can be enhanced by using Vygotsky’s instructional scaffolding as
well as the zone of proximal development as teaching methods (Vygotsky,
1981). Knowledgeability links knowledge with skills. Experience gleaned from
scholar practitioners is mediated and incorporated in learning environments by
exemplifying ‘linkedness’ (Riva, 2019a).

When the ability to make connections is modelled, burgeoning narrative
concrescence engenders a form of narrative consciousness (Rankin, 2002).
Through the processual nature of narrative, we bring unity to life, connecting the
past and deciphering meaning, so that we can find promising practice pathways
and lifeways. The writing process connects theory with practice, allowing
autoethnographers to attain a more coherent way of being in the world.

Thomas Berry calls for a new story, a cosmology that incorporates scientific
knowledge as well as stories inspired from world religions. “Our story not only
interprets the past, it guides and inspires the future” (Berry, 2015, p. xi). He believes it
is all a question of story. Pointing to the current planetary situation and the reality of
anthropocene, or the sixth phase of extinction, he evokes the power of dreaming: “The
historical mission of our times is to reinvent the human—at the species level, with
critical reflection, within the community of life-systems, in a time-developmental
context, by means of story and shared dream experience” (Berry, 1999, p. 159).



144 INSTED: Interdisciplinary Studies in Education & Society

To initiate a transnational “ecological conversation,” humanity is called
to participate in a cultural shift for the sake of future generations. Auto/
duoethnography can engender connections by activating the remembering
process that fosters mindsight, strengthening our connections with people and
the planet while widening our circles of care and concern (Siegel, 2020, p. 487).

Autoethnography comprises an activist undertaking performance writing
to change history in the face of anthropocene, “These documents will become
testimonies to the ability of the human being to endure, to prevail, and to triumph
over the structural forces that threaten at any moment to annihilate all of us”
(Denzin 2014, p. 68). An ecology of life and learning calls us to engage in new
forms of activism to transform discourses and storylines. Action teaching methods
like auto/duoethnography are methods of resistance, inviting us to imagine and
story hopeful, healthy futures.

Seeding an Ecology of Life

In conclusion, transformational learning pedagogies provide a promising
opportunity for seeding an ecology of life. I have presented a story mandala that
weaves together my autoethnographic experience with curriculum development.
Homing in allowed me to conceptualize transformative learning pedagogies,
tracing a pathway to transfiguration. Students were invited to enter into landscapes
of potentiality, engaging in auto/duoethnographic practices that fostered their
becomingness. Narrative coherency was expressed in their written conclusions, as
well as in interviews that were part of the evaluative process.

Within the course design, course literature supports learners’ processes by
providing a referential framework in relation to the subject matter. This theoretical
mandala incorporates medical anthropology, social psychology, and narrative
practices with a social constructionist lens. Illness and conflict narratives provide
a blueprint for narrative inquiry. Narrative conflict resolution and therapy are
interwoven into the different curriculums to increase connectivity and linkedness.
This alignment allowed for increased coherency.

Mediatorship provides a vessel of transformational learning for complementary
and alternative medicine, naturopathy, and conflict resolution studies. This vessel
contains, connects, guides, and transforms through narrative practice pathways.
Writing to transform relations, life-o-grams become transformagrams, building upon
transformational pedagogies. A holistic paradigm emerges from journeymanship,
avoyage towards narrative coherence and interconnectivity. Beatified story mandalas
weave together story strands in an aesthetic form of narrative concrescence.



Susan Mossman Riva 145

Wholeness and balance are fundamental concepts in traditional medicine
practices. This perception of wellness is rooted in Traditional European Medicine
thatis currently practiced as naturopathy. Complementaryand alternative medicine
provide healthcare practices that are increasingly sought after by patients. Patients’
care-seeking strategies represent a shift towards medical pluralism, as more and
more people give value to integrative medicine that incorporates a holistic vision.

To effectively teach these holistic practices, pedagogies that amplify the
life-giving and transformative components that foster well-being are essential.
Interdisciplinary approaches incorporating experiential learning have been
shown to support students’ transformative processes. Transformagram portfolios
and journaling can be used to generate a constructive social transformation and
a cultural shift through a renewed vision of lifelong learning. It has been illustrated
that narrative concrescence and heightened narrative coherency were experienced
and witnessed by engaging in narrative methods and processes incorporated into
transformational learning pedagogies.

I have storied the conceptual process that arose from autoethnographic
practice, supported by a methodological template, as well as a theoretical
framework. My experience suggests that narrative methods can contribute to
human flourishing and new human-earth relations by engendering and shaping
generative stories that seed planetary liveability in the context of higher education.
This story mandala explores a pedagogical process based on reflexivity through
storytelling, opening dialogical space to further theoretical conversations.
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W opublikowanej w 2020 roku monografii Roman Schulz zawart synteze swoich
wieloletnich dociekan w dziedzinie pedagogiki ogdlnej. Syntezie tej nadat nowe
zwienczenie terminologiczne - ,edusfera”. Terminowi temu przypisal funkcje
»spoiwa” (s.69) konsolidujacego zatomizowane subdyscypliny pedagogiczne, ktdore
coraz bardziej wyobcowuja si¢ z praktycznej dzialalnosci edukacyjnej. Pomyst
zwigzania jedng klamrg niejednorodnych uje¢ praktycznych i teoretycznych
wspolczesnej edukacji zrodzit sie z nastawienia systemologicznego, ktore od
samego poczatku wyraznie uobecnia si¢ w publikacjach autora (np. Schulz, 1992).

Systemologia nie jest bynajmniej nieznana w pedagogice polskiej, ale nie
cieszy si¢ szczegélna popularnoscia. Mimo ze ,pedagogika cybernetyczna”
nie nalezala ani nie nalezy do dominujacego nurtu refleksji pedagogicznej, od
czasu do czasu przezywa okres ozywienia. Za jeden z takich okreséw mozna
uzna¢ ostatnia dekade minionego stulecia. Oprocz Schulza pisala o niej
Krystyna Duraj-Nowakowa (1992; 1997). Kolejne ozywienie zainteresowania
systemologia w pedagogice polskiej przypadlo na przetom pierwszej i drugiej
dekady nowego milenium. Woéwczas dokonala si¢ recepcja teorii systemoéw
autopojetycznych niemieckiego socjologa Niklasa Luhmanna. Michal Glazewski
(2010, s. 9) zakwalifikowal Luhmannowska koncepcje do drugiej generacji mysli
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cybernetycznej. Jej podstawa byla multidyscyplinarna teoria systemoéw. Poza
granicami naszego kraju méwi sie juz o trzeciej generacji, ktérej punkt wyjscia
wyznacza ogdlna teoria zlozonosci (Anhalt, 2012; Rucker, 2014; Benner, 2017).
Z pewnoscia za niedltugo bedziemy wiecej wiedzie¢ o tym nowym podejsciu do
zjawisk edukacyjnych.

Gdyby chciano przyporzadkowaé sposéb uprawiania przez Schulza
refleksji systemologicznej do ktorej$ ze wskazanych powyzej generacji myslenia
cybernetycznego, to lokuje si¢ on najblizej pierwszej z nich. Paradoksalnie
w tym przyporzadkowaniu kryje si¢ najwiekszy benefit. Podczas gdy podstawy
teoretyczne drugiej i trzeciej generacji leza daleko poza domeng pedagogiki,
w pierwszej 6w zwiazek jest znacznie blizszy i wyraznie rozpoznawalny. Dzieki
temu autor mogl pominaé w swojej koncepcji kategorie obce pedagogice, np.
socjologiczne, i skoncentrowac si¢ na wspomnianym powyzej pojeciu edusfery.
Pojecie to w pewnym sensie przetestowal juz we wczesniejszej swojej publikacji
jako termin scalajacy réznorodne aspekty edukacji i ich powigzania wewnetrzne
i zewnetrzne (Schulz, 2018). Warte podkreslenia jest to, ze zakresu edusfery
nie nalezy utozsamiac z systemem edukacji. Zakres ten wykracza daleko poza
obiegowe rozumienie tego ostatniego i obejmuje zagadnienia nalezace zaréwno
do praktycznej, jak i teoretycznej strony dziatania pedagogicznego.

Recenzowana ksigzka sklada sie¢ ze slowa wstepnego i szesciu rozdziatow,
ktore da si¢ zgrupowaé w dwie cze$ci. W pierwszej autor zawarl opis spolecznej
instytucji wychowania. Nalezy dopowiedzie¢, ze instytucja spoteczng sa wedlug
Schulza ,,kulturowe reakcje zbiorowosci na problemy wynikajace z faktu istnienia
i rozwoju spolecznosci ludzkich w okreslonych warunkach srodowiskowych”
(1992, 5.9). W odniesieniu do edusfery oznacza to z jednej strony, ze wychowanie
nalezy do podstawowych potrzeb czltowieka, a z drugiej, ze skladaja sig
na nie wzorce (organizacje) dzialania edukacyjnego, ktére wykrystalizowaly
siec w zbiorowosci ludzkiej jako odpowiedZ na potrzebe wychowania. Schulz
wyodrebnia cztery kulturowe zrddla (,,nadsystemy”) edusfery. Sq nimi: (1) opieka
rodzicielska, (2) reprodukcja kulturowa, (3) homogeneza rozumiana jako rozwdj
osobniczy czlowieka i (4) $wiat pracy ludzkiej. Determinuja one miejsce i role
»edukacji w kulturze” (s. 10).

Rozdzialy od drugiego do szdstego naleza do drugiej czesci omawianej
publikacji. Autor zawart w nich charakterystyke edusfery jako struktury
socjokulturowej, na ktéra sktada sie pie¢ obszaréw: (1) kultura materialna (rozdziat
2), (2) kultura spoteczna, czyli socjosfera (rozdzial 3), (3) kultura dziataniowa,
czyli agosfera (rozdziat 4), (4) kultura symboliczna, czyli semiosfera (rozdziat
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5) i (5) kultura duchowa, czyli logosfera (rozdzial 6). Niewatpliwie miedzy
wymienionymi obszarami edusfery, zwlaszcza miedzy semiosfera a logosfera,
nie ma oczywistych i stalych granic. Wprost przeciwnie, zaproponowane przez
Schulza przyporzadkowanie cechuje si¢ sporg dozg arbitralno$ci. Niemniej jednak
za warto$ciowy nalezy uzna¢ zamyst systemowego uporzadkowania edusfery
ze wzgledu na specyficzny charakter nalezacych do niej zjawisk edukacyjnych.
Kazdy z pigciu obszaréw edusfery wnosi swoj nieredukowalny wktad w powstanie
tego, co Schulz okresla mianem ,kultury w edukacji” (s. 10).

Uwzglednienie obu czgsci publikacji doprowadza do obrazu edusfery jako bytu
dwoistego. Z jednej strony tworzy ona jednolitg calo$¢, z drugiej za$ strukturalnie
zfozona rozmaito$¢. Wyraza to uzyta w tytule koniunkcja stow: calos¢ i struktura.
Zeby przyblizy¢ réznorodnoéé edusfery, zostang zrekonstruowane ponizej
rozdzialy nalezace do drugiej czesci publikacji.

Nowoczesng edukacje cechuja coraz lepsze warunki realizowania procesu
nauczania i uczenia si¢. Wywiera to pozytywny wplyw na jakos¢ pracy
pedagogicznej, aczkolwiek ulepszanie infrastruktury edukacyjnej nalezy do
zadan najlatwiejszych do wykonania. Bez tego jednak nie daloby sie osiaggnac
postepu w edusferze, a cho¢by nawet, to bylby on tylko powierzchowny. Tak wigc
optymalizacja kultury materialnej, o ktérej mowa w rozdziale drugim, warunkuje
rozwdj edusfery.

W rozdziale trzecim kieruje si¢ uwage czytelnika na edusfere od strony relacji
i interakcji, ktore scala wyrazenie ,edukacyjna socjosfera”. Zdaniem Schulza
tworzg jg cztery wymiary:

[1] wymiar osobowy (ludzki), obejmujacy zbiorowos$¢ uczestniczaca
w realizacji funkcji opiekunczo-edukacyjnych w spoleczenstwie; [2] wymiar
strukturalny (zadaniowy), obejmujacy systemy ro6l oraz formy organizacji
spolecznej, ktére dostarczaja ram strukturalnych dla zbiorowego [...]
wysitku na polu opieki i wychowania; [3] wymiar operacyjny, odnoszacy
sie do proceséw transformacyjnych zachodzacych w obrebie struktur
edukacyjnych w toku ich funkcjonowania; [4] wymiar regulacyjny,
odnoszacy sie do mechanizméw sterowania realizacjg funkcji edukacyjnych
przez jednostki strukturalne socjosfery (s. 83).

Nabaczniejszg uwage wtymrozdziale zastuguje modelintegronuedukacyjnego,
ktéry przedstawil autor przy okazji charakterystyki wymiaru strukturalnego
i operacyjnego socjosfery. Integronem Schulz nazywa ,,[k]azdy [...] wzglednie
wyodrebniony z otoczenia twor (uktad) spoleczny, bedacy zespoleniem (wigzami
formalnymi i/lub nieformalnymi) dwoch [...] podmiotéw, realizujacy specyficzne
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funkcje w procesie ksztaltowania rozwojowego ludzi” (s. 86).

W edusferze mamy do czynienia z takim bipolarnym uktadem w relacji
miedzy nauczycielem a uczniem i/lub wychowawca a wychowankiem. Istotnymi
cechami tej relacji sa dominacja jednej strony i hierarchiczno$¢, a co za tym idzie
brak wzajemnosci. Znajduje to wyraz w okresleniach ukutych przez Schulza
dla oddania pozycji i roli kazdego z podmiotéw zespolonych w integronie
edukacyjnym. Nauczyciela/wychowawce/pedagoga zalicza on do ,podmiotéw
edukacyjnych ksztaltujacych” (s. 85), natomiast ucznia/wychowanka do
»podmiotéw edukacyjnych ksztaltowanych” (s. 85). Warto zwrdci¢ uwage
na réznice miedzy imiestowami zastosowanymi w tych wyrazeniach. W wypadku
nauczyciela/wychowawcy/pedagoga autor uzyl imiestowu w stronie czynnej, co si¢
za$ tyczy ucznia/wychowanka — w stronie biernej. To oznacza, ze nauczycielowi/
wychowawcy/pedagogowi przypisat role podmiotu aktywnego. Co prawda uczen/
wychowanek jest réwniez podmiotem, ale tylko re-aktywnym. W innym kontekscie
Schulz nazywa ucznia/wychowanka ,tworzywem podlegajacym transformacji”
(s. 96). Tak wiec w integronie edukacyjnym nauczyciel/wychowawca/pedagog
odgrywa role ,,podmiotu dzialajacego” (s. 103), uczen/wychowanek zas podmiotu
podlegajacego temu dziataniu.

W centrum rozwazan przedstawionych w czwartym rozdziale znajduje si¢
wychowawca/nauczyciel i jego dzialania. W tym kontekscie Schulz postuguje
sie terminem ,agos”, ktory do polskiej pedagogiki wprowadzit Stefan Kunowski
(1993, 5. 175), wywodzac jego sens od greckiego sfowa ago - ‘prowadze’ Zgodnie
z tym rozumieniem agos oznacza kierowanie rozwojem wychowanka/ucznia.
Prawo do tego przystuguje wychowawcy/pedagogowi/nauczycielowi na podstawie
dominujacej roli, ktorg odgrywa on w integronie edukacyjnym. W tym kontekscie
Schulz kieruje pod adresem edukacyjnej aktywnosci nauczyciela/wychowawcy
nastepujace pytania: czy agos jest czynem kulturalizacyjnym czy kulturowyms?,
czy ma on charakter moralny czy instrumentalny?, czy jest czynem realnym
czy idealnym?, reaktywnym czy proaktywnym?, celowym czy stereotypowyms?,
tworczym czy odtwdrczym? Nie ulega watpliwosci, ze samo juz podjecie tych
kwestii ma ogromne znaczenie dla edusfery. Szkoda jednak, ze nie zostaly
w podobny sposdb przeswietlone dzialania drugiej strony edukacyjnego
integronu, tzn. ucznia/wychowanka.

W konstrukgji pigtego rozdzialu da si¢ zauwazy¢ uktad triadyczny. Zagadnienia
dotyczace genealogii, specyfiki i pragmatycznej funkcji jezyka pedagogiki
Schulz opatruje wspolnym mianem edukacyjnej semiosfery. W jej strukturze
autor wyodrebnia i analizuje trzy zjawiska: dyskurs pedagogiczny, swiadomo$¢é
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pedagogiczna i wychowanie jako implementacje teorii pedagogicznej. Miedzy nimi
dokonuje si¢ nieprzerwanie cyrkulacja idei. Funkcje mediatora pelni w niej jezyk
edusfery, a wlasciwie jezyki (liczba mnoga), ktére stuza do opisu i interpretacji
zjawisk edukacyjnych. Nierozerwalny zwigzek edukacji z nadawaniem jej sensu
przez aktywnos¢ jezykowa stanowi podstawe przyporzadkowania wymienionych
trzech zjawisk do tego samego obszaru edusfery.

Réwniez rozwazania zawarte w szdstym rozdziale mozna uporzadkowac
z pomocy triady. Autor zajat si¢ kwestiami oscylujacymi na pograniczu praktyki
edukacyjnej i teorii pedagogicznej. Naleza one do edukacyjnej kultury duchowej,
ktéra w innej swojej publikacji Schulz (2009) nazywa logosfera.

Wspomniang w poprzednim akapicie triade tworza: pedagogiczne uczenie
sie i doswiadczenie - teoretyzacja doswiadczenia pedagogicznego - badanie
pedagogiczne. Zwornikiem zespalajacym w jedno te trzy zakresy logosfery jest
mysl pedagogiczna. Wedtug Schulza nalezy jg kojarzy¢ raczej ,,z poszukiwaniem
madrosci niz z produkcjg wiedzy” (s. 225). W tym stwierdzeniu zwraca uwage
potraktowanie myslenia edukacyjnego jako refleksji nad rzeczywistoscia
edukacyjna o zréznicowanym charakterze: przezyciowym, teoretycznym
i eksperymentalnym.

Na zakonczenie warto ustosunkowac sie do zgloszonej przez Schulza
propozycji zastapienia ,,idei (i kategorii) wychowania (z jej licznymi pochodnymi),
w roli pojecia desygnujacego «edukacje jako catosé», pojeciem edusfery” (s. 64).
W przytoczonym cytacie zwraca uwage supozycja autora, ze do tej pory pojecie
wychowania pelnilo w pedagogice polskiej funkcje integrujaca. Zrédel tego
zalozenia nalezy zdaniem recenzenta doszukiwaé si¢ w niedawno minionym
okresie rozwoju pedagogiki, kiedy to dokonala si¢ swoista intronizacja teorii
pedagogiki socjalistycznej na najwyzsze stanowisko w dyskursie pedagogicznym
(Stepkowski, 2019). Bylo to mozliwe dzigki wezes$niejszemu wyrugowaniu terminu
»ksztalcenie” z pedagogiki ogdlnej i przetransponowaniu go do dydaktyki ogélnej
(Stepkowski, 2018). Biorac to pod uwage, nalezy stwierdzi¢, ze pojecie edusfery
ulatwia co prawda dostrzezenie w mysleniu i dzialaniu pedagogicznym dwu
tendencji, a mianowicie dyferencjacjiiintegracji, prowadzijednak do zawezajacego
odczytania przedmiotu owego myslenia i dzialania. Schulz interpretuje ten
przedmiot jako spoleczng instytucje wychowania i utozsamia z modnym
wspolczesnieterminem ,edukacja”. Obapojecia - spotecznainstytucjawychowania
i edukacja - w zaproponowanym sensie utrudniajg zdaniem recenzenta pelne
odczytanie przedmiotu edusfery przez to, ze redukuja perspektywe patrzenia
tylko do jednego z dwu podmiotéw uczestniczacych w dzialaniu pedagogicznym.
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Zeby to wykazaé, wystarczy przywotaé na pamie¢ model integronu edukacyjnego.
Jak przedstawiono powyzej, opiera si¢ on na transformowaniu osobowosci
ucznia/wychowanka przez nauczyciela/wychowawce/pedagoga. Takie spojrzenie
na interakcje pedagogiczne uzgadnia si¢ z koncepcja linearng, w ktorej ksztalcenie
odbiorcy dziatan edukacyjnych dokonuje si¢ w mniej lub bardziej bezwiedny
dla niego sposéb (Benner, 2018, s. 129-130). Warto powtdrzy¢ okreslenia uzyte
przez Schulza na oznaczenie wspoltowarzyszy integronu edukacyjnego: ,,podmiot
edukacyjny ksztaltowany” i ,,podmiot edukacyjny ksztaltujacy”

Alternatywa dla linearnego ujecia relacji migdzy podmiotami zespolonymi
w integronie edukacyjnym jest koncepcja komplementarna (Benner, 2018, s. 130-
131). Zgodnie z nig uczniowi/wychowankowi przypada rola sprawcy wlasnego
ksztalcenia, a nie tylko biernego odbiorcy aktywnosci edukacyjnej nauczyciela/
wychowawcy/pedagoga. Z tego punktu widzenia jest on podmiotem, ktory sie
ksztalci, a nie pseudopodmiotem, ktdry jest ksztalcony.

Na podstawie powyzszego mozna stwierdzi¢, ze afirmacja koncepcji
komplementarnej pociaga za sobg dwie konsekwencje. Po pierwsze, konieczna
wydaje sie rekonceptualizacja rél pelnionych w integronie edukacyjnym przez
oba podmioty dzialania pedagogicznego, po drugie zas, wymaga zmodyfikowania
pojmowanie tych wymiaréw edusfery, w ktorych udzialy uczniéw/wychowankéw
zostaly calkowicie pominiete lub potraktowane tylko instrumentalnie,
w szczegolnosci chodzi tu o socjosfere i agosfere.

Pomimo wskazanych mankamentéw recenzowana publikacja zastuguje
na szczeg6lng uwage nie tylko pedagogéw ogdlnych, lecz réwniez innych -
jezeli nie wszystkich - przedstawicieli subdyscyplin pedagogicznych. Wynika to
przede wszystkim z przedstawionej przez Schulza calo$ciowej wizji edusfery jako
odrebnego obszaru zycia spolecznego i kulturowego ludzkosci.
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