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Dyskursywnie o dziecku i dziecinstwie -
wprowadzenie w problematyke

Abstrakt

We wprowadzeniu omawiamy kluczowe kategorie profilujace problematyke numeru
tematycznego poswieconego refleksji nad zagadnieniem dziecinstwa jako obszaru
inspirujacych i opresywnych dyskurséw kulturowych. Inicjujemy pytania o zrédta
stagnacji i $rodki zaradcze niezbedne do uruchomienia namystu nad dyskursywnie
pojmowanymi wypowiedziami dzieci.

Stowa Kkluczowe: dyskursy, dyskurs edukacyjny, perspektywa krytyczno-
-emancypacyjna.

Discursively about the Child and Childhood - An Introduction
to the Issue

Abstract

In the introduction, we discuss the key categories profiling the themes of the thematic issue
dedicated to reflecting on the question of childhood as an area of inspiring and oppressive
cultural discourses. We initiate questions about the sources of stagnation and the remedies
necessary to undertake reflection on children’s discursive expressions.

Keywords: discourses, educational discourse, critical-emancipatory perspective.
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DYSKURSYWNIE O DZIECKU I DZIECINSTWIE — WPROWADZENIE W PROBLEMATYKE

Zainicjowanie naukowej refleksji i dziatan badawczych w obszarze problematyki
skupionej na dziecku i dziecinistwie w perspektywie inspirujacych i opresywnych
dyskurséow kulturowych moze pomdc przetamac¢ dtugotrwaty impas w podejmowa-
niu istotnych przeksztalcen edukacyjnych. Szanse przezwyciezenia schematéw, na-
wykow i uprzedzen oraz znalezienia konstruktywnych rozwigzan otwierajg przemy-
$lenia i doSwiadczenia badawcze, ktére rozwijanie dyskursu dzieciecego postrzegaja
jako pilne zobowigzanie edukacyjne.

Pojecie dyskursu edukacyjnego definiowane jest wieloaspektowo, jako ,proces
przekazywania wiedzy” (Labocha 1996: 9-15), ,praktyka dyskursywna, stuzgca
osiggnieciu porozumienia miedzy obiema stronami” (Zydek-Bednarczuk 1996: 17-30)
oraz jako ,wypowiedZ o okre$lonych regutach modelowych, w ktérej uwzglednia sie
wymiar podmiotowy - aktoréw dyskursu, oraz czynno$ciowy - procesy komunikacji”
(Rittel 1996: 31-40). W dyskursie edukacyjnym (szkolnym i dzieciecym) opisuje sie
wybrane typy interakcji o charakterze nauczajgcym: dorosty-dziecko, dziecko-dziecko,
nauczyciel-uczen, uczen-uczen. W dyskursie szkolnym jest to ,,uczenie” lub nauczanie,
czyli proces przekazywania wiedzy, a w dyskursie dzieciecym - ,,uczenie sie” w ramach
dyskursu dziataniowego lub tematycznego.

Sposoby badania wybranego dyskursu, podejmowane interpretacje rzeczywi-
stosci $wiadomos$ciowej same staja sie dyskursem, rodzajem metadyskursu, ktéry
odzwierciedla nastawienie i przeSwiadczenia badaczy, wytwarza repertuar pojec,
terminéw i narzedzi, styl pracy analitycznej (Krauz, Gajda 2005; Kowalski 2010;
Wodak 2011). Dyskurs pojmujemy jako sposéb artykutowania istniejacych intersu-
biektywnie przekonan, wyobrazen, ocen, norm, warto$ci wytworzonych w praktyce
spotecznej, a szerzej - jako zbidér praktyk komunikowania przeswiadczen, zakorze-
nionych w osobistym do$wiadczeniu i kontekscie kulturowym, zwigzanych z rozu-
mieniem jakiego$ obszaru rzeczywistoSci.

Dla podjetych badan interesujgce jest podejscie krytyczno-emancypacyjne - jak
dotad niedocenione, wrecz nieobecne w koncepcji edukacji wczesnoszkolnej. Do-
tychczasowe - jak zauwaza Dorota Klus-Staniska - do$¢ waskie i tradycjonalistyczne
zaplecze teoretyczne uprawianej dydaktyki, czy inaczej: niedostatek refleksji teore-
tycznej, skutkuje ,permanentna pedagogia” kultury potocznej (Klus-Stariska 2018).
Zachowawczo$¢ w mysleniu o mozliwosciach dzieci wciaz daje pierwszenstwo my-
$leniu odtworczemu, preferuje przyswajanie gotowej wiedzy.

W rezultacie wspétczesna szkota - kurczowo podtrzymujaca model pedagogiza-
cji opartej na systemie warto$ci ustalonym poza uczniem, narzuconym, bez uwzgled-
nienia jego motywacji, zainteresowan i przede wszystkim autentycznych mozliwo-
$ci - ostabia i ostatecznie wypiera istotne z punktu widzenia formatywnego postawy:
- poznawcza otwartos$¢,

- odwage w formutowaniu wtasnych sgdéw,

- $wiadomos$¢ jednostkowej odpowiedzialnosci za dokonywane wybory i ksztatto-
wanie wlasnego modelu Zycia,

- uwrazliwienie na destrukcyjny wptyw wszelkich bezrefleksyjnie akceptowanych
i upowszechnianych stereotypow.
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Sytuujaca sie w opozycji do tego stanu rzeczy perspektywa krytyczno-
-emancypacyjna powinna spowodowac zwrot w mysleniu o edukacji wczesnoszkolnej
i wskaza¢ kierunek zmian w dziataniach dydaktycznych. Warunkiem wstepnym jest
refleksja nad Zrédtami niedowtadu systemu i praktyki, rozpoznanie siatki ograniczen
mentalnych i organizacyjnych. Trzeba zdawac sobie sprawe, Ze program oficjalny sank-
cjonuje konserwatywny tryb postepowania pedagogicznego, a w $lad za tym sfera prze-
Swiadczen, ktérg zawiera program ukryty (Janowski 1995: 50-52), zyskuje status obo-
wigzywalnosci. To generuje i umacnia postawy i przekonania uczniéw rozmijajgce sie
z oczekiwaniami wspotczesnosci, przede wszystkim jednak bezprzyktadnie marnotrawi
potencjat rozwojowy i szanse dziecka. Sfera znaczen narzuconych zamyka dzieci, odgra-
dza je, odbiera im motywacje do wysitku towarzyszacego odkrywczos$ci; niweczy szanse
wzbogacania obrazu samego siebie dzieki satysfakcji ptyngcej z zajmowania sie sprawa-
mi powaznymi i istotnymi. Wytaczanie z zakresu zobowigzan szkoty znaczen osobistych
uczniéw, zwigzanych z ich zainteresowaniami i do$wiadczeniami konstytuujgcymi ich
wlasny obraz $wiata, powoduje wygaszanie w nich zaciekawienia S$wiatem.

Warto wiec zdaza¢ do tego, by szkota stawata sie miejscem prawdziwie wzbogaca-
jacych do$wiadczen intelektualnych i duchowych, miejscem, w ktérym dzieci odkrywa-
ja, wykorzystuja i rozwijaja swoj potencjat i znajdujg satysfakcje w odkrywaniu prawd
istotnych dla ich Zzycia, a wyposazone w zdolno$¢ krytycznego myslenia, powigzang
z ciekawo$cig poznawcza, potrafig wybra¢ miedzy $wiatem miatkich przyjemnosci
iztudzen a przywilejem tworczego uzywania wlasnego intelektu i czerpania z dziedzic-
twa kultury. Wyjasnienie oraz rozpoznanie dzieciecych sposobédw ujmowania rzeczy-
wisto$ci ma bowiem zasadnicze znaczenie dla poznania pedagogicznego, w wymiarze
zaréwno wiedzy teoretycznej, jak i praktyki pedagogicznej. Czy szkota moze podjac¢ to
wyzwanie? Jak sprosta¢ oczekiwaniom i postulatom, by edukacje uczyni¢ doswiadcze-
niem istotnym i doniostym w procesie stawania sie pelnym cztowiekiem? Jakie podja¢
inicjatywy, by nie marnowat sie ogromny potencjat i znaczacy w rozwoju czas dziecka?
Czy znajdziemy odwage, by wyjs¢ z klatki utartych schematéw?

Analizy teoretyczne, wyniki najnowszych badan i pogtebione refleksje, mogace
stanowi¢ przyczynek dla formutowania odpowiedzi na postawione pytania, zawar-
liSmy w kilkunastu artykutach zgrupowanych w trzech cze$ciach numeru tematycz-
nego: Studia i rozprawy, Prace z warsztatu, Dyskusje/polemiki/recenzje. Pierwsza
z nich rozpoczyna tekst Moniki Wisniewskiej-Kin, ktora, przedstawiajac wyniki ba-
dan projektu edukacyjnego poswieconego metaforom wizualnym w zainicjowanym
dyskursie dzieciecym, zacheca do rozszerzenia Srodowiska edukacyjnego w polskiej
kulturze edukaciji.

Angela Enders, Rudolf Hitzler i Christian Géf3inger z Uniwersytetu w Ratyzbonie
dzielg sie swoimi doswiadczeniami zwigzanymi z aktualnymi wyzwaniami dla eduka-
cji przedszkolnej i wczesnoszkolnej, dotyczacymi efektywnego wiaczania do systemu
edukacyjnego uczniéw réznych narodowosci i postugujacych sie réznymi jezykami.

Krzysztof Szmidt, podejmujac watek diagnozowania twérczosci dzieci, podaje ar-
gumenty tagodzace opozycyjne stanowiska przedstawiane w literaturze i proponuje
oddanie gtosu tworzacym dzieciom poprzez rozwijanie modelu diagnozy zintegrowa-
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nej, taczacej w sobie badania wszystkich aspektéw twoérczosci: wytworéw, osoby, pro-

cesu tworzenia i Srodowiska tworczego, z wykorzystaniem dialogu i narracji dzieciece;j.

Matgorzata Kowalik-Olubinska przedstawia osadzona w ramie posthumanizmu
koncepcje pedagogii wspdlnych Swiatéw dzieci i zwierzat, rozumiang jako praktyke
edukacyjng, ktéra umozliwia dzieciom utrzymywanie niehierarchicznych relacji ze
zwierzetami podczas spotkan miedzygatunkowych. Oferuje niekonwencjonalny spo-
s6b poznawania i dziatania, pozwala nie tyle na uczenie sie ,,0” Swiecie, co raczej na
uczenie sie razem ,ze” §wiatem.

W drugiej cze$ci numeru umiescili$my artykuty, ktére zostaty przygotowane na
podstawie badan jako$ciowych:

- Matgorzata Pilecka prezentuje wyniki badan nad obrazem edukacji instytucjonal-
nej obecnym we wspoétczesnych polskich piosenkach dzieciecych. Ujawnia tenden-
cje do ukazywania tych placoéwek edukacyjnych jako miejsc ukierunkowanych na
ksztattowanie tzw. ,dzieci organizacji” - w peini podporzadkowanych instytucji.

- Jolanta Bonar i Joanna Dziekonska podejmujg podobna problematyke, a ich teksty
to raporty z badan pozwalajacych lepiej poznac i zrozumie¢ dziecieca codziennos¢.
Wyrastaja z przekonania, iz to wtasnie dzieci, bedace aktywnymi podmiotami ro-
zumiejacymi i interpretujgcymi rzeczywistos$¢ spoteczng wokét siebie, stanowia
najbardziej wiarygodne Zrédto informujace dorostych o tym, jakie znaczenie maja
dla nich sytuacje z ich zycia codziennego. Takie stanowisko uprawomocnia nowa
socjologia dziecinstwa, ktorej integralnym elementem jest mys$lenie o dzieciach
jako kompetentnych podmiotach sprawczych, odgrywajacych istotng role w kre-
owaniu wtasnego dziecinstwa.

- Magdalena Bartoszewicz opisuje autorski projekt inspirowany psychologia pozy-
tywna, dotyczacy budowania poczucia wtasnej wartoSci dzieci i wspierajacej roli
dorostych, realizowany w przedszkolu w Biatymstoku.

Trzecia cze$¢ numeru ma charakter dyskus;ji i polemik, otwierajacych namyst
wokot podstawowych pytan, regulujacych od zawsze sposéb organizowania eduka-
cji: czego, jak, dlaczego i po co uczy¢. Renata Michalak i Marta Kwella prezentujg wta-
sne stanowisko dotyczace narracji przedstawicieli klasycznych koncepcji edukacji
alternatywnej dotyczacej dziecka i jego pozycji w procesie ksztatcenia. Edyta Grusz-
czyk-Kolczyniska stawia teze, iZ udostepnianie urzadzen mobilnych jest szczegdlnie
grozne dla matych dzieci, ktore jeszcze nie stworzyty w swoich umystach zarysow
reprezentacji tr6jwymiarowych obiektéw oraz tréjwymiarowej przestrzeni, w kto-
rej funkcjonuja. Deformacje w zarysach reprezentacji tworzonych w trakcie ogla-
dania obiektéw na ekranie tabletu lub smartfonu trudno naprawi¢ w pézniejszym
czasie, gdyz nastepne do$wiadczenia poznawcze jedynie uzupeiniajg i wzbogacaja
posiadane juz reprezentacje. Katarzyna Kmita-Zaniewska i Aleksandra Maj pokazu-
ja autorska koncepcje funkcjonowania Przedszkola Uniwersyteckiego w Gdansku,
inspirowang zatozeniami filozofii edukacyjnej Reggio Emilia. Przedstawiajg rozwia-
zania stuzace budowaniu wspoélnoty, w ktérej dorosli stuchaja dzieci i towarzysza
im w ich rozwoju. Jolanta Gatecka dzieli sie wynikami fenomenograficznych badan
przekonan epistemologicznych nauczycieli. Analizujac ich wypowiedzi, zwraca
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uwage na obecne w nich elementy zwigzane z opresyjnosciag wobec uczniéw, wy-
nikajaca m.in. z ich (poczucia) uwiktania w system. Cze$¢ trzecig koncza Aktualia,
w ktérych Monika Wisniewska-Kin streszcza ustalenia oméwione na seminarium
naukowym, na ktérym podsumowany zostat uczelniany projekt wdrozeniowy o za-
siegu wojewo6dzkim.

Serdecznie dziekujemy wszystkim Autorom, ktérzy zechcieli podzieli¢ sie
z nami swoimi dokonaniami naukowymi, oraz Recenzentom za wspoétprace, bez kto-
rej nie bytoby kolejnego numeru NOWIS. Wdzieczne jesteSmy Pani Profesor Ewie
Marynowicz-Hetce, Redaktor Naczelnej NOWIS-u oraz doktorowi Piotrowi Soszyn-
skiemu, Sekretarzowi Redakcji, za Zyczliwa pomoc w planowaniu i przygotowaniu
tego numeru czasopisma do druku.

Discursively about the Child and Childhood - An Introduction to
the Issue

The notion of educational discourse is defined in a multi-faceted way as “a process
of transferring knowledge” (Labocha 1996: 9-15), “a discursive practice enabling to
achieve an understanding between both sides” (Zydek-Bednarczuk 1996: 17-30),
and as “a statement about specific model rules, which takes into account the sub-
jective dimension - the actors of the discourse, and the functional dimension - the
processes of communication” (Rittel 1996: 31-40). The educational discourse (re-
lated to school and childhood) describes selected types of teaching interactions:
adult-child, child-child, teacher-student, student-student. In the school discourse,
it is “teaching” or instructing, i.e. the process of knowledge transfer, and in the child
discourse, it is “learning” as part of the action or thematic discourses.

The ways of studying a chosen discourse, the attempted interpretations of con-
scious reality, become a discourse in itself, a type of meta-discourse which reflects
the researchers’ attitudes and beliefs, produces a repertoire of notions, concepts and
tools, a style of analytical work (Krauz, Gajda 2005; Kowalski 2010; Wodak 2011).
We define discourse as a way of articulating existing intersubjective beliefs, percep-
tions, assessments, norms, values created in social practice, and more broadly - as
a set of practices for communicating beliefs, rooted in personal experience and cul-
tural context, connected with the understanding of a given area of reality.

The critical-emancipatory approach is interesting for the conducted research stud-
ies - so far underestimated, indeed almost absent from the concept of early childhood
education. The existing - as Dorota Klus-Stanska notes - rather narrow and tradition-
alist theoretical background of didactic practice, or, in other words: a dearth of theoret-
ical reflection, results with “a permanent pedagogy” of common culture (Klus-Stanska
2018). Conservative thinking about children’s capabilities still gives priority to repro-
ductive thinking and favors the acquisition of already-existing knowledge.
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As a result, modern schools - tightly upholding a pedagogical model based on
a system of values founded and imposed without any consideration of the students’
motivations, interests, and most importantly their actual capabilities - weakens and
ultimately supersedes attitudes that are important from the formative point of view:

- cognitive openness,

- courage in formulating one’s own opinions,

- awareness of the individual responsibility for choices one makes and the shaping
of one’s own model of life,

- recognition of the destructive influence of any thoughtlessly accepted and disse-
minated stereotypes.

The critical-emancipatory perspective, situated in opposition to this state of af-
fairs, should bring about a turn in the way we think about early childhood education,
and indicate the necessary direction of changes in teaching activities. A prerequisite
is a consideration of the sources of stagnation in the system and in practices, rec-
ognizing the network of mental and organizational limitations. We must be aware
that the official curriculum sanctions a conservative mode of pedagogical conduct,
and the accompanying sphere of beliefs present in the hidden curriculum (Janowski
1995: 50-52) is effectively enforced. This both generates and strengthens students’
attitudes and beliefs that do not meet the expectations of contemporary life, but most
importantly, it completely wastes the child’s development potential and opportuni-
ties. The sphere of imposed meanings isolates children, it deprives them of the moti-
vation to make the effort that comes with discovery; it negates the possibility to en-
rich one’s own image thanks to the satisfaction stemming from dealing with serious
and important issues. Excluding the personal meanings important for students, re-
lated to their interests and experiences constituting their own world, from the scope
of school obligations quenches their curiosity about the world.

It is therefore crucial to strive to transform the school into a place of truly en-
riching intellectual and spiritual experiences, a place in which children discover, use
and develop their potential and find satisfaction in discovering truths important for
their lives, and when equipped with the ability of critical thinking, connected with
cognitive curiosity, they know how to chose between the world of shallow pleasures
and illusions and the privilege to creatively use their own intellect and benefit from
the heritage of culture. Indeed, explaining and recognizing children’s way of under-
standing reality is essential for pedagogical recognition, both in the dimension of
theoretical knowledge, as well as pedagogical practice. Can the school take up this
challenge? How to deal with these expectations and postulates to make education
a more meaningful experience, of great importance in the process of becoming a full
human? What kinds of initiatives should be undertaken not to waste the enormous
potential and time essential for the child’s development? Can we find the courage to
break free from the constraints of well-established patterns?

Theoretical analyses, results of most recent research studies, and in-depth re-
flections, which can contribute to formulating answers to these questions, were pre-
sented in a number of articles divided into three parts of this thematic issue: Studies
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and Dissertations, Research Reports, Discussions/Polemics/Reviews. The first section
opens with a text by Monika Wisniewska-Kin who presents the results of an educa-
tional project devoted to visual metaphors in the initiated child discourse, encourag-
ing to broaden the educational environment in the Polish educational culture.

Angela Enders, Rudolf Hitzler and Christian Géf3inger from the University of
Regensburg share their experiences related to current challenges facing elementary
and primary school education connected with how to effectively introduce students
of different nationalities and languages into the educational system.

Krzysztof Szmidt, writing about the issue of diagnosing children’s creative
work, offers an argument that tempers the oppositional approaches presented
in literature, and instead proposes to give voice to children through developing
a model of integrated diagnosis, combining studies on every aspect of creativity:
products, persons, the creative process and environment, with the use of dialogue
and children’s narratives.

Matgorzata Kowalik-Olubinska discusses the concept of a common world of chil-
dren and animals, situated within the posthumanist framework, which allows chil-
dren to uphold non-hierarchical relations with animals during interspecies contact.
It offers an unconventional method of recognizing and taking action, allowing not
only to learn “about” the world, but rather to learn together “with” the world.

The second part of the issue consists of articles based on qualitative research:

- Matgorzata Pilecka presents the results of a research study on the image of insti-
tutional education present in contemporary Polish children’s songs. She reveals
a tendency to portray these institutions as places focused on so-called “children of
organizations” - entirely subordinated to the institution.

- Jolanta Bonar and Joanna Dziekonska both address a similar problem, and their
articles are reports from studies that allow us to better understand the everyday
reality of children. Both grow from a belief that it is children who - being active
subjects who understand and interpret the social reality around them - are the
most reliable source of information for adults about the meanings of everyday
situations. This approach is validated by the new sociology of childhood, whose
integral elements is thinking about children as competent agents who play an im-
portant role in creating their own childhood.

- Magdalena Bartoszewicz characterizes her own project inspired by positive psy-
chology, related to constructing children’s own sense of self-worth and the sup-
porting role of adults, realized in a preschool in Bialystok.

The third part of the issue consists of a range of discussions and polemics, of-
fering reflections on basic questions that have always regulated the way education
was organized: what, how, and why should we teach. Renata Michalak and Marta
Kwella present their own approach to the narratives of classic alternative education
about the child and its position in the learning process. Edyta Gruszczyk-Kolczynska
puts forwards a thesis that access to mobile devices is especially harmful for small
children who have not yet created outlines of representations of three-dimensional
objects or three-dimensional space in their minds. Deformations in these outlines
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of representations created as a result of watching objects on screens of tablet com-
puters and smartphones are difficult to correct later, since consecutive cognitive ex-
periences only supplement and enrich already existing representations. Katarzyna
Kmita-Zaniewska and Aleksandra Maj demonstrate their own concept for the func-
tioning of the University Preschool in Gdansk, inspired by the educational philosophy
of Reggio Emilia. They discuss ideas for building a community in which adults listen
to children and accompany them in their development. Jolanta Gatecka shares the re-
sults of a phenomenographic study of teachers’ epistemological beliefs. By analyzing
their statements, she points to elements related to oppressiveness towards children,
resulting e.g. from their (feeling of) entanglement in the system. The third part ends
with Current Issues, in which Monika Wisniewska-Kin offers a synopsis of the find-
ings discussed at a scientific seminar, which summarized the university’s regional
implementation project.

We would like to thank all of the Authors who agreed to share their academic
achievements with us, as well as to Reviewers for their contributions without which
this issue of NOWIS would not come to fruition. We are also very grateful to Professor
Ewa Marynowicz-Hetka, the Editor-in-Chief of NOWIS, and doctor Piotr Soszynski,
the Secretary of the journal, for their kind assistance in planning and preparing this
issue for publication.
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Metaphorical Visual Imagery from the Perspective
of Children

Abstract

This paper will present the results of a study of an educational project on visual met-
aphors in children’s initiated discourse. The purpose of the study was to identify chil-
dren’s metaphorical skills in recognizing similarities and noticing differences between
the target domain and the source domain of visual metaphor in Iwona Chmielewska’s
artistic picture book Two People, dedicated to the issue of community. In the designed
didactic intervention activities, the research material came from participant observa-
tion, focus interviews and analysis of children’s creations (graphic visualizations). The
research was carried out with a group of third-graders in selected elementary schools,
in a metropolitan environment. The results of the research show children’s preferences
for translating one area of metaphor by another, as well as strategies for constructing
children’s knowledge about life in the community. In addition, they point to the need to
expand the educational environment in Polish educational culture.

Keywords: child discourse, children’s aptitude for metaphorization, knowledge
construction, educational environment, picture book.

Metaforyczne obrazowanie wizualne z perspektywy dzieci

Abstrakt

W artykule przedstawione zostang wyniki badan projektu edukacyjnego poswiecone-
go metaforom wizualnym w zainicjowanym dyskursie dzieciecym. Celem badania byto
rozpoznanie dzieciecych umiejetno$ci metaforyzacyjnych w zakresie rozpoznawania
podobienstw i dostrzegania réznic pomiedzy domeng docelowa a domeng Zrédtowa
metafory wizualnej w artystycznej ksigzce obrazkowej Iwony Chmielewskiej Dwoje lu-
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dzi, poswieconej problematyce wspdlnoty. W zaprojektowanych dydaktycznych dzia-
taniach interwencyjnych material badawczy pochodzit z obserwacji uczestniczacej,
wywiadéw fokusowych oraz analizy wytworéw dzieciecych (wizualizacje graficzne).
Badania zostaty zrealizowane w grupie trzecioklasistow w wybranych szkotach pod-
stawowych, w Srodowisku wielkomiejskim. Wyniki badan pokazujg dzieciece prefe-
rencje w zakresie ttumaczenia jednej dziedziny metafory przez druga oraz strategie
konstruowania wiedzy dzieci o zyciu we wspdlnocie. Ponadto wskazuja na potrzebe
rozszerzenia $Srodowiska edukacyjnego w polskiej kulturze edukacji.

Stowa kluczowe: dyskurs dzieciecy, predyspozycje metaforyzacyjne dzieci, kon-
struowanie wiedzy, srodowisko edukacyjne, ksigzka obrazkowa.

Introduction

The theoretical rationale for research in the area of children’s metaphorical skills is
based on a qualitative approach. It fits into the tendency of interpretative research, of
which cognitive science is a part. Cognitivists, in an attempt to answer the question:
how is it that children learn through conceptual metaphor, have provided revealing
insights. Metaphor has acquired a whole new status. In Metaphors We Live By, George
Lakoff and Mark Johnson (1980) develop and justify in detail the idea that metaphor is
a fundamental conceptual category associated with human thinking and action in the
world. They argue that metaphor is not so much a way of talking about phenomena as
a way of understanding them, of thinking about them. Our individual attitude to the
world permeates through metaphor. They derive the claim: “show me your metaphors
and I will tell you who you are” (Krzeszowski 1988: 27) from the conviction that the
choice of metaphors characterize us. Lakoff and Johnson define metaphor as a cogni-
tive-linguistic mapping between domains. One is the target domain of metaphorical
projection, X (abstract and complex), and the other is the source domain, Y (more
concrete and cognizable through the senses) (Lakoff, Johnson 1988: 27-28). By trans-
ferring the domain from the physical (Y) to the abstract (X) plane, it becomes possible
to grasp, explain and describe something difficult, not obvious, in terms of concrete
and long-known things (Kalisz 1994: 70; Korzyk 1992: 64; Tabakowska 1995: 36).
Thus, the essence of metaphor is “understanding and experiencing a certain
kind of thing in terms of another thing,” translating or experiencing the unknown
by means of the known (Lakoff, Johnson 1988: 27). With the help of a new meta-
phor, or an unusual extension of an already known one, we suddenly see a thing
in a completely different way, a concept appears to us in a completely different
perspective (Krzeszowski 1991: 83-95). For example: concepts related to argu-
mentation are built on the basis of the metaphor “argumentation is war”, scientific
theories are considered as buildings, life - as a journey, wandering, and death - as
night, darkness, sleep, cold, rest (Lakoff, Johnson 1988: 25-28). Therefore, often
one and the same concept is represented by multiple metaphors, with the use of
one metaphor activating associations that give rise to other metaphors. Thanks to
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these very relationships, the cited collection of metaphors can be considered a cer-
tain coherent whole (Jakel 2003: 310-312).

Metaphor, related to the nature of thinking, is an indelible part of experiencing, un-
derstanding and expressing reality, so it is not a unique phenomenon in poetry, but has
the quality of universality (Lakoff, Turner 1989: 132). Metaphors are used frequently
in everyday language and they are difficult to separate from other uses of language,
such as comparison, allusion or ambiguity. Such conventionalized metaphors are most
often encountered by students in school discourse (Cameron 2003: 265-266). Of the
many metaphors, they use only those that best suit their views and way of life. Moreo-
ver, colloquial metaphors are conditioned by identical cognitive mechanisms and pro-
cesses as poetic metaphors. This mandates further practical conclusions: mastering
the principles of creating and interpreting conventional metaphors is a preliminary
phase, indispensable in acquiring the ability to use original metaphors.

Thus, if we assume that metaphor is a common and present phenomenon in
human life, deeply rooted in experience, and that the ability to create metaphor is
innate and is related to the cognitive ability of humans to establish correspondences
between elements of meaning of different structures, then a new area of analysis of
learning processes opens up. From such a belief, Andrew Ortony derives three theses,
stating that metaphor can facilitate learning by: transferring snippets of experience
from familiar to less familiar contexts (compactness thesis), facilitating memoriza-
tion of the knowledge being explored (vividness thesis), and enabling description of
those aspects of experience that cannot be expressed by a linguistic code (inexpress-
ibility thesis) (Ortony 1979: 25). Derived from the cognitivist position, the status of
metaphor, more broadly of language and the concept of education, is of considera-
ble research and pragmatic importance. The practical consequence of the described
research strategy is the conviction that cognitive competencies, which metaphoric
skills constitute, can be developed like any other mental competence. This is because
the ability to metaphorically grasp selected spheres of life turns out to be a natural
property of the human mind, which, however, can be, as a result of its neglect, com-
pletely extinguished by school.

The discovery of the metaphorical properties of thinking led cognitive sci-
entists to believe that children have a much greater cognitive capacity than tradi-
tional theories assumed. Children are distinguished by their surprisingly complex
knowledge of the world, encompassing several different dimensions (such as space,
figure, time, and the concept of an object) and several modalities (sight, hearing,
touch), and as their knowledge of different domains deepens, their understanding
of metaphors increases. Surprisingly young children attempt to explain one domain
(usually abstract) through another (concrete). They are able to grasp something
non-sensory (spiritual) in a purely physical phenomenon. Observations of chil-
dren’s spontaneous activities unequivocally reveal that for children something is
something and at the same time it is not. What's more, they know how to talk about
it, they have their own strategy for creating a metaphor and for finding similarities
and differences between the target domain of the metaphor and the source domain
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(Ozcaliskan 2005: 291-318; 2007: 147-168). Cognitivists have no doubt: children
can understand metaphors. Difficulties (which can be identified and overcome) in
the metaphorical perception of the world are due not to a lack of ability to perform
logical operations, but rather to different than adult ways of perceiving, verbalizing
thoughts and notions, as well as different experiences and general communication
skills. The existence of this difference opens up new possibilities for developing chil-
dren’s natural metaphorical skills in early childhood education.

Methodological assumptions

I made the main goal of the research! the analysis of children’s metaphoric aptitude,
that is, their ability to understand, recognize, and create metaphors. [ was interested
in how children conceptualize the concept of community, which common features of
the target and source domains they consider important in a metaphor, and wheth-
er they perceive distinctive features of both domains. I also attempted to identify
children’s knowledge of the diverse aspects of living together: It is easier for them
because they are together; It is harder for them because they are together; It is easier
and harder for them because they are together.

[ assumed that the category “community” would provoke the children to look for
non-literal ways of conceptualization. I supposed that they would use metaphorical
verbalization and symbolic visualization. I assumed that the study of children’s met-
aphorical abilities would also have a pragmatic purpose. I was looking for an answer
to the question of whether developing metaphorical aptitude is possible. The re-
search conducted was qualitative and quantitative. In the designed didactic interven-
tions, the research material came from participatory observation, focus interviews,
and analysis of children’s creations (graphic visualizations). I observed the students’
activities, as well as the effects of these activities (primarily plastic concretizations).
I juxtaposed the observations with students’ statements derived from the electronic
record, and characteristic examples of situations revealing children’s metaphorical
aptitude (Angrosino 2000: 673-702; 2011: 467-478).

To this end, I organized and carried out an educational project with a picture
book, on the basis of which a sentence-stimulus around visual metaphor was con-
structed? Within fifteen weeks, modules derived from Iwona Chmielewska’s book
Two People (Chmielewska 2014) were incorporated into the school curriculum. The
topics of the designed teaching activities were essentially determined by four met-

», o«

aphorical models: coexistence (“sewn together like two garments”; “positioned like

», o«

two windows of a room”; “fused like two bicycle wheels”; “joined like two book cov-

1 The text of the article is based on the same research published in the book (Gemel, Wisniewska-Kin
2023) and was prepared with a view to translation into English, so that the issues addressed and the
research results discussed will be disseminated in that language.

2 Students who participated in the process of collecting research material were a part of a master’s
seminar conducted under my supervision. I was personally responsible for the design, organization and
conduct of the research.
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ers”), interaction (reciprocity of relationship) (“indispensable like mast and sail”;
“joined like flower and stem”; “joined like vessels in an hourglass.” “they fit together
like a key to a lock”), finding unity in diversity (“they live like two opposite islands”;

», o« », «

“they alternate like day and night”; “conjoined like two different trees”; “they form

”, «

a vault like two opposite walls”; “they experience time like two different clocks”),
appreciating what is common (“warm seriousness”, “joyful coolness”; “together they
can do anything”). We did not expect students to have a full, mature understanding of
the commonalities and distinctive features of the two domains.

It would have been difficult for the children to verbalize the reflection derived
from the activity, but the activity facilitating the concretization of the depicted world
was intended to lead toward such a generalization. The conclusion emerged from
the conversation and reflection on the work done, and from the consideration of the
otherness of the linguistic and visual shaping of the world in the picture book. Thus
planned and methodically organized work (using activity-based methods) opened
up the world of metaphorical linguistic phenomena to the children.

The study included 9-10-year-old students. The size of the selected classes
(about 30 students in each group) and the participation of boys and girls in the study
were comparable. A total of 60 children participated in the study?®. The choice of such
a study group was determined by the noticeable intensive increase in correct finding
of similarities between domains at this age (Kubicka 1989: 168)*. The children came

from a city with a population of 700,000.

Children’s struggles with metaphorical conceptualization of self
and world - research results

The applied educational project with a metaphorical picture book, allowed me to
diagnose the knowledge of 9-10-year-old children on four models of metaphorical
projection: coexistence and cooperation, finding unity in diversity, and appreciat-
ing what is shared. In the children’s understanding, the strength of community lies
in the reciprocity of relationships (not only taking, but also giving) and in feeling
the need to accept the diversity and difference of the people who make up the com-
munity, as well as to realize one’s own difference (each Self is also an Other to the
Another). Communality, according to the children, indicates an attitude that can be
called a sense of camaraderie and sympathy. It does not result from a command,
but from an internalized attitude that must be worked out patiently, persistently.

% In the research described in the article, I chose to select only those results that pertain to the
metaphorical skills of children from a metropolitan environment. In the book (Gemel, Wisniewska-Kin
2023), I additionally described the results collected in a small-town environment.

* Metalinguistic awareness of metaphor and irony appears between the ages of 6 and 7. At this age,
children achieve the ability to reflect on the meaning of a sentence as something different from the
meaning of what the speaker meant. Intense growth of interpretations indicative of correct relating
of subject terms to psychological properties is noted between the ages of 8 and 10. Cf. on this subject:
Kubicka (1989).
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Being together is a test of character, a conscious and wise building of “I” in relation
to “You” and “Others.”

Children most often explained domain by domain, understanding the result of
shifting the meanings of two completely independent concepts (abstract concept -
physical object). In children’s metaphorical transformations, the non-sensory realm
gained an additional pictorial and mental dimension.

The study found that in the metaphorical projection model around cohabita-
tion, children most often explained the concept of community through the metaphor
of “two people are two wheels on a bicycle” (r=1). The metaphorical explanation
mechanism also prevailed in non-verbal statements. More than half of all children
surveyed visualized cohabitation in the form of bicycle wheels moving in the same
direction and at the same pace. The metaphor “two people are two windows in
aroom” also received a high rank position (r=2), due to its high frequency of occur-
rence. This was followed by the metaphors: “two people are two book covers” (r=3),
“two people are bundled clothes” (r=4). Third graders indicated both the sympto-
matic and causal models of the metaphor.

For the target domain “cooperation (reciprocity of relationships),” students
most often cited the metaphor “two people are a mast and a sail” (r=1), as well
as the metaphors “two people are keys and locks” (r=1) and “two people are a
flower and a stem” (r=1), as well as the metaphor “two people are vessels in an
hourglass” (r=2). The latter metaphor appeared in the statements of few children
in the surveyed groups.

In all groups of children surveyed, the metaphor for the target domain “unity
in diversity” the most frequent were “two people are two opposite islands” (r=1),
as well as the metaphors “two people are opposite walls” (r=2) and “two people are
two different clocks” (r=2). A small number of children in the study group created
two other metaphors in addition to these three: “two people are two different trees”
(r=3) and “two people are day and night” (r=4). The large number of interesting and
revealing metaphors shows that “community” (the target domain of the metaphor)
triggers children’s thinking about a variety of source domains.

The target domain “community (new quality)” was equally often represented.
9-10-year-old children most often created two metaphors “two people are two dif-
ferent colors” (r=1) and “two people are two different persons” (r=1).

From the frequency juxtaposition of metaphors, the child’s conceptualization of
community is understood as a continuous movement gradually reducing the distance
between two people (community is physical contact): from fitting in, fitting together,
looking in the same direction, joining, fusing, sustaining, to interacting (setting a ve-
hicle in motion, making a journey, creating a new person).

Affectionate/emotional closeness is also transferred into the dimension of spa-
tial-physical growing, floating (the stem lifts the flower high and provides everything
it needs). The essential orientation metaphor “communal is up” provides the basis
for further conceptualizations of being together and conscious struggle and support,
as a real coming together of objects (fusing, joining). Children understand commu-

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 22
NUMER 2023/2(17)



METAPHORICAL VISUAL IMAGERY FROM THE PERSPECTIVE OF CHILDREN

nity (closeness) as its physical extent of action. The linguistic markers of closeness
in the children’s statements are the phrases: “our loved ones”, “a close person”, “he is
close to me”, “he was the closest person in the world to me”.

Lack of community is lack of physical contact. Communal unattainability is
expressed by children through distance: separation/distance, in two dimensions:
horizontal distance (islands away from each other, opposite islands), and vertical
distance (two trees: taller and shorter growing in its shadow). Thinking about the
community triggers our notions of ourselves and other people as points, as objects
situated somehow in this space - at different distances from each other. These dis-
tances change - some people become closer to us, they get closer to each other, from
others we move away (they have moved away from each other over time).

The life of two people (communality) is equipped with a number of the most
important properties of solids: difficulty can manifest itself as hardness, for exam-
ple, living together is a hard rock of islands (colloquially we say hard nut to crack).
If, on the other hand, the attempt to break the crust succeeds and one manages
to tear it apart, shattering it, halting selfish thinking, it means that the conditions
for the formation of communal ties have been created. Such thinking is revealed by
phraseological associations: “is ready to change”, “wants to communicate”, “thinks
alike”, “feels alike”.

The process of community building (forming, merging and consolidating) is also
depicted by children with the help of visualized image schemas?®.

The road/movement schema (starting point - way - destination - direction -
movement) illustrated by a straight, gentle line, decorated with attributes (traffic
signal and pedestrian crossing), was used by the children to describe the safe way to
the community; while the curved line, bent into arches, illustrated the variability of
feelings accompanying the building of the community: the “uphill” slope gains nega-
tive valuation and illustrates negative feelings.

The schema of the container (restriction/cover; open/closed) - content (full/
empty), depicted as an air-filled, floating balloon, symbolizes the dimension of spa-
tial-physical rising, floating (upward orientation is valorized positively); the opposite
is a damaged, falling balloon (downward orientation is valorized negatively). This
understanding is contained in selected phraseological compounds: “the air has gone
out of him”, “he has given up the ghost”, “he is flabby”, “he has run out of steam”.

The schema of nourishment (lack of nourishment) and the schema of the plant:
visualized in the form of two pairs of oppositions (an apple that is red, ripe and
healthy vs. rusty, overripe and nibbled by pests, and flowers that are multicolored,
blooming, in a sunny aura vs. wilted, with the inflorescence lowered, exposed to
heavy rain). Instinctive intake/consumption of food from the environment ensures
biological survival, while lack of conditions for life results in a process of decay (rot-
ting due to pests and unfavorable weather conditions). Here we are dealing with very
distant similarities; their extraction and combination brings unexpected, bold and
original juxtapositions. The range of associations with the world of flora and fauna

5 For details of the visualized concept schemas, see (Gemel, Wisniewska-Kin 2023).
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reveals that the children realize the need to create optimal conditions for the devel-
opment of the community, and also recognize the importance of the dynamic aspect
(growth and development) of being communal.

River schema: through the visualization of living water (two rivers running par-
allel and a boundless sea of blue) and the natural movement of the flow, children
reflect the invigorating effect of water. Moving water has the power to refresh the
thirsty and sick, cleanse the body and soul, and heal, restoring strength and health
(Kopalinski 2006: 482). The constant movement of the flow of water gathering in the
sea reflects, according to the children, the fusion of human bonds, by softening or
getting rid of what causes the community members the most pain, and getting rid of
negative emotions and feelings. In the children’s understanding, “a man and a woman
are like two rivers running side by side that merge in the sea. Despite their separate-
ness, they flow side by side because they share a common goal.”

Vertical orientation schema (upright gait, preferred upward direction against
the force of gravity). Metaphorical thinking, as well as the range of associations and
meanings expand from the symptomatic model through the sensory to abstract con-
cepts and values. In children’s expressions, upward movement is valued positively.
A bigger tree not only provides a better view of reality, but becomes a symbol of
strength and endurance. In the community, according to the children, it is important
to create conditions for growth and development.

Contact schema: touching or meeting of things, physical objects, provides passive
(i.e., in the case of planets) or active (fire and match) contact. The match releases fire,
but the fire becomes destructive in contact. “Man and woman are like fire and match.
A man is like fire because he often explodes and moves quickly. A woman, on the other
hand, is as fragile as a match. However, thanks to the match, the fire can ignite. As if
there were no ordinary match, fire would not be as dangerous as it is either.” The con-
stant movement of the planets does not reduce the distance between them. Despite
their proximity, each has its own area of freedom: “People are like the Earth and the
Sun, one orbits next to the other, but they will never meet, because that would destroy
them.” In the children’s understanding, people in a relationship need autonomy.

Flavors of life together, or what research has shown

The proposed project of education oriented around visual metaphors in the initi-
ated children’s discourse is an attempt to create conditions for the interiorization
of the values that make up the common, elementary and irreducible code of human
existence. This code is personal, not imposed - it becomes an ethical equipment,
a compass, not a disciplinary regulation, consisting of orders and prohibitions,
linked to a system of punishments and rewards. Out of non-internalized ethics, op-
portunism is usually born. Triggering figurative thinking by its very nature is a part
of a long-term and complex process, involving various educational interactions not
calculated for immediate or superficial results. The deferral of expected results is
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fraught with uncertainty, like any action in “material” that is diverse and changeable
(Gemel, Wisniewska-Kin 2023).

Confronting the models in the picture book with children’s perceptions and
understandings of the same repertoire of problems reveals a remarkably accurate
identification of meanings from children’s perspectives. Evoked reflections, discus-
sions, observations, emotions, evaluations refer to children’s diverse experiences
of communality. The deliberately chosen visuals complemented by a short text in
Chmielewska’s picture book, which mainly represented the issues of kindness, for-
bearance and forgiveness, provided excellent opportunities to reflect on the value
that a diverse community can have. They showed a variety of ways to defuse tensions
and reconcile contradictions, and pointed out the elementary principles that accom-
pany growing to respect distinctiveness.

I made the most important thread leading to the building of such awareness and
attitude the issue of becoming aware of one’s own difference (each Self is also an Oth-
er to the Another) and the need for acceptance and respect despite separateness. The
next issue [ considered with the students was the openness related to curiosity: They,
as the Other, can offer me something I don’t know, show me something [ don’t know.
The principle of reciprocity is activated here: What can [ present to them, offer, show
them, what can I make them curious about, what is interesting about me?

Another issue was to direct attention to what unites us in this diversity more
than divides us, to make us aware that there are more similarities between us than
differences. More important, then, is what we have in common.

Experiencing first the positive aspects of being in a community turned out to
be equally important: for example, similar interests in peers, a sense of security in
a family, neighborhood or social community.

With the emergence of conditions for the acceptance of being in a communi-
ty, there came the reflection that this brings undoubted benefits, but also involves
giving up some of one’s own, especially selfish, freedom, and above all, seeing the
needs of others and getting involved in the community. Inevitable rifts and tensions
must not poison mentalities and stiffen behavior. Conflicts must be resolved through
dialogue and negotiation.

Thinking around the initial category of “community” we therefore focused on
issues of self-identification and self-acceptance through openness towards every
single difference in peer communities. Being in them not only provides positive
incentives, but is also a source of emotional ambivalence and conflict situations.
Their cause can be egocentrism, as well as weakened family and social relations,
rivalry combined with a sense of loss of some freedom or alienation. Viewed in this
way, respect for otherness in the community seems to be an indispensable ground
for the formation of attitudes of cooperation and solidarity - ideas that are as lofty
and distant as they are demanding inclusion in the repertoire of pedagogical in-
terventions. This is especially true of phenomena in which the presence of natural
dissimilarities is beginning to multiply more and more through cultural differenti-
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ation. Otherness, previously accepted at best as an exotic attraction or curiosity, is
becoming part of social everyday life.

The presented metaphorical statements confirm the validity of the cultural ap-
proach to learning processes. The social dimension of interaction places the func-
tioning of metaphors in “interpersonal space,” and also takes into account the so-
ciocultural context of their use (Cameron 2003: 267-268). Obstacles that hinder
insights into children’s metaphoric predispositions are the researcher’s problem, not
the children’s. Children’s abilities as much as their limitations provide the rationale
for explaining the discrepancy that exists between knowledge and understanding
ability and metaphorical imagery ability.

In my opinion we should assume that children often understand concepts, but
they are not yet able to verbalize them, to produce linguistic conceptualizations. The
difficulty is the use of appropriate language structures; they act as a barrier that in-
hibits the process of learning and understanding metaphorical phenomena. Lack of
proficiency in the processes of creating coherent descriptions makes children appear
incompetent in terms of metaphorical abilities, while in reality they are still strug-
gling to create meaningful messages. It can be said that interpersonal contacts, by
creating an emotional climate, train in experiencing all areas of communal life and at
the same time prepare to speak about them. The crucial point, therefore, is not that
metaphor is the pivotal point of cognitive-linguistic theory, “a matter of paramount
importance,” but that it is a cognitive structure that is essential for children’s orienta-
tion in the surrounding world, and that it becomes the key to an adequate description
of the process of understanding, which is important for at least several reasons. First,
it makes it possible to study the kind of thinking and acting of children that is inter-
pretive in nature: it reveals not only children’s personal knowledge, but above all the
ways in which they comprehend, categorize and value an ambiguous, often conflicted
reality. It also provides an opportunity to reconstruct the cognitive abilities exter-
nalized in the verbal and nonverbal responses of children confronted with a struc-
tured problem situation. Secondly, it allows to formulate postulates and “maps” of
directions, indicating the possibilities of releasing the linguistic images created in the
young mind, anchored in culture and personal experience. Thus, it activates the space
for thinking about the necessary changes in school, related to a different understand-
ing of children’s comprehension of the world than before. Therefore, in my research
I decided to choose an interdisciplinary cognitivist position, which opens up entirely
new spaces and provides revealing insights for any reflection on education.

The cognitivist view of children’s metaphorical thinking as an innate aptitude
leads to the conclusion that the processes of comprehension and creation of meta-
phors can be improved. This authorizes the formulation of further practical conclu-
sions: stimulation of metaphorical thinking should be started as early as possible,
since the ability to associate metaphorically is not the result of an immediate cog-
nitive activity, but is formed in a process that integrates various cognitive activities

This understanding of cognitive metaphor challenges traditional conceptions of
teaching, points to new areas for stimulating and developing cognitive processes, and
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lays the groundwork for a completely different understanding of its role in educa-
tion. If one assigns a central (not to say: indispensable) role to metaphor in education,
a whole new situation in didactics and important consequences for education arise.
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Abstract

Challenges for elementary and primary education in many areas neither occur in iso-
lation nor are limited to individual states but often represent themselves as area-wide
and complex problem situations. The text discusses how to deal with a heterogeneous
student body in elementary schools, which has been exacerbated by immigration in
recent years. The focus of reflection is on individual, instructional, and organizational
approaches to make educational processes as fruitful as possible for all children.
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Aktualne wyzwania dla edukacji przedszkolnej
i wczesnoszkolnej

Abstrakt

Wyzwania stojace przed edukacja przedszkolna i wczesnoszkolng w wielu obszarach
nie wystepuja samodzielnie, ani nie ograniczajg sie do indywidualnych stanéw, ale
czesto przedstawiane s3 jako zlozone sytuacje problemowe wystepujace na wie-
lu obszarach naraz. W artykule oméwiono sposoby radzenia sobie z niejednorodng
grupa uczniéw w szkotach podstawowych, w sytuacji zaostrzonej w ostatnich latach za
sprawg imigracji. Przedstawione w tek$cie rozwazania skupiajg sie na indywidualnym,
instruktazowym i organizacyjnym podejsciu do tego, aby procesy edukacyjne byty jak
najbardziej owocne dla wszystkich dzieci.
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Stowa Kkluczowe: szkota podstawowa, niejednorodno$¢, rozwoéj jezykowy, edukacja
w zakresie umiejetnos$ci czytania i pisania, indywidualna i adapta-
cyjna instrukcja, nowy poziom wejscia do szkoty.

Problem Situation

In Germany, as in most industrialized nations, there is agreement that elementary ed-
ucational processes should not begin with entry into school, but should start as early
as preschool. Pre-school educational processes seem to be a guarantee for a success-
ful educational career later on (Hellmich 2010: 59-61). For this reason, kindergarten
in Germany, even if attendance is voluntary, sees itself not only as a place of care and
education for children from 3 to 6 years of age, but above all as a place of early edu-
cation. A visible sign of this understanding is provided by the framework concept for
education in the preschool sector, which was jointly developed in 2004 by the Con-
ference of Youth Ministers and Ministers of Education and Cultural Affairs, and from
which the development of various education and upbringing plans followed in the
individual German states as a consequence. The basic preschool domain-specific are-
as of learning in which children should be introduced at an early age include German,
Mathematics and the Natural Sciences in particular - in addition to the acquisition of
basic interdisciplinary skills (personal development, social learning) as well as skills
from the aesthetical and musical field.

PISA 2000 has already shown that the above-mentioned domain-specific learn-
ing areas are not well developed among 15-year-old pupils in Germany. In the mean-
time, however, results such as those of the recently published new IQB study suggest
that serious deficits are already evident in primary school years. This negative de-
velopment was already apparent in 2016 and became even more impressive 5 years
later (Stanat et al. 2022a: 271).

The “IQB-Bildungstrend” is an empirical school performance test that examines
the achievement of the educational standards defined by the German Conference
of Ministers of Education (KMK) for primary education in the subjects German and
Mathematics. The “IQB Education Trend 2021” is the third test of this kind. It was
conducted in the summer of 2021. A total of 26,844 pupils in the 4th grade from
1,464 schools were tested; the selection was based on random samples. In the sub-
ject German, the competency sub-areas “Reading”, “Listening”, and “Orthography”
were examined; in Mathematics, the competency sub-areas “Numbers and Opera-
tions”, “Space and Form”, “Patterns and Structures”, “Sizes and Measurement”, and
“Data, Frequency, and Probability” were examined. At the same time, the external
learning conditions were also included in the study by interviewing teachers and
parents. Since the study was carried out during the coronavirus pandemic, which
had a massive impact on schooling in Germany, questions were also asked about
distance learning.
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Initial results of the study were published in July 2022. They caused consider-
able concern among both experts and the public. Compared to the tests from 2011
and 2016, a significant drop in performance was consistently measured, which can
be summarized in one sentence: “In Germany as a whole, the mean scores achieved in
2021 are significantly lower in both subjects and all skill areas than in 2016” (Stanat
et al. 2022b: 17). In addition to the coronavirus pandemic, three influencing factors
were mentioned as an explanation for this drop in performance: gender, social and
immigration-related disparities.

Gender-related disparities could be excluded as irrelevant. The social dispari-
ties, however, had significantly worsened compared to the 2017 survey. According
to these findings, immigration-related disparities are of particular importance: “In
all studied subjects and areas of competence, there are significant competence dis-
advantages for pupils from immigrant families in 2021.” (Stanat et al. 2022a: 279)

At the same time, since the first survey in 2011, the proportion of pupils with
an immigrant background has increased dramatically. It increased by 14 percent-
age points in the decade from 2011 to 2021. The share of children from immigrant
families currently stands at 38 percent among fourth-graders (Stanat et al. 2022a.:
278).! Since the “Education Trend” tests were carried out in the summer of 2021,
a current problem situation has not yet been identified: Due to the war in Ukraine,
the immigration situation in German schools has again dramatically changed. How-
ever, there are no clear figures which would allow an allocation to individual types
of schools or grade levels. According to data collected weekly by the German Confer-
ence of Ministers of Culture, 170,901 Ukrainian refugee children attended general
education schools in Germany in December 2022. No precise information is available
on the distribution by type of school and grade level. There are also no statistics on
preschool attendance.?

Compared to the well-known situation in the schooling of children with a mi-
grant background, there are still special problems among Ukrainian refugees, about
which the teachers’ associations have reported.? There is a high turnover, the chil-
dren are often assigned to schools at very short notice and often leave them again
quickly, depending on the individual situation of flight and life. Some of the children
also take part in Ukrainian online lessons in addition to the German school lessons
(Briicker 2022: 9f). The teachers’ associations complain about the additional teacher

1 These figures were collected during the test itself; according to the currently valid definition of the
term “migration background” by the Federal Statistical Office, the family immigration history was only
traced back to the parents’ generation. If both parents were born in Germany, the children are recorded
with the grouping characteristic “without immigration background.” (Stanat et al. 2022a: 182) However,
the IQB study no longer uses the terms “migration” and “migration background”, but instead speaks of
“immigration history”.

2 “In almost all families with school-age children, the children attend a school in Germany, a considerable
proportion of children of kindergarten-age attend a kindergarten” (Briicker 2022: 14).

# In a survey of secondary school principals at the end of 2022, the German Philological Association
surveyed the problematic situation with regard to the schooling of Ukrainian refugee children and
young people at German secondary schools, with the result that 90 percent of schools have accepted
Ukrainian pupils, but they are not equipped with sufficient personnel or material to enable an adequate
education. (Deutscher Philologenverband 2022).
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shortage, which is partly to be filled by Ukrainian teachers, who in turn have to learn
German in order to be able to work together in the groups of colleagues.

The children, of course, do not have any knowledge of German, and their pros-
pects of staying are also unclear, depending on the wishes of the parents - almost
exclusively of their mothers. In current surveys, around 48 percent of respondents
say they want to stay in Germany permanently or for a longer period (Briicker 2022:
5). Conversely, however, there is also a demand for the preservation of Ukrainian
identity, which should not be affected by German school education, since the children
would eventually return to their country of origin:

It should therefore be possible to preserve Ukrainian identity and langu-
age, also against the background that many families want to return to their
homeland as soon as possible (Standige Wissenschaftliche Kommission der
Kultusministerkonferenz 2022: 7).

Here, dilemmatic pedagogical constellations arise in the classrooms, which
overstrain the traditional didactic concepts of a “pedagogy of diversity”.

Speaking about pupils with a migrant background often gives the impression
that they are a homogeneous group. De facto, however, this group of immigrants has
always been very different, even among the so-called “guest worker generation”. Nev-
ertheless, immigration in 2015/16 and especially again in 2022 due to the influx of
refugees from Ukraine are likely to present new challenges that can no longer be
grasped solely by the notion of heterogeneous learning situations and interests. This
has created a new situation in German classrooms, for which new didactic concepts
must be developed.

Whereas the beginnings of immigration from the 1960s onwards were labor
migration, i.e. controlled, planned and predictable immigration, with mostly a great
willingness to integrate, albeit often a deficient knowledge of German on part of the
immigrants, the problems are now much more diffuse and the challenges are less
predictable: migrant children with high potential who learn German perfectly in
a few years attend kindergarten and school; but also a not inconsiderable number
of children, especially Turkish children, who live in the same country even though
they or their parents were born in Germany - need German-promoting instruction
in preschool age and further in school; children from non-literate cultures who first
have to find access to writing and literacy; or also Ukrainian refugee children who
often have high demands on education and prefer to be taught by Ukrainian teach-
ers. In addition to these different ways of dealing with language and writing, various
cultural and ethnic practices can make learning processes easier or more difficult, as
well as traumas, which are too difficult for schools to treat.

Other “dimensions of heterogeneity” are also emerging in the current so-
cio-political discussions, as “new groups repeatedly make their voices heard and
demand their equal rights and recognition of their special forms of life” (Prengel
2007: 56). In particular, it is foreseeable that the LGBQIT and transgender discus-
sion in primary schools may become pedagogically relevant in the short or long term
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(Prengel 2007: 56), while the demand for the “inclusion” of disabled pupils, which
was once clearly reinforced in the years around 2010, has clearly lost importance in
both political and educational policy discussions.

Currently, however, migration is undoubtedly the biggest challenge for primary
schools. One of the fundamental principles of modern primary school education is
the postulate of a “pedagogy of diversity” - today often referred to as “diversity
education” - which was explicitly shaped in view of the migration situation in Ger-
man schools since the 1960s (Rehle, Thoma 2003: 67f). Diversity education re-
sponds to this situation by recognizing differences. Primary school should allow for
“heterogeneity” and bring it “productively into play”; if “differences are conscious-
ly lived”, according to this understanding, they contribute to “common learning”
(Faust-Siehl 1996: 30).

The “pedagogy of diversity” responded to these challenges with the didactic de-
mand for the “design of learning situations that involve differentiating and individu-
alizing measures” (Rehle, Thoma 2003: 70). For these children with a wide range of
entry requirements, primary schools must offer educational opportunities in order
to continue preschool education processes and thus enable them to connect to sys-
tematic, school-based learning with entry into primary school. To achieve this, teach-
ing-learning processes will have to be initiated at different levels - the individual, the
teaching, and the structural. The IQB findings, with their observation of a continuous
decline in performance, obviously closely related to the increasing heterogeneity
caused by immigration in the last decade, raise the question of whether this concept
is still viable.

If schools want to fulfill their educational mission and enable all children, in-
cluding children with a migrant background, to succeed in their education, they will
have to focus on their core task of imparting cultural techniques. Since language and
written language are the medium to communicate and to acquire knowledge inde-
pendently, special emphasis will have to be placed on the teaching of language and
written language. “German as a language of everyday life and education is the key
competence for integration” (Michlbauer, Mergele 2022: 33). This key statement of
German education policy since the first Pisa study acquires increased importance in
connection with the current migration situation. The acquisition of a so-called lan-
guage of education, which is crucial for school success, can be achieved at pre-school
level primarily through individual language support and literacy education.

Successful teaching and learning processes also require teaching that adapts to
individual learning requirements, so-called adaptive teaching with high quality.

In order to counteract deficits that could increase with school enrolment, new
models such as the “new school entry level” have also been envisaged. This model of
the “Flexible School Entry Level” allows - as the name suggests - a stay of between
one and three years and gives children with difficult learning conditions more time
to acquire basic skills.
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Support through language promotion and literacy education

The call for systematic language support for children with a low level of German lan-
guage skills was recently formulated by the IQB Study 2021:

A particular challenge remains in the area of language support. It must be
systematically further developed to ensure that children who enter the ed-
ucation system with a low level of German language skills can successfully
complete it (Stanat et al. 2022b: 32).

This demand for language promotion as early and continuous as possible is al-
ready old. As a result of the Pisa shock in 2000, all federal states in Germany had
launched language support programs for pre-school education. These were language
support programs with different accentuations: those that explicitly envisaged spe-
cific, often predetermined funding content in certain linguistic areas, or programs
that implicitly sought to strengthen everyday communication and understood them-
selves more as situational-holistic. Often, the programs also followed both accentu-
ations.

One language promotion program in the preschool sector, which also gained
a certain degree of recognition in the aftermath of Pisa 2000, was the support pro-
gram “Sag’ mal was” in Baden-Wiirttemberg. On the one hand, it was scientifically su-
pervised (EVAS - Evaluation von Sprachférderung bei Vorschulkindern), on the other
hand, a special language assessment (LiSe-DaZ) was developed to check its effective-
ness, which also took into account the duration of contact of migrant children with
German as a second language. The project, which was funded by the Baden-Wiirttem-
berg Foundation (2005-2009), focused on the implementation of specific language
support for preschool children aged 4-6 years, especially for migrant children. The
children received a total of 120 hours of language support in kindergarten. The aim
of the study was to verify the effectiveness of the language support provided, to iden-
tify best practice conditions, and to develop recommendations for effective language
support.

However, the results of the study were sobering:

After completion of the support measures, there were no differences in the
language skills of children in need of support, regardless of whether they
had been supported by one of the three specific support programs or “only”
nonspecific support in day-to-day kindergarten. Both the specifically sup-
ported children and the children of a control group who were supported
in day-to-day integration showed performance improvements over the pe-
riod of support, but did not reach the level of those children without sup-
port in any of the studied language areas after completion of the measures
(Dubowy, Gold 2014).

The lack of a compensatory effect of pre-school language support programs,
here as elsewhere, has been associated with a number of uncertainties: for example,
the ideal group size of only 4-6 children (as a guarantor of an appropriate proportion
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of the language spoken by each child) was not respected, the necessary intensity of
implementation was not given, the teachers lacked the necessary linguistic qualifi-
cations, or the support programs took place late, in the final year of kindergarten
(Dubowy, Gold 2014). Thus, even if preschool language support programs stage lan-
guage learning situations in a variety of ways, such as reading aloud and viewing
picture books together, singing songs or speaking rhymes and verses, telling stories
by children, but also carrying out explicit language learning games or exercises, the
quality of the framework conditions is likely to determine success or failure. The pre-
school institution will have to offer the child the same linguistic stimuli provided by
the parents in educational-oriented parents’ homes. In everyday life, these are lan-
guage stimulating situations that challenge children to communicate and playfully
use language, a common focus on speech and language, or even an accompanying
speech with corrective feedback, which is likely to be of great importance for chil-
dren with a migrant background in getting closer to German as a second language.
The kindergarten will have to make these key literacy experiences available to chil-
dren who are far from education, in order to enable them to have access to writing
and literacy at an early stage:

Literacy experiences in the broadest sense include activities relating to
writing, book, listening, visual and media cultures and thus contribute to
children’s early writing-related skills (Wildemann 2015: 97).

In addition to the quality of support, the factor “time in contact” with German as
a second language will play a decisive role for children with a migrant background.
In particular, consideration will have to be given to how it is possible to ensure that
parents with a migrant background or parents who are far from education place
their children in a preschool institution as early as possible. The earlier and more
regularly educationally disadvantaged children attend kindergarten, provided the
conditions are right, the more time there will be to initiate and develop education-
al processes that always rely on language. For example, we now know that it is not
everyday language competence that determines school success, but a language that
is described in linguistic research with conceptual writing or in the more recent
pedagogical discussion with the term “language of education”. Thus, children with
a migrant background can build up good everyday language skills in the contempo-
rary language German in two to three years; however, it takes five to seven years to
develop an abstract school or educational language that requires cognitive-academic
language skills (Achhammer 2016: 83). The acquisition of this language of education
as a language close to the standard should, however, be initiated as early as pos-
sible, but at the latest when entering primary school, since educational success is
defined by the presence of such a language of education. The register of the language
of education as a conceptually written language has a cumulative effect on education-
al processes not least as a medium for knowledge transfer and as a tool of thought
(Morek, Heller 2012: 70).
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There are likely to be different approaches to how primary schools can respond
to this challenge: on the one hand primary school children are becoming increasingly
heterogeneous in terms of their linguistic abilities, but on the other hand, they have
to meet societal demands for mastery of a complex language. Here, the suggestion of
Fiirstenau and Niedrig, who call on Bourdieu for the rules of language to be disclosed
in school language lessons:

Explicit language education would [...] reveal the linguistic norms of the
legitimate language that are relevant in school, convey the corresponding
forms of language expression and also practice them (Fiirstenau, Niedrig
2011: 82).

And, last but not least, the equally trivial and central insight of language and all
teaching research in general should apply: learning, especially the learning of lan-
guage, takes time, and the primary school - and also the secondary schools - have to
take that time in order for educational biographies to be successful.

Support by adaptive, open, good teaching!?

The demand to promote pupils with their very different learning conditions in school
in such a way that as to achieve the most positive educational development possi-
ble is by no means new, even if this impression could arise given the intense debate
on heterogeneity in recent times, which has been rekindled, in particular, by large
numbers of immigrants. The debate also focuses on the question of how all learners
derive the best benefit from teaching. Individual support is the key concept here,
which is regularly found in very different contexts, in teacher education and train-
ing, in school laws, in the context of school development and inclusion, and which is
regularly formulated by interest groups of parents and teachers (Fischer 2014: 97).
Given its central importance and the claim to individual support in the classroom,
it is surprising that this term is often hardly explained in detail, or that it is hard-
ly possible to speak of a uniform understanding of the term (Dumont 2019: 251).
This also applies in part to scientific discourse, even if there are different terms here
(Dumont 2019: 253). This shortcoming partly affects the answer to the question of
how such support should be properly implemented in the classroom. Here I follow
the understanding of Klieme and Warwas, who understand by individual support
any “educational action with consistent consideration of personal learning and edu-
cational requirements” (Klieme, Warwas 2011: 808). In the context of teaching im-
plementation, they mention concepts of open teaching and adaptive teaching and
refer to these two as “variants of a pedagogical understanding of individual support”
(Klieme, Warwas 2011: 808).

Open education, the roots of which can be found, among other things, in re-
formed pedagogy, found its way into the debate on school education and primary ed-
ucation in the last third of the last century. In general terms, open teaching is a form
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of teaching in which pupils work in a more self-organized and self-determined learn-
ing environment. The learners are actively involved in the learning process and have
the opportunity to bring their individual interests and needs into the learning pro-
cess. Bohl and Kucharz also stress the importance of self-determination opportuni-
ties for students as a constitutive feature of open instruction (Bohl, Kucharz 2010:
5ff). In the introductory chapter of their book, the authors also point out the com-
plexity, elaborateness and inconsistent use of the term. For example, there are many
dimensions of opening. As dimensions of openness, Peschel distinguishes between
organizational (framework conditions such as place, time, social form), methodolog-
ical (choices in learning methods), content (co-determination in content) and social
or participatory openness (co-determination in various aspects such as planning or
procedures) from teaching (Peschel 1995: 77). However, this understanding differs
from concepts such as “open education” or “open learning” in the English-speaking
world (Lewis 1986). In terms of empirical findings related to open education, there
are many findings on effectiveness in the Anglo-American space (Dumont 2019: 260).
Interestingly, open instruction with low teacher control has been shown to be less
effective than instruction with high teacher control (Alfieri et al. 2011). On the other
hand, open teaching with stronger teacher guidance combined with cognitive struc-
turing often leads to better results than teacher-led instruction (Hardy et al. 2006).
The prerequisite for the positive effects of open teaching is the presence of existing
competences or corresponding prior knowledge in the pupils, which enable them to
deal with the contents of the lessons themselves in a self-directed manner. Howev-
er, since these prerequisites exist to very different degrees among learners - this is
likely to apply in particular to children who come from other countries with a more
teacher-centered teaching - a different degree of structure is also needed for learn-
ers (Lipowsky, Lotz 2015).

Hartinger has shown that open teaching can promote the learners’ experience
of self-determination (Hartinger 2005). However, this does not automatically mean
that professional understanding is also promoted (Peterson 1980).

In addition to open teaching, adaptive teaching is also seen as a promising option
when it comes to promoting pupils with different learning requirements. The term
“adaptive teaching” first appeared in the Anglo-American world. The theoretical ba-
sis is the aptitude-treatment-interaction research (Cronbach, Snow 1977). Klieme
and Warwas draw on Glaser’s understanding of adaptive teaching (Glaser 1972: 6)
and characterize it as

[...] a provision of different instructions and learning opportunities from
which the teacher chooses the appropriate variant for the pupils. Unlike
open teaching, very specific guidance is provided by the teacher (Klieme,
Warwas 2019: 810).

The focus of such teaching is thus on learning opportunities that aim at a con-
sistent orientation of the teaching to diagnosed individual learning requirements of
the learners (Hertel 2014). Dumont points out that the learning requirements “result
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not only from the prior knowledge and the current level of achievement, but also
from learners’ interests, personality, and a variety of other characteristics relevant
to learning” (Dumont 2019: 255). Appropriate adjustments can be made at both the
macro and micro levels. While macro adaptations focus on broader or longer-term
adaptations such as the selection of methods, materials or social forms on the basis
of diagnostics (e.g., performance assessments), micro adaptations, on the other hand,
focus on short-term adaptations in the context of teacher-pupil interaction, such as
individual feedback. The adaptions at the macro- and microlevel are related to each
other insofar as the former is the prerequisite for the latter (Martschinke 2009: 16).
Regardless of the teaching settings or treatments in which adaptive teaching is im-
plemented, the decisive factor is always the extent to which it succeeds in adapting it
to individual learning requirements. A look at empirical findings of adaptive teach-
ing shows an unclear picture. Meta-analyses that examined the differences in cogni-
tive ability associated with teaching that did not show the characteristics of inter-
nal differentiation show, for example, the best learning outcomes for low-achieving
learners taught in heterogeneous classes of achievement. The same is true for pupils
with an intermediate level of achievement, but in homogeneous learning groups. For
learners with a high level of achievement, however, it does not matter whether the
reference group is rated more homogeneous or heterogeneous (Kulik 1992; Lou et al.
1996). Individualizing and differentiating measures generally have little effect at first
glance, but they vary depending on the group composition (Rof3bach, Wellenreuther
2002). On the other hand, there is little controversy about the importance of teachers
(Terhart 2006: 234).

An important aspect of adaptive teaching is therefore the question of the quality
of teaching. To what extent can well-founded characteristics of “good teaching” be
found in adaptive learning arrangements, for example? The fact that individual sup-
port is of central importance in Meyer’s catalogue of characteristics of good teaching
(Meyer 2004) and that the term also plays an important role in Helmke’s teaching
quality (Helmke 2009) already points to this connection. It is worth taking a clos-
er look here. For if the learning requirements of pupils are to be adequately taken
into account, whether in forms of open or adaptive teaching, both treatments, with
all their different manifestations, must at the same time meet the requirements of
so-called good teaching. Contemporary models of teaching research see teaching as
an offering of learning opportunities (Helmke 2003; 2009). However, this does not
automatically mean that they are effective by their mere existence. This only happens
when there is a certain perception, use and processing by the learners (Lipowsky
2007: 26). These models also take into account conditions outside the classroom,
e.g. on the part of learners (such as motivational and emotional factors), on the part
of the teachers (such as their skills or competencies), or also the composition of the
learning group (such as performance). Empirical evidence suggests that up to 30%
of learning progress can be explained by group composition and teaching charac-
teristics (Hattie 2003). This also means that it is important to establish or maintain
continuity in the learning group, which is likely to be hampered by irregular migra-
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tion in schools at the moment. Overall, it can be stated that there is an accepted set
of characteristics that, regardless of subject or grade, describe good teaching. How-
ever, subject-specific and level-specific aspects could also play a role in the success of
learners. Also noteworthy are the points of effective classroom management (Helm-
ke, Hosenfeld, Schrader 2002), clear structuring of teaching (Meyer 2004), didactic
competence of the teacher (Hattie 2003), cooperative learning (Slavin 1996; John-
son, Johnson 2002), exercises and repetitions (Helmke 2003), and class climate (Lip-
owsky 2007; Gruehn 2000). In addition to these characteristics, which apply irre-
spective of school level, subject and content, the subject-specific and didactic skills of
teachers seem to be of particular importance when it comes to learner success (Hill,
Rowan, Ball 2005). In particular, aspects such as cognitive activation, which aims to
include students to reflect deeply on the content of the lessons, are also gaining im-
portance in the context of the characteristics of good teaching. This also applies to
the focus on content-related points and a high degree of content-related coherence.
Both points guarantee a central structural element of good teaching. All in all, it turns
out that when looking for empirically evident components of effective teaching, it is
not helpful to think dichotomously about teaching concepts, such as open teaching or
closed teaching, or student-centered versus teacher-centered teaching.

In the current situation of a great shortage of teachers, many states of Germany
are trying to meet the demand by means a high proportion of so-called “lateral en-
trants” (lateral entrants are applicants who have completed their studies but have
not completed a teaching training course; they are currently employed as teachers
after short retraining programs). Above all, however, it will also have to be a matter
of continuing to promote high quality in teacher education. This is because the heter-
ogeneous student body needs more than ever an equally solid teaching body, in terms
of professional and disciplinary homogeneity.

Supportive organizational measures in primary education

In order to respond to the heterogeneity of children in the transition from kinder-
garten to primary school, in addition to individualizing, teaching, organizational and
structural measures in the field of education have been envisaged. In the past until
today, scientifically supervised school experiments have made a significant contri-
bution. Influenced by the discussion about the smoothest possible transition from
elementary to primary education, most of the German federal states carried out
model experiments for a two-year so-called integrated entry stage in order to en-
sure a successful start to school as early as the 1970s. This should compensate for
the unequal learning conditions of school beginners. However, none of these models
has been consolidated (Faust 2006: 2). Since the 1990s, there have been renewed
structural reforms and school experiments for the transition from kindergarten to
primary school. A central model here was the “New School Entry Stage”. The primary
objective of this New School Entry Stage was to:
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On the one hand, to enable equal opportunities with regard to the entry
requirements of school beginners, and on the other hand, to counteract
the postponement of children by means of appropriate new organizational
forms of the organization of initial education (Hellmich 2010: 48).

Core elements of the so-called optimal model of the New School Entry Stage,
which was propagated in 1993 by the Standing Conference of German Ministers of
Education and Cultural Affairs (Gotz 2014: 86), were and still are until today a more
flexible period spent in the first and second years of schooling. Most children attend
the entry stage in the usual two years. High-achieving children go through this stage
of school in only one year, while low-achieving children or children with disabilities
or language difficulties may stay for up to three years. The advantage of the flexible
length of stay in this model is that a change of class is not necessary and a third
additional school year is not counted towards compulsory schooling or counted as
a repetition of a year. In addition, the New School Entry Stage in the Optimal Model
is characterized by other elements: for example, the organizational and pedagogical
summary of the first two years of primary school taking into account mixed-year
learning, several enrolment dates per year, the cooperation of special primary and
social pedagogical professions, as well as the renunciation of postponements while
simultaneously admitting all compulsory school children - regardless of their re-
spective learning requirements.

However, the optimal model has not always been implemented in all federal
states with all its features. The model of the New School Entry Level (2010/2011)
introduced in Bavaria under the name “Flexible Primary School” took only part of the
characteristics of the optimal model into account. The flexible length of stay and the
mix of years were adopted as central elements of the New School Entry Level, but the
use of special teachers, for example, was dispensed with.

The foundation “Bildungspakt” (Stiftung Bildungspakt Bayern 2014) has clari-
fied important elements of the Bavarian model in its publication. This includes the
assessment of the individual learning situation using a computer-based method,
appropriate support through individualized learning opportunities (such as the
use of open tasks and cooperative methods), an educational partnership with par-
ents, and individual learning and performance feedback (e.g. learning development
interviews).

However, the New School Entry Level model is not per se successful. Rather,
its success with the objective of supporting a heterogeneous student body in cog-
nitive, linguistic, motivational and/or socio-emotional development depends es-
sentially on the quality of teaching, special support services (e.g. for children with
German as a second language), and a flexible handling of the model under changing
social conditions.
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Outlook

As studies and public media-discussions have shown, the German education system
has been in crisis for some time now. On the one hand, there is a multitude of dif-
ferent prerequisites, needs and interests of learners, from kindergarten children to
pupils, whom wants to cater as individually as possible; on the other hand, there is
currently an extreme shortage of educators and teachers, which will hardly make it
possible to carry out individualizing, adaptive teaching. The current persistence of
immigration as well as an increasing birth rate are likely to an increase in the number
of pupils. In the face of this reality, the intensive debates in school and educational
research about professionalization and quality development, which have been con-
ducted in recent years with the aim of improving educator and teacher training, are
almost counteracted: in theory, very high demands persist on the professionalism of
educators and teachers and on quality standards, in practice, which has to face real-
ity anew every day, a different picture emerges: a decaying education system with
poorly qualified personnel and poor framework conditions, which can no longer
meet its own demands.
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Identification of a Child’s Creative Potential:
Test, Observation, or Dialogue? Main Themes
of the Discourse

Abstract

The subject of the article is the diagnosis of children’s creativity in its two varieties:
diagnosis of creative potential and diagnosis of effectiveness, generally based on psy-
cho-metric measurement. The author briefly characterizes both types of diagnoses,
and then goes on to criticize their shortcomings and limitations, which are still the sub-
ject of dispute among their supporters. Finally, he proposes to appease these disputes
by developing an integrated diagnosis model that combines the study of all aspects
of creativity: products, people, the process of creation, and the creative environment,
with the use of dialogue and through analyzing children’s narratives. Giving voice to the
creative child and the systematic collection and analysis of his or her various achieve-
ments in the form of a portfolio is the essence of this model of diagnosis, which is to
fulfill an important prognostic and developmental function.

Keywords: child’s creativity, diagnosis of creative potential, integrated diagnosis,
portfolio method.

Identyfikacja potencjatu tworczego dziecka: test, obserwacja
czy dialog? Gléwne watki dyskursu

Abstrakt

Tematem artykutu jest diagnoza twoérczosci dzieci w jej dwdéch odmianach: diagno-
zie potencjatu twoérczego i diagnozie efektywnoSci, opartych na ogét na pomiarze
psychometrycznym. Autor charakteryzuje kréotko oba typy tych diagnoz, a nastepnie
przechodzi do krytyki ich wad i ograniczen, ktére ciaggle stanowia przedmiot sporu
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IDENTIFICATION OF A CHILD’S CREATIVE POTENTIAL: TEST, OBSERVATION, OR DIALOGUE?

ich zwolennikéw i staty element dyskursu naukowego. Proponuje zatagodzenie tych
sporow poprzez rozwijanie modelu diagnozy zintegrowanej, taczacej w sobie bada-
nie wszystkich aspektéw tworczosci: wytwordw, osdb procesu tworzenia i Srodowiska
twoérczego, z wykorzystaniem dialogu i narracji dzieciecej. Oddanie gtosu tworzace-
mu dziecku i systematyczne gromadzenie oraz analiza jego réznorodnych dokonan
w postaci portfolio jest istota tego modelu diagnozy, ktéra ma spetni¢ wazna funkcje
prognostyczno-rozwojowa.

Stowa Kkluczowe: twdrczo$¢ dziecka, diagnoza potencjatlu twdrczego, diagnoza

zintegrowana, metoda portfolio.

Assessment is the key that unlocks the creative potential
so many students have learned to suppress in school,
are unaware they possess

Katie White (2019: 3).

Introduction

There is no end to disputes about the diagnosis and - more broadly - the identifica-
tion of a child’s creative potential, the methods of diagnosing and its limitations, as
well as the assessment and prognosis of development, or even the question of wheth-
er it makes sense to pursue early diagnoses of children’s creative potential which is,
after all, subject to constant and dynamic transformations. It would be impossible to
address every issue related to this discussion in such a short article, especially since
the discussion has advanced to a serious academic discourse, much to the content of
pedagogues of creativity. The aim of this article is to briefly outline the main topics
and points of contention within this discourse, following the intention of the editors
of this volume of NOWIS which is to “focus on the child” and the world it experiences,
and not only on the child as an object of - in this case - diagnostic tests. In the con-
clusion, the author presents his own concept of an integrated diagnosis that can ease
the dispute and solve the problems that have arisen so far.
However, we must begin with a basic question: what are we diagnosing?

Potential or effective creativity?

There is no consensus on what we are really diagnosing (studying, identifying, rec-
ognizing) in children aged 3-10: their creativity and potential abilities that might
materialize in the future, if we provide appropriate assistance, or effective creativ-
ity (actual, real) that manifests itself in the products of children’s creativity here
and now? If we agree with the first approach - we study the creative potential of
children - then as a consequence, we base our diagnosis mostly on techniques that
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resemble creativity tests with a greater or lesser prognostic (predictive) value. It
is therefore questionable to use observation, interviews, or the analysis of chil-
dren’s narratives for that purpose, or to evaluate the products of their creativity.
Instead, what we are diagnosing is the so-called psychometric creativity of children
(Kubicka 2000). Following Ravenna Helson (1999), we can call it a diagnosis of
creative potential. Not only the researcher, but also the teacher focuses here not on
the child’s creative productivity (what and how does it create?), but on character-
izing its creative abilities and mental conditions related to creativity, and thus on
those creative potentials, motivations and activities that have a chance to develop
in the future. It therefore offers a prognostic and developmental diagnosis, charac-
terizing the likelihood of the future realization of the identified creative potentials.
As I have already mentioned, psychometric techniques are primarily employed for
that purpose, known as creativity tests. Dorota Kubicka (2000, 2003) distinguishes
three main currents in psychometric studies of the creative activities of children
which perceive creativity as:

- divergent thinking,
- associative thinking,
- metaphorical thinking.

She also discusses examples from each approach. These are, among others, di-
vergent tests, referring to the tradition of J. P. Guilford, still very popular in research
studies and school diagnoses, the Torrance Test of Creative Thinking, which also
studied children’s creativity in action, ideational fluency tests (e.g. Mark Runco), as-
sociation tests and creating verbal and pictorial metaphors. Another classification of
creativity tests, used also for the study of children’s potential, is highlighted by Todd
Kettler and his co-authors (Kettler, Lamb, Mullet 2018), who explicitly assume that
“creativity tests are best thought of as measures of creative potential, rather than
measures of creativity” (Kettler, Lamb, Mullet 2018: 51). They divided them into: di-
vergent thinking assessments, self-report questionnaires, expert evaluation of prod-
ucts. Every instrument for measuring creativity can be studied from four perspec-
tives - influenced by the four-aspect paradigm of interpreting creativity:

- creative process perspective, i.e. the Torrance Test, Guilford’s Creativity Test for
Children;

- creative product perspective, i.e. Teresa Amabile’s Consensual Assessment
Technique (CAT);

- creative press perspective, ecological perspective (environmental conditions),
i.e. Amabile’s and co-authors’ Assessing the Climate for Creativity Test, Isaksen’s
and Ekval’s Situational Outlook Questionnaire (SOQ);

- creative person perspective, i.e. Creative Achievement Questionnaire, Creative
Behavior Inventory (CBI), The Kaufman Domains of Creative Scale.

Each perspective has its specific advantages and limitations for studying the cre-
ativity of children. Some cannot be used to diagnose children (e.g. self-report ques-
tionnaires, creative personality questionnaire). Interestingly, the authors (Kettler,
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Lamb & Mullet 2018: 62) consider as useful in education the positive disintegration
test (the Overexcitability Questionnaire II) created by Michael Piechowski on the ba-
sis of Kazimierz Dabrowski’s theory of positive disintegration (1979).

The inventiveness of scholars in producing new creativity tests knows no limits,
and each year new tests are being announced, seemingly offering greater accuracy
and reliability (for overview, see: Cropley, Cropley 2009, Johnson, Fishkin 1999, Qian,
Plucker 2017, Said-Metwaly et al. 2017, Plucker, Makel, Qian 2021, Szmidt 2013).
Jacek Gralewski (2022) has written perceptively and broadly about the difficulties
of diagnosing creative potentials by teachers and parents as well as members of the
psychopedagogical counseling staff.

The child creates - the researcher collects and analyzes

Psychometric studies of the creative abilities of children, as well as adults, sparkle
a lot of controversy and criticism; I have written about it numerous times (Szmidt
2003, 2009, 2016, 2019). Again, it is not possible to present every aspect of this de-
bate, although some are worthy of mention. Dorotha Faulkner and Elizabeth Cotes
(2010) argue that too often the creative abilities of children are studied through the
assessment of the final product of that creativity or through short creativity tests,
an approach that ignores the creative process that is so crucial in this. As a result,
we do not pay sufficient attention to what the child says during the process, what
it imagines and tries to achieve. We are therefore not diagnosing children’s creative
activities but only their products. However, the creative process in itself has signif-
icant educational and developmental values and should not be passed over in any
developed diagnosis. Olivia Saracho (2012) argues that it is a mistake, since chil-
dren’s creativity fully reveals itself when they are dancing, singing, playing, engaging
in theatrical plays - that is, in movement! The diagnostical perspective characterized
here is referred to as “an orientation towards product” by pedagogues of creativity.
Dorota Kubicka (2003) and Jacek Gralewski (2022) develop a similar critique of this
orientation. The study of the products of children’s creative activity was and still is
the most often employed diagnostic procedure (Kubicka 2003, White 2019), both in
test-based diagnosis as well as in diagnoses based on the analysis of the products
of their creative activity. What is analyzed and assessed are various linguistic prod-
ucts (stories, metaphors, riddles etc.), works of art, drama scenes etc. The criteria of
creativity are both the specific qualities of the products, i.e. originality, uniqueness,
expressiveness, elaboration and the development of the topic, aesthetic values, but
also the features of the creative process: fluidity, flexibility, dynamism, fantasizing,
synthesizing etc. Recipients’ reactions to the products of children’s creativity were
also studied. The use of these complex criteria was a result of the criticism of one-off
creativity tests, as well as the desire to employ a more complementary evaluating sys-
tem, which would prioritize factors from different spheres of creativity — cognitive,
motivational, and related activity-oriented. Thus, the reduction of the understanding

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 49
NUMER 2023 /2(17)



KRZYSZTOF ]. SZMIDT

of children’s creativity to one or more factors was avoided (e.g. divergent thinking,
association thinking or problem-solving abilities), but not the accusation that such
an orientation on product does not eliminate other absences in the recognition and
assessment of children’s creativity. The discussion focused on the following issues:

- The criteria for selecting the product for diagnosis - which products of creativity
should be selected for the research study, according to which criteria, and from
which domains? (those in which the child is gifted in, or others?). Products created
in the past or present, in kindergarten and school, or at home or in a cultural insti-
tution?

- The criteria for selecting experts for assessing the products - who should be
evaluating children’s products? Professional artists or teachers? Parents or
peers? Persons trained or without any initial diagnostic preparation? Itis a prob-
lem shared also by the most popular creativity assessment test — Teresa Ama-
bile’s CAT (1996). Similar problems were also encountered by Polish authors
who studied children’s metaphorical abilities and analogical thinking: Elzbieta
Ptdciennik (2010) and Monika Just (2013).

- The criteria for material traces - how to study children’s activity in those do-
mains of creativity in which there are no direct material traces of the creative
process - objects that could be analyzed and assessed (e.g. sense of humor, social
problem-solving, games and play).

Both types of diagnoses based on the study of the products of creativity - cre-
ative potential and effective creativity - are criticized mainly for that fact that when
drawing conclusions about the course of creative processes based on their results,
they do not properly diagnose the development of children’s creativity (Kubicka
2003: 27). And this type of diagnosis is the most important one from the perspective
of psychopedagogy. Why do diagnoses based solely on the study of the products of
creativity do not fulfill their prognostic function? Here are the most important rea-
sons according to Kubicka, as well as other authors (see also: Faulkner and Coates
2011, Sawyer 2012):

- A diagnosis of present-day products provides information about the possibilities
of a child only in a given moment, nothing more.

Whey studying children, we are however more interested in what we can
expect of them in the future than what they can do presently. In other
words, analyzing products does not offer us any insight into the child’s po-
tential for development, which means not what the child already knows but
what it is able to learn (Kubicka 2003: 27).

- A child’s development is not stuck in place - a child experiences a process of dyna-
mic changes and therefore these processes should be the object of study, and not
the products of the activity alone.

- “Children attach more importance to the activity in which they transform
or produce something than to the product itself, therefore, during the acti-
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vity, they may display skills that cannot be recognized in the final product”
(Kubicka 2003: 27).

Empirical example

In a research study conducted under my supervision, Olga Staniszewska (2014),
a student of kindergarten and primary school pedagogy, diagnosed children'’s abil-
ities in a group task - they were supposed to make a creative toy. The aim for each
two-person team was to construct, from available recycled materials, a creative toy
that children in the same age would want to play with. The instruction stated: “In
a moment I'll be giving you materials from which you will be constructing your own
creative toy. I would like each toy to be unique and one of its kind. When working
on it, please remember that every idea is good. Additionally, think about its use and
a name for the toy.” Each team received an identical set of materials consisting of: an
empty cardboard shoe box, an empty water bottle, plastic corks, newspapers, a black
plastic bag, disposable plastic cups, scotch tape, scissors.

[llustration 1. Creative toy “Robot”

Source: Staniszewska (2014).

The assignment was motivating for members of each group who approached it
with great enthusiasm. They proposed various ideas, some of which were rejected,
they demonstrated manually what can be done with the materials and what such
a toy would look like, they discussed it, and they changed initial concept. The crea-
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tive process also allowed a few team leaders to emerge. The young researcher writes
(Staniszewska 2014: 45):

None of the children were discouraged by long-term work, everyone was
concentrated on the task and willing to search for new solutions and ideas.
During the exercise children asked a lot of questions. They wanted me to
accept their projects and asked how they could use the available materials.
Some groups were interested in adding new elements to the initial set they
had received.

As a result, more or less original toys (see: illustration 1) were created, which
were then presented to other students through the act of explaining the rules of play-
ing with it and the nuances of its construction - each one became part of a class
exhibition and was compared to others. How surprised was the researcher when the
children, having finished the presentation, threw the toys aside and stopped playing
with them or even stopped paying them any attention.

This research study demonstrated that the creative process - activity — was far
more interesting for the children than its result. This confirms Dorota Kubicka’s ob-
servation mentioned above, who concludes: “Research focused on activities offer
more possibilities for educational impact: for the shaping of the structure of activ-
ities can be influenced to a greater extent than the final product itself or the child’s
abilities” (Kubicka 2003: 27). This view is supported by Olivia Saracho (2012: 127):
“The creativity of young children requires concentrating on the process rather than
on the product”

The child creates - the researcher collects products, analyzes
them, listens to what the child is saying, and tries to predict its
development

Taking into consideration the critiques and defenses - recapitulated here very brief-
ly - of the diagnosis of children’s creative potential and the diagnosis of effective
creativity as well as the demands of scholars, I would like to conclude by presenting
a proposal on how to reconcile the conflicting parties. I call it “a diagnosis of chil-
dren’s integrated creativity,” since it connects all of the significant approaches to the
study and assessment of children’s creative activity and its products. But most im-
portantly, it focuses on the prognostic (developmental) function.

In order to avoid the weaknesses of the diagnosis of a child’s creative potential
thatis limited to psychometric tests, and the limitations imposed by only studying the
results of such activities (products), the repertoire of employed research approaches
should be broadened to include the following diagnostic techniques:

- Observation of the child’s creative activities (process) - occasional and systematic,
which will focus on the child’s activities, their modifications and adopted strate-
gies, the aims of the child and their transformations, the creation of initial ideas
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on how to solve problems (assignments) and their elaboration. In this part of the
research study, the main questions is: what is the child doing, and how?

- Analysis and assessment of the child’s authentic products - created both in school
(kindergarten) classrooms and at home or in other places, which are both works
of art (pictures, collages, drawings, literary forms etc.) and solutions of practical
problems related to playing, spending free time, practicing sports etc. The question
of this diagnosis is: what are the characteristics of the child’s products and what is
their creative level (originality, uniqueness, aesthetics, novelty)?

- Dialogue with the child and analysis of their narrative about what he or she is cre-
ating, the reasons and aims for creating it. An important part of the diagnostic pro-
cess is initiating a child’s narration about what and why he or she is creating, how
the idea evolves, which goals are pursued and why not others, what motivates and
encourages them to pursue creative work, and what is annoying and disturbing?

- Recognizing strong and weak aspects (resources) of the social environment (fa-
mily, school, peer group, cultural), in which the child is growing up and experien-
cing acculturation. The question of this social (environmental) diagnosis, which is
often employed by social pedagogues, is: what are the environmental stimulators
and inhibitors for a favorable development of a child’s creativity?

The use of the authentic assessment method (portfolio) is especially impor-
tant in an integrated diagnosis. How to create it is a topic for a separate article. A lot
of advice can be found in Donald Treffinger’s and his collaborators’ work (2013),
who propose that a teacher-researcher creates a Creative Strengths Profile for each
child - a tool useful for identifying various ways of manifesting creativity in dif-
ferent assignments, in different situations, in different environments (Treffinger,
Schoonover, Selby 2013: 136-145). Focused on a child’s strengths, it can enable
both to collect and document its achievements (diagnostic function), as well as as-
sist in deciding - together with parents - on future goals for the development of
a child and self-evaluation (prognostic function). An important part of such a pro-
file is a portfolio, understood as a diagnostic method and assistance in creating,
as well as, substantively, as a form of documenting a child’s creative activity. It re-
quires a systematic observation of the student’s creative activities and collecting, in
a longer period (i.e. the entire school year), the best examples of a child’s achieve-
ments (art, projects, literary essays etc.), in order to analyze and evaluate them
using selected criteria for assessing creativity. These criteria are expressed in the
following questions:

- is the increasing originality of the student’s activities and works visible over time?
- is there an increase in the variety of employed creative measures (words, colors,
metaphors etc.), their diversity and complexity?

- is there progress in terms of diligence and aesthetics in how the creative products
are finalized?
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Figure 1. Scheme of a child’s integrated diagnosis.
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Final remarks

The model of a child’s integrated diagnosis, presented here in general terms, seems to
represent Weber’s ideal type, which can be difficult to realize in research and didac-
tic practice by an individual researcher or teacher. But we should strive to achieve this
ideal! It reconciles the conflicting parties in the discussion on which diagnostic approach
to a child’s creativity is more useful and heuristically productive. It also fulfills a golden
rule that has been long present in scholarship on creativity which states that if we want
to perceptively and correctly characterize, and later explain and plan, the development
of creativity of a person, including a child, we have to study both its products, creative
processes, the conditions of creative approach and character, as well as external condi-
tions for the development of abilities. It is useful to give voice to the person being stud-
ied, including the child, and listen to what he or she might have to say about their own
creativity. Referring to the subheadings of this article, we can metaphorically say that in
pastresearch studies, the child would create, and the researchers would then collect and
analyze the products of that creativity. Today, after the narrative turn and after having
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“given the child its voice back” (Wisniewska-Kin 2009, 2013; Zwiernik 2015, 2019), the
child creates, while the researchers collect the products, analyze and assess their value,
but also encourage the child to talk about it, closely listening, and in the end, carefully
predicting the development of his or her creativity. It is important to remember that in
education, as Jacek Gralewski (2022: 259) notes, a diagnosis serves an important func-
tion in assisting, not only recognizing, the developmental potential of children.

[ would also hope that such an understanding of an integrated diagnosis is a ful-
filment of Dorota Klus-Stanska’s postulate (2019: 29) that we should more boldly
and widely conduct research studies with children, instead of on children.
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Abstract

The author’s intent is to describe the concept of pedagogy of the common worlds of
children and animals embedded in the framework of posthuman philosophy. In its
assumptions, the child’s essence is tightly connected to non-human beings, individ-
uals and forces, existing in the common worlds of life. Children and animals living in
those worlds are not beings separated from one another, but relational and causative
ones, affecting and influencing each other. The pedagogy of the common worlds of
children and animals is broadly understood as an educational practice, which allows
children to maintain non-hierarchical relations with animals during interspecies
encounters. It offers children an unconventional way of discovering, exploring and
acting, because it allows them not to learn “about” the world, but rather to learn to-
gether “with” the world. Staying in heterogeneous common worlds and establishing
deep relations with them is hence connected with the need to care about the com-
mon good. It can provide people and non-human beings with a successful existence
now and in the future.
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POSTHUMAN PEDAGOGY OF THE COMMON WORLDS OF CHILDREN AND ANIMALS

Posthumanistyczna pedagogia wspolnych swiatow dzieci
i zwierzat - od niezaleznosci do relacyjnosci

Abstrakt

Zamierzeniem autorki jest przedstawienie koncepcji pedagogii wspdlnych swiatéw
dzieci i zwierzat, osadzonej w ramie zatozen posthumanizmu. W jego $wietle dziecko
jawi sie jako istota $ciSle zwigzana z pozaludzkimi bytami, jednostkami i sitami, egzy-
stujgca we wspolnych $wiatach zycia. Zamieszkujace te Swiaty dzieci i zwierzeta nie sg
odseparowanymi od siebie bytami, lecz istotami relacyjnymi, sprawczymi, wzajemnie
na siebie wptywajgcymi. Pedagogia wspoélnych §wiatéw dzieci i zwierzat jest rozumia-
na jako praktyka edukacyjna, ktéra umozliwia dzieciom utrzymywanie niehierarchicz-
nych relacji ze zwierzetami podczas spotkan miedzygatunkowych. Oferuje ona dzie-
ciom niekonwencjonalny spos6b poznawania i dziatania, pozwala im bowiem nie tyle
na uczenie sie ,,0” Swiecie, co raczej na uczenie sie razem ,ze” $wiatem. Przebywanie
w heterogenicznych wspdlnych $wiatach i nawigzywanie z nim pogtebionych relacji
wiaze sie przy tym z koniecznoscia zadbania o dobro wspoélne. Moze to zapewni¢ po-
myslng egzystencje ludziom i bytom pozaludzkim teraz i w przysztosci.

Stowa Kkluczowe: posthumanizm, wspélne $wiaty, pedagogia wspélnych swiatéw

dzieci i zwierzat, relacyjnos¢, dobro wspoélne.

Children living in the 21st century need dispositions to establish
deepened relationships with people and with non-human entities
so that they can peacefully coexist and prosper in the common life worlds

(Taylor 2013).

Introduction

The considerations included in this article are part of the issues of the interdisciplinary
research field of childhood studies, where a turn is being made towards the idea of post-
humanism (Malone, Tesar; Arndt 2020). It involves questioning the thesis that assumes
the uniqueness of humans, situating them at the center of the universe and attributing
to them a superior position in the world over other entities. Turning away from the an-
thropocentric vision of humans and the world means adopting a concept that shows the
human as one of many actors in a complex network of interdependent elements.
Adopting the assumptions of posthumanism has allowed childhood research-
ers to consider children as beings closely related to non-human entities, individuals
and forces, existing in heterogeneous communities of life (Taylor 2013; Murris 2016;
Malone, Tesar, Arndt 2020). These communities are referred to by the term “common
worlds” (Taylor 2013), borrowed from Bruno Latour, who argues for the possibility of
“composing a common world” that brings together humans and non-humans (Latour
2004:91). The term signals an aspiration to merge nature and culture into a coherent
whole, and its essence can be boiled down to the assertion that “humans are not the
sole creators or caretakers of the common” (Nelson et al. 2018: 8). Causality within
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heterogeneous communities is therefore not exclusively a human domain, but also
relates to non-human entities and is diffuse, relational and collective in nature. As
Donna Haraway states, “not all actors are us,” because “not all are human, not all are
organic, not all are technological” (quoted in Bakke 2010: 345).

The idea of common worlds is close to Haraway’s (2008, 2016) applied concept
of worlding, described by the author as “making worlds together” and considered by
her as a process of “becoming-with” other species. This is because all species come
into being as a result of the inter-species “dance of encounters” that shapes them
(Haraway 2008: 4). Common worlds can be seen from this perspective as constantly
evolving systems, formed and transformed through encounters between human and
non-human participants (Taylor, Pacini-Ketchabaw 2019).

The existence of an inseparable link between the human and the non-human is
signaled by the concept of natureculture proposed by Haraway (2003). According
to the author, different species, including humans, have always coexisted with each
other and evolved together, and have remained in close relations with each other,
which makes it difficult to say for sure where human and non-human (or “nature”
and “culture”) begin and end. Research in the biological sciences is providing more
and more evidence of the existence of a common history of humans and other or-
ganisms, the occurrence of the process of symbiogenesis, and the phenomenon of
sharing the world by co-inhabiting entities (see, among others, Gilbert, Sapp, Tauber
2012; Haraway 2016; Dunn 2020).

In the field of childhood studies, the indivisibility of the natural world and child-
hood is signaled by the term “childhoodnature” (Cutter-Mackenzie-Knowles, Malone,
Barratt Hacking 2020; Malone, Tesar, Arndt 2020). It indicates the fact that chil-
dren’s lives are integrally linked with those of non-human beings. Children and ani-
mals can thus be considered (co-)actors in the spaces of inhabited worlds (Taylor,
Pacini-Ketchabaw 2019). These spaces constitute geographically, biologically and cul-
turally diverse communities that “constitute children’s life worlds” (Taylor 2013:119).

When talking about existence in heterogeneous common life worlds, one should
also keep in mind the concern for the well-being of all the entities inhabiting them. This
is explicitly insisted upon by Latour (2004: 98), who writes about the need to combine
“the question of the common world with the question of the common good.” The au-
thor’s view resonates with Haraway’s proclamation of the need to think about the world
in terms of responsibility, community and solidarity, and the “necessity of creating new
forms of kinship in order to save ourselves and the world” (quoted in Derra 2017: 217).

Accordingly, researchers of the common worlds of children and animals propose
a turn toward a relational and ethical pedagogy, recognizing nonhuman relatives as
components of our common world (Taylor, Giugni 2012). In the following part of the
article, I present the pedagogy of common worlds, thusly approached, putting for-
ward the thesis of its validity, the need for wider dissemination and application to the
theory and practice of early childhood education in our country. I precede the pres-
entation of the pedagogy of shared worlds with a discussion of the issue of linking
the lives of children and animals in the common worlds of natureculture.
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Children and animals in the common worlds of natureculture

The interest in linking the lives of children and animals in the field of childhood
studies is, among other things, an offshoot of the animal turn taking place in the hu-
manities and social sciences, which resulted in the emergence of a new academic
discipline known as “animal studies” (Bakke 2011; Wolfe 2013). An in-depth reflec-
tion on human-animal relations allowed the assumption of the interdependence of
humans and non-human beings, their shared evolutionary history and kinship. These
issues are clearly highlighted in her works by Haraway (2003, 2008, 2016). The au-
thor attributes particular importance to the category of interspecies! kinship emerg-
ing from “relations of significant otherness” (Haraway 2003: 8).

The connection between the lives of children and animals is clearly seen in the
case of children who grow up with pets or spend a significant portion of their time
with other types of companion animals? (such as riding horses) or with rural, farm or
herd animals. Child-animal relationships are situated in a specific place and formed
through the maintenance of daily proximity, an established order of life and intimacy,
as well as through exchanges related to keeping each other company, caring, learning
and doing chores (Taylor, Pacini-Ketchabaw 2019).

Children’s relationships with pets and those that fall into the category of com-
panion animals are seen as beneficial to children’s growth and development. Chil-
dren’s affectionate and caring relationships with animals are valued because they
enable the development of children’s ability to form positive relationships (Myers
2007). Child-animal relationships are also recognized as potentially therapeutic,
supporting children’s learning and correcting perceived negative developmental
deviations. One can cite, for example, the example of “animal-assisted learning” or
“animal-assisted therapy,” which are based on the idea that children with special
developmental needs can gradually gain confidence and build skills through inter-
acting with appropriately selected domestic and farm animals. This type of environ-
ment is thought to optimize learning conditions because “interactions with animals
are emotionally stimulating and rewarding, and they also reduce stress levels due
to the fact that animals do not judge children” (Taylor, Pacini-Ketchabaw 2019: 3;
cf. also Katcher 2002; Franczyk, Krajewska, Skorupa 2008; Ross 2011)3.

Children’s lives are also linked with wild companion animal species, with whom
they share spaces of common worlds. The geographic and biological peculiarity of

1 As Haraway argues, our close ones can be considered “all those earthly beings with whom we are
connected in a given place and time, all those who need to be taken care of, including for our own sake”
(after Derra 2017: 222).

2 “Companion animals” can be “horses, dogs, cats, or a whole host of other beings willing to undergo bio-
socialization as helper dogs, family members, or team members in interspecies sports” (Haraway 2003:
14). Broader and more diverse is the category of “companion species”, not least because “one must
include such organic entities as rice, bees, tulips or gut flora that make human life what it is - and vice
versa” (Haraway 2003: 15; cf. also Tsing 2012).

3 At the same time, it should be noted that the relationship between being in the company of animals and
human physical and psychological well-being, however, is not as simple and obvious as it might seem
(cf. Bradshaw 2019, among others).
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these spaces means that child-animal encounters occur in many places, character-
ized by a peculiar richness of ecological diversity: from the home garden, park and
farmland, through the meadow and forest, to the Australian bush or the African sa-
vannah. In doing so, the entanglement of children’s and animals’ lives is more readily
recognized and better understood in indigenous communities than in societies be-
longing to the Western cultural milieu (Taylor 2013; Taylor, Pacini-Ketchabaw 2019;
Malone, Tesar, Arndt 2020).

Research on child-animal relations shows that children, especially those who
have not yet begun formal schooling, recognize animals as subjects, not as objects
of manipulation or objects of study. This is evidenced, for example, by Leesa Faw-
cett’s (2014) study of children’s perceptions of wild animals at ages 5 and 10. The
younger children treated animals as their friends and were generally not afraid of
them. What's more, they were aware of the difference between themselves and an-
imals, also noticing elements that connect them to humans (such as playfulness or
the ability to empathize). Children recognized animals as beings that are both similar
and dissimilar to themselves. According to the author, one can therefore speak of
an emerging “kinship ontology”, as children’s experiences cross the “boundaries be-
tween humans and other animals, playing with Western ideas of friendship, kinship
and anthropomorphism” (Fawcett 2014: 262).

Researchers of common worlds, moreover, draw attention to a variety of situa-
tions in which it is animals that cross the boundaries drawn by humans between na-
ture and culture, thus challenging the nature-culture binary (cf. Taylor 2013; Boile-
au, Russell 2018; Pacini-Ketchabaw, Nxumalo 2015; Taylor, Pacini-Ketchabaw 2019).
A description of the behavior of raccoons living in an area adjacent to a nursery lo-
cated in a wooded area on the west coast of Canada can serve as an exemplification
of this type of situation (Pacini-Ketchabaw, Nxumalo 2015). As the authors write,
these animals crossed the nature-culture boundaries artificially set by humans on
a daily basis, both at the spatial level (they often entered the children’s playground
and used the equipment located there, they also made their way into the nursery
building and snooped around in the absence of humans) and at the ontological level.
The crossing of boundaries at the second level is evidenced by the description of the
following event:

the children observed through the large window of the kindergarten room
a raccoon family consisting of a female and her four cubs staying near the
kindergarten. At one point, the female turned her head toward the children
and watched them from afar for a long moment. In response to the ani-
mal’s behavior, one of the children placed her hand on the glass in a gesture
of greeting. Then the racoon approached the window and placed her paw
where the child’s hand was on the other side of the glass. The child and
the animal looked at each other closely. The other children looked at each
other and at the teachers with expressions of astonishment on their faces.
However, no one moved until the racoon turned away from the window and
returned to her cubs (Pacini-Ketchabaw, Nxumalo 2015: 156).
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The children and animals resided in an area that, following multispecies eth-
nographers, can be referred to as the “contact zone.” Within it, “the lines separating
nature and culture collapse,” and “encounters between Homo sapiens and other crea-
tures contribute to the creation of common ecological systems and niches” (Fuentes,
quoted in Kirksey, Helmreich 2010: 546).

Pedagogy of the common worlds of children and animals

As Val Plumwood argues, a problematic characteristic of the dominant educational
paradigm is its focus on humans and the resulting focus on reducing the causality
of “earthly others” (after Lindgren, Ohman 2019: 1206). This consequently leads to
a reduction of human “sensitivity to the fate of animals and leads to their exploita-
tion” (Lindgren, Ohman 2019)* Thus, moving away from approaches based on ideas
of anthropocentrism and adopting alternative educational approaches can, in effect,
ensure the successful existence of humans and non-human beings now and in the
future (Common Worlds Research Collective 2020).

Posthumanist pedagogy of common worlds increasingly applied in the field of
early childhood education can be considered such an approach (Taylor, Giugni 2012;
Taylor 2017; Boileau, Russell 2018; Nelson et al. 2018; Sommerville 2020; Bacelar de
Castro 2020; Yazbeck 2021). It is considered an educational practice of learning, be-
ing and becoming “with” the world of which we are a part (Malone, Tesar, Arndt 2020:
110). Within this conceptual framework lies a pedagogy of the common worlds of
children and animals that goes beyond the traditional educational approach within
which children learn “about” the animal world from the position of those situated
outside that world, exploring the world from afar, in which animals are treated as ob-
jects of study. Instead, children are offered to learn about the world from the position
of one of the many actors that make up the complex web of life and interact with each
other in what Karen Barad calls “intra-action.” This term means “the mutual consti-
tution of intertwined causalities” (Barad 2007: 33), thus indicating that there are no
clear boundaries between the actors in these relationships.

The pedagogy of the common worlds of children and animals can be consid-
ered an approach that enables children to maintain non-hierarchical relationships
with animals in the course of everyday interspecies encounters. The category of en-
counter seems to be of crucial importance in the context of the discussed approach,
since every encounter with humans and with non-human beings is an unusual event,
the consequences of which we cannot predict. This unpredictability makes these en-
counters “change us, alter and transform us; we cannot even control ourselves in
them” (Tsing 2015: 20).

* This may be indicated by the results of research on child-animal relations, which shows that animals are
more likely to be treated subjectively by children who have not yet started school (see, among others,
Fawcett 2014; Taylor, Pacini-Ketchabaw 2019).
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Children’s encounters with representatives of other species are considered
valuable events due to the fact that they enable children to “understand their hu-
manity,” as they create opportunities to “look at ourselves from the outside, to see
what we recognize as human” (Melone, Tesar, Arndt 2020: 111). At the same time,
the pedagogy of common worlds contains the potential for giving children oppor-
tunities to “understand non-human beings drawn from practice and experience
co-relationality” (Johnson 2002: 19). This kind of world experience will enable
children to realize that human nature constitutes an “interspecies relationship”
(Tsing 2012: 144). It will allow children both to see the significant difference be-
tween humans and other species and to learn ways to exist harmoniously in the
area of this difference (Haraway 2003, 2008).

Multi-species ethnographies of child-animal relations conducted by research-
ers of common worlds show what happens in between children and other animals
(cf. Taylor 2013; Melone, Tesar, Arndt 2020; Taylor, Zakharova, Cullen 2021, among
others). In it, one can see the mutual bestowal of attention, looking at each other,
keeping distance, approaching and moving away, touching, imitating each other’s
gestures, movements and actions, responding to spoken words and/or noises, etc.
The ways of contacting depend to some extent on the type of animals the children en-
counter. This is evident in the descriptions in the literature of the course of children’s
encounters with such animals as insects and earthworms (Taylor, Pacini-Ketchabaw
2015; Nxumalo, Pacini-Ketchabaw 2017; Boileau, Russell 2018), frogs and snails
(Rossovska et al. 2020), kangaroos and bears (Pacini-Ketchabaw, Taylor 2015), rac-
coons (Pacini-Ketchabaw, Nxumalo 2015; Taylor, Pacini-Ketchabaw 2019), squirrels
(Molloy Murphy 2018) or feral stray dogs (Melone, Tesar, Arndt 2020).

During these encounters, children come into contact with the many manifesta-
tions of life, with the multitude of ways in which animals exist in multiple habitats
and, at the same time, with the issue of passing away, dying, and death, which is part
of the cycle of life (Russell 2017; Melone, Tesar, Arndt 2020; Molloy Murphy 2020).

Experiences accumulated by children in interactions with animals foster the
awakening and strengthening of children’s sense of belonging to the places they visit
and their inhabitants. This can eventually lead to the formation of a new kind of kin-
ship between children and representatives of other species.

An important element of the pedagogy of shared worlds is the documentation
of interspecies encounters. The accumulated documentation builds a story about
“processes of slowing down and constantly returning to the same places” (Rossovska
et al. 2020: 14), through which children become increasingly connected to them. By
drawing and photographing places and the animals that inhabit them, spinning sto-
ries about them, children deepen their relationships with the spaces they cohabit
with non-human others. The feelings and thoughts accompanying the children dur-
ing their encounters materialize in the documentation, allowing the teacher to gain
insight into the process of forming a sense of kinship and friendship between chil-
dren and animals (cf. Fawcett 2014; Taylor, Pacini-Ketchabaw 2019; Melone, Tesar,
Arndt 2020; Rossovska et al. 2020, among others).
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Intertwined with the pedagogy of common worlds, which allows children to be-
come and learn together with non-human others, are ethical issues®. This raises the
question of possible ways of caring in educational practice for the well-being of all enti-
ties with which children come into contact in common life worlds. It therefore concerns
actions that foster the composition of a “good common world” (Latour 2004: 239).

Addressing the issues raised, Affrica Taylor and Veronica Pacini-Ketchabaw
(2019) propose situating child-animal encounters in the context of “relational ethics
for entangled lives.” The authors frame it as a practice involving human and non-hu-
man actors, “which is situated within the ordinary interactions and exchanges that
occur in everyday life” (Taylor, Pacini-Ketchabaw 2019: 5-6). In doing so, they con-
sider particularly important those interactions and exchanges that foster children’s
noticing of the connections they have with animals and noticing the differences be-
tween themselves and animals. The authors argue that noticing differences especial-
ly stimulates mutual curiosity and respect, while also generating a sense of concern
for the common good. It derives from interspecies kinship and finds its expression in
an ethic of mutual sensitivity, multi-species sociability, ecological reconciliation and
confronting problems (Taylor, Pacini-Ketchabaw 2019). The ethic of entangled living
islocal and emerges from a specific network of relationships linking actors in contact
with each other. According to the authors, “learning respect in multi-species common
worlds can take place in those moments when humans and animals meet and notice
each other’s presence” (Taylor, Pacini-Ketchabaw 2019: 60).

The need to respect interspecies ethics appears particularly clear in light of the
view propounded by Haraway (2016), according to which the relationship between
us and our non-human relatives “is not innocent, and our responsibility for it is far
greater and largely never ending” (quoted in Derra 2017: 225). Realizing this respon-
sibility becomes a critical issue in times of worsening climate crisis. It is therefore
necessary to take concrete action or, as Haraway says (2016), to respond, to react® to
the threats of the human age.

When considering the shape of educational practice that will make it possible
to confront the these problems, it is worth bearing in mind the principles presented
by Taylor (2013) that relate to the overall conduct within the pedagogy of common
worlds. The first of these is linked to the need to understand that relationships play
a key role in this pedagogy. For it is them, and not “individual developmental tra-
jectories,” that constitute common worlds, and it is them, therefore, that “become
the object of pedagogical attention” (Taylor 2013: 122; cf. also Lenz-Taguchi 2010).

Particular importance should be attached to relations of difference in this re-
gard, since focusing on them will make it easier for children to cope with the hetero-

5 The close connection between cognition and ethics, facts and values is clearly indicated by Latour (2004).
This issue is also pointed out by Barad. The author speaks of the need to introduce into the language of
science the concept of ethico-onto-epistem-ology, which “appreciates the interconnectedness of ethics,
cognition and existence” (Barad 2007: 185).

6 The author writes down the English word responsibility as response-ability, which can be translated
precisely as “ability to respond,” “responding,” “ability to react” (Derra 2017: 218).
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geneity of common worlds, and will also enable them to coexist amicably with others
“who are not always like us” (Taylor 2013: 122).

The second principle is related to the need for the teacher to understand that
children enter into complex relationships with human and non-human others in
a specific place and time. This principle is therefore linked to the need to situate the
process of learning with others within a “collective” (“community”). It leads to the
third principle, which can be boiled down to the need to use team-based inquiry into
the worlds we co-inhabit in educational practice. Team exploration can thus be con-
sidered the “learning-with” method characteristic of the pedagogy of the common
worlds of children and animals. Its application will make it possible to grapple with
ethical issues involving the search for ways of sharing a common world that allow
all humans and non-human beings to thrive despite their differences (Taylor 2013).

Conclusion

Children are not separated from the world in which they live, on the contrary -
they are an inseparable, integral part of it, just like non-human beings. One of the key
categories used to describe this world is the concept of relationality, highlighting the
interdependence of the entities that make it up, exposing the entanglement of differ-
ent forms and ways of life. Connected with relationality is the notion of community,
existence in common worlds, and consequently with the question of appreciating the
causality of non-human entities’. Adopting this way of viewing the world makes it
possible to apply the pedagogy of common worlds of children and animals, derived
from Haraway’s concept of “becoming-with”, to educational practice.

This pedagogy creates an opportunity for children and adults to deal with “the
small, mundane, ordinary, seemingly insignificant everyday relationships in close-
to-home, local, common worlds, and to confront the problems that these inter-
twined worlds bring” (Taylor and Pacini-Ketchabaw 2015: 8). Connecting worlds
in educational practice, therefore, creates an opportunity to take action, as a result
of which it becomes realistic to ensure that all dependent entities thrive within
meaningful differences.

Recognizing and taking into account in educational practice the complex rela-
tions taking place in heterogeneous ecological systems, granting causality to non-
human beings will open the way to building, in the words of children, “a world
in which children and animals are free” (the words of a five-year-old girl, quoted in
Melone, Tesar, Arndt 2020: 136). This view resonates with the demand formulated
by Haraway (2003, 2008) to build solidarity with animals, which the author treats as
“significant others,” as beings, although different from us, but at the same time very
close to us. The solidarity of which Haraway speaks is not based on blood ties, “but

7 This postulate is reflected in ongoing scientific studies that involve animals. These include the Pigeon-
Blog project, in which humans collaborated with pigeons in the process of monitoring air pollution
in Southern California. The pigeons, importantly, acted as co-researchers, rather than the object of
a human-led experiment (Haraway 2016: 21, cf. also Derra 2017: 219-220).
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on shared characteristics, shared pain, the inevitability of death and lasting hope”
(quoted by Radomska 2010: 74).

In this connection, it is worth referring to the suggestions put forward by Anne
Bell and Constance Russell (1999) relating to pedagogical conduct, which, if taken
into account in educational practice, will help strengthen the “life ties” in the world
to which we all belong. Above all, the authors encourage teachers to challenge any bi-
nary, us-versus-them, man-versus-nature divisions in the educational process. They
also urge teachers to help students recognize stereotypes and move beyond them,
both with regard to humans and animals. Another suggestion from Bell and Russell is
to help students understand non-human others, to treat them as entities that in some
ways are like us and in some ways are different from us.

The authors also recommend creating educational situations that foster stu-
dents’ realization of the fact that humans have deeply rooted connection with oth-
er life forms. They consider saturating the educational program with a rich set of
“practical, embodied, sensory experiences” (Bell, Russell 1999: 81) to be one of the
important issues in this regard.

Incorporating the above suggestions into educational practice requires teachers
to go beyond anthropocentrism in their pedagogical thinking and actions. Changing
thinking is not easy, of course, and translating it into practice is even more difficult,
but it is possible, as Angela Molloy Murphy argues:

For many years [ was an early childhood education teacher whose ambition
was to “return children to nature.” This was happening until [ realized that
children are closely connected to the rest of natureculture. Now, instead
of “following the child” alone, I recognize the importance of the complex
and intricate multi-species relationships that children establish every day
in and out of school. [ am interested in exploring the relational potential of
encounters between humans and non-humans, and supporting children in
learning “with” rather than “about” the inhabitants of their shared worlds
(Molloy Murphy 2018: 65).
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Matgorzata Pilecka*

Piosenki dzieciece o szkole i przedszkolu jako
narzedzia konstruowania , dzieci organizacji”

Abstrakt

W artykule zaprezentowano wyniki badan nad obrazem edukacji instytucjonalnej
obecnym we wspoétczesnych polskich piosenkach dzieciecych. Utwory te zostaly pod-
dane analizie jako$ciowej w celu ujawnienia elementéw konstytuujacych zawarty
w nich wizerunek przedszkola i szkoty podstawowej. Badania ujawnity tendencje do
ukazywania tych placéwek edukacyjnych jako miejsc ukierunkowanych na ksztatto-
wanie tzw. ,dzieci organizacji” - w petni podporzadkowanych instytucji (Moss Kanter
1972). W badanych piosenkach wyraZnie obecny jest dyskurs dziecka - ,istoty przed-
ludzkiej” (Meczkowska-Christiansen 2010), ktére wymaga $cistej kontroli i nieustan-
nej interwencji ze strony kompetentnych dorostych. Wsréd narzedzi dyscyplinujacych
wychowankdéw autorzy piosenek wymieniajg m.in.: przedszkolna rutyne, sztywne za-
sady panujace w instytucjach, proces oceniania, a zwtaszcza stopnie szkolne, i inne
atrybuty wiladzy nauczycielskiej (np. dziennik zaje¢ lekcyjnych, dzwonek). Analiza
i interpretacja piosenek doprowadzity autorke do wniosku, iz nie tylko odzwierciedlajg
one rozpowszechniony w Polsce tradycyjny model edukacyjny, ale takze utrwalaja go
w jezykowym obrazie $wiata.

Stowa Kkluczowe: piosenka dziecieca, jezykowy obraz Swiata, instytucje edukacyjne.
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MALGORZATA PILECKA

Children’s Songs About School and Kindergarten as Tools for
Constructing the ‘Organization Children’

Abstract

The article presents the results of the research on the image of institutional educa-
tion occurring in contemporary Polish children’s songs. The lyrics of the songs were
subjected to a qualitative analysis in order to reveal the features constituting the im-
age of the kindergarten and primary school contained in them. The research has re-
vealed a tendency to show these educational institutions as places focused on shaping
the so-called ‘organization children’, fully subordinated to institutions (Moss Kanter
1972). In the analysed songs the discourse of a child defined as a ‘pre-human being’ is
clearly present (Meczkowska-Christiansen 2010): the children are thought to require
strict control and constant intervention from adults. Among the tools useful in disci-
plining the pupils, the authors of the songs mention, among others: pre-school rou-
tine, rigid rules in institutions, the assessment process (especially the school marks),
and other attributes of teachers’ authority (including: class register, school bell).
The analysis and interpretation of the songs led the author to the conclusion that they
not only reflect the traditional educational model that is very popular in Poland, but
also consolidate it in the linguistic image of the world.

Keywords: children’s song, linguistic worldview, educational institutions.

Wprowadzenie

Piosenka dziecieca znajduje zastosowanie w réznych dziedzinach pracy pedagogicz-
nej. Ujmowana jest ona w literaturze przedmiotu przede wszystkim w kontekscie
wczesnej edukacji muzycznej, jako podstawowe narzedzie ksztalcenia gtosu i stu-
chu muzycznego dziecka (Przychodziniska 1989; Suswitto 2001). Méwi sie tez o niej
w odniesieniu do folkloru dzieciecego (Opie, Opie 1959; Stefaniak 2013) i szeroko
pojetych zabaw muzyczno-ruchowych (Kataryficzuk-Mania 2014). Brak jest jednak
opracowan, ktore ktadtyby nacisk na rozpoznanie i rekonstrukcje okreslonych cech
i funkgcji, jakie moze petni¢ piosenka w ksztattowaniu $wiatopogladu dziecka. Stad
potrzeba przyjrzenia sie temu, jaki obraz Swiata zawieraja te utwory i za pomocg ja-
kich $rodkéw przekaz ten jest konstruowany. Jednym z tematéw spotecznych czesto
poruszanych we wspotczesnych piosenkach dzieciecych jest obraz edukacji instytu-
cjonalnej. Ten wta$nie watek zostat podjety w niniejszym artykule.

Zarys projektu badawczego

Zaprezentowane wyniki badan stanowia fragment szerszego projektu badawczego
ukierunkowanego na rekonstrukcje obrazu $§wiata spotecznego zawartego w piosen-
kach dzieciecych. W jego ramach poddatam analizie jako$ciowej 136 wspdtczesnych

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 72
NUMER 2023/2(17)



PIOSENKI DZIECIECE O SZKOLE I PRZEDSZKOLU JAKO NARZEDZIA KONSTRUOWANIA ,,DZIECI ORGANIZAC)1”

polskich utworéw dla dzieci pochodzacych z réznych Zrédet, m.in.: z wydawnictw
muzycznych dla dzieci, z publikacji metodycznych dla nauczycieli czy Zrédet interne-
towych, ktére potraktowatam jako dane zastane (Rapley 2013: 213).

Dobér préoby miat charakter celowy, uwzgledniajacy nastepujace kryteria:
szeroko pojeta spoteczng tematyke utworu oraz czas powstania utworu - od tzw.
przetomu ustrojowego w Polsce do 2021 roku, przy czym jako linie demarkacyjna
przyjelam rok 1985. Ustalitam taki zakres czasowy, poniewaz pojecie ,propagan-
da” bywa czesto kojarzone z totalitarnym lub autorytarnym ustrojem politycznym,
w Polsce zwlaszcza z okresem PRL-u. Jednak, jak dotad, niewiele powstato opraco-
wan dotyczacych przejawéw propagandy w najnowszych tekstach kultury dla dzieci,
tworzonych i dystrybuowanych w systemach skonstruowanych zgodnie z liberalno-
demokratycznymi warto$ciami.

Analiza obejmowata przede wszystkim warstwe tekstowa utworéw z uwagi
na przyjety przeze mnie przedmiot badan, ktérym byt jezykowy obraz §wiata (JOS)
rozumiany za Jerzym Bartminskim jako ,zesp6t sadéw utrwalonych w jezyku”
(Bartminski 2000). Podjetam takze pewien namyst nad linig melodyczng, majac na
uwadze fakt, iz piosenka jest utworem stowno-muzycznym (Lipiec 2017: 11). Miat
on jednak charakter jedynie uzupetniajagcy wobec analizy tekstu.

Wykorzystujac wybrane techniki analizy danych jakos$ciowych zaproponowane
przez Matthew B. Milesa i Michaela B. Hubermana (Miles, Huberman 2000: 253-260),
w tym: dostrzeganie wzordw i schematéw, grupowanie znaczen i tworzenie metafor,
skonstruowatam gléwne kategorie badawcze odzwierciedlajace pola tematyczne
obecne w materiale badawczym. Jedng z nich byt obraz edukacji instytucjonalne;j,
w obrebie ktérego wyr6znitam nastepujace podkategorie analityczne: obraz przed-
szkola i obraz szkoty podstawowe;.

Obraz przedszkola: miedzy swoboda a podporzadkowaniem

Rézne elementy konstruujace obraz przedszkola zostaly zawarte w piosenkach o nu-
merach: P20, P23, P24, P42, P43, P54, P55, P79, P112, P113! (w sumie w 10 utwo-
rach). Sktadajg sie na niego nastepujgce watki: funkcje przedszkola, wyposazenie
przedszkola, przedszkolna przestrzen i rutyna, status dziecka w przedszkolnej hie-
rarchii oraz emocje dzieci wywotywane przez przedszkole.

Przedszkole przedstawiane w piosenkach dla dzieci jest podporzadkowane za-
pewnianiu wychowankom odpowiedniej opieki i poczucia bezpieczenistwa (wszyst-
kie wyr6znienia pochodzg od autorki):

Zamiast mamy panig tu mam [...].
Przedszkole domem drugim jest (P43).

Katalog piosenek dzieciecych poddanych analizie zostat przeze mnie uporzadkowany zgodnie
z chronologiczng kolejnoscig dotgczania poszczegélnych utworéw do materiatu badawczego. Tytuty
poszczegblnych utworéw oraz ich zrédto (nazwiska autoréw stéw i muzyki, tytut albumu, tytut
publikacji i/lub adres internetowy) zamiescitam w bibliografii.
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Bo nasze przedszkole to jednarodzinka,
Maty czy duzy, chtopczyk czy dziewczynka! (P79)

Z piosenek wytania sie wizja przedszkola ,urodzinnionego”, w ktdrym wszyscy
cztonkowie spotecznos$ci traktowani sg jak cztonkowie rodziny, za$ organizacja czasu
i przestrzeni przypomina warunki domowe. Jednak zestawienie tego sielankowego
obrazu z realiami ujawnia odczuwalne dla dzieci znaczgce réznice miedzy przebywa-
niem w murach instytucji a pobytem w domu rodzinnym, jak np. konieczno$¢ dosto-
sowania sie do obowigzujgcego rozktadu dnia czy do odgérnie narzuconych zasad.
Rosabeth Moss Kanter pisata w tym kontekscie o procesie instytucjonalizacji dziec-
ka, ktorej efektem ma by¢ zdyscyplinowane ,dziecko organizacji”, przedktadajace
interesy placowki ponad swoje wtasne (Moss Kanter 1972).

Piosenkowe przedszkole prezentowane jest tez jako zapewniajace dzieciom
czas i przestrzen do zabawy:

Do ogrodka wychodzimy,
w chowanego sie bawimy (P55).

Kiedy chcesz, mozesz sie bawic¢! (P79)

Autorzy piosenek niewatpliwie doceniajg dziecieca potrzebe zabawy, w tym i za-
bawy swobodnej. Jednak w kontekscie szczeg6towych planéw dnia regulujacych zy-
cie przedszkolakéw, obietnica ,kiedy chcesz, mozesz sie bawi¢!” (P79) moze oka-
zac sie fikcjg. W wielu placéwkach zamiast dziecka swobodnie bawigcego sie mamy
raczej do czynienia z ,dzieckiem zagospodarowanym”, ktérego kazde dziatanie
podlega kontroli ze strony dorostych (Jegier 2016: 7). Prezentowana w piosenkach
wizja wolnos$ciowego przedszkola, w ktéorym respektowane sg spontaniczne i nie-
skrepowane aktywno$ci dzieciece, w warunkach polskich znajduje odzwierciedle-
nie jedynie w pracy niektorych placéwek, np. przedszkoli le$nych czy inspirowanych
koncepcja Reggio Emilia.

Analizowana podkategoria wskazuje, ze podstawowym zadaniem instytucji
przedszkola jest opieka nad dzieémi, co wynika nie tylko ze zwyczajowego utozsa-
miania edukacji przedszkolnej z ,wychowaniem przedszkolnym”, ale takze z zapi-
séw obecnych w obowiazujacej Podstawie programowej wychowania przedszkolnego
dla przedszkoli i oddziatéw przedszkolnych w szkotach podstawowych (Dz.U.z 2017 r,,
poz. 356). Tymczasem, jak pisze Dorota Klus-Stanska, ograniczanie zadan przedszko-
la jedynie do zapewniania dzieciom opieki moze prowadzi¢ do ryzyka ,zaniedban
poznawczych wobec najmtodszych dzieci” (Klus-Staniska 2019: 270).

Wspomniany watek stanowi punkt centralny kolejnej podkategorii analitycznej,
skupionej wokoét edukacyjnej funkcji przedszkola, ktéra polega na zapewnianiu
dzieciom zaje¢ dydaktycznych:

Nasza pani [...] znami $piewa iz nami sie bawi,
i o wszystko ja mozna zapytac (P42).

Bardzo duzo wierszykow znam.
Spiewam i tanicze (P43).
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Pani §piewa nam piosenki,

amy nacymbatkach gramy.
Malujemy malowanki,

wieze z klockéw uktadamy (P55).

Edukacja w przedszkolu nabiera w piosenkach wymiaru wyraZnie zabawowego,
tradycyjnego ($piewanie piosenek, recytacja wierszykow), a takze zinfantylizowane-
go (,malujemy malowanki”). Jest ograniczona niemal wytacznie do artystycznych
dziatan dziecka, ktére, cho¢ wazne, nie moga zastapi¢ innych form aktywnoSci.
Do obszaréw przemilczanych zaliczy¢ mozna np. rozwijanie dzieciecych kompeten-
¢ji matematycznych (,liczymy”, ,mierzymy”), wiedzy przyrodniczej (,0bserwujemy”,
»,badamy”), historycznej i spotecznej (,pytamy”, ,rozmawiamy”). W tym kontekscie
mozna powiedzieé, ze program edukacyjny piosenkowego przedszkola bliski jest
temu, co okresla sie w literaturze jako Null Curriculum (Flinders et al. 1986). Wy-
daje sie on zatem niewystarczajacy wobec wysokich kompetencji poznawczych ma-
tych dzieci (Gopnik et al. 2004).

Autorzy piosenek eksponujg tez socjalizacyjna funkcje przedszkola. O jej
istocie stanowi stwarzanie warunkéw do nawigzywania relacji réwie$niczych
i wspdélnej zabawy:

Razem bawic sie weselej,
bo koleg6w dobrych mam (P20, P54).

Kolegéw dobrych mam,
nie jestem nigdy sam (P43).

W tym ujeciu placowka przedszkolna jest portretowana jako miejsce, w ktdrym
dziecko nawigzuje pierwsze kontakty réwiesnicze, w tym pierwsze przyjaZnie. Badane
utwory ukazujg réznorodno$¢ przedszkolnego zycia spotecznego. W wielu z nich wy-
raznie promuje sie wizje przedszkola inkluzywnego, w ktdrym ,jest miejsce dla kaz-
dego, / kazdy naszym jest kolegg” (P54). Taki przekaz eksponuje pozytywne aspekty
bycia w grupie, a zwlaszcza zgodng wspdlng zabawe i zyczliwo$¢ wobec innych.

Inne oblicze tej podkategorii ujawniajg piosenki przedstawiajgce przedszko-
le upodobnione do placéwki resocjalizacyjnej, ktérej zadaniem jest eliminowanie
u dzieci zachowan spotecznie nieakceptowalnych:

Cho¢ Grze$ ma niewiele latek,

straszny z niego jest gagatek.
Zachowuje sie okropnie,

to co$ spsoci, kogo$ kopnie [...].
Przyszia jesien [...],

Do przedszkola poszedt Grzesiek.
Minat tydzien, nagta zmiana

zaszta w Grzesiu niestychana.

Grze$sie grzecznie zachowuje [...].
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Tak przedszkole go zmienito,
a wiec warto tu przyjs¢ byto (P24).

Kilka sposrdd badanych piosenek eksponuje dobroczynny wptyw placéwki
przedszkolnej na zachowanie dziecka. ,Niegrzeczny” przedszkolak dzieki pobytowi
w instytucji przestaje zachowywac sie w sposob agresywny. Aby dokona¢ diametral-
nej przemiany w swoim wychowanku, kadra przedszkola potrzebuje zaledwie tygo-
dnia: ,Minat tydzien, nagta zmiana / Zaszta w Grzesiu niestychana” (P24). Az chcia-
toby sie dopytac o szczegoty metody wychowawczej, ktéra w krdtkim czasie data tak
spektakularne efekty. Przedszkolak sprawiajacy problemy wychowawcze postrzega-
ny jest tutaj wyraznie jako , System z Deficytami” (Klus-Stariska 2007), ktérej ,uczto-
wieczenie” wymaga interwencji ze strony dorostych. Sposéb przedstawienia postaci
Grzesia w piosence przywotuje na mysl proces ,konstruowania nieudacznika”, o kto-
rym pisata Katarzyna Gawlicz (Gawlicz 2008).

Na przedszkolng przestrzen w piosenkach dzieciecych sktadaja sie: zabawki,
pomoce dydaktyczne, a takze spis pomieszczen i obecnych w nich mebli i elemen-
tow wystroju:

Mamy tu zabawek wiele [...].
Nabebenku marsza gram [...].
Mamy klocki, kredki, farby (P20, P54).

[N]a mnie czeka auto i mi$ (P43).
Tam lale sg w wézku, tamlego (P79).

W szatni taweczki, znaczki, woreczki,

recznik, mydetko i wieszadetko [...]
Przedszkolaczek skarby ma:

ogrod i trawke, piasek, hustawke,

ma pokoj wielki, a w nim mebelki (P113).

Autorzy piosenek uwzgledniajg potrzebe dzieciecej ekspresji plastycznej
i muzycznej (,bebenek”, ,farby”), konstruowania (,klocki”, ,lego”), zabawy w odgry-
wanie 16l (,lale w wézku”). Eksponujg takze elementy przestrzeni przedszkolnej
specjalnie przystosowane dla dzieci (,hustawka, mebelki”). Przemilczanym obsza-
rem jest jednak efektywna organizacja Srodowiska uczacego. W piosenkowych
przedszkolach brakuje takiego sprzetu, jak lupa, mapy, przybory ogrodnicze czy
gry planszowe. Wyposazenie przedszkola przywolywane w piosenkach ma przede
wszystkim umozliwia¢ dziatalnos¢ opiekuniczo-wychowawcza placéwki, ktéra - jak
wskazuje analiza poprzedniej podkategorii - jest kluczowa funkcja przedszkola.
W efekcie wytania sie z piosenek wizja dziecka infantylnego, ,Stodkiego Elfa” (Klus-
-Stanska 2007), co uwypuklajg takze nagminnie stosowane w nich zdrobnienia (,wo-
zeczkKi, ksigzeczki, znaczki, taweczki, mebelki”).

Pojawiajagce sie w piosenkach dzieciecych odniesienia do rozkiladu dnia
w przedszkolu sktadaja sie na kolejna podkategorie - rutyne przedszkolna, kto-
ra niewatpliwie nalezy do elementéw konstruujacych ,dziecko organizacji” (Moss
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Kanter 1972). Dzien przedszkolaka rozpoczyna sie wczesna pobudka (P42, P43,
P55, P79, P112), nastepnie dzieci przebieraja sie w szatni i idg do sali przedszkolnej
na zajecia (P55, P79). Centralnym punktem dnia jest w przedszkolu zabawa, réw-
niez na $wiezym powietrzu (P43, P55). Ramowy plan dnia obejmuje takze positki,
w tym obiad (P43, P55). Oto przyktadowe cytaty z piosenek ilustrujace organizacje
dnia w przedszkolu:

Rano budzik wota mnie (P42).
[ chociaz wczesna pora, ja biegne do przedszkola (P112).

Gdy sie tylko rozbierzemy [...],
do swej klasy pobiegniemy! (P79).

Do przedszkolaco dzien rano
ide z tatg albo z mama.

W szatni daje im catusa

i do sali szybko ruszam [...].

A naobiad wszystko zjemy (P55).

Latwo zauwazy¢, ze prawie kazdy moment pobytu dziecka w placéwce przed-
szkolnej podporzadkowany jest odgdrnie narzuconemu, zuniwersalizowanemu
planowi dnia. Zegar reguluje wtasciwie wszystkie sfery funkcjonowania dziecka
w obrebie przedszkola. Zauwazalny jest nacisk na dziatanie pod presja czasu. Wi-
zja przedszkola zawarta w analizowanych piosenkach przywodzi przez to na mysl
koncepcje ,scholapticonu” Marii Dudzikowej, bowiem kazda dziecieca czynnos¢
wykonywana w placéwce jest monitorowana i regulowana przez dorostych (Dudzi-
kowa 2005). Autorzy piosenek nie przewiduja zadnych odstepstw od tradycyjnego
rozktadu zaje¢ przedszkolnych, mimo ze istniejg przeciez placowki pracujace innym,
bardziej elastycznym trybem (Gawlicz 2016: 36-38).

Piosenki dzieciece prezentuja takze status dziecka w hierarchii przedszkola,
co sygnalizowata juz poprzednia podkategoria, skoncentrowana na instytucjonalnej
rutynie. W badanych piosenkach mozna wyré6zni¢ dwa gtéwne podejécia do dziec-
ka: przedmiotowe i podmiotowe. Pierwsze z nich przedstawia przedszkolaka jako
obiekt oddzialywan wychowawczych, od ktérego oczekuje sie petnego podporzadko-
wania narzuconym regutom. Jego emocje zwigzane z adaptacja w Srodowisku przed-
szkolnym, czesto nieprzyjemne, sa catkowicie lekcewazone. Takie podejs$cie do osoby
dziecka prezentuje piosenka P20:

Jestem sobie przedszkolaczek,

nie grymasze i nie ptacze [...].
Kto jestbeksa i mazgajem,

ten sie do nas nie nadaje,

niechaj w domu siedzi sam (P20).

Nalezy jednak zaakcentowad fakt, iz na omawiang podkategorie sktadajg sie tyl-
ko dwie piosenki (P20 i P24). Wydaje sie zatem, iz przedmiotowe traktowanie przed-
szkolakéw stanowi juz swego rodzaju relikt przesztosci, a jesli nawet sie zdarza, to
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nie jest trendem dominujacym. [ warto doda¢, Ze piosenka pt. Jestem sobie przedszko-
laczek autorstwa Marii Terlikowskiej (P20), prezentujaca opresyjna wizje zasad obo-
wigzujgcych w przedszkolu, doczekata sie konstruktywnej krytyki i parafrazy tekstu.
Réznice miedzy oryginatem a jej nowoczesng wersjg prezentuje Zestawienie nr 1:

Zestawienie 1. Poréwnanie dwoch wersji piosenki pt. Jestem sobie przedszkolaczek -
oryginalnej i unowocze$nionej

wersja oryginalna piosenki nowa wersja piosenki

autorka stéw: Maria Terlikowska autorka stéw: Beata Jasinska

Jestem sobie przedszkolaczek, Jestem sobie przedszkolaczek,

nie grymasze i nie ptacze, jestem wazny - duzo znacze,

na bebenku marsza gram, na bebenku marsza gram,

ram tam tam, ram tam tam. ram tam tam, ram tam tam.

Kto jest beksa i mazgajem, Tu jest miejsce dla kazdego,

ten sie do nas nie nadaje, kazdy naszym jest kolega,

niechaj w domu siedzi sam, razem w grupie mito nam,

ram tam tam, ram tam tam. ram tam tam, ram tam tam.

Zrédto: opracowanie wiasne.

Pomystodawczynia tego projektu jest Ola Zabicka, autorka nowej wersji stéw -
Beata Jasiniska, za§ wykonawczynig wokalu - Majka Jezowska. Promowaniem akcji
pt. Spiewamy nowego przedszkolaczka zajmuje sie Akademia Edukacji i Rozwoju
Majki Jezowskiej, a do udziatu w niej zaproszone sg wszystkie przedszkola w Pol-
sce (zob.: Spiewamy nowq wersje ,Jestem sobie przedszkolaczek”). Podczas gdy wer-
sja oryginalna propaguje wizje dziecka ,Sytemu z Deficytami” (Klus-Stanska 2007)
i nawotuje do wykluczenia oséb niedostosowanych, zmieniony tekst promuje po-
stawe wigczajaca. Warto jednak podkreslié, iz jest to, jak dotad, jedyna piosenka
dziecieca Spiewana w placowkach od kilku dekad, ktéra doczekata sie nowoczesnej
reinterpretacji.

W opozycji do piosenek prezentujacych przedmiotowe podejs$cie do dziecka stoja
te utwory, ktore eksponuja autonomie dziecka, szacunek dla jego indywidualnosci,
dziecieca motywacje wewnetrzng i kompetencje do samostanowienia. To one sktada-
ja sie na podejscie podmiotowe, ilustrowane przez ponizsze cytaty z piosenek:

Jestem sobie przedszkolaczek,
jestem wazny - duzo znacze [...].
Tu jest miejsce dla kazdego,

kazdy naszym jest kolega (P54).

Przedszkolaczek to jest zuch, zuch nie byle jaki (P55).

Podmiotowo$¢ dziecka w badanych piosenkach ma jednak charakter ograni-
czony, biorgc pod uwage cho¢by wczesniejsze wnioski dotyczace koniecznosci pod-
porzadkowania sie dzieci rutynie przedszkolnej czy wyraznie uproszczonego obra-
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zu relacji rowie$niczych i emocji dziecka z nimi zwigzanych. Mimo to cieszy fakt, iz
przynajmniej w niektérych obszarach funkcjonowania dziecka w przedszkolu jest
ono przedstawiane jako kompetentne, np. w sytuacjach zabawowych czy w samo-
obstudze (,zuch”).

Piosenki dzieciece zawierajg takze odniesienia do emocji dziecka zwigzanych
z uczeszczaniem do przedszkola. Charakterystyczne dla tej podkategorii sa uczucia
pozytywne, takie jak: rado$¢, duma, ekscytacja, co ilustrujg podane cytaty:

Bardzo dobrze tutaj nam (P20, P54).
Hej przedszkole ukochane, co bez ciebie zrobie ja? (P23).

Ide do przedszkolaiwesoto $piewam [...].
I chociaz wczesna pora, ja bardzo ciesze sie! (P112).

Opisane emocje zwigzane z przedszkolem uwypukla takze warstwa muzyczna
piosenek, utrzymanych w skocznym i/lub marszowym rytmie.

Przedszkole jawi sie zatem w piosenkach jako miejsce sympatyczne, w ktérym
kazdy czuje sie dobrze i panuje w nim ciepta, rodzinna atmosfera. Nalezy jednak
przypomnie¢, ze niektére utwory ukazuja catkowicie odmienne oblicze placowki
przedszkolnej, jak chociazby tekst o Grzesiu-nieudaczniku (P24) czy o ptaczacym
»przedszkolaczku” odrzucanym przez wszystkich (P20). Konieczno$¢ dostosowa-
nia sie do regut i schematu czasu panujacego w przedszkolu réwniez moze po-
wodowa¢é poczucie presji i opor u dzieci. Mimo deklaracji zawartych w badanych
utworach, piosenkowe przedszkole nie zawsze okazuje sie wiec miejscem ,,mitym,
radosnym, ukochanym”.

Poza drobnymi wzmiankami dotyczacymi ewentualnych sytuacji trudnych
mogacych wydarzy¢ sie w przedszkolu, obraz placéwki przedszkolnej we wszyst-
kich badanych piosenkach jest spdjny: wyidealizowany, jednoznacznie pozytywny.
Mamy tu zatem do czynienia z maskujacym uproszczeniem cech opisu, czyli z cliché
(Stern 1980: 282).

Obraz szkoly podstawowej: w cieniu instytucji totalnej

Kolejng podkategoria obrazu edukacji instytucjonalnej zawartego w badanych
utworach jest obraz szkoty podstawowej. W moim zbiorze badawczym piosenki te
oznaczytam numerami: P49, P57, P68, P69, P71, P77, P80, P81, P108, P110, P111,
P114 (w sumie 12 utwordw). Na obraz ten w sktadajg sie: funkcje placéwki, wypo-
sazenie szkoty, atrybuty szkoty, zasady w niej panujgce oraz emocje, ktdre wywo-
tuje w uczniach.

Szkota podstawowa przedstawiana w piosenkach petni kilka funkcji: edukacyj-
ng, socjalizacyjng i kontrolng. Funkcja edukacyjna szkoty wiaze sie z poszerza-
niem wiedzy i umiejetnosci uczniéw. W zebranym materiale jest ona zdecydowanie
najsilniej reprezentowana:
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W szkole chodzi o to:
tu jest wiedza do zdobycia, cenna niczym ztoto! (P108).

Pisze coraz tadniej, czytam i rozumiem.
Licze coraz lepiej, coraz wiecej umiem (P108).

Uczniem by¢ - to [...] otwiera¢ wiedzy drzwi.
Uczyc¢ sie, by §wiat poznawac (P71).

W poréwnaniu z ograniczonym programem edukacyjnym piosenkowych przed-
szkoli (gtéwnie zajecia artystyczne), zadania stawiane przed uczniem szkoty pod-
stawowej wydaja sie znacznie bardziej wymagajace: ,poznawac”, ,uczyc sie”, ,pisze”,
,czytam”, licze”. Mozna zatem zauwazy¢ diametralng réznice w poziomie wymagan
wobec przedszkolakéw i uczniéw klas I-II1, niewiele przeciez od nich starszych. Ta
skokowa wizja rozwoju dziecka, jak pisze Klus-Stanska, znajduje swoje od-
zwierciedlenie ,w samym jezyku pedagogiki, gdy mowa o opiece nad matym dziec-
kiem, wychowaniu przedszkolnym i nauczaniu poczatkowym” (Klus-Stariska 2019:
270). Podczas gdy w piosenkach portretujacych przedszkole wyraznie wyekspono-
wana i doceniona zostata dziecieca potrzeba ekspresji i zabawy, w utworach o szkole
kwestie te sg ignorowane, a zamiast nich dostrzegalna jest koncentracja na zdoby-
waniu przez uczniéw wiadomosci (,otwiera¢ wiedzy drzwi” - P71) i umiejetnosci
(,coraz wiecej umiem” - P108).

Zakres wiedzy szkolnej portretowanej w piosenkach nie wychodzi jednak poza
tradycyjny kanon przedmiotowy (Klus-Staniska, Nowicka 2005: 181-182). W nie-
ktérych utworach znalez¢ mozna obiecujace zapewnienia, ze wiedza zdobywana na
lekcjach jest nie tylko interesujgca dla ucznia (,dokota tyle spraw ciekawych” - P49,
Luczyc sie, by $wiat poznawac” - P71), lecz ma takze wymiar praktyczny (,jest cenna
niczym ztoto” - P108). Brak jednak konkretnych przyktadéw uczniowskich aktyw-
nosci, ktére potwierdzatyby ten przekaz. Zamiast nich autorzy wymieniaja czynno-
$ci zwyczajowo przypisane do programu nauczania poczatkowego: nauke czytania,
pisania i liczenia. Za oryginalne uznawane sg natomiast jakiekolwiek zajecia lekcyj-
ne, ktére nie wymagaja uzycia podrecznika, nawet spontaniczne wyjscie na spacer
(P114) czy nasladowanie odgtoséw zwierzat:

Kto$ wymyslit Dzien Zwierzaka

i bedziemy sobie gdakaé¢,

szczekaé, miaucze¢, pohukiwac¢ (P114).

Mamy tu wiec raczej do czynienia z infantylizacja uczniéw klas poczatkowych
niz z odkrywaniem ,wiedzy cennej niczym ztoto” (P108).

Piosenkowa szkota peni takze funkcje socjalizacyjna, ktéra polega na stwa-
rzaniu warunkéw do nawigzywania przez uczniéw relacji z innymi:

To pora na przezycie
przyjazni tak prawdziwej, Ze przetrwa cate zycie (P108).

Tam chetnie sie bawimy (P68).

Razem jestesmy [...] pierwsza klasa! (P69).
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Szkota jawi sie tutaj jako miejsce wspierajace uczniéw w nawigzywaniu re-
lacji rowie$niczych. Obraz ten stoi jednak w sprzecznosci wobec wynikéw badan
pedagogicznych na temat realidw szkoty. Jak wykazuja rézni autorzy, podczas lek-
cji uczniowie przebywaja, co prawda, w grupach, jednak interakcje miedzy nimi
sg ograniczane do minimum (Klus-Stanska, Nowicka 2005: 85), praca zespotowa
stanowi rzadkos$¢ (Pawlak 2009; Pilecka 2020), za$ swobodna wymiana zdan mie-
dzy uczniami postrzegana jest jako co$ nieodpowiedniego (Stanczyk 2010: 25).
W szkole nie ma tez zbyt wiele przestrzeni na zabawe. Czasem zawierania przyjaz-
ni i autentycznego bycia razem jest dla dzieci przede wszystkim przerwa miedzy
lekcjami (Nowicka 2010: 309).

Autorzy piosenek eksponuja takze kontrolng funkcje szkoty, ktéra zwigzana jest
ze sprawdzaniem i ocenianiem postepéw edukacyjnych ucznia:

Leczwystarczy dyktando, a zaraz sie wyda,
Kto batagan ma w glowie, kto porzadek i szyk (P77).

W piosenkowej szkole dyktanda, klaséwki i sprawdziany nalezga do codziennej
rutyny. Dzieki nim mozliwa jest dekonspiracja uczniowskiej niewiedzy badz nieprzy-
gotowania, co wyraznie aprobujg autorzy piosenek. Btedy popetniane przez uczniéw,
bedace przeciez immanentnym elementem procesu uczenia sie, sa pietnowane i ka-
rane niskimi stopniami - zwykle ,dwéjg” (P12, P77, P81).

W badanych utworach mozna znalez¢ tez nawigzania do atrybutéw szkoty.
Dziela sie one na dwie podkategorie: atrybuty fizyczne i atrybuty abstrakcyjne.

Atrybuty fizyczne obejmujg rézne elementy wyposazenia szkoty, w tym: po-
szczegllne pomieszczenia, meble, elementy wystroju, przybory szkolne i pomoce
dydaktyczne. Szkota portretowana w piosenkach dzieciecych wyposazona jest, mie-
dzy innymi, w dzwonek (P110), w sale lekcyjne (P68, P110), w boisko i biblioteke
(P110) czy w portrety stawnych ludzi na $cianach (P110). Natomiast do przyboréw
szkolnych i pomocy dydaktycznych wymienianych w piosenkach dzieciecych naleza
np.: plecak, elementarz, ksigzka, piérnik, otdwek, zeszyt, dziennik zaje¢ lekcyjnych,
co ukazuja podane cytaty:

[M]am tadniutki plecak,
elementarz trzymam tam [...],
aksigzke przeczytam sam! (P57).

Zaprzyjaznié sie z ksigzkami (P71).

Pi6érnik pordst mnéstwem pior. [...]
Otowek gryz (P77).

Na klaséwce i w zeszycie (P81).
[P]ani zamknie dziennik (P114).

Fizyczne atrybuty szkoty nie stanowig jedynie tta dla dziatalno$ci instytucji, lecz
s3 jej immanentng cze$cia, wyznaczajagc wyrazne przestrzenne ramy funkcjo-
nowania ucznia i nauczycieli w jej obrebie (Nowicka 2010: 275-298). Badane pio-
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senki ukazuja silnie tradycyjna wizje szkoty, w ktérej nauczanie opiera sie na pracy
z ksigzka i zeszytem, za$ nauczyciel notuje edukacyjne postepy uczniow w dzienniku
lekcyjnym. W piosenkach nie znajdziemy odwotan do odmiennych niz klasyczne roz-
wigzan przestrzennych, takich jak: pracownie artystyczne czy laboratoria, ani do po-
mocy dydaktycznych wspierajacych aktywnos¢ uczniéw w procesie wtasnej edukacji.
Wydaje sie, ze badane piosenki catkiem udanie odzwierciedlajg model edukacyjny,
ktéry jest najbardziej rozpowszechniony w Polsce. W tym sensie mozna stwierdzic,
ze wychodza one naprzeciw autentycznym doswiadczeniom wielu uczniéw, jednak
zarazem stabilizujg one istniejacy model szkoty, umacniajac tradycyjne wo-
bec niej oczekiwania.

Analizowane piosenki nadaja szkole znaczenia takze poprzez wskazywanie
atrybutéw o charakterze abstrakcyjnym, w tym: form sprawdzania wiedzy, stopni
szkolnych oraz zasad panujacych w szkole. Wéréd form sprawdzania wiedzy mozna
wymieni¢ dyktanda, sprawdziany i klaséwki:

Bo [piatka] wyglada znakomicie
Na klaséwece i w zeszycie. (P81)

Gdy [...] sprawdzian sie nie uda. [...]
Iwklaséwce btad (P111).

Rezultaty uczniowskich zmagan z r6znymi formami sprawdzania wiedzy przyj-
muja w piosenkach - podobnie jak w rzeczywisto$ci - forme stopni szkolnych:

Janek poznatl wyjatki i dostat dwie piatki,
A Olama gola i powdd do tez, powdd do tez! (P77)

Czworki wstydzic sie nie musze [...].
A gdy dwobja byle jaka
wpadnie czasem do plecaka (P81).

Powiedz to na biologii, to dostaniesz dwdje [...].
Zaraz za taka odpowiedz jedynka by byta (P12).

Fakt eksponowania stopni w piosenkach moze wynikaé z potocznego przekona-
nia autoréw o centralnym ich miejscu w rzeczywistosci szkolnej. Utwory odzwier-
ciedlaja koncepcje oceniania rozumianego ilosciowo i behawioralnie, jako nagrody
(,piatki”) lub kary (,,dwdje”). Dyscyplinujaca funkcje oceniania wzmacniajg wzmian-
ki o skrajnie nieprzyjemnych emocjach dzieci zwigzanych z ich otrzymaniem: dwdj-
ka to ,powdd do tez” (P77), wstydu (P81), rozczarowania (P81). Stopnie szkolne
w takiej wizji szkoty stanowig wyraz instytucjonalnej wtadzy nad uczniem, s3 jed-
nym z narzedzi konstruujacych ,dziecko organizacji” (Moss Kanter 1972). Tymcza-
sem w tekstach pedagogicznych badacze poswiecaja wiele miejsca dyskusjom na
temat potencjalu innych modeli oceniania, np. oceniania ksztattujacego, ktérego
gléwnym celem jest motywowanie ucznia oraz konstruktywna informacja zwrotna
(Szyling 2017: 42). Wydaje sie zatem, Zze koncepcje te nie przeniknety, jak dotad, do
tresci piosenek dzieciecych.
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Niektore piosenki nawigzujg rowniez do zasad obowiazujacych w szkole. Eks-
ponuja one konieczno$¢ podporzadkowania sie dzieci z géry narzuconym regutom
i zachowania dyscypliny, rozumianej tu w sposoéb tradycyjny:

Gdy pani o co$ pyta,

do géry palce dwa.

A gdy ktos odpowiada,
stuchamy, cicho sza (P68).

Zaprzyjaznic sie z ksigzkami,
duma swojej szkoty by¢,

ze wszystkimi pierwszakami
$lubujemy dzis! (P71).

Zgodnie z treScig cytowanych piosenek status uczniow i nauczycieli w szkole
opiera sie na jasnej hierarchii: dziatania ustala nauczyciel bez negocjacji z uczniami,
za$ uczniowie winni sg nauczycielom postuszenstwo. Zasady szkolne nie przewiduja
mozliwosci swobodnych wypowiedzi uczniéw w trakcie lekcji - udzielaniem im gto-
su steruje nauczyciel, co wpisuje sie w panujaca w polskiej szkole ,kulture milczenia”
(Staniczyk 2010: 25). Taki wtasnie uczen jest dumg swojej szkoty: w pelni podporzad-
kowany instytucji.

Autorzy piosenek nawigzuja tez do emocji, ktére wywotuje szkota w uczesz-
czajacych do niej uczniach. Podobnie jak w przypadku obrazu przedszkola, piosenki
ukazujg gtéwnie pozytywne uczucia dzieci zwigzane z nauka w szkole, w tym rados¢,
a wrecz entuzjazm:

Witaj szkoto, witaj nasza dobra szkoto.
Przyjmij nasrado$nie, mito i wesoto (P49).

Nie za dtugie, beztroskie i frywolne,
najlepsze dla cztowieka sg wtasnie lata szkolne (P108).

Zajecia lekcyjne prezentowane sg jako fascynujace, takie, ktérych uczen nie
moze sie wrecz doczekac:

Nie wiadomo, co sie zdarzy [w szkole],
czy sie spetni ktoére§ z marzen? (P114).

Dlaczego lubie szkote [..],
mimo wielu trudéw [...], wszkole nie ma nudoéow! (P108).

[Dzieci w szkole] Nie moga sie nudzi¢! (P110).

Biorac jednak pod uwage piosenkowa konstrukcje szkoty podstawowej, na ktd-
ra sktadaja sie rozmaite narzedzia wywierania presji na uczniach, w tym: dzwonek,
dziennik, stopnie szkolne czy klaséwki, wydaje sie wysoce watpliwe, Ze przecietny
uczen odczuwa w tych warunkach jedynie przyjemne emocje. Wrecz przeciwnie: na-
cisk ze strony szkoty moze wywotywaé w uczniach postawy buntownicze lub przyj-
mowanie innych strategii oporu. Jednak jakiekolwiek nawigzania do dzieciecego
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smutku, wstydu, rozczarowania czy leku zwigzanego z chodzeniem do szkoty zna-
leZ¢ mozna tylko w nielicznych utworach (np. niski stopien to ,powéd do tez” - P77),
niejako na marginesie i pomiedzy wierszami.

WhiosKi: piosenki dzieciece jako przestrzen kreowania , dzieci
organizacji”

Zarowno piosenkowe przedszkola, jak i szkoty prezentowane sg w badanych utwo-
rach jako miejsca ksztattowania zunifikowanych i podporzadkowanych , dzieci orga-
nizacji” (Moss Kanter 1972). O ile jednak w piosenkowym przedszkolu proces ten
odbywa sie w spos6b zawoalowany (,Kiedy chcesz, mozesz sie bawic!” - P79), to
w obrazie szkoty eksponuje sie go poprzez nawigzania do réznych narzedzi wywie-
rania presji na uczniach (dzwonka, stopni szkolnych, sprawdzianéw).

Jednoczesnie zarowno przedszkole, jak i szkola podstawowa przedstawiane
sg w piosenkach jako miejsca dzieciecej beztroski. W obrazie przedszkola autorzy
ktada duzy nacisk na rézne formy dzieciecej ekspresji i swobodng zabawe. Mimo to
przedszkole nie jest wcale miejscem wolnym od dzieciecych dramatéw, takich jak
trudnos$ci adaptacyjne (P20, P43) czy wykluczenie (P20, P43). Bierze ono zatem
udzial w konstruowaniu nieudacznikéw (Gawlicz 2008). Natomiast w obrazie
szkoty wyraznie wyeksponowano watki mozotu nauki (P108) i skrajnie nieprzyjem-
nych emocji zwigzanych z otrzymaniem niskiego stopnia (P12, P77, P111), co stawia
pod znakiem zapytania piosenkowe zapewnienie, Ze pobyt w murach szkoty ,bardzo
uszczesliwia” (P114).

W omawianych utworach wazne miejsce zajmuje watek relacji rowiesni-
czych. O ile jednak piosenki o przedszkolach oferujg liczne przyktady wspoélnych
aktywnosci dzieciecych, to w utworach poswieconych szkole autorzy postuguja sie
ogolnikami, niekiedy o patetycznym wydzZwieku (,[T]o pora na przezycie przyjazni
tak prawdziwej, ze przetrwa cate zycie” - P108). Ow patos przestania fakt, iz dzieci
w polskim modelu edukacyjnym maja niewiele okazji do nawigzywania relacji ro-
wiesniczych poprzez rozmowe, wspotdziatanie czy zabawe, za$ czas na to wtasciwie
ograniczony jest jedynie do przerw miedzy zajeciami.

Z piosenek o przedszkolu i szkole wytaniaja sie tez odmienne sposoby postrze-
gania procesu edukacyjnego. W obrazie placéwki przedszkolnej watek zaje¢ dydak-
tycznych obejmuje niemal wytgcznie aktywnosci artystyczne dziecka, co przywotuje
na mys$l koncepcje Null Curriculum (Flinders, Noddings i in. 1986), gdyz wiele ob-
szaréw edukacyjnych zostaje w nim pominietych. Dziecko jawi tu sie jako infantylny
»Stodki Elf” (Klus-Stanska 2007), niezdolny do opanowania bardziej ztozonego ma-
teriatu. Natomiast nauke szkolng sportretowano jako znacznie bardziej wymagajaca
i nieuwzgledniajaca dzieciecej potrzeby zabawy i ruchu. Ta dysproporcja wymagan
wobec przedszkolakéw i ucznidw pierwszych klas I-111 odzwierciedla skokowa wi-
zje rozwoju dziecka (Klus-Stanska 2019: 270).
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Piosenkowy obraz instytucji edukacyjnych ukazuje, a zarazem stabilizuje
tradycyjny model edukacji oparty na kierowniczej roli nauczyciela i behawio-
rystycznym podejsciu do dziecka. Przedszkolaki i uczniowie jawig sie w nim jako
»Systemy z Deficytami” (Klus-Stariska 2007). W wybranych fragmentach piosenek
mozna dostrzec uznanie autoréw dla kompetencji dziecka, jednak nie jest to per-
spektywa dominujaca.

Badane piosenki dzieciece wystepuja wyraznie w interesie placéwek eduka-
cyjnych: propaguja jednoznacznie pozytywny wizerunek edukacji systemowej,
marginalizujac lub pomijajac te jej aspekty, ktdre budza niepokdj i kontrowersje.
Ta wybidrczo$¢ i jednostronno$¢ przedstawien sprzyja prezentowaniu zafat-
szowanej - bo niepelnej - wizji rzeczywistos$ci szkolnej i przedszkolnej dziecka
(Stern 1980).
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P43 - Przedszkole - drugi dom (stowa i muzyka: Krystyna Bozek-Gowik)
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Abstract

The aim of the article is to reconstruct everyday educational life during the Covid-19
pandemic experienced and subjectively expressed by early childhood education stu-
dents. Focusing on the child’s perspective is in line with modern studies of childhood,
in which it is preferred to know and understand the situation of children with their ac-
tive participation and based on their narratives (Jarosz 2018). The research material
was collected in the course of studies located in the constructivist paradigm assuming
that social realities are constantly reconstructed, and the only way to recognize them
is to appeal to subjective opinions, experiences and beliefs. Focus group interviews
conducted in the third grades of selected schools in Poland were used to articulate stu-
dents’ own opinions and to reach various emotional states behind verbalized beliefs.

Keywords: younger school age, everyday educational life, pandemic.

Codziennos$¢ edukacyjna uczniéow w mtodszym wieku
szkolnym w czasie pandemii koronawirusa SARS-CoV-2

Abstrakt

Celem artykutu jest rekonstrukcja codzienno$ci edukacyjnej w dobie pandemii korona-
wirusa SARS-CoV-2 doswiadczanej i wyrazanej subiektywnie przez uczniéw edukacji
wczesnoszkolnej. Pokazanie optyki dziecka jest zgodne z nowoczesnymi badaniami
dziecinstwa, w ktérych preferuje sie poznawanie i rozumienie sytuacji dzieci przy ich
aktywnym wspétudziale oraz w oparciu o ich narracje (Jarosz 2018). Materiat badaw-
czy zebrano w toku badan lokowanych w paradygmacie konstruktywistycznym, przyj-
mujacym, Ze rzeczywisto$ci spoteczne sg wcigz na nowo (re)konstruowane, a jedyng
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droga ich rozpoznania jest odwotanie sie do subiektywnych opinii, doswiadczen, prze-
konan. Wykorzystano wywiad fokusowy, prowadzony w klasach trzecich wybranych
szkot w Polsce, pozwalajacy na artykulacje wtasnych opinii oraz dotarcie do réznorod-
nych standw emocjonalnych kryjacych sie za werbalizowanymi przekonaniami.

Stowa kluczowe: mtodszy wiek szkolny, codzienno$¢ edukacyjna, pandemia.

Introduction

The category of everyday life, understood as common, routine manifestations of peo-
ple’s everyday social existence (Sztompka 2008), remains at the center of scholars’
interest,! and has become one of the most important subjects of research studies;
indeed, according to Alfred Schutz, “explaining social reality based on everyday ex-
periences” is the primary aim of social sciences (1986: 176).

Everyday life is a world of experiences, it is an area of natural, spontaneous, real
practices. According to Richard Grathoff, it is “a bottomless richness of concrete, viral
experiences based on the activities of people” (Bielska 2002: 70). Today the category
of everyday life is undergoing a great metamorphosis. No longer considered a fossil-
ized obviousness emanating boredom, it is becoming a category in which the reality of
everyday life seems to be constantly in motion. It connects with “surprises, adventures,
amazement. With the Great Unknown” (Bauman 2009: 77-78). It is a category “extreme-
ly fluid and in essence very intuitive” (Mateja-Jaworska, Zawodna-Stephan 2019: 100).

Such a broad definition of the term requires a more careful conceptualizing, es-
pecially if it is to become a subject of study. An answer to this requisite is to “discard
everyday life as a concept that is detached from the subject and instead consider it only
in the context of specific human experiences” (Mateja-Jaworska, Zawodna-Stephan
2019: 101). In this understanding, “everyday life always belongs to someone, it always
has its temporal parameter” (Mateja-Jaworska, Zawodna-Stephan 2019: 102).

Although everyday life is equated with day-to-day existence, “which is not shak-
en, rolls unnoticed, and therefore leaves few traces in memory” (Mateja-Jaworska,
Zawodna-Stephan 2019: 113), it sometimes refers to a unique period. Indeed, every-
day life takes place even during war, a plague, or a flood... In such circumstances,
everyday life is subject to violent transformations. However, we can imagine that if
aflood lasts for many days, then a particular rhythm of the day is established, a rhythm
of food provisioning, of waiting for help. And that is also everyday life (Mateja-Jawor-
ska, Zawodna-Stephan 2019: 113). Such a unique time that allows us to see “that
things are not in their right place” (Sulima 2003: 234), is a time for reflection and
self-awareness, as it provokes us to take action against the chaos that destroys our
sense of security and certainty, it mobilizes creativity (Krajewski 2009).

1 The first systematic research by Henri Lefebvre (1968) are fundamental for the sociology of everyday
life as well as for studies conducted by P. Sztompka and M. Bogunia-Borowska (2008) referred to in this
article. They have also inspired pedagogues: M. Dudzikowa and M. Czerepaniak-Walczak (2010), as well
as A. Korzeniecka-Bondar (2018).
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The period of the COVID-19 pandemic transformed our everyday life, also in
terms of education. It posed new challenges for teachers and people administrating
educational institutions, but most importantly for students and their families. We
tend to perceive it primarily as a threat evoking negative emotions, but we also see
it as a chance to search for new educational solutions which can become a source
of positive, valuable change. It is a time of unique experiences for adults, but also
(or perhaps even more so) a time uniquely experienced by children. The study of
everyday education is validated by the new sociology of childhood which treats chil-
dren as active subjects whose perspective on the world is important not because
they are future adults, but because of their current status (Corsaro 2015). It moves
from thinking about the child as an imperfect being who is only becoming a member
of society (becoming human), to thinking about the child as someone who already
is one. Emphasizing the child’s ability to act subjectively draws our attention to his
or her knowledge and competences in everyday interactions that constitute the so-
cial world. Thanks to this reorientation, a child is perceived as a social actor, living
in a given time and space, which also forces us to put more emphasis on what the
child experiences, thinks, how it feels in an environment in which it is currently living
(Zdanowicz-Kucharczyk 2015).

The description of a child’s everyday life enables us to see children as actors of
social life, active representatives of communities, creative architects of reality and
cultural meanings. It allows us to understand how children experience their every-
day lives, what meanings they ascribe to reality, how they construct a mental map of
the world in which they are living (Zwiernik 2009).

Research assumptions

In order to discover children’s experiences collected during the COVID-19 pandemic,
I conducted an empirical qualitative research study posited within the constructivist
paradigm according to which the world is such as its representation. Social realities
are constantly being constructed and reconstructed anew, and the only path for un-
derstanding them are subjective opinions, experiences, beliefs. Students of third class-
es participated in the research study? (groups of six students from selected primary
schools in Bialystok, Kielce, Lodz, Torun and Warszawa), based on the assumption that
children - perceived as active subjects who understand, interpret and process the so-
cial reality around them - are the most reliable source of information for adults about
the meanings of different situations from their everyday life (Corsaro 2015).2 They are
the best experts on their own reality and problems, as well as the most competent in-
formers about themselves (Jarosz 2018).

2 The research study was conducted by the members of the research team as part of the work of
the Elementary Education Team, operating on the initiative of the Elementary Education Section
of the KNP PAN.

% The results of the research study on how first grade students experienced remote education were
presented in the following article: Bonar J., Zbréog Z. (2022).
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Adopting the position of Wilhelm von Humbolt or Leo Weissenberg (Wasilews-
ka 2009) that the cognitive content, knowledge, experience and evaluation of the
perceived reality are revealed in the linguistic image of the world, the following re-
search question was formulated: What image of remote education emerges from
children’s statements?

The research material was collected using focus group interviews, allowing to
gain insight into the ways in which children experience remote education. It enabled
both to articulate their own opinions and assessments, as well as to listen to what
others may have to say about it. It created conditions for mutual exchange of infor-
mation and confronting one’s beliefs with others (Kubiak 2007). It also offered the
possibility to reach different emotional states hidden behind the verbalized opinions
(Dukaczewska-Natecz 1999).

During the interviews, the researcher tried to provoke respondents to express
many different opinions on a given topic, including more divisive ones, in order to
obtain a cross-section of views (Kvale 2011). The aim of the focus group interview
is not to obtain a consensus, but rather a diversification of opinions on a given topic
(Wi$niewska 2013).

Remote education of third-graders - analysis of collected
material

The analysis of data acquired from answers to open questions made it possible to
identify children’s subjective experiences, to discover the world they experience. The
narrative axis revealing the experience of everyday education during the pandemic
was based on children’s statements* which enabled to distinguish three categories
organizing their experience with remote education: pragmatically oriented activities,
in the form of everyday activities connected with the learning process; the material
environment, forming the physical space used for those activities; and the accompa-
nying emotions, inseparable from the everyday world.

Students’ activities

The educational process is a set of mutually conditioning activities of a teacher and
students, subordinated to achieving a common goal and realized in intentionally
formed conditions. Contemporary scholars make us aware of the transformation
of the roles of the teacher and the students in an individual’s learning process. The
first serves the role of a facilitator of a student’s development, becoming a com-
panion in the learning process (Filipiak 2009). The student in turn is perceived as

*“In modern studies of childhood, we talk about understanding a child’s situation, recognizing and
understanding problems experienced by children, with their active participation and based on their
own narratives” (Jarosz 2018: 7).
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an active researcher of reality, who searchers for and discovers knowledge. Learn-
ing is understood as a process of constructing new models and representations of
the world through the manipulation of objects, language, and other cultural tools;
a process of constantly negotiating meanings - with oneself, peers, and teachers
(Dylak 2001).

The conducted research study demonstrates that, in accordance with the as-
sumptions of scholarship on everyday life, many routine activities of children are
connected with the learning process. These were activities undertaken both individ-
ually and together with other people.

Preparatory activities

The learning process begun with preparatory activities related to turning on the nec-
essary electronic equipment. Some students did not have any problems with it, for
others it proved a far more difficult task:

We practiced it with our IT teacher, because the teacher predicted that we would be
switching to remote education, so she taught us everything and there weren’t any
problems.

In the beginning I didn’t even know how to turn on the camera and sign in
using a password, I just received the links and generally had no idea how to add
a background, in general where to turn them on, how to write something in the chat,
[ didn’t know anything about it.

For these activities, children would often ask for the assistance of their parents
or other members of their family. Stationary education primarily uses the potential
of teachers whose knowledge, abilities, attitudes fuel didactic, caring, and education-
al work (Szkolak-Stepienn 2020). During remote education, the range of activities of
parents had increased exponentially:

I was generally able to connect, but sometimes something didn't work, because

sometimes the Wi-Fi wasn’t turned on. So I was stressed out a bit, but later I was

able to join. And if it doesn’t work, and I'm clicking on it multiple times, then I call
my mom or dad.

My father taught me the best tricks on day one, so it took me 15 seconds to join
a class, and not an hour like for others.

The quoted statements illustrate students’ diverse digital competences, essen-
tial for participation in remote education. Some students were able to handle the
equipment and deal with potential technical difficulties by themselves, others would
ask their parents for help, while some, in situations that exceeded their digital com-
petences, ended up resigning from participating in the classes altogether.
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Activities during classes

Integrated education encompasses many areas of children’s activities that are var-
ied and diversified, adapted to their individual needs and capabilities. In their state-
ments, students refer to activities related to most of the educational areas listed in
the core curriculum, predominantly to classes on language and mathematics:

I liked Polish language classes, because we didn’t write a lot in our notebooks, it was
just a short note and it was easier.

Mathematics was easier for me in remote education, since now, every time there’s
more difficult writing examples, I'm afraid to go up to the blackboard.

They point to impediments connected to didactic classes. These for instance re-
fer to the specific qualities of a given area of knowledge or typical didactic tools used
in classes, which are the source of specific sensory impressions, helping to construct
appropriate cognitive structures. Students were aware of the reasons for these limi-
tations (such was the case in geometry lessons), or they would simply state the fact
(for example, physical education classes, requiring space and the necessity to pro-
vide safety, and natural science classes, based on observation, experiments):

It was more difficult with this kind of 3d assignment, because then not everyone
had some kind of 3d thing and if the teacher was showing it on the computer, it was
rather flat and we couldn’t touch it, like in school, and hold it in our hands, and see
what kind of geometric shape it is.

Additionally, it was strange to participate in PE in remote classes.

The forms of work proposed by teachers and used by students were also limited.
Only sporadically did they mention work in peer groups, which is conducive to the
development of cooperation, teaching precision in knowledge through argumenta-
tion, exchanging personal experiences, sharing personal understanding, negotiating
and resolving contradictions (Michalak 2020):

We entered the classroom and the teacher would divide us into groups, and we
worked on internet programs, and sometimes I worked with Harry like this, that
[ would do it, sharing the program with him and asking Harry to draw, and [ would
share my computer mouse with him.

Students noticed the absence of some classes that were important for them, taking
place outside, in places representing an educational niche, allowing for more freedom
and more helpful in learning. This meant a reduction of the learning environment of
children, which leads not only to impoverishing their surroundings, but also to falsifying
and distancing from the realities of life. It has significance especially for early educa-
tion, since actual integration of knowledge is possible only in the process of negotiating
meanings between those taken from the current of spontaneous and extra-curricular
knowledge with information provided in the institutional school context (Kruk 2015):

We didn’t go to the museum... to the cinema.

The worst part is that we haven’t had a school trip in 2 years.
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Research study participants mentioned difficulties in attempting to conduct cog-
nitive activities involving both students and teachers, which Rudolf Schaffer (2006:
132) calls “joint involvement episodes,” in which an adult and a child work on a spe-
cific topic and take action on it together. This allows to check one’s abilities and to re-
ceive support in the form of feedback from the teacher. Edyta Gruszczyk-Kolczynska
(2019: 75) calls it “a common field of attention and activity”:

Everything was happening too fast. The teacher only says: please write this down,
and then you have to learn everything by yourself... Sometimes you would raise
a hand, but the teacher didn’t react. Now I know that when I raise my hand, the
teacher can see it.

Remote education was simply pointless, because when I was writing something in
the chat, half of the boys would play games during class and it was pointless, we
didn’t learn anything. I'm not sure if it wouldn’t be better not to have this remote
education at all.

Difficulties in undertaking joint activities were related to the changing forms of
relations with colleagues and the teacher, resulting from a lack of direct interaction,
although it is precisely the feeling that we are not alone that helps us in dealing with
problems. Replacing it with virtual contact was not easy for students:

Everyone was talking and shouting at the same time, the teacher was shouting to
different boys who would mute others or throw them out of the class.

The difficulties were the effect of the constricted communication between par-
ticipants of the didactic process; the result of a limited use of both verbal (questions,
directions, instructions that make it easier to complete assignments) and non-verbal
communication (eye contact, face expression, gestures, touch):

We missed contact with our colleagues, we missed it a lot. You can’t see the teacher,
touch, talk directly.

As a result of the constricted interaction and the changing relations between
students and the teacher, students often turned for assistance to their parents and
siblings. Their support consisted in helping with learning, but also in taking care of
the proper nutrition of children:

For me sometimes, when I understood what was happening, I was able to manage
by myself, and when it was harder, then [ would mostly call my parents, or my dad
actually. And if my dad wouldn’t pick up, then I would go to my sister.

When [ was hungry, [ ran to my mom, to the kitchen, to eat something.
The situations experienced by students provoked them to adopt a defensive po-
sition, typical for a crisis situation. Students had different ideas about how to make

remote learning easier, different strategies for survival, allowing them to deal - more
or less successfully - with these problems:

You didn’t have to be especially prepared, you could sit in your pajamas and eat
something during class.

You could cheat, or pretend you don’t have internet access, or pretend you don’t
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know how to turn on voice or your camera. Sometimes I didn’t even open my books
but I justlaid on my bed. I frequently fell asleep during classes.

Some students, provoked by difficulties in realizing joint activities, would organ-
ize parallel classes:

We didn’t pay attention during classes, we listened to music, wrote on Messenger.

Some played games and you could actually see that they’'re playing, because they
looked from below and you could see that their faces are soaked in this light.

Students also undertook various activities, organized by themselves or by the
teacher, during breaks between classes:

During each break I went out to the balcony, well I just couldn’t stand being in this
house. Sitting in front of the computer for so long is a massacre.

I would take care of my brother during the break, or play Brawl Stars on my phone.

I sometimes listened to music, but generally I went to my mom to eat something.

Material environment - space and objects

Everyday life is always located in a particular space, it happens in different places,
which in consequence determines its content and character (Sztompka 2008). Places
are always pedagogical in the sense that they are what people make of them, and
therefore should be understood as a cultural artefact with primary character (Mendel
2006). Places in which something occurs are not pure. When we are in them, we are
surrounded by rules and systems, in which certain spaces and codes enable one type
of practice, while prohibiting from others (Wentzel-Winther 2006). The conditions
of one’s surroundings participate in education and socializing. Places and objects can
support a developmental cognitive change or petrify a student’s thinking (Nowicka
2011). They contain the potential to encourage subjective activity, enable to accu-
mulate experience in different orders of reality and to reconstruct one’s knowledge
(Batachowicz 2018/2019).

During remote work, students participating in the research study used differ-
ent spaces of their home/apartment. Sometimes it was individual space, used solely
by the child:

[ was at home in my room all the time and I was alone all the time.

More often, however, it was a common space, requiring adapting and thus lim-
iting children:

I was with my brother. He’s in seventh grade and he was sitting next to me, on my
bed, and I was sitting by the desk.

I kept my books in this large backpack on wheels, because I never wanted to take
them out [...] and I didn’t have any space for all these books.
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Sometimes children would also engage in education outside their homes. They

often participated in classes while visiting their grandparents:

During remote education you could take your computer with you, for example, if
you went to your grandma. After finishing classes you could play, and now, when we
have classes at school, you can’t go and visit your grandma.

Objects that are associated with remote education are primarily electronic de-

vices: computers, laptops, tablets, telephones, printers. In addition to these object
typical for remote education, children would also mention books, pencil cases, and
chairs which, as it turns out, are very important for them. Perhaps because a properly

equipped work / study station consists primarily of an ergonomic chair.

Well, I had my notebooks, pencil case, books next me at all times, a charger, a pen.

In my opinion, the charger was the most important, since sometimes when my

computer runs low on battery, I can switch to my phone and connect instantly, and
use internet on my phone.

A comfortable chair. To be able to sit for so long, you need a comfortable chair.

The electronic equipment available to children did not always live up to their

expectations. It was unreliable, which made learning more difficult.

There were a lot of these problems, my teacher would freeze and sometimes we
couldn’t see what the teacher was sharing on the screen.

Students pointed to the multiplicity of objects in their nearest surroundings,

their distracting excess that made it harder to concentrate:

This pandemic wasn’t cool at all, since it distracted, this online form distracted,
because for instance I'm looking at something, listening to the teacher, and suddenly
I see: “Oh, a pen, maybe I'll write something.”

There are always a lot of toys in the room, so [ can take a crayon, then I'd go to the
bathroom, play with my dog during class, so I'll turn off the camera and play with
him.

Difficulties would also result from the close proximity of other people (family

or neighbors):

We were distracted, for instance my mom was beating chops or my brother was
watching an animated film. My grandpa would come into my room and you could
hear him, because my microphone was on. Well, the thing I remember most from
remote classes is the neighbor’s drill.

Surprising difficulties were related to the presence of animals at home, who

would also represent an obstacle for remote learning:

So I'm sitting and participating in a class, my sister is looking for my dog, she enters
my room and says: “Here is my little doggie,” to which I would react: “Mary!”, and
she: “Oh, dear mother!”, and leave the room.

In my case, it was the cat. He would walk over my keyboard and interrupt me
constantly. [...] for me, it was the rabbit [...] he scratches its cage and I can’t hear
the lesson.
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Emotions accompanying learning

When analyzing everyday practices, one cannot omit the emotional component.
Everyday life is experienced through our embodiment, involves all of our emotions
(Sztompka 2008). Emotions accompany us in our thinking process, in activity, they
are an element of narration, introspection, retrospection, auto-analysis, self-defining,
creation (Konecki 2014). They play a significant role in education. They impact our
interest, accomplishments, and a student’s involvement in the learning process. They
support the individual developmental process of children and adolescents, forming
a central element of their mental health and proper functioning (Grzegorzewska
2012).

Students participating in the research study pointed out primarily the negative
emotions accompanying remote learning. They mentioned the fear embedded in re-
ality, a reaction to the specific threat related to the coronavirus pandemic:

I was afraid that my family will get sick. And I even, that we can die, because with

this disease we can die even at such a young age.

Well, I was afraid about my first communion.

Children also spoke about sadness (a frequent consequence of strong experiences,
unfortunate events, fear) resulting from isolation and lack of contact with their peers:

[ was sad [...], I didn’t want to learn. Sometimes it was difficult to cope.

It was sad, we couldn’t play with our friends. I felt isolated from the entire world.

They also spoke about the nervousness of online learning, most often related to
technical difficulties:

I was frustrated because when I tried to connect, it wouldn’t work and I had to
constantly try something else, some box, disconnect, reconnect etc.

They mentioned different ways of dealing with anger and tension:

First I would call for my mom, but how can [ wait for so long, | waited and waited,
and later, when I was able to connect, it would disconnect me again, so I tried to
do it by myself, and finally I got mad and ignored it, [ went to the living room and
watched television.

Only some students were able to look at their difficult experiences with a sense
of humor and demonstrate an unconventional interpretation of reality. It is impor-
tant to remember that such an attitude helps in cognitive development and learning:

When I couldn’t log on, I would ask my mom for help, but most often my dad would

come, but generally I really wanted to teach my computer how to fly from the
balcony.

My dad has a magical hand. I type in the password, I can’t click on a key, my dad
comes in, [ tell him: look, it's not working. I click and then it works.

Children pointed to boredom appearing anytime one suddenly finds themselves
in a situation characterized by monotony, repetitiveness, lack of stimuli. One that is
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“a nightmare of the teaching process, as it kills cognitive thirst, it quenches the pas-
sions and discourages from doing anything” (Kozielecki 1998: 37):
For me what was boring was when I would turn on my computer, and sit, sit and
simply stay in my room constantly and not do anything, I didn’t have any exercise.

Remote classes where boring because, well we didn’t have any opportunity to talk...
I was simply bored at home, because I was alone and I don’t have any siblings.

They talked about being tired, i.e. a state of depressed mood, connected with the loss
of energy and desire to act, resulting from an excess of problems and experienced
stress as well as lack of physical activity:
We were often tired from siting in front of the computer. I even fell asleep during
classes sometimes.

I lacked fresh air, I mean I would open the window, but sometimes it was cold, so
I would close it, but I really missed it.

The tiredness felt by children was at time very strong and related to the appear-
ance of physical signs, for instance pain or stomach disorders:
I associate it a bit with this pain, because something always started to hurt me

because of the computer. Pain in the head or in the eyes. Jesus, my eyes hardly got
any rest.

So when I finally went to school, | was very happy and my stomach didn’t hurt as
much.

They talked about the feeling of injustice they experienced:

I would sometimes feel injustice, that for instance others had their parents sitting
next to them and giving them advice. And you could hear it.

Children also spoke about positive emotions, although these appeared far less
frequently:
You can sleep more in remote classes, you can be happy that you don’t have to

connect to every class, you can walk around the house, talk to your mom, dad,
parents, or your sister.

What I enjoyed was that we had far less exercises in the textbook.

It was nice that [ had my own room and I could go and lie down at any moment. Or
that I could go and eat something whenever I was hungry.

Conclusions

The study of everyday life is an interesting, albeit difficult task. The basic difficulty
stems from the elusiveness of the phenomenon of everyday life. According to Sulima
(2003: 7), “There is no return to everyday life. Instead, we ‘melt away’ and ‘solidify’ in
myth, in what is ‘inexpressible.’ Only in the things and words that surround us can we
‘glimpse’ some everyday ‘histories.” This attempt to read them allowed me to see the
diversity of children’s experiences related to remote education, as well as to distin-
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guish dominating categories relating to: children’s activities connected to learning,
the material environment, and the emotions accompanying remote education.

The third-grade students participating in the research study point to the neces-
sity to specifically prepare for these types of classes. Although they had many expe-
riences with using technical equipment, the requirement to use a particular online
education platform proved to be a challenge. Students around the world experienced
similar difficulties. Davide Parmigiani - the chairman of the Association of Teacher
Education in Europe - talked about it during the conference Changes in the Learning
Environment in Early Childhood Education during (and after) a Pandemic - Research,
Dialogue, Developmental Resources and Everyday Practices in May 2022 in Kielce.

The statements concerning the course of the classes are also dominated by dis-
cussions of their technical dimension, for instance the limitations resulting from the
available family resources when it comes to electronic devices and the unreliability
of equipment. Children are also aware of the very significant change in relations, the
lack of direct contact with other children and the teacher which is difficult to accept,
therefore confirming that the need for closeness and contact in the real world is nat-
ural. They much less frequently focused on the content of education, although they
saw that some areas, e.g. music education, natural sciences, and PE, were realized in
a limited capacity.

Education moved to the home space resulted in diverse material conditions for
learning. Some students used places and equipment at their own disposal, others had
to share space with other members of their family. The children’s statements confirm
researchers’ view demonstrating the important role of objects used for everyday ac-
tivities. “Because the essence of everyday life is its cyclical nature and repetition, the
objects which fill it function as teams working together to achieve a specific goal,
together with the individuals that use them” (Krajewski 1992: 181).

The specific character of remote education, the transformed social relations,
the various levels of competences (especially digital), the diversified level of support
from family and teachers caused that children’s education during the pandemic was
accompanied by very strong and diverse emotions. Negative emotions dominated,
typical for situations related to actual danger. They were accompanied by particular
behaviors and thoughts connected with depression, unwillingness to act, but also
with anger that motivates to take action. It is anger, calling out to “fight, scream, say
what bothers you” (MoScicka-Teske 2022), which provoked attempts to find new
solutions for dealing with the situation. It mobilized children’s creativity, helping to
think of original ways of surviving and, especially important in times that are domi-
nated by stressful experiences - humor.

The presented results invite us to deepen our didactic reflection not only on the
activities of students and teachers, but also relating to the emotional and social de-
velopment of children in early education - “learning about yourself in rich relation-
ships with others and with the world in which we actin” (Klus-Stariska 2018: 22-23).
It is important to remember that episodes of everyday life have a definite duration
and all have various consequences (Sztompka 2008).
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Abstract

The article discusses the research aimed at revealing the meanings that children give to
their daily participation in the digital community. For several decades, the immersion
of children in the online world has been evoking different opinions of adults - from
those very enthusiastic to those highly alarmist. However, it seems to be essential to
listen to the voice of the children themselves. This creates an opportunity to rise above
the level of assessing the impact of media on children and to reach the space that hide
a repertoire of colorful experiences related to the presence of children in the online
world. For this purpose, children aged 8-10 took part in the focus interviews. The re-
search material was collected and analyzed according to Virginia Braun and Victoria
Clarke’s six-stage analytical framework. One of the most important conclusions is that
online activity fills children’s everyday life to a large extent and their online presence
is naturally intertwined with being offline. Children perceive the internet as a source of
many opportunities and declare that they feel safe, as they are aware of the rules that
must be followed in it. The Internet provides them space where they can be together
and engage in many activities. Children appreciate the value of face-to-face contacts,
which they find different from those mediated by technology.
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of children.
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JOANNA DZIEKONSKA

Doswiadczanie uczestnictwa w cyfrowej wspoélnocie jako
tres¢ dzieciecej codziennosci. Doniesienie z badan

Abstrakt

W artykule opisane zostaty badania, ktérych celem byto poznanie znaczen, jakie dzieci
nadajg swojemu codziennemu uczestnictwu w cyfrowej wspolnocie. Zanurzenie dzieci
w $wiecie online wywotuje bowiem od kilku dekad rézne opinie os6b dorostych - od
tych bardzo entuzjastycznych, az po dalece alarmistyczne. Istotne jest natomiast - jak
sie wydaje - wstuchiwanie w gltos samych dzieci. Stwarza to szanse na wzniesienie sie
ponad poziom oceniania wptywoéw oddziatywania mediéw na dzieci. Ponadto przybliza
do poznawania tych przestrzeni, ktére kryja repertuar barwnych do$wiadczen zwigza-
nych z byciem dzieci w $wiecie online. Wykorzystano w tym celu wywiady fokusowe,
w ktoérych wziety udziat dzieci w wieku 8-10 lat. Uzyskano obszerny materiat badaw-
czy, ktéry przeanalizowano zgodnie z sze$cioetapowa rama analityczng wedtug Virginii
Braun i Victorii Clarke. Wsréd najwazniejszych wnioskéw mozna wskazac, iz aktywno$¢
internetowa wypetnia dzi$§ w znacznym stopniu codzienno$¢ dzieci, a ich bycie online
przeplata sie naturalnie z byciem offline. Dzieci postrzegaja internet jako zrédto wielu
mozliwosci i deklaruja, Ze czuja sie w nim bezpieczne, poniewaz sa $wiadomi zasad, ja-
kimi trzeba sie w nim kierowac. Internet stwarza im przestrzen do bycia razem i inicjo-
wania wspolnie wielu aktywnosci. Dzieci doceniajg warto$¢ bezposrednich kontaktéw,
ktoére w ich odczuciu znacznie réznia sie od tych zaposredniczonych przez technologie.

Stowa Kkluczowe: dziecko, studia nad dziecinstwem, codzienno$¢ dzieci, internet,
e-kultura dziecieca.

Introduction

The immersion of present-day children in the world of digital media generates con-
siderable interest among researchers, who attempt to portray the issue from different
perspectives. Also in Poland, a number of research results have recently been pub-
lished that account for children’s participation in digital culture (cf. Iwanicka 2020;
Dziekonska 2020; Siwicki 2021; Donoso et al. 2021). However, it is worth noting that
the child-media relationship implies a variety of opinions and views, from the very
enthusiastic to the far alarmist (cf. Buckingham 2008; Bougsiaa et al. 2016). It seems
that one reason for this may be the ambiguity and elusiveness of the two categories
that constitute the phenomenon. After all, both the child and the media are described
in different ways depending on the perspective the researcher takes, the discipline he
or she represents, and the approaches to the child and the media themselves that are
closest to him or her. Consequently, combining such complex categories and showing
examples of their relationality makes the phenomenon of children’s immersion in the
world of digital media, evoked at the beginning, difficult to grasp. It requires the se-
lection of a well-considered methodological strategy that allows children to actively
express their thoughts, identifying adequate social, cultural, political or educational
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contexts, but also - it seems - constantly updating the knowledge in the field of me-
dia development. These activities, however, provide an opportunity to rise above the
level of assessing the influence of media on a child, often conducted from the position
of an expert researcher. They thus bring one closer to exploring the spaces that hide
the range of colorful emotions and experiences associated with children’s presence
in the online world. Exploration at this research level is at the center of my interests,
and hence in this article [ focused on investigating the meanings children give to their
daily participation in the digital community. The results obtained in the course of the
research provide a voice in the discussion of the functioning of present-day children
in the world of digital media, thus participating in the trend of childhood studies.

Child, childhood, digital media

For several decades, researchers from various fields of study have been engaged in con-
sidering new dimensions of modern childhood. The category has become a subject of
research fascination ever since the child with its experiences, needs, rights and views
became the center of interest (Kehily 2008). The foundations for this were laid by
child-centered pedagogy, but it was the contemporary trend of childhood studies that
brought out a new field of exploratory inquiry, from the perspective of which many re-
searchers today look at the child and its everyday life (Qvortrup, Corsaro, Honig 2009).
This is because it enables an interdisciplinary study of the child as a subject actively
participating in social life and allows a deeper understanding of, among other things,
“the social, cultural and historical variability of childhood and its irreducibility to the
biological dimension” (James, Prout 1997; as cited in Kowalik-Olubinska 2020: 11).

The described approach to the study of the child and childhood is proving to be
particularly valuable when unveiling those aspects that have so far often been reserved
exclusively for adults, but now also include children (cf. Esser et al. 2016). Such initi-
atives as the Parliament of Children and Youth, children’s and youth councils of cities
and municipalities, social consultations involving increasingly younger citizens, grass-
roots civic acts involving children and youth - despite their sometimes still only “deco-
rative” function on Polish soil - make “the very language of children’s participation less
and less exotic and more and more common” (Brzozowska-Brywczyniska 2021: 13). In-
deed, according to Gerison Lansdown, there is no age limit when expressing views and
exercising the right to participation. Moreover, children can express their opinions on
issues that are important to them not only through verbal speech, but also through art,
literature, play, or using computers (Lansdown 2001: 2). Many examples of children
acting as active social actors can be found in Matgorzata Kowalik-Olubinska’s book
Dzieci aktorami w przestrzeniach Zycia spotecznego. Sprawczos¢ w sieci relacji [Children
Actors in Spaces of Social Life. Causality in the network of relations] (2021). Undertaking,
among other things, meta-observations of causality of children in various spaces of
social life, the author sees them “in the space of family, school, children’s peer cultures,
digital and public spaces” (Kowalik-Olubinska 2021: 55).
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For several years an interesting space of children’s activity and participation
has been the media, which is changing both children’s everyday life and themselves.
This is because the Alpha generation, as those born between 2010 and 2024 are
called, is entirely rooted in the 21st century and is very different from the chil-
dren of previous generations. These are people who live surrounded by tablets
and smartphones. They actively participate in the social life realized on social net-
works. They model themselves after influencers from sites such as YouTube and Tik
Tok. They like to be online all the time, hence they show a significant dependence
on mobile technology (McCrindle, Fell 2021). This attachment to technology is also
due to the fact that children of the Alpha generation are increasingly coming online
earlier and earlier, which is becoming their natural nurturing environment from the
first years of life (Rowicka 2020).

However, children’s relationship with modern technologies generates a lot of
discussion in public discourse, as well as in the academic field. Arguably, the con-
tradiction and polarization of opinions on the role of media in the lives of modern
children is often due to the fact that they are formulated almost exclusively by
adults (Buckingham 2008: 164). Among them are concerned and helpless parents
whose children prefer to spend their time online rather than play outside. There
are also teachers, whose students learn differently and need different working
methods because the ones used so far are insufficient and inadequate for the chil-
dren’s needs. There are the producers of the media market, who are aware of the
consumer power of the youngest users of the internet, hence they influence chil-
dren through advertising and impose certain behavior patterns on them. Finally,
among them are politicians and promoters of various ideologies who impose ways
of thinking about the child and its participation in the online world (Clément,
Buckingham 2019: 11).

Meanwhile, it seems that children may have much to say on the matter. After all,
it is hard not to agree with William Corsaro, a scholar of children’s culture, that it is
children who know the most about themselves and their childhood (Corsaro 2015).
Giving voice, then, to children who move seamlessly between the online and offline
worlds (Cantelmi 2015), crossing the world’s borders using technology as digital
travelers (Kenway, Bullen 2001: 178), could yield valuable descriptions of the specif-
ics of children’s everyday life immersed in digital reality.

Research description

Children’s participation and activity in the online world have been the subject of my
research inquiries to date. Recently, they have taken the form of netnographic explo-
rations involving non-participatory observation of children’s online communication.
This communication is seen as a manifestation of the new face of children’s culture,
which in the pre-digital era was generated by children playing outside, and today has
largely moved to online space (Dziekonska 2020).
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In the case of the research described in this article, however, I focused on explor-
ing the meanings children give to their daily participation in the digital community.
I reduced the above goal to a number of specific research questions:

- What are the activities children engage in online?

- How do children participate in the digital community and what rules do they follow?
- How do children communicate online?

- What emotions accompany children when they are in the online space?

To search for answers to the problems mentioned above, I used a qualitative
strategy and made use of the research methods offered within it. The first was the
research sampling method, which consisted of a deliberate, non-random selection
of respondents. The study included children aged 8-10 who declared that they use
the Internet on a daily basis and showed interest in participating in the interview.
Due to the age of the respondents, the research procedure was of particular im-
portance and was carried out in accordance with all ethical standards (including
concern for the protection of the respondents’ personal data, concern for the safety
and emotional comfort of the children during the study, caution when describing
the results of the study so that the identity of the respondents was not revealed -
the children’s names were replaced by symbols in parentheses, and other names
were introduced in the quoted statements of the children). It was necessary to
obtain approval from the university’s Research Ethics Committee to conduct the
study before proceeding, a condition that was met. In the case of minors, it was
also necessary to acquaint legal guardians with the specifics of the research and
request their consent for the child’s participation in the study. Due to the fact that
the selection of the research sample was made through the principals of the se-
lected elementary schools, who showed interest in the research topic undertaken,
the principals of the institutions were also asked for permission to conduct the
study. Consequently, the study involved twelve children (seven girls and five boys),
whom I met with in November-December 2022 on the premises of two elementary
schools in the Mazovia Province.

The method for collecting research material was focus group interviews,
which I conducted using an interview plan (the interview questionnaire consist-
ed of four problem boxes based on the four research problems mentioned, which
additionally included specific questions). This is because I assumed that direct
contact with children would be valuable in view of the research objective under-
taken. It provides an opportunity to obtain in-depth research results. It was also
important to unleash the group potential and create conditions for motivating in-
teraction between the discussion participants (Ciechowska 2017: 108). This was
possible by maintaining the principle of contextualization when organizing and
implementing the focus groups (Kubinowski 2011: 213). The discussions were
held in three groups of four, within which the children knew each other very well
(the children in each group attended the same classes), in their natural environ-
ment, in familiar classrooms on the school grounds. Thanks to the triggering of
various group processes during the children’s interviews, such as responding to
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the statements of others, complementing each other’s statements, adopting dif-
ferent positions, changing their opinions, and asking each other questions (cf.
Lisek-Michalska: 29), rich research material was collected, recorded on a voice
recorder and then transcribed.

The last method taken from the qualitative strategy was that of data analysis.
To do this, I used the thematic analysis method and followed the six-step analytical
framework proposed by Virginia Braun and Victoria Clarke (Braun, Clarke 2006,
2022). This method made it possible to organize the rather chaotic transcriptions of
the focus interviews and extract the meanings that children - treated here as a certain
group in a socio-cultural context - give to their participation in the digital community.

Children’s everyday life on the Internet - survey report

All children who participated in the survey declared that they use the Internet. They
connect to the web through a variety of devices, most often indicating a private phone
or tablet, but also mentioned a laptop shared with other family members (with par-
ents or siblings) or an xbox. The children were very active in the discussion, eager
to express themselves and were very natural. They often interacted with each other,
asking each other questions, addressing their discussion partners, completing their
statements, such as: “And Kasia, don’t you take pictures like on a trip recently with
your camera?” (KB3)%; “Quiet, don’t say the password!” (KB3); “Let me guess what it
is!” (KB4) “Goodness, | remember it!” (MG9); “Oh yeah? And who did that, Roxana?”
(MG12); “Zosia,  mean..” (MG12).

Six topics emerged in the area of the collected data. The topics emerged as a re-
sult of inductive coding involving repeated immersion in the children’s statements
and were strongly linked to the data. They captured the essence of the data and
represented a certain level of responses from the children surveyed (Braun, Clarke
2016). I have included the topics and their interpretations below.

“The Internet fills my everyday life”

In their statements, the children described their online participation as a natural
content of their daily functioning. They included it in the schedule of their everyday
activities, describing it as entertainment, fun, a way to spend their leisure time. Main-
ly, they indicated that they turn on their favorite games, watch short videos, watch
cartoons and feature films, listen to music, write with classmates, while freely nam-
ing various online places, such as: “Sometimes on the Internet I look for some games.
I type their name in the search engine, for example Roblox, sometimes [ download
one and play” (MB5) or:

1 The symbols used in the article consist of letters and numbers assigned to the participants according to
the rule: name of the city in which the school is located, the child’s gender, and the participant’s number.
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Usually when I'm on my phone, I also go on YouTube and look at either Netflix or
CDA. I ask my dad to turn on a kid mode for me, and I usually just watch family and
adventure movies [..]. And on my cell phone, for example, Monica and I text and
send each other some pictures on Snapchat (MG12).

They also indicated that they connect to the web because they want to stay up
to date on current events:

Often the news is, well, the usual kind of news you get when you get on the phone.
I want to know what’s going on in the world. These are different. I do not type
anything, such as they appear, I read. This is Google, as there is the usual news. But
there are other sites I go to, for example YouTube, Spotify and such things. I search
all sorts of things there, sometimes I'll type something there and that’s it. Some are
for children, some are not, but mostly they are for children (MG9).

Children often pointed out certain conditions that must be met in order to
use the internet freely. One of these was homework. One respondent describes it
this way: “When we have a test, | can’t use it at all, but when I don’t have a test,
I do... for as long as my phone lasts” (KB3). A girl, on the other hand, describes
her day this way:

After school, me and Milena go to grandma’s. I come, she eats and then I come and
we do lessons, and well, for example, we play something on the phone or watch
something. We also need the Internet and we sit until... well, yesterday we sat until
five o’clock, and today maybe even until six (MG8).

Others wrote about the fact that academic performance must be satisfactory
and behavior appropriate, otherwise the use of the Internet may be restricted by
parents: “I can’t use the Internet for one, two days when [ have an argument with
my sister, for example” (KG2). Another boy described the opposite situation: “In my
case, if [ get an A on a test, I can play all weekend” (KB3). The children were also
very deliberate about how much and when they can use the Internet, e.g. “I can’t
have the phone on Saturday. On Sunday I can only have 20 minutes or so on the
phone, and on other days an hour and a half for the whole day” (MG10); “I have two
to three hours, but after nine o’clock I already have the phone taken away. My dad
said we were using too much and just restricted it” (MG7). At times, however, they
referred to their parents’ restrictions with some irritation: “I used to be able to use
it like that every day, but now [ have like an hour and a half a day, because my mom
watched some parenting videos and now [ only have an hour and a half... some man
gave alecture” (MG9). They also happened to be negative about the various types of
parental protection installed by parents on their phones: “It even discourages chil-
dren from taking the phone!” (MB6). They sometimes pointed out that the phone
is their property and they have passwords to protect their privacy, and parents do
not have access to them. In summary, technology fills the daily lives of children,
combining with the responsibilities and other activities carried out every day, and
their participation in children’s lives is most often subject to regulations and rules
set by parents.
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“The Internet gives me many opportunities”

In the course of analyzing the research material, a clear theme emerged related to the
benefits that the Internet gives children, which they would not have if they were de-
prived of access to the Web. In a way, this stemmed from the abovementioned topic of
everyday life, but in this case there were statements that emphasized the significant
role that the Internet plays in their lives and the opportunities inherent in it. The chil-
dren clearly emphasized that participation in the digital world allows them, above
all, to develop their passions and interests. One of the girls said straightforwardly,
“Surely if I didn’t have the Internet, I would draw twice as badly, because from the
Internet I take tips on how to draw something step by step. When I look at the work
of others, I also follow their example” (MG7). Other passions that children develop
while online are physical activities, such as gymnastics and dancing. The girls told
how they create and enjoy their choreography routines and share them online:

MG12: Usually I just record my workout or I record my dog and record different
acrobatics or something like that....

Researcher: And what do you do with it next?

MG12: It goes viral and everyone is watching and liking and giving hearts...

R: And it's important that a lot of people watch these videos?

MG11: Well, because it’s just so lucky that someone is watching... you're kind of famous.

The boys, on the other hand, shared their experiences of writing books on the In-
ternet: “ I did one book in Wattpad, [ wrote two chapters and that was it. There were
comments, likes. | made a bonus chapter for this book, because people liked it” (MB6)
or developing architectural skills: “I build nice houses in the game and just make my
plot available. Others can follow the example of building” (MB5).

Respondents cited the ability to overcome spatial boundaries as an important
advantage of operating online, meaning that they can talk to people from other prov-
inces or even other countries:

MG6: I have more friends on the Internet, but most of them in general are from other
provinces, but it’s fun to talk like that. I once got acquainted with a person from
Vietnam.

R: And how did you communicate?

MG6: In English. I learned a lot of English from games.

A girl from Ukraine talked about being able to keep in touch with her Ukrainian
friends while in Poland: “I write to my friends who are in school, not here, who are in
Ukraine, because they don’t have Messenger, and I talk to them either on Instagram,
or Telegram, or Facebook” (MG8).

The educational aspect of being online also resounded in the statements:

It teaches me a lot of English (MB5);

For example, when we don’t know something and our parents aren’t there, we
can find out. When I didn’t know how many legs a reindeer has, because I was
making such a reindeer and forgot how many it has in total, I checked myself on the
computer. Sometimes it comes in handy to check some recipes too (MG9).
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Children also emphasize that searching for information online is much easier
than in the offline world: “It’s harder to get knowledge from adults, because you have
to listen to it all, and on the Internet you'll read it and that’s it. No one will read to
you, no one will explain to you” (KB3). For some children being online is also a way
to overcome their weaknesses, such as shyness and the difficulty of establishing face-
to-face relationships: “I'm happier online, more shy in real life” (MB6). What needs
deeper recognition, it seems, is the issue of the complex question of whether the
Internet is a means of overcoming difficulties in interpersonal relations, or perhaps
the cause of them (see Turkle 2013).

“On the Internet I am with others”

The activities that children undertake are very often based on a community of play.
The statements show that children have a constant need to be together with oth-
ers, to do something together, and the Internet creates good conditions for this. It is
popular among children to play games remotely while simultaneously connecting
via instant messenger to experience the excitement of the game together: “We go on
Messenger, call a friend, share a screen and go. I play at my place and he plays at his
place and we play together” (KB3) or: “You can play games together, like you can con-
nect with Natalka, for example, and you can play games like Brawl Stars or Stumble
Guys and you can connect with someone, and play each other together” (MG9).

In the case of the activities mentioned, the children communicate at a distance
with their friends. However, they indicate that they enjoy participating in games and
activities in which they also communicate with random people:

MBS5: I look for cool games on the Internet. Mostly they are some hide-and-seek
games.

R: What are they about?

MBS5: Well, you simply hide and someone is looking. You have to find a hiding
place, some of us are hiding and two or three people are looking. When they find
me | spawn. The person who is looking has a countdown on the monitor, and
when it’s over, they can start looking.

Or for example: “I go to some server in the game and chat with them. This chat is
in the game, so they are Internet-only people” (MB5). One girl also shared her expe-
rience of making friends over the Internet:

I have a friend from the Internet, and we’ll chat sometimes on Messenger. We
met on TikTok and we followed each other, and when you follow someone, you
can text them in private chat, not just in comments. And so we texted. Eventually
we gave each other our Messenger details and now sometimes we text on
Messenger (MG7).

Children are also eager to form groups in various instant messaging services,
where they communicate with each other: “I sometimes form groups, for exam-
ple, with Sandra and Karolina from class. The three of us just talk, send messag-
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es” (MG11). However, some view participation in these groups - especially class
groups - negatively and opt out, such as one boy: “There are seven class groups on
the Internet, all of which I left because my phone kept vibrating” (MB5). It’s also
interesting to note that children derive considerable joy from creating something
together during meetings in their offline lives and then sharing it with others in
their online lives:

We record various videos together with a friend on TikTok. They are different, for
example, we record mowing corn, some plowing, cultivation, things like that, and
we send it on TikTok, and we also add songs to make it cool. And then when people
like it, it's cool (KB4).

Children’s awareness of the opportunity to connect with others and be together
with others online is significant. They derive pleasure when they participate in the
digital community, watching and commenting on what others have produced, but
also when others respond to their creations.

“The online and offline worlds are different”

Children move seamlessly between online and offline realities. The two worlds are
intertwined in their daily lives. Nevertheless, they definitely perceive the differences
between them and can easily describe them. Interestingly, the vast majority of the
participants in my study said that they feel more comfortable in the organic world,
despite the fact that life in it is more difficult. The children often talked this way:
“Real life is cooler ... well, because you're not going to watch it, you just have it in front
of your eyes, not on a monitor. You can touch it, you can get into it, and on the phone
I can’t do that” (KB1) or: “The real world is better, because there is nature, plants,
people, there is more knowledge, you can know more things, you can have many
friends” (MG12).

Other girls also referred to the possible dangers of anonymity online: “In person
you see your friend, what she does, you see who you talk to. And over the Internet,
a person can pass themselves off as a friend” (KG2);

When you talk to someone on the phone, you just don’t know if they are real as

they present themselves in text messages, that they have such a good heart, and in

person they can turn out to be some kind of... they can blackmail, they can hit, they
can be unkind, and they will definitely be different than on the cell phone (MG11).

The children noted that the online world gives people more options:

Well, because it’s just that when you’re on the Internet, you're going to sit around
a little bit, but in the world you can learn more things, know more things, for
example, on your phone you're not going to fly to Africa. There’s more opportunity
in the real world (MG9).

At the same time, when talking about their being in the online world, the chil-
dren mentioned very positive emotions. They recounted being online: “I am happy
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then, I feel joy, I feel very good on the Internet” (KB4). Children perceive the world
of the Internet as an idealized reality that is a kind of respite from everyday things:

On the Internet everything is kind of perfect, and in person it’s not quite so much.
On the Internet everything is great, cool and so on, and in real life, however, there
are problems (MG7);

In the game it’s all so much easier than in real life [...]. Some things are faster, and in
real life, for example, time passes more slowly (MB6).

The Internet appears in the children’s eyes as an artificial space in which “things
are pasted” (MG10).

“It’s hard to imagine a world without technology”

The children who participated in my study emphasized the superiority of the of-
fline world over the online world. At the same time they found it difficult to imagine
a world without the Internet. They indicated that they do not remember a world
without technology, because the media accompanied them from the beginning. They
only know a world without the Internet from the stories of their parents or grandpar-
ents. They recalled these stories very readily, with a certain sentimentality and joy:
Mom used to write letters to her cousins, because they lived far away from each
other, and the dad of one of them drove... I can’'t remember what he drove and
delivered those letters, and they had their own special code, e.g. a star was some

letter, a circle some other letter, and they wrote in code so no one would decipher
them (MG7).

One of the boys even admitted: “I would have preferred the old days. Back then
there was no technology, you played with your friends, you were invited over. Life
was not boring. My dad, for example, herded horses, worked in the fields” (KB3).

However, the children stressed that today people’s functioning depends large-
ly on technology: “We wouldn’t be able to drive cars, all the lights would go out.
Everything is online now” (MB6). They also said with some concern that if there
were no Internet: “There would be no games, YouTube, there would be nothing, now
people take everything from the Internet” (MG11). Their statements also included
opinions that if it weren’t for technology, it wouldn’t be possible to call for help in an
emergency or quickly contact a parent who is at work, for example.

“I feel safe online, although a lot can happen on the Internet”

During the analysis of the data, the theme of online safety clearly resonated. The
children very naturally and with great conviction talked about various situations
that can happen to online users. The matter-of-factness in them was character-
istic. It also seems that these descriptions were less filled with anxiety than that
usually created by adults when talking about children’s safety on the Internet.
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In their statements, the children gave numerous examples of dangerous situa-
tions in the online world:

For example, if someone writes to you to send a picture of yourself, well, we shouldn’t

do it, because they might... [ don’t know... they might share it with someone else who

is very bad and might have this special thing, and they might invade our house when
we’re not home, or blackmail us that they will share it with the whole world (MG11).

Sometimes in the game people call you names, for example, I added a person to
my land in the game, on my island, well, and this person just robbed my island and
started to call me names, and I felt such anger that they called me names (MB5).

In doing so, the children were able to point out many rules to follow online.
These include both those derived from their own experiences, but are also taken
from and heard from adults or in the media: “You can’t get provoked. When someone
wants some personal information from me, I say I don’t give it, and just keep playing”
(MB5); “You have to watch out for hackers, so you don’t go into unsecured sites or
movies for 18-year-olds, such as the Peppa the Pig rehash” (KB4); “It’s very impor-
tant that no one finds out your password, so no one gets into things that aren’t theirs,
such as stealing money from your account” (KB3).

From the children’s descriptions, it seems that they feel rather safe online, as
they function in it on a daily basis and know the basic rules of netiquette. As a con-
trast to the other children’s statements, however, one girl’'s words can be quoted:
“I feel a slight fear when I'm on the Internet, because, after all, I can’t predict what
can happen on the Internet” (MG12). Unpredictability is also inscribed in the offline
space, where, just like online, surprising, difficult, dangerous, as well as pleasant sit-
uations can happen. Children, in most of their statements, perceive the issue of online
life in this way, somewhat similar to offline life. The repertoire of ambivalent emo-
tions and experiences is permanently inscribed in both. It is important to be able to
deal with them.

Conclusions of the study and concluding remarks

Taking up the interpretation of the analyzed data, it can be pointed out that function-
ing in the online space is a natural form for children to fill their daily lives and is the
content of their childhood. This is indicated by the categories that emerged, as well as
the course of our interviews. It was characteristic that the children talked about their
being online in an obvious way, quite as if it was an ordinary activity, comparable to
eating, sleeping or getting dressed. When answering questions, they often began with
the words: “well, just like that,” “normally,” “I get online and that’s it.” In addition, they
were keenly interested in the topic taken up. They were eager to speak and share their
experiences, even interrupting each other and reacting to the speakers’ statements.
Each of the children had a lot to say, although in each group there emerged dominant

individuals and those who found it difficult to naturally join in the discussion.
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Among the most important conclusions that emerged from the analysis is
the fact that children’s Internet activity takes a very diverse form depending on their
needs and interests. Children develop their passions in it, spend their leisure time,
and communicate. Their online functioning is naturally intertwined with their offline
functioning, although children strongly emphasize the differences between the two
spaces. Although online presence is important to them, the superiority of the offline
world is obvious in their perception. This one appears in the eyes of children as alive,
real, graspable by the senses. The online world, on the other hand, is artificial, “past-
ed” and limited in sensory terms. This does not change the fact that children perceive
the Internet as a source of many opportunities and feel safe in it, because they are
aware of the rules to follow. They mainly appreciate that the Internet is a fast source
of information and a space that allows communication both with people familiar to
them from the offline world, but also with random people, for example, in online
games or web applications.

What resonated most strongly in the research was the children’s display of
a constant need to be together with other members of the digital community. It
seems that the category that emerged from the research breaks the colloquial be-
lief that children spend time alone on the Internet. Children enjoy being online with
others. They then engage in many activities that are based on a community of play:
they participate in multiplayer online games, generate e-artifacts together, sharing
them with other members of the network in the form of tiktoks, photos, videos, posts
and more. I see these as examples of artifacts of contemporary children’s culture,
which can be compared to nursery rhymes, drawings or rituals of children’s games
created in traditional outdoor games, characteristic of pre-digital times. In addition,
they emphasize the opportunity to follow and observe the activities undertaken by
others, which is often a source of inspiration and a basis for the development of their
passions. Thus, it seems that the observed phenomenon is the result of transferring
the need for play and the need for a community of activities - the distinctive needs
of childhood - to the online space. It turns out that children have found in the digital
space such places and ways to be able to satisfy both needs there, thus creating a new
face of modern childhood.

The research report is a voice in the discussion of children’s digital participation.
Conducting research with the participation of children of different ages, looking at
the issue from different perspectives, exploring new activities undertaken by chil-
dren today in online spaces provides an opportunity to get closer to learning about
the content of contemporary childhood, as well as children themselves. It also seems
that making research attempts in the area of child-media relations, where the voice
of children resonates most strongly, breaks through the voice of adults about the dis-
appearing or endangered childhood.
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Abstract

The article describes the issue of positive psychology and its application to education,
as well as concepts such as well-being and quality of life. Attention was paid to self-
esteem and the role of adults in building self-esteem in children. The organization of
the study is described, and the self-esteem-supporting activities used at the one of the
preschool and school institution in Bialystok.
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Stowa maja moc - przyklad dzialania wspierajacego
poczucie wlasnej wartosci dzieci

Abstrakt

W artykule opisano zagadnienie psychologii pozytywnej oraz jej zastosowania w edu-
kacji, a takze pojecia takie jak dobrostan i jako$¢ zycia. Zwrécono uwage na poczucie
wtasnej warto$ci oraz role dorostych w budowaniu poczucia warto$ci u dzieci. Opisano
organizacje badan oraz zaprezentowano dziatania wspierajace poczucie wtasnej war-
tosci stosowane w jednej z biatostockich placéwek.
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THE POWER OF WORDS - AN EXAMPLE OF ACTION SUPPORTING CHILDREN’S SELF-ESTEEM

Introduction

Punishments, prohibitions, excessive demands, discipline, reprimands - these are
examples of practices that are part of the oppressive cultural discourse of childhood.
Such actions negatively affect children’s experiences and development. I think a well-
known practice is also the student record book, where the teachers posted negative
comments about children’s behavior, disruption in class, lack of involvement in class,
failure to complete homework. What about writing positively about a child’s behav-
ior? Words have power - it is a slogan that reflects the essence of the supportive
activities in one of the Bialystok educational institutions that will be presented in this
article. In addition, the substance of the impact of positive feedback on the develop-

ment of the child will also be presented.

Review of the literature on positive psychology

To begin with, it is worth mentioning positive psychology, which was initiated by
Martin Seligman. Positive psychology is a proposal for a new view of the human be-
ing, which aims to recognize and develop the best human capabilities (Trzebinska
2008: 13). In this article, the application of elements of positive psychology to ed-
ucation will be of particular interest. Therefore, in order to explain what positive
education is, Seligman asks parents two questions - to say in a few words what they
most want for their children, and what they think the school is currently giving their
children (Seligman et al. 2009). In answering the first question, parents emphasized
that they want happiness, contentment, balance, health, life satisfaction and self-con-
fidence for their children. These are all elements related to well-being. Responses to
the second question focused on what is related to knowledge and achievement, i.e.
thinking ability, success, skills in math, literature (Seligman et al. 2009). This is why
positive education is worth considering. It does not invalidate the educational model
based on constructing knowledge, acquiring skills, but complements and enriches it
with knowledge related to quality of life and well-being (Kwiatek, Bajer 2014).

In positive psychology, there are concepts of quality of life and well-being, which
are almost identical. However, when it comes to quality of life, a range of external fac-
tors that make up someone’s life situation are usually taken into account. Well-being,
on the other hand, boils down to an overall assessment of the situation, taking into
accountan evaluation of a person’s mental state and characteristics (Trzebiriska 2008).
By achieving a high level of well-being and a high level of quality of life, one can speak
of a truly good life (King 2001). One of the determinants of a good quality of life, in ad-
dition to biological and demographic factors, are psychological factors. Mental qualities
are acquired under the influence of life experiences (Seligman 2000) and are consid-
ered crucial to well-being. On the one hand, they make the individual self-reliant and
responsible for the quality of his or her life, and on the other hand, they are decisive
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regarding how he or she will use his or her biological and social capabilities (Trzebin-
ska 2008). The prerequisites for a high quality of life include various psychological phe-
nomena, including a sense of meaning, a sense of self-efficacy, a sense of self-control,
and a sense of worth. In my article, I would particularly like to focus on self-esteem.
People with high self-esteem believe in their abilities, are able to cope better with dif-
ficult situations (Zbonikowski 2011), as well as believe in their abilities and are able
to work longer on a task, achieving better results compared to those with low self-es-
teem (Dyrda 2005; Seligman 1997). In addition, high self-esteem is sometimes equat-
ed with the very well-being described earlier (Trzebinska 2008). Positive psychology
is focused on the search for a person’s strengths (Kolber 2014) and proposes a new
view of the human being that aims to recognize and develop his or her best capabili-
ties (Trzebinska 2008). Such activities on educational grounds can be undertaken by
teachers, and in the family environment by parents. In the process of raising a child, an
important role is played by shaping the child’s personality, supporting psychological
development and building self-esteem (Giers, Giers 2017).

This is extremely important, since children’s self-esteem begins to form as early
as the preschool period (Jedrzejewska 2016). Consistent and coherent interactions
between parents and teachers enable the construction, development and consolida-
tion of a child’s correct worldview (Jedrzejewska 2016). Frequent successes, posi-
tive information about the child from parents and teachers influence the formation
of a child’s high self-esteem, which is an extremely valuable capital for the future,
increasing the ability to cope with setbacks (Ole$s 2003). Building self-esteem is in-
fluenced by two factors. The first is when the child feels that the most important
people in his life notice and accept them, and the second is when their feelings and
experiences are accepted and understood, and when the child receives feedback that
is consistent with their needs (Juul 2011). It is worth remembering that self-esteem
comes largely from outside, especially when applied to children of younger school
age (Uszynska-Jarmoc 2007; Grabowiec 2011). Examples of actions that shape
a child’s unrealistic self-esteem include a lack of appropriate feedback, a focus on
the child’s weaknesses, as well as an inadequate system of punishment and rewards
(Appelt 2005).

Bearing in mind that childhood is a kind of scaffolding on which adult life rests,
it is worth trying to ensure that the actions directed toward the child are positive ex-
periences (Kacprzak 2020). The topic described in this article is noteworthy because
supporting children’s self-esteem is one of the more neglected areas of education
(Uszynska-Jarmoc 2007). It is also worth citing the results of studies that have shown
that the stability of self-esteem is at a low level in a group of children of preschool
age and younger school age, and that vulnerability to external influences is then par-
ticularly high (Robbins, Trzesniewski 2005). It is for this reason that childhood is the
best time to support the building of self-perception and self-esteem. Consequently,
if children receive negative messages, information and evaluations from adults, their
self-esteem declines. The formation of proper self-esteem in children is fostered by,
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among other things, giving them positive messages, reinforcing positive qualities,
praising them and avoiding pointing out flaws and mistakes (Ry$ 2011).

In conclusion, based on a review of the literature and the results of existing stud-
ies, it can be said that indeed words have power and are particularly important in
early childhood, when the child considers the self-perception of significant people,
namely parents and teachers, to be crucial. A child’s self-perception largely depends
on these persons, and with that self-perception the child goes through the next stag-
es of his or her life.

Organization of the research

The object of the research of the present study was to find out how to support the
personal development and sense of value of children in one of Bialystok’s education-
al institutions. The purpose of the research was to learn about the agenda - a tool for
supporting children’s personal development and sense of value used in a Bialystok
institution, and to determine how the use of the agenda can contribute to building
children'’s sense of value. To obtain information on the above topics, focus interviews
were conducted with children attending the facility, interviews with parents and an
interview with the institution’s management. The institution’s website was also ana-
lyzed. The research was conducted in 2022 at the Bialystok institution. Thirty chil-
dren between the ages of five and nine attending the institution, parents and facility
management participated in the research.

Agenda - an ordinary yet unusual notebook. Presenting the
results of the study

The opposite of a typical student record book with negative entries about a child’s
behavior is a notebook with positive entries, the so-called agenda - a tool used in one
of Bialystok’s institutions. It is worth starting with what the agenda looks like - it is
a red notebook, a planner, divided into the days of the week and room for entries. At
the beginning of the agenda is an entry “from itself,” which reads as follows:

[ am your diary and [ perform an extremely important function. My purpose
is to strengthen and enrich the bond between the kindergarten/school and
your family home. I will bring important information to your home. Record
homework and important information and events in my pages. Parents
should also write down in me your important achievements and what you
have improved recently or information they want to be passed on to the
Teacher. Since I have to make it to the end of the school year in good shape,
PLEASE take care of me! I don’t ever want to lie abandoned somewhere in
a dark corner or be left in a kindergarten/school overnight! So let's make
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friends and go through this new school year together, day by day. Warm
greetings to you, your Agenda!

Analyzing the institution’s website, one can learn that the agenda is a unique ed-
ucational tool for motivating children to work on themselves and develop in various
spheres. The use of the agenda is based on positive reinforcement of the child’s behav-
ior and decisions, as well as strengthening self-esteem and self-efficacy. In addition,
it also has an educational and organizational function, and parents and teachers are
involved in its fulfillment. Additional information about the agenda was provided by
the management of the Bialystok facility, saying that it is an informational and moti-
vational tool. The agenda includes entries on what happened during the day and what
events will take place in the near future. Teachers and parents write positive messages
and praise for the children’s behavior every day and read them to the children at pre-
school/school and at home. Entries can be in various forms, such as stickers, stamps
or a verbal message. Reading the entries gives space to talk with the child about what
happened. The child can talk about situations that were related to the entries.

Children attending the Bialystok facility were asked what the agenda is. Their
answers are as follows:

[An agenda] is a thing where you write different things. It’s a notebook that has
everything in it.

A diary where there is school duty, homework, good behavior. A notebook where
teachers and parents write what we did best.

From the children’s answers, it can be concluded that the agenda is the thing
that accompanies them every day and is the link between home and kindergarten/
school. It contains information about what is currently happening, what homework
is due and positive messages about the child’s behavior.

Children were also asked what entries are on their agendas. The answers to this
question can be divided into several categories. The first category is entries from
parents regarding children’s participation in the daily life of the family, as indicated
by the following statements:

About responsibilities.

That I helped take care of my brother.
That I cleaned my room.

That I helped make winter tea.

That I helped water the flowers.

By appreciating children’s involvement in daily activities, parents show them
that their help was important to them. In addition, children can learn to perform
various duties. The second group of entries is information from teachers about the
child’s functioning during the day at the school facility. Here are examples of chil-
dren’s responses:

That I was active in class.

That I do my homework very well.

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 122
NUMER 2023/2(17)



THE POWER OF WORDS - AN EXAMPLE OF ACTION SUPPORTING CHILDREN’S SELF-ESTEEM

That I help the teacher with various things and she can always count on me.
That I worked nicely on artwork.
That I helped a classmate.

In addition to the parents, the teacher is the child’s third significant person who
spends several hours with the child each day. By noticing the child’s activities in differ-
ent areas, the child can feel important and distinguished within their group or class.
What is more, it is not singling out or favoring one child, because every child gets pos-
itive information, so every child can feel important in their small community. Another
group of responses are entries about children’s achievements in various areas:

What they did best. About reading well.
That I overcame a fear.

That I was brave at the doctor’s.

That I got ready for kindergarten efficiently.

An adult, by letting a child know that he or she has successfully overcome a fear,
also builds a sense of the child’s ability to cope with the difficulties that arise in his
or her life. Recognition of such achievements is often lacking in the process of educa-
tion, and certainly in some cases such achievements can be far more significant than
another high grade on a test.

The best summary of the agenda entries is the statement of one of the chil-
dren, who said that the agendas contain “Important things about us.” The child’s
response may indicate that he or she is aware of the importance of the entries and
sees them as important.

Another question asked to the children was how the children feel when positive
entries from the agendas are read to them. The answers are as follows:

Good, because someone appreciated us.

Cool, because we can learn what others see in us.

I feel proud of myself.

I like it when you read and write to me what good things I have done.

The Agenda encourages me to do all sorts of good things, because I like when the
teachers read nice things about me.

I like the Agenda because when I do something good, a parent can write praise, and
the teacher can read it for the whole class and give praise too.

From the children’s responses, it can be concluded that positive entries about
themselves make the children feel really important and proud of themselves. Appre-
ciation of children’s activities gives them the message that what they do is important
and necessary, regardless of the type of activity or achievement, and shows them
how they are perceived by those closest to them. In addition, positive messages from
teachers and parents encourage children to do positive things. Parents of children
attending Bialystok facility speak favorably about the agendas, as evidenced by the
following statements:
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Agendas are a great tool for looking for the good in a child. Deficiencies in behavior
come to mind automatically, and good behavior requires some reflection. This is
work that we parents have to put in every day. An effort that pays off. It builds the
self-confidence of our children.

In addition to its educational value, the agenda also serves as a kind of journal of
small steps leading to the development of important skills needed in adult life.

We can see children’s actions in simple activities, such as closing the door when it’s
cold, even though no one asked them to do so.

From the parents’ responses, it can be inferred that by using the agenda, they see
strengths in their children and look for the good in them, even in the smallest activ-
ities, although this is not easy, as it is often easier to see the negatives. Still, parents
emphasize that using the agenda and providing positive messages to children builds
their self-confidence, which will certainly pay off in the future.

The management was asked how the use of the agenda can support children’s
personal development and their sense of self-worth. I think the ideal answer to this
question is the following words of the school management:

Children develop on their own terms, constantly having a sense of success, that
something is working out for them in life.

Appreciating the child in different areas of activity, even the smallest ones, makes
children feel important, that they can do something well, and that what they do can
be appreciated. The agenda is a collection of positive information about the child,
and entries read in front of the whole group or class make children feel important
and appreciated in the environment in which they function, as confirmed by the
words of the management:

Children feel important in the space of the community in which they function.

The agenda is a source of positive information about the child. The collection of
agendas from each year of education in the future will serve as a souvenir for chil-
dren, which is an added value. By going back in their memories to their early years,
they will be able to see how much good they have already done in life and how many
positive qualities they possess.

Summary

The messages a child listens to from an early age contribute to the formation of
their vision of the world and themselves. Adult feedback plays a key role in develop-
ing a child’s self-esteem (Kielaniska 2000; Lewandowska-Kidon et al. 2009; Biernat
2016). Undoubtedly, the activities used in the Bialystok facility promote the forma-
tion of positive self-esteem and self-perception. The teacher is a person who spends
a lot of time with the child during the day, observing their actions, creations, moti-
vating their work, and has a great opportunity to get to know the child as well as
possible. By appreciating their actions, the teacher gives the child the message that
what they are doing is important. In addition, it also brings attention to the child’s in-
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dividual abilities and capabilities, so that they can also discover their strengths. One
of the qualities that Irena Obuchowska (2011) attributes to a dream school is that
the school should teach to see the good sides of people. Certainly, such activities are
embedded in the idea of the Bialystok school and thus practiced by the teachers who
work there. A high sense of self-esteem builds a person’s sense of well-being, which
consequently also affects the quality of his or her life.

Based on the research conducted, one may be inclined to conclude that the use
of positive reinforcement is a good form of shaping child development. Given the
susceptibility of children in early childhood to messages coming from outside, espe-
cially from key people such as parents and teachers, the use of positive messages is
an important part of child development. By providing children with positive messag-
es regarding their activities, actions and behavior, adults influence their self-esteem,
which will bear positive fruit in subsequent stages of their lives. The actions used in
the Bialystok institution are certainly a model of good practice and can be an inspira-
tion for the introduction of similar actions in other educational facilities.
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Dziecko w kulturze edukacji alternatywnej
na przykladzie Planu Daltonskiego

Abstrakt

Celem artykutu jest ukazanie spdjnej narracji prekursoréow klasycznych koncepcji
edukacji alternatywnej dotyczacej dziecka i jego pozycji w procesie ksztatcenia. Ich
uwspoélnione poglady ujmujg dziecko w kategoriach podmiotu aktywnego, spraw-
czego i zaangazowanego we wiasny rozwoj i zycie spoteczne. W tekscie ukazano po-
glady wiodacych prekursoréw pedagogiki alternatywnej, ktére wzmacniajg ujecie
dziecka-agensa. Szczegoélnie silnie wyakcentowano idee pedagogiczne Helen Park-
hurst, twérczyni koncepcji edukacyjnej zwanej Planem Daltoniskim. Koncepcje te uczy-
niono praktyczng egzemplifikacjg obrazu dziecka-ucznia, jaki wytania sie z rozwazan
autorek tekstu, ktére naswietlity jedynie wybrane watki z niezwykle bogatej spuscizny
tworcow alternatywnych nurtéw edukacji. Do realizacji zatozonego celu wykorzystano
metode analizy i interpretacji tre$ci zawartych w materiatach zrédtowych i rekonstru-
owanych (Silverman 2008). Poglady klasykéw koncepcji alternatywnych sa nadal nie-
zwykle aktualne i w zasadzie w niewielkim stopniu obecne w praktyce polskich szkét.
Wspbiczesnie wiele méwi sie o koniecznos$ci aktywnej partycypacji ucznia w procesie
wlasnego rozwoju, a postulat ten czyni sie sztandarowym zatozeniem wprowadzanych
reform os$wiatowych czy innowacyjnych programéw ksztatcenia, ale tylko niewielu
uczniéw rzeczywiscie tego doswiadcza.

Stowa kluczowe: pedagogika alternatywna, Nowe Wychowanie, dziecko-agens, Plan
Daltonski, Helen Parkhurst.
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RENATA MICHALAK, MARTA KWELLA

A Child in the Light of the Alternative Pedagogy Presented on
the Example of Dalton Plan

Abstract

The aim of this article is to present the unified approach of classic concepts of alter-
native education of a child and their role in education. The empowered views of the
pioneers of modern education placed the child at the center as an active and engaged
pupil. The text discusses views and approaches that strengthen this concept. It has
been strongly emphasised in the vision of pedagogy formulated by Helen Parkhurst,
the founder of Dalton Plan. Her idea of education has since become an exemplary and
practical illustration of a child presented as a pupil, an approach that has shed new
light on selected threads from the extremely rich heritage of authors representing
alternative educational trends. In order to achieve the intended aim, the researchers
employed a method of analysis and interpretation of content from both source and
reconstructed materials (Silverman 2008). The views of classic authors representing
alternative conceptions are still extremely relevant but in fact are largely absent from
the practice of Polish schools. Today there is much talk about the need for students
to actively participate in the process of their development, and this postulate is posi-
tioned as a crucial premise for introducing educational or innovative reforms in school
curriculums, although not many students actually get to experience it.

Keywords: alternative pedagogy, New Education movement, child-agens, Dalton Plan,
Helen Parkhurst.

Wprowadzenie

Poszukiwanie alternatywnych wersji edukacji, modeli funkcjonowania szkoty jest
procesem ciggtym i niezaleznym od czaséw. Wynika gtéwnie z rodzacych sie po-
trzeb spotecznych, napedzanych dowodami empirycznymi dostarczanymi przez na-
uke, dorobkiem cywilizacyjnym, wzrastajacag $wiadomos$cig pedagogow i rodzicow,
zmieniajacymi sie zasobami uczniéw. Przemiany dokonujgce sie we wszystkich tych
obszarach maja zazwyczaj charakter demaskatorski, ukazujac dotychczasowy (obo-
wigzujacy) model edukacji jako niewydolny, sprzeczny ze specyfika rozwojowg i me-
chanizmami uczenia sie. Przy czym szkole nie potrzeba prostej negacji, jak zauwaza
D. Klus-Staniska (2008: 44), ale profesjonalnych alternatyw opartych na empirii i do-
$wiadczeniach innych krajow. Potrzeba zatem wizji zmiany oraz teorii jej aplikacji.
Tymczasem, co podkresla B. Sliwerski (2008: 16):

w kazdym spoteczenistwie trwa nieustanna dyskursywna walka réznych,
naukowych i ,,0§wiatowych” wersji rzeczywistosci edukacyjnej o ich upra-
womocnienie. Odbywa sie ono kosztem wersji alternatywnych i stano-
wi operacje ich ,wylaczania i wlaczania”, czyli chroni jedne interpretacje,
a inne marginalizuje i zmusza do milczenia. Stworzona w ten sposéb meta-
narracja zycia spotecznego represjonuje swoje alternatywne wersje. Peda-
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gogika alternatywna weciaz jest zaliczana do rzeczywistosci zdelegimityzo-
wanej przez wykluczanie konstruujacych ja dyskursywnych praktyk.

W polskiej szkole, mimo wielu préb zmiany jej oblicza i odwotywania sie do al-
ternatywnych jej modeli, uczen jest niezwykle czesto sprowadzany do podmiotu bier-
nego poznawczo i odbiorcy gotowych znaczen. Srodowisko uczenia sie jest ubogie
w autentyczne wyzwania, stymulujace go do zaangazowania, aktywnej i krytycznej
partycypacji, samodzielno$ci, kreatywnosci czy wspoétdziatania. Praktyka pokazuje, ze
klasyczne koncepcje pedagogii alternatywnej s znane powierzchownie, a gtéwne idee
i zalozenia sprowadzane do zakupu atrakcyjnego materiatu dydaktycznego, ktory sta-
nowi ozdobe sal lekcyjnych, a nie autentyczne narzedzie rozwoju ucznia. Wbrew zatem
deklaracji dotyczacych préb aplikowania petnych klasycznych koncepcji edukacji alter-
natywnej, czy chociazby wybranych jej elementéw, zmiana rzeczywistosci edukacyjnej
jest pozorna, a uczen poddawany procedurom charakterystycznym dla transmisyjnej
metodyki nauczania®. W tym kontekscie stowa Ellen Key pozostaja wciaz zywe:

ile razy czytatam rozprawy pedagogiczne, zawsze piekne wyrazy ,samodziel-

nos¢”, ,rozwoj indywidualny”, ,dowolny wybér” itp. przypominaty mi muzyke

przygrywajacg przy ludozerczych ucztach. Gdy bowiem przychodzi do prak-
tycznego zastosowania, ograniczenia i zastrzezenia, na ktoére godza sie przed-
stawiciele kazdego przedmiotu, okazuja sie $miesznie drobne w zestawieniu

z wielkimi zasadami, w imie ktérych sg czynione. W konicu zawsze dzieci pa-

dajg ofiarg ideatéw wychowawczych, pedagogicznych systemédw i wymagan

egzaminowych, od ktérych nikt odstapi¢ sie nie odwaza (Key 2005: 71).

Standaryzacja obecna w powszechnej edukacji, na co zwraca uwage wielu na-
ukowcdw na catym Swiecie, krzywdzi ucznidéw, nauczycieli, rodzicéw i cate spo-
teczenstwo. Dotyczy ona wszystkich proceséw zachodzacych w szkole i samego
rozumienia szkoly oraz jej konstrukcji. A przeciez przez szkote mozna rozumieé
zaréwno konwencjonalne placéwki, jak i wszelkie formy spotecznego uczenia sie,
a wiec wspoélnoty osob, ktorych celem jest uczenie sie, takze poza instytucjami for-
malnie do tego powotanymi.

W opozycji do kultury standaryzacji stoi zatem kultura alternatywna, inna, od-
mienna, rézna, niepopularna. W jej kontekscie innego znaczenia nabierajg procesy
edukacyjne i ich uwarunkowania, a takze podmioty edukacji, ich pozycja i wzajemne
relacje. Z uwagi na temat niniejszego artykutu refleksji zostanie poddany sposéb de-
finiowania i ujmowania dziecka-ucznia w kontekscie kultury alternatywnej opisanej
jezykiem klasykow pedagogiki alternatywnej. Myslimy, ze mozna $miato zaryzykowaé
stwierdzenie, ze ich bogata i niezwykle wartoSciowa spuscizna wcigz pozostaje obca,
a przynajmniej nie w pelni odczytana przez wiekszo$¢ wspoéiczesnych teoretykow
oraz praktykéw wychowania i nauczania. Analizie poddano poglady autoréw wio-
dacych koncepcji alternatywnych, posiadajacych juz wiekowa tradycje i szczegélnie
wyakcentowano te, ktére wzmacniajg zatozenie o centralnej i aktywnej pozycji ucznia

1 Problem ten ukazujg raporty z badan, m.in.: Sowinska (2011); Fazlagi¢ (2018); Federowicz, Sitek
(2011); Federowicz, Wojciuk (2012); Chton-Dominczak (2013); Federowicz, Choinska-Mika, Walczak
(2014); Dolata, Sitek (2015); Tyrawski et al. (2020).
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w procesie ksztatcenia. Do tego celu postuzono sie metoda analizy i interpretacji tre-
$ci zawartych w materiatach Zrédtowych i rekonstruowanych (Silverman 2008).

Najogolniej nalezy zauwazy¢, ze kazda teoria i praktyka odmienna od postrzega-
nych jako jedyne, wytaczne i wykluczajace inne nalezy do nurtéw alternatywnych.

Niewatpliwie koncepcje pedagogiki alternatywnej, ktére rodzity sie wraz
z nurtem Nowego Wychowania, staty sie zZrodtem odmiennego myslenia o dziecku
i dziecinstwie oraz ich rozumienia i definiowania. Stanowity niezwykle bogaty za-
s6b argumentéw w walce o prawa dzieci i mozliwo$¢ wptywania na bieg zdarzen
spotecznych. Wyznaczyty takze podwaliny nowego nurtu badan nad dziecinstwem
(childhood studies), ktéry mocno zaznaczyt swa obecnos$¢ w latach osiemdziesigtych
ubiegtego wieku. Twdrcy nurtu zakwestionowali tradycje ujmowania dziecka w kate-
goriach os6b biernych, bezwolnych, ulegtych i podlegtych. Przyznaty dziecku status
osoby aktywnej, sprawczej i zdolnej do partycypacji spotecznej. Co wiecej, koncep-
cje pedagogiki alternatywnej stanowig po dzien dzisiejszy warto$ciowe odniesienie
do reform systemdéw edukacji, podejmowanych na catym swiecie i opartych o para-
dygmat pajdocentryczny.

Oczywiscie kategorie dziecka i dziecinistwa, podobnie jak kazdy fenomen spo-
teczny, stajg sie obiektem ciagtej interpretacji. R6zne ich konstrukcje zaleza od kon-
tekstu historycznego i spoteczno-kulturowego, w obrebie ktérego powstaja. I cho¢
granice czasowe pedagogiki alternatywnej nie sg wyraznie zaznaczone, a koncepcje,
ktore stanowig jej tres¢, sa zréznicowane, to z catg pewnos$cig mozna méwié w niej
o okreSlonym i spdjnym obrazie widzenia dziecka i jego zasobéw oraz uwarunko-
wan jego rozwoju. Idee i wartosci tworcow pedagogiki alternatywnej staty sie dro-
gowskazami dla tych wszystkich reformatoréw edukacji, ktérzy chca podazaé dalej
i wyznacza¢ nowe drogi. Poszukiwanie i odkrywanie nowatorskich i innowacyjnych

drég wymaga jednak refleksji dotyczacej celu edukacji i miejsca w niej ucznia.

Wizja dziecka aktywnego i zaangaZowanego osia narracji
przedstawicieli alternatywnych koncepcji edukacji

W poszukiwaniu wizji dziecka konstruowanej w obrebie pedagogiki alternatywnej
mozna dostrzec idee dziecka-agensa. Znajduje ona swe odzwierciedlenie w dynamicz-
nie ksztattujacym sie na przetomie dwoch ostatnich stuleci ruchu Nowego Wycho-
wania. Jego tworcy i zwolennicy przyznali dziecku centralng pozycje w procesie edu-
kacyjnym, co stanowito paradygmatyczne przeniesienie z postrzegania dziecka jako
istoty podlegtej, zaleznej i pasywnej. Pedagogika alternatywna wyrazona w nowych
nurtach edukacji stanowita przeciwwage dla pedagogiki nakazu, przymusu i znie-
wolenia. Dziecko stato sie podmiotem, ktéremu przyznano prawa do nieskrepowa-
nego i autonomicznego rozwoju, zgodnego z jego potrzebami i potencjatem. Idee te
szczeg6lnie dobitnie zostaly wyrazone przez amerykanskiego filozofa, psychologa
i reformatora edukacji, Johna Deweya (Sliwerski 2007: 38-39). Sercem mysli edu-
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kacyjnej Deweya jest dziecko, a celem praktyki - dazenie do uznania jego wartosci
i zapewnienia mu wolnosci oraz réwnosci w spoteczenstwie. Twierdzil, Zze dziecko
jest obdarzone ciekawo$cig poznawcza, zdolnoscig nawigzywania pozytywnych rela-
cji spotecznych, tworczoscia i kreatywnoscig. Dostrzegat i napietnowat rozbieznos¢,
jaka istnieje pomiedzy doswiadczeniami i zasobami dziecka a tym, czego oczekuje od
niego edukacja formalna. Dobitnie podkreslat, Zze rozdzwiek ten ogranicza i hamuje
rozwdj jego potencjatu. Dewey byt zaniepokojony brakiem wspierania rozwoju indy-
widualno$ci dziecka w szkole, w ktérej wszystkie narzedzia pozbawione s3 odniesien
do specyfiki jego naturalnego rytmu funkcjonowania (Dewey 1897; Pring 2007).

Poglady Deweya staty sie popularne takze w europejskim kontekscie spoteczno-
-kulturowym, a odnalez¢é je mozna w tworczosci i koncepcjach edukacji Marii Mon-
tessori, Ellen Key, Celestyna Freineta, Helen Parkurst czy Janusza Korczaka. Wszyst-
kich mozna uzna¢ za prekursoré6w nowej edukacji, w ktérej dziecko jest aktywnym
i zaangazowanym podmiotem swego rozwoju. Mozna powiedzie¢, ze wszyscy ci in-
nowatorzy edukacji zabiegali o to, by odpowiadata ona na indywidualne potrzeby
dzieci. Tworzyli koncepcje wpisujace sie w filozofie personalistyczng i ktére staty
w opozycji do uniformizmu i standaryzacji kultury szkoty. Stwarzali dzieciom mozli-
wos$¢ autonomicznego wyboru aktywnosci, jej formy, tresci, czasu i miejsca. Kluczo-
wa wartos$cia byta dbato$¢ o jakos$¢ relacji dzieci i dorostych, ktéra wyrazata sie we
wspierajgcym towarzyszeniu dziecku w rozwoju ich samodzielnosci, odpowiedzial-
nosci i samorzadnoSci.

Przyjecie przestanki o koniecznos$ci aktywnego udziatu dziecka w procesie
edukacyjnym niesie za sobg zmiany w funkcjonowaniu szkoty, nauczycieli, uczniow
i wszystkich pozostatych aspektéw kultury edukacyjnej. Kultura nauczania, oparta
na aktywnosci nauczyciela, wymaga odmiennego Srodowiska edukacyjnego niz kul-
tura uczenia sie oparta na aktywnosci ucznia.

I tak koncepcja Marii Montessori stata sie odpowiedzig na naturalne potrzeby
edukacyjne dziecka wiedzionego gtodem dziatania i wewnetrzna motywacja do roz-
woju. Zainspirowana pracami francuskich lekarzy-pedagogéw Jeana-Marca Gaspar-
da Itarda i Eduarda Seguina (Miksza 2014) w pelni zaakceptowata stwierdzenie, ze
dzieci ucza sie poprzez wszystkie formy aktywnosci i potrzebuja do tego odpowied-
nich $rodkéw stymulujacych ich zmysty. Zaktadata, ze kazde dziecko posiada indywi-
dualne zainteresowania i preferencje, ktére wystepuja w sposdb naturalny i nieza-
lezny od kontekstu spoteczno-kulturowego, w jakim przebiega jego rozwoj. ,Dziecko
wzrasta i rozwija sie dzieki tkwigcej w nim wrodzonej aktywnoSci, sile rozwojowej,
witalnej energii, ktérg Montessori nazwata «horme»” (Glier 2020: 134). Montessori
ufata w naturalng sktonno$¢ dzieci do uczenia sie i samodyscypliny, w zwigzku z tym
wprowadzita w placéwkach, ktérymi zarzadzata, zasade swobody wyboru aktyw-
nosci, miejsca i czasu pracy oraz zniosta kary i nagrody. Uznawata dziecko za istote
sprawcza, aktywna i zdolng do samodzielnego ksztaltowania swojej indywidualno-
$ci, uzdolnien, zainteresowan i umiejetnosci (Guz 2006: 17; Steenberg 2005: 18-19).
Ktadta przy tym ogromny nacisk na srodowisko uczenia sie dziecka, podkreslajac, by
byto ono zréznicowane, urozmaicone i uporzadkowane. Uwazata, Ze otoczenie dziec-
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ka nalezy tak zorganizowa¢, by mogto ono rozwija¢ swe zasoby, odkrywa¢ wiedze
i tworzy¢ (Steenberg 2005: 30).

Podobnie Ellen Key (Key 2005) dostrzegata w dziecku naturalng sktonnos¢ do
rozwoju i przyznawata mu prawo do wolnoSci i niezaleznos$ci. Walczyta o uznanie
w $rodowisku szkolnym praw dzieci do indywidualnego i swobodnego rozwoju.
Wierzyta, ze dzieci ucza sie dzieki podejmowaniu wielostronnej, a przede wszystkim
samodzielnej aktywno$ci i osobistemu zaangazowaniu, w ktérych upatrywata istote
nauczania i wychowania.

Nie ten uczen, ktdry, siedzac, w milczeniu przyglada sie eksperymentom i de-
monstracjom nauczyciela, uczy sie obserwowag; nie ten, ktérego ¢wiczenia
mozolnie sg poprawiane, uczy sie pisa¢, nie ten, ktory pedantycznie serie
modeli sldjdu odrabia, nauczy sie sporzadzac sprzety codziennego uzytku.
Samemu doswiadczenia i poszukiwania robi¢, samemu wskazane btedy po-
prawia¢, wymysla¢ przedmioty, ktoére sie wyrabia — w ogole nie by¢ obja-
$nianym i poprawianym w drobnych szczegoétach z wyjatkiem tych wypad-
kow, gdy one s3 tak btedne, ze nadmiernie prace op6zniaja, lecz samodzielnie
doszukiwac sie wlasciwego sposobu pracy i sposobu wyrazania swych mysli
— oto, co wyksztatceniem, co wychowaniem nazywam (Key, 2005: 73).

»~Walczyla ona o szkote jutra, jako szkote radosnego zycia dziecka” (Wotoszyn
2003: 170). Otwarcie sprzeciwiata sie przedmiotowemu traktowaniu dziecka oraz
ograniczeniom jego wolnosci i swobody dziatania. Nawotywata, by uwolnic¢ je ,od
tresury i wyuczania, od metodycznego formalizmu, od ucisku gromady w tych la-
tach, gdy cicha ukryta praca duszy ma to samo znaczenie co powolny rozwoj ziarna
w tonie ziemi” (Key 2005: 67). Ellen Key byta ,zwolenniczkg skrajnie indywiduali-
stycznego wychowania [...], przedstawita program walki o prawa dziecka, do swo-
bodnego rozwoju zgodnie z naturg” (Okon 2001: 163). Wiele jej pogladéw, wyto-
zonych w ksigzce Stulecie dziecka (Key 2005), zostato ucielesnionych w praktyce
edukacji domowej i outdoorowe;.

Oredownikiem przyznawania i szanowania praw dzieci byt takze Janusz Korczak,
ktory podkreslat, ze dziecinstwo jest wartoscig autoteliczng. Dzieci zatem, podobnie
jak doro$li, majg prawo do bycia traktowanymi powaznie, z czutoScig i szacunkiem.
Podkreslat, ze dziecko ma prawo do godnosci i respektu, do zycia i $mierci, do samo-
stanowienia i decydowania o sobie, do Zycia w swoim dzieciecym $wiecie, do osiggania
sukceséw i ponoszenia porazek, do poszukiwania i odkrywania tajemnic Swiata (Kor-
czak 1929). Tylko wolne dziecko, zdaniem Korczaka, moze w petni zrealizowa¢ wlasny
plan rozwoju. Proces edukacyjny definiowat jako zwigzek oparty na wielostronnych
oraz podmiotowych interakcjach dziecka i dorostego. Co wiecej, taczyt go z wolnoscia
wypowiadania sie, dziatania i prawem do bycia wystuchanym. Wierzyt, ze dzieci sa
zdolne do wspoétzarzadzania zyciem spotecznosci, ktdorej sa czastka. W zwigzku z tym
obdarzat je prawem do wspottworzenia zasad i norm regulujacych funkcjonowanie
wspdlnot, ktore tworzyt i ktérymi kierowat. Postulowat zatem aktywizm dzieciecy,
ufajac w dzieciecg sprawczos¢ i kompetencje w dziataniu (Michalak 2015: 17).
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Idea dziecka zaangazowanego i aktywnego ujawnia sie takze w mysli i dziata-
niu pedagogicznym Celestyna Freineta, przedstawiciela nurtu Nowego Wychowania.
Proponuje on, by wszystkie oddziatywania edukacyjne zakotwicza¢ w perspektywie
dziecka, wychodzi¢ od jego potrzeb, naturalnych zasobéw i mozliwosci. W Gawe-
dach Mateusza (1993) zawarl nastepujace przestanie: ,Jesli nie staniecie sie na nowo
podobni do dzieci, nigdy nie wejdziecie do zaczarowanego krélestwa pedagogiki”.
Filarem freinetowskiej pedagogii jest tworzenie dzieciom warunkéw do swobodnej
i niczym nieograniczonej ekspresji w réznych dziedzinach zycia i tworczos$ci. Odpo-
wiednio skonstruowane srodowisko edukacyjne wydobywa z dziecka jego naturalng
energie, zapal i motywacje do dziatania. Freinet dostrzegat w dziecku wrodzony po-
tencjat do dziatania, angazowania sie i wielostronnej aktywnos$ci. Uwazat, Zze dziec-
ko catym sobg odkrywa swiat i mechnizmy nim rzadzace, angazujac przy tym swdj
intelekt, emocje i instynkty. Dziatalno$¢ dziecka ma charakter eksperymentatorski,
a doswiadczenia poszukujace stanowig fundament trwatych zmian w jego struktu-
rach mentalnych:

Pozwolcie dziecku doswiadcza¢ po omacku, wydtuzaé¢ swe korzenie, eks-
perymentowac i drazy, dowiadywac sie i porownywac (...) pozwélcie mu
wyruszac w podréze odkrywcze - czasem trudne - ale pozwalajgce znalez¢é

taki pokarm, jaki bedzie dla niego pozyteczny (Filipiak, Smolifiska-Rebas

2000: 50).

W narracji pedagogiki alternatywnej opartej o idee dziecka-agensa nie sposéb
poming¢ stanowiska Rudolfa Steinera, twdrcy pedagogiki ,ku wolnosci wewnetrz-
nej”. PodtoZzem epistemologicznym i antropologicznym pedagogiki waldorfskiej jest
opracowana przez Steinera, na podstawie badan empirycznych, nauka o cztowieku,
nazwana przez autora antropozofig (Schieren 2012). Steiner, wychodzac od natu-
ralnego rytmu rozwoju dziecka, tworzy pedagogie zgodna z procesami dzieciecego
rozwoju, ktéra ma wspiera¢ zdrowy i harmonijny rozwdj dziecka, umozliwi¢ reali-
zacje jego indywidualnego potencjatu i naby¢ kompetencji niezbednych do aktyw-
nej partycypacji spotecznej (Rawson, Richter 2011). Edukacja ma wspiera¢ wtasna
aktywno$¢ dziecka, by mogto ono w pelni urzeczywistni¢ swoje zasoby, zdolnosci
i mozliwosci. Dziecko jest obdarzone potencjatem, ktéry znacznie wykracza poza
tworzenie i podtrzymywanie rytméw zyciowych i proceséw organicznych. Posiada
gotowos¢ do podejmowania zréznicowanych form aktywnosci, ktore inicjuja i sty-
mulujg holistyczny i zintegrowany rozwdj. Ponadto sg zrédiem radosci, tworczego
rozwoju i poczucia autonomii (Schieren 2012). Biorac pod uwage nowsze nurty pe-
dagogiki alternatywnej, jak chociazby unschooling i szkoty demokratyczne, mozna
takze zauwazy¢ zawarty w nich obraz dziecka jako istoty aktywnej, zaangazowanej
i sprawczej w relacji z dorostym. Dostrzec mozna ogromne zaufanie do dziecka, ktére
zdolne jest do samokontroli, samozarzadzania i wspétdecydowania o wlasnym losie.
Ikona ruchu na rzecz rozwoju szkoty demokratycznej w XXI wieku jest niewatpliwie
koncepcja szkoty Summerhill Alexandra Sutherlanda Neila, szkoty opartej na idei
wychowania w wolno$ci i samorzadno$ci uczniéw (Neill 1991). Gleboka wiara Neilla
w dziecko, jako istote dobrg i obdarzong wrodzong madroscig i poczuciem realizmu,
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znalazta swe odzwierciedlenie w zatozeniach pedagogicznych wspétczesnych szkot
demokratycznych. Tozsamos$¢ szk6t demokratycznych mozna wyrazic¢ stowami Pete-
ra Greya: ,Natura stworzyta dzieci do zabawy i wyposazyta je w ciekawos¢ §wiata.
Potrzebuja wolnosci, Zeby sie rozwija¢ i bawi¢, to podstawowy biologiczny instynkt”
(Grey 2015: 15). Propagatorzy nurtu uwazaja, ze dzieci moga osiagnac pelnie swoje-
go rozwoju i zdoby¢ kompetencje zyciowe tylko wtedy, gdy traktuje sie je powaznie
i gdy maja mozliwo$¢ aktywnego uczestnictwa w spotecznosci demokratyczne;j.

Dziataniem ekstremalnym, zmierzajgcym do detronizacji tradycyjnie rozumia-
nej szkoty, jest zapewne ruch unschoolingu, ktéry narodzit sie wraz z falg trendow
wolnos$ciowych pod konieclat 60-tych XX wieku. Zapoczatkowat go najwybitniejszy
badacz systemoéw o$wiatowych Ivan Illich. Ruch ten zainspirowat w wielu krajach
$wiata nurt edukacji alternatywnej. John Holt rozpowszechnit idee odszkolnie-
nia (unschooling) spoteczenstwa w Stanach Zjednoczonych, a na gruncie polskim
ogromne zastugi w tym zakresie odniést Bogustaw Sliwerski. Idee te obecne s3 nie-
mal w catej, ogromnie bogatej twérczosci Sliwerskiego. Szczegélnie warte tu pod-
kreslenia sa ksigzki wydane w latach 90-tych XX wieku, jak: Edukacja w wolnosci
(1991); Wyspy oporu edukacyjnego (1993); Klinika szkolnej demokracji (1996) czy
Wyzwania pedagogiki krytycznej i antypedagogiki (1992), a takze, wydana w 2021
roku publikacja pod tytutem: Uwolni¢ szkote od systemu klasowo-lekcyjnego. Trend
ten obecnie wystepuje pod postacig edukacji pozaszkolnej (domowej), opartej na
wolnosci i wspotodpowiedzialno$ci dziecka, na jego nieskrepowanym dostepie do
rzeczywistoSci i doSwiadczen oraz zatozeniu, Ze dziecko najlepiej uczy sie, gdy jest
wiedzione wtasnymi zainteresowaniami (Ktosinska 2019). Edukacja pozaszkolna
jest urzeczywistnieniem przekonania o naturalnej zdolnosci dziecka do brania od-
powiedzialnosci za siebie i swéj rozwoj oraz o jego wrodzonym pedzie do wiedzy,
ktéry jest charakterystyczna cecha dziecka i ucielesnia sie, gdy moze ono w sposéb
wolny od przymusu dziata¢ i doswiadczaé. Tradycyjne wzory zniewalania dzieci
ustepuja tu przyzwoleniu na wolno$¢ bycia soba.

Idea dziecka aktywnego i zaangazowanego w osobisty rozwdéj szczegolnie
dobitnie ujawnia sie w koncepcji pedagogicznej Helen Parkhurst, twérczyni Pla-
nu Daltoniskiego. Jej pedagogia przesycona jest wiarg w autonomie, niezaleznos$¢
i indywidualng sprawczos$¢ dzieci. O swojej koncepcji edukacji méwita: ,koniecznie
pamietaé nalezy, ze moj plan lub tez mdj spos6b pracy oznacza nie tylko zmiane pla-
nu nauczania lub metody, lecz zmiane catego zycia” (Parkhurst, za: R6hner, Wenke
2011: 26). To wtasnie tej przedstawicielce Nowego Wychowania zostanie poswie-
cona dalsza cze$¢ rozwazan.
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Plan Daltonski realizacja idei dziecka aktywnego

i zaangazowanego we wlasny rozwaj

Pomyst Helen Parkhurst na edukacje, z ktérego ostatecznie zrodzit sie Plan Dalton-
ski, wynikat z kwestionowania do$§wiadczenia szkoty, jaka sama przezyta na prze-
tomie wiekéw. W wieku 83 lat Parkhurst wspominata szkote gtéwnie jako ,ucisk
i niezno$ng nude” (Ploeg 2013: 7). Gdy byta dzieckiem, los skierowat ja do Instytu-
tu dla Nauczycieli w Pepin County, gdzie miata okazje przez wiele lat obserwowac¢
proces przygotowania do zawodu nauczyciela. Martwit ja fakt, ze ,wiekszo$¢ na-
uczycieli tak naprawde nie rozumiato dzieci i widziato w nich jedynie zto, nie do-
strzegato, ze w kazdym cztowieku jest troche dobra i troche zta” (Lager 1983: 64).
Uczestniczac w sesjach dla przyszlych nauczycieli, obiecata sobie, ze zostanie
nauczycielka, ktéra ,nie zapomni, co to znaczy by¢ dzieckiem” (Lager 1983: 64)
i udowodni wszystkim, Ze ,dzieci nie s3g zte, tylko Zle zrozumiane” (Lager 1983:
63). Kwalifikacje nauczycielskie uzyskata w wieku 17 lat i rok pdZniej rozpoczeta
swoja pierwszg prace w wiejskiej szkole w Waterville. Jej klasa liczyta 45 dzieci
w wieku 6-16 lat. Starszych podopiecznych zaangazowata w organizacje otoczenia,
przekazata odpowiedzialno$¢ za przygotowanie sali lekcyjnej i mianowata swoimi
asystentami. Jednoczesnie kazdy z nich wybrat sobie przedmiot, z ktérego byt eks-
pertem, i w razie potrzeby pomagal w pracy z mtodszymi dzieémi. Jej praca polegata
gléwnie na planowaniu pracy najmtodszych i monitorowaniu, czy kazdy wykonat wy-
brane przez siebie zadanie. Sposdb nauczania, jaki zaproponowata Helen Parkhurst
w tej wiejskiej szkole, byt catkowicie odmienny od tego, ktéry byt powszechnie prak-
tykowany. Model tzw. starej szkoty skupiony byt wokét takich zasad, jak:

uwazaj i badz postuszny, przepisz, odwzorowuj, nie ruszaj sie w klasie, nie
rozmawiaj, nie $§miej sie bez pozwolenia, staraj sie by¢ najlepszy, probuj po-
konac¢ innych, nie pomagaj kolegom z klasy, nie pozwdl, by pomagali ci ko-
ledzy, nie wystepuj przeciwko porzadkowi szkolnemu (Sliwerski 2011: 15).

Warto zauwazy¢, ze nie odbiega on znaczaco od modelu wspotczesnej polskiej szkoty,
w ktdrej podporzadkowanie, ulegtos¢ i rywalizacja nadal sg pozadane i nagradzane.

Mtoda nauczycielka zadbata o to, aby ona i uczniowie dobrze sie bawili. Plano-
wata i organizowata przedstawienia teatralne, rozwijata muzyke i sztuke. Zasady pa-
nujace w jej klasie to te charakterystyczne dla tzw. nowej szkoty, czyli:

wykaz zainteresowanie w twojej wlasnej pracy, badz samodzielny, czuj sie
swobodnie, badaj i podejmuj proby, dyskutuj, badz radosny z wtasnej pracy,
postaraj sie przyktadnie pracowag, postaraj sie by¢ pomocnym catej klasie,
pomagaj w szczegblnosci osobom stabszym, przyjmuj pomoc od zdolniej-
szych, czyn w szkole tyle, ile tylko potrafisz (Sliwerski 2011: 15).

Osobiste traumatyczne doswiadczenia szkolne, a nastepnie wejscie w Swiat no-
watorstwa pedagogicznego uksztattowaty w Helen Parkhurst postawe i poglad, kt6-
ry znalazt sie u podstaw Planu Daltonskiego. Jest nim:
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zaufanie w istote ludzka jako osobe zdolna do stawania sie. Z etycznego punk-
tu widzenia, mozliwosci podejmowania decyzji przez mtodych ludzi moga
prowadzi¢ do uksztattowania sie silnej tozsamo$ci intrapsychicznej. Rozwoj
silnego sumienia moze réwniez sprzyja¢ poczuciu altruizmu i zaangazowa-
niu na rzecz wspdlnoty. Jesli celem edukacji jest umozliwienie rozwoju w pet-
ni funkcjonujacych, racjonalnych, uporzadkowanych i twérczych oséb, to
nalezy zapewni¢ uczniom szerokie mozliwos$ci podejmowania decyzji. Plan
Daltoniski zapewnia srodowisko szkolne, ktére stwarza mozliwo$¢é praktycz-
nej realizacji powyzszego ideologicznego stanowiska (Lager 1983: 173).

Celem Helen Parkhurst byto dostrzezenie potrzeb dziecka poprzez wnikliwg
obserwacje jego funkcjonowania. Postulowata, aby ,zajrze¢ niejako pod maszyne,
wyciagna¢ mtodego mechanika lub odkry¢, ze w rzeczywistosci jest on wyposazony
w swoj wiasny umyst, ktéry nie tylko pragnie ¢wiczy¢, ale ktéry mogtby, gdyby daé
mu mozliwos$¢, rozwigzac problem jego edukacji o wiele lepiej niz my mogliby$my go
rozwigzac za niego” (Parkhurst 1926: 3).

Dla Helen Parkhurst dziecko i jego potrzeby byly centralnym o$rodkiem plano-
wania i podejmowania dziatan edukacyjnych. W jej pedagogice mocno widoczne byto
upodmiotowienie dziecka, a jej podej$cie nastawione byto ,na dziecko” i ,ku dziecku”.
Ujmowata dzieci jako aktywne osoby wraz z przystugujacymi im atrybutami, takimi
jak: godno$¢ i niepowtarzalno$¢ kazdego oraz wynikajace z nich podmiotowe trak-
towanie. Postrzegata najmtodszych jako warto$¢ sama w sobie, ktérym nalezy sie
szacunek i uznawanie ich praw. Takie nastawienie statlo w opozycji do wczesnej wi-
zji dziecka - nasladowcy i odtwércy, kroczacego krok po kroku §ladami nauczyciela.
Helen Parkhurst wnioskowata o odwrdcenie rol i przesuniecie akcentu z nauczania
na prace wlasng ucznia. Rolg nauczyciela miato by¢ instruowanie lub nauczanie po-
przez stawianie pytan i poszukiwanie na nie odpowiedzi, a nie ,wrzucanie informacji
do umystéw, jak sie wrzuca wegiel do pieca” (Parkhurst 1926: 6). Badanie potrzeb
uczniéw, odkrywanie ich i wtasciwie na nie reagowanie to misja nauczyciela dalton-
skiego. Byta zdania, ze dzieci lubig sie uczy¢, chcg by¢ aktywne i zaangazowane. Na-
lezy im jedynie stworzy¢ odpowiednie do tego warunki. Taka perspektywa dziecka
znalazta odzwierciedlenie w Planie Daltoniskim, ktory na poczatku byt przede wszyst-
kim pomystem na reorganizacje pracy szkoty. Twoérczyni nie chciata przeprowadzaé
rewolucji, a jedynie utatwic i uatrakcyjni¢ szkolng edukacje. Postulowata, by program
nauczania podzieli¢ na mniejsze obszary i w ramach kazdego z nich tworzy¢ powig-
zane ze sobg zadania. Wazne byto, aby uczen przed podjeciem pracy wiedziat, jakie
sg warunki oraz cel zadania. Sam miat zaplanowac¢ swojg prace zaré6wno pod katem
miejsca pracy, jak rowniez ilo$ci czasu, jaki poswieci zadaniu. Elastyczne planowanie
oraz samodzielne zarzadzanie czasem to jedne z gtéwnych zatozen Planu Daltoniskie-
go. ,Dzieci majg sktonno$¢ do marnowania czasu innych, ale nigdy swojego, od same-
go poczatku sprawiamy, ze czas nalezy do nich” (Parkhurst 1926: 6). Ta wolno$¢ byta
jedna z najwazniejszych zasad Planu Daltonskiego;

wolno$¢ pracowania bez przerwy nad przedmiotem, w ktérym sie pograzy,
bo gdy pracuje z zainteresowaniem, to jest daleko bystrzejszy, czujniejszy
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i zdolniejszy do pokonania wszelkich trudnosci, jakie napotka¢ moze w cia-
gu swej pracy” (Parkhurst 1928: 17).

Helen Parkhurst stata na stanowisku, Ze praca ucznia nieprzerywana dzwonkami
stwarza najlepsze warunki do uczenia sie i postulowata o zniesienie jednostek lekcyj-
nych rozumianych w tradycyjny sposob. ,0 ile uczniowi nie pozwoli sie przyswaja¢
sobie wiedzy z szybkoscig, jaka jemu jest wiasciwa, to nie nauczy sie nigdy niczego
gruntownie. Wolno$¢ polega na braniu wiasciwego sobie tempa. Praca w tempie na-
rzuconym jest niewolg” (Parkhurst 1928: 17). Uwazata, Ze pozbycie sie tradycyjnych
sal lekcyjnych na rzecz laboratoriow (kazdy przedmiot ksztatcenia w osobnym labo-
ratorium) wypetnionych mapami, globusami, obrazami, ksigzkami, wszystkim tym, co
jest niezbedne do uczenia sie, przygotuje grunt do samodzielnej nauki i w efekcie da
o wiele lepsze rezultaty. Zdaniem Helen Parkhurst zanurzenie ucznia w odpowiednio
przygotowanym otoczeniu pozwoli mu tatwiej, gtebiej i doktadniej zbadaé poznawany
przez niego obszar, a to wplynie pozytywnie na jego zaangazowanie i motywacje do
nauki. Wedtug Helen Parkhurst dziecko powinno by¢ badaczem otaczajacej je rzeczy-
wistosci, a uczenie powinno odbywac sie przez dziatanie i doswiadczanie.

Zwiazek miedzy uczeniem sie a doSwiadczeniem jest oczywisty: doswiad-
czenie prowadzi do uczenia sie. Jesli chcemy promowac uczenie sie w szko-
le, a zwlaszcza uczenie sie zycia, pracy i zycia spotecznego, musimy zadbac
o to, by w szkole byto wystarczajgco duzo doswiadczen. Jak zatem mozemy
zapewni¢ wystarczajgcg ilos¢ doswiadczen? C6z, nie poprzez utrzymywa-
nie uczniow w biernosci, nie poprzez rozdzielanie ich, nie poprzez trzy-
manie ich w jednym miejscu, nie poprzez utrzymywanie ich w ciszy, nie
poprzez proszenie ich o uczenie sie lekcji na pamiec, nie poprzez zmusza-
nie ich do recytowania tego, czego sie nauczyli; oczywiscie, Ze nie. [...] Jak
mamy poprawi¢ edukacje? OdpowiedZ brzmi: poprzez zaprzestanie unie-
mozliwiania uczniom pracy. Innymi stowy: nie odmawiajgc im doswiad-
czenia (Ploeg 2013: 28).

Organizacja procesu edukacyjnego tak, aby uczniowie jak najczesciej doswiad-
czali, eksperymentowali i zdobywali wiedze w dzialaniu, byto fundamentem jej
koncepcji i wiary w kompetencje dziecka jako zaangazowanego podmiotu we wta-
sny rozwoj. Helen Parkhurst dostrzegata bardzo duza warto$¢ wspotpracy, czy, jak
wolata to nazywa¢, ,wzajemnym oddziatywaniem na siebie” (Parkhurst 1928: 17).
Podkreslata, ze szkote powinna tworzy¢ wspdlnota uczniéw i nauczycieli, ktérzy sa
w ciagtej interakgcji, bo dzieki temu ,uczenn mimowolnie dziata jak cztonek zorganizo-
wanej spoteczno$ci” (Parkhurst 1928: 18). Dla reformatorki wspotpraca oznaczata,
Ze to uczniowie, a nie nauczyciel, sg aktywni w procesie ksztatcenia i moga liczy¢ na
siebie nawzajem oraz nauczyciela, zawsze gotowego do wspolnej pracy. Uczniowie
mogli konsultowac sie, naradza¢, szukac rady i wsparcia u nauczyciela. To sprawiato,
ze czuli sie odpowiedzialni za swoja prace i Srodowisko uczenia sie. Taki model pracy
byt budulcem relacji, a edukacja oparta na wielostronnej wymianie dawata gwaran-
cje, Ze uczniowie odpowiedzialnie i dojrzale zarzadzali wiasna nauka.

Sama Helen Parkhurst o Planie Daltoriskim moéwila tak:
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Plan Daltoniski nalezy przede wszystkim traktowac jako sposéb na Zycie
w szkole. Jest to sposob, w ktérym kazda mioda dusza moze znalez¢ okazje
do wykorzystania i wyrazZenia tego, co w niej najlepsze. Tylko w ten sposéb
osobowos$¢ moze osiagnaé swoj najwyzszy rozwdj, a uczenie sie moze stac
sie celowe (Parkhurst 1928: 8).

Jej koncepcja zreformowata szkote, poprzez postawienie dziecka w centrum,
uczynienie je aktywnym i zaangazowanym podmiotem, obdarzonym zaufaniem i wol-
noscia. Pedagogika Planu Daltonskiego jest niezwykle aktualna i wcigz stanowi odnie-
sienie do optymalizowania warunkéw, jakie szkota tworzy do rozwoju swoim uczniom.

Cho¢ w rzeczywistosci polskiej edukacji Plan Daltonski jako petna koncepcja
jest w szkole jedynie incydentalnie obecny, to w przedszkolach w ostatnich kilku
latach mozna odnotowa¢ prawdziwy jego rozkwit. Obecnie w Polskim Stowarzy-
szeniu Dalton zrzeszonych jest ponad 120 certyfikowanych przedszkoli i 15 cer-
tyfikowanych szkét (lub bedacych w procesie certyfikacji). Niewatpliwie obser-
wowana dynamika rozwoju ruchu daltoniskiego jest wynikiem jego popularyzacji,
gtéwnie w formie corocznych konferencji organizowanych przez Polskie Stowarzy-
szenie Dalton we wspoétpracy z wiodgcymi o§rodkami akademickimi i International
Dalton, a takze wyjazdéw studyjnych. Warto wskaza¢, ze Stowarzyszenie od 2018
roku wydaje kwartalnik ,Inspiracje Daltoniskie. Teoria i Praktyka”, na tamach kt6-
rego autorzy zamieszczajg refleksje teoretyczne, znaczaco wybiegajgce poza samag
istote Planu Daltonskiego, osadzajac ja w szerokim i nowoczesnym dyskursie pe-
dagogicznym, a takze wartos$ciowe rozwigzania praktyczne. Prawdziwe i pogtebio-
ne zmiany rzeczywisto$ci edukacyjnej sg jednak mozliwe dzieki odpowiedniemu
ksztalceniu nauczycieli i przygotowaniu ich do pelnienia roli tutoréw. Tymczasem
w akademickim ksztatceniu nauczycieli, co pokazujg chociazby programy studiéw,
alternatywne koncepcje edukacji prezentowane sg jedynie w rysie historycznym,
przy okazji realizacji innych przedmiotdéw czy jako ciekawostka metodyczna. Nie
stymuluje sie studentéw do mys$lenia i dziatania w alternatywach, nie tworzy sie
im warunkéw do refleksji pedagogicznej pozwalajgcej na transfer warto$ciowych
idei i zatozen do praktyki.

Obserwacja za$ rzeczywistosci edukacyjnej, jak i wyniki badan (zob. Dgbrow-
ski, Zytko 2007; Dudzikowa, Wawrzyniak-Beszterda 2010; Wisniewska-Kin, Rybska
2020; Klus-Stanska 2000, 2007; Klus-Stanska, Kruk 2009; Mendel 2018; Michalak
2013; Michalak, Parczewska 2019; Sowinska 2011) pokazuja, Ze idee pedagogiczne
Helen Parkhurst wcigz sa zywe i w swojej pierwotnej postaci stanowig dla polskiej
edukacji prawdziwe wyzwanie. Co wiecej, mogg by¢ autentycznym i nadal niezwykle
aktualnym odniesieniem do reform tak potrzebnych polskiej szkole. Nie tracg nic ze
swojej atrakcyjnosci i autentycznosci, a powracanie do nich i ich upowszechnianie
wydaje sie potrzebne i celowe.
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Zakonczenie

Przedstawiciele pedagogiki alternatywnej niewatpliwie modyfikuja, a nierzadko ra-
dykalnie zmieniajg nie tylko mys$lenie o edukacji, ale réwniez rzeczywisto$¢ eduka-
cyjna. Jest w niej miejsce dla kazdego dziecka i nauczyciela, ktérych faczy szczegdlny
rodzaj zalezno$ci opartej na gtebokim zaufaniu i szacunku. Dziecko odczytywane jest
tu w kategoriach podmiotu sprawczego, zdolnego do dziatania we wszystkich obsza-
rach, w jakich przebiega i dokonuje sie zycie spotecznosci, obdarzonego wolnoscia
wyboru i decyzji, prawami obywatelskimi. Jednocze$nie respektuje sie jego indy-
widualno$¢ i ograniczenia, cenigc dziecko za bycie dzieckiem i tworzac mu szanse
oraz mozliwos$ci na przezywanie swego dziecifistwa i pozostawanie autentycznym.
Pedagogia Planu Daltonskiego stanowi niezwykle wartoSciowa egzemplifikacje idei,
u podstaw ktorej lezy wiara w zdolno$¢ dziecka do zarzadzania wtasnym rozwo-
jem. Dziecko jest naturalnie wyposazone w owe zdolnosci, ktére ucielesnia w po-
dejmowaniu zréznicowanych form aktywnosci wiedzionych ciekawos$ciag poznawcza
i gotowoscia przekraczania swoich ograniczen. Zasoby, jakie posiada kazde dziecko,
czynig je otwartym na nowe wyzwania i odpowiedzialng partycypacje w sprawach,
ktore wykraczajg poza wasko rozumiane sprawy dziecka. Jest zdolne do zajmowania
i wyrazania swoich pogladéw, przekonan i potrzeb we wszystkich aspektach i prze-
jawach zycia spotecznego. Dajac dziecku prawo do aktywnego udziatu w swiecie, jaki
staje sie jego bezposrednim udziatem, tworzymy przestrzen szans i mozliwosci dla
jego wszechstronnego i zréwnowazonego rozwoju. Czynic to powinni$my z rozwaga
i cierpliwos$cia, a wiec matymi krokami dotyczacymi spraw bliskich, dalekich, ma-
tych, wielkich i globalnych, najpierw obdarzajac je zaufaniem i wolnos$cig w sposo-
bie zarzadzania wtasnym procesem uczenia sie i wspotdecydowania o wszystkich
aspektach funkcjonowania szkoty. Przestepstwem i pogwatceniem natury dziecka
jest odebranie mu wiary we wtasne mozliwos$ci wptywania na rzeczywistos¢, gtow-
nie poprzez pozbawienie je mozliwo$ci dziatania.

W artykule ukazano wspélne obszary namystu twércéw i propagatoréw alterna-
tywnych koncepcji edukacyjnych. Naswietlenie tych obszarow, szczegélnie w odnie-
sieniu do miejsca dziecka w edukacji jako aktywnego i zaangazowanego podmiotu
uczacego sie, pelnoprawnego, wolnego, tworczego, odpowiedzialnego i sprawczego,
dogtebniej omdwionego na przyktadzie Planu Daltoniskiego, wzmacnia poczucie, ze
jeszcze wiele pozostaje do zrobienia. Rzeczywisto$¢ edukacyjna polskiego ucznia
weciaz daleka jest od tych zatozen, mimo gto$no wyrazanych deklaracji jej gtownych
konstruktoréw. Oczywistg prawda jest, ze zmiana wymaga czasu, ale w tym wymia-
rze trwa ona ponad sto lat. Czas zatem, by idee Helen Parkhurst wreszcie ziscity sie
w praktyce zycia szkolnego i przyniosty tak dlugo oczekiwang transformacje.
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Edyta Gruszczyk-Kolczynska

O niebezpieczenstwach korzystania z urzadzen
mobilnych w wychowaniu matych dzieci: wyniki
badan i wnioski

Abstrakt

W tekscie postawiono teze, iz udostepnianie urzadzen mobilnych jest szczegdlnie groz-
ne dla matych dzieci, ktére nie stworzyly w swoich umystach zaryséw reprezentacji
tréjwymiarowych obiektéw oraz tréjwymiarowej przestrzeni, w ktdérej funkcjonuja.
Deformacje w zarysach reprezentacji tworzonych w trakcie ogladania obiektéw na
ekranie tabletu lub smartfonu trudno naprawi¢ w pézZniejszym czasie, gdyz nastepne
doswiadczenia poznawcze jedynie uzupeiniaja i wzbogacaja posiadane juz reprezenta-
cje. By to udowodni¢, przytoczono wazniejsze ustalenie zawarte w teorii reprezentacji
J. S. Brunera, a nastepnie wyja$niono, co sprawia, ze niemowlaki i mate dzieci zadziwia-
jaco sprawnie postuguja sie smartfonami i tabletami. Zeby pokaza¢ niekorzystne rézni-
ce w reprezentacjach tworzonych przez dzieci z doSwiadczen zgromadzonych w $wie-
cie realnych obiektow i §wiecie wirtualnym, przytoczono wyniki wtasnych badan, ktére
sygnalizuja fatalne skutki stosowania przez dorostych urzadzen mobilnych w procesie
wychowywania matych dzieci. Uzasadniono tez konieczno$¢ podjecia powaznych ba-
dan, ktérych celem ma by¢ ustalenie dalekosieznych skutkéw udostepniania tabletow
i smartfonéw niemowlakom i matym dzieciom. Pomoze to oswoi¢ wychowawczo i edu-
kacyjnie te wspaniate urzadzenia, a takze okresli¢, kiedy i na jak dtugo mozna bezpiecz-
nie dla rozwoju umystowego dziecka udostepni¢ mu tablet i smartfon.

Stowa Kkluczowe: dziecko, aktywno$¢ cyfrowa, urzadzenia mobilne, rozumowanie
matych dzieci, reprezentacje poznawcze (enaktywne, ikoniczne,
symboliczne).
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On the Dangers of Using Mobile Devices in the Education of
Children: Research Results and Conclusions

Abstract

The article argues that early access to mobile devices is especially harmful for chil-
dren who have not yet created in their minds the outlines of representations of
three-dimensional objects and the three-dimensional space in which they function.
Deformations in the outlines of the representations created while viewing objects on
the screen of a tablet computer or smartphone are difficult to correct later, because
subsequent cognitive experiences only supplement and enrich the already existing
representations. To prove this, I refer to a more important finding contained in the rep-
resentation theory of J. S. Bruner, in order to explain what makes infants and toddlers
amazingly proficient with smartphones and tablets. In order to show the unfavora-
ble differences in the representations created by small children from the experiences
gathered in the world of real objects and the virtual world, I cite the results of my own
research. The results of these studies signal the fatal effects of the use of mobile devices
by adults in the process of raising young children. I also justify the need to undertake
serious research aimed at determining the far-reaching effects of sharing tablets and
smartphones with infants and young children. This will help tame these wonderful de-
vices in an educational way, as well as determine when and how long it is safe for the
child’s mental development to share a tablet and a smartphone.

Keywords: child, digital activity, mobile devices, reasoning of small children, cognitive
representations (enactive, iconic and symbolic).

Rozmiary zjawiska udostepniania urzadzen mobilnych

niemowlakom i matym dzieciom

W raporcie (Skrzypacz 2015) opublikowanym w potowie drugiej dekady tego wieku
przez Fundacje Dzieci Niczyje oszacowano, ze okoto 64% polskich dzieci juz w poto-
wie pierwszego roku zycia otrzymuje do zabawy tablet lub smartfon. Im starsze dzieci,
tym wiecej rodzicow daje im do zabawy takie urzadzenia. Co czwarty badany rodzic
tak czyni, gdy dziecko ma rok lub dwa lata zycia, a ok. 62% rodzicéw udostepnia te
urzadzenia trzylatkom i czterolatkom, prawie 84% za$ - pieciolatkom i szeSciolatkom.
W raporcie tym podkresla sie, ze gadzety typu tablet i smartfon ostabiajg kontakty
z bliskimi oraz rozwoj zdolnosci do budowania wiezi spotecznych juz u matych dzieci.
Dane te zostaly potwierdzone nieco péZniej w publikacji Korzystanie z urzqdzen
mobilnych przez mate dzieci (Bak 2015). Zamieszczono w niej szczegétowe wyniki badan
obejmujacych ogélnopolska probe badawcza rodzicéw dzieci od 6 miesigca do 6,5 roku
zycia. Oprocz potwierdzenia wymienionych w cytowanym raporcie danych liczbowych,
w publikacji tej takze podkreslono, ze urzadzenia mobilne udostepniane matym dzieciom
ostabiajg kontakty z bliskimi oraz rozw6j zdolno$ci do budowania wiezi spotecznych.
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Na udostepnianie juz matym dzieciom urzadzen typu tablet wskazuje tez ra-
port Millward Brown Poland z roku 2015 (Bak 2015; Gruszczyk-Kolczyniska 2017).
Stwierdzono w nim, ze ponad 40% dzieci w pierwszym i drugim roku Zycia dostaje
do zabawy tablet lub smartfon. W tej grupie niemal co trzeci maluch ma do dyspozy-
cji jedno z urzadzen mobilnych codziennie lub prawie codziennie. Oszacowano tez,
ze 60% rodzicow udostepnia je matym dzieciom po to, aby moc zajac¢ sie swoimi
sprawami, okoto 25% - zeby dziecko zjadto positek, a pozostali - Zeby zasneto.

W trudnych czasach pandemii opublikowano raport (Rowicka, Bujalski b.d.)
z badan zatytutowany Brzdqc w sieci. Zjawisko korzystania z urzqdzen mobilnych
przez dzieci w wieku 0-6 lat. Raport ten zostat zrealizowany w Akademii Pedagogiki
Specjalnej im M. Grzegorzewskiej. Badaniami objeto reprezentatywna grupe 2000
rodzicéw dzieci w wieku 0-6 lat. Ustalono, ze w ok. 54% badanych rodzicéw twier-
dzi, ze daje juz pétrocznemu dziecku do zabawy tablet lub smartfon. Wiekszo$¢ tych
dzieci bawi sie jednym z takich urzadzen $rednio przez ponad godzine dziennie.

Ponadto ustalono, ze wiek dziecka jest skorelowany z korzystaniem z urzadzen
mobilnych - im starsze dziecko, tym dtuzej z nich korzysta. Nieco ponad 80% bada-
nych rodzicéw daje dzieciom do zabawy urzadzenie mobilne, gdy te sie nudza, ptacza
lub marudza, a takze w trakcie positkow, aby zechciaty jes¢. Ustalono tez, ze wiek-
szo$¢ badanych rodzicow udostepnia dziecku urzadzenia mobilne podczas podrozy
samochodem (lub innym $rodkiem transportu) czy pozwala mu bawi¢ sie nimi w na-
grode, gdy wykona ich polecenie.

Dodam, Ze wielokrotnie obserwowatam dorostych, ktérzy dawali dziecku tablet
lub smartfon, aby udobruchac je (bo marudzit), przerwac¢ ptacz (bo w taki sposéb
protestowal przeciw czemus), zeby nie przeszkadzat, bo chcieli zaja¢ sie swoimi do-
rostymi sprawami itd. Dlatego sze$¢ lat temu oméwitam w artykule (Gruszczyk-Kol-
czynska 2017) konsekwencje stosowania urzadzen mobilnych w formie skutecznego
$rodka wychowawczego. Poniewaz problem ten nasila sie, zajmuje sie nim w tym
artykule, ale z innej perspektywy psychologicznej i pedagogiczne;j.

Stawiam pytanie o to, co sklania rodzicéw do udostepniania urzadzen mobil-
nych niemowlakom i matym dzieciom. Zapewne osobiste doswiadczenia rodzicow:
kazdego dnia doswiadczajg, jak kilkoma ruchami palca przywotuja na ekran np. lap-
topa wazne i atrakcyjne informacje. Dochodza wiec do wniosku, ze udostepniajac
matemu dziecku ktére$ z takich urzadzen, wspomagajg jego rozwdj umystowy. Im
wczesniej, tym lepiej. Utwierdzajg ich w tym reakcje tych dzieci, zafascynowanych
kolorowymi obrazkami pojawiajgcymi sie na ekranie, i ostre protesty, gdy odbieraja
im ktore$ z tych urzadzen.

Obserwujac, jak maluch coraz sprawniej obstuguje takie urzadzenia, uwazajg,
Ze jest to przejaw jego nadzwyczajnych uzdolnien. Chcac sie tym pochwalié, zamiesz-
czaja w internecie filmiki o tym, jak ich np. roczne dziecko sprawnie porusza palcami,
bawigc sie np. smartfonem. Poniewaz takich filmikéw jest w internecie coraz wiecej,
warto wyjasnic ten fenomen i niebezpieczenstwa udostepniania maty dzieciom urza-
dzen mobilnych.
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Wybrane elementy teorii rozwoju umystowego, pomocne
w wyjasnianiu sprawnosci matych dzieci w postugiwaniu sie

urzadzeniami mobilnymi

Urzadzenia mobilne typu smartfon lub tablet sg sterowane dotykiem i ruchem pal-
c6w pod kontrola wzroku. Uznatam wiec, Ze teoria reprezentacji J. S. Brunera (Bruner
1978: 521-550) pomoze wyjasni¢, dlaczego juz mate dzieci z zadziwiajaca tatwoscia
postuguja tymi urzadzeniami i co z tego wynika dla ich rozwoju psychoruchowego.

Zacza¢ trzeba od stwierdzenia, Ze reprezentacje sg schematami umystowymi
ksztattujacymi sie przez cate zycie. Stuza do poznawania siebie i wtasnych mozli-
wosci sprawczych, do rozumienia otoczenia i wszystkiego, co sie w nim znajduje.
Pierwsze tworzone przez dziecko reprezentacje wywodza sie z uwewnetrznianych
doswiadczen ruchowych, dotykowych i czuciowych. Bruner nazwat jereprezenta-
cjami enaktywnymi, podkreslajac, ze sa tworzone i doskonalone przez cate zycie,
poczynajac od pierwszych dni i tygodni Zycia dziecka (Bruner 1978: 548).

Uwewnetrznianie takich i podobnych do$wiadczen jest tez nazywane interiory-
zacja. W omawiane;j teorii polega to - najkrdcej méwigc - na przenoszeniu doswiad-
czen (dotykowych i ruchowych oraz wzrokowych i spotecznych) z planu zewnetrzne-
go na plan wewnetrzny (umystowy), poprzez wydobycie ich sensu i przeksztatcenie
ich na czynnosci umystowe (Gruszczyk-Kolczynska 2013: 71-85).

O tym, Ze tworzenie tych reprezentacji jest przejawem swoistego przymusu
rozwojowego juz w pierwszych tygodniach zycia dziecka, mozna sie przekonaé, ob-
serwujgc niemowle, gdy styka sie np. z butelka ze smoczkiem. W skupieniu doty-
ka ja placami, obejmuje dtonia, macha, poruszajac rekami, zbliza do ust, obejmuje
wargami smoczek i ssie. Istotne jest to, ze w dotykowym, czuciowym i ruchowym
poznawaniu tego i innych obiektéw - a wiec w tworzeniu pierwszych reprezentacji
enaktywnych - nie uczestnicy jeszcze percepcja wzrokowa. Mimo to niemowlak po-
trafi rozpoznaé tak poznawany obiekt, gdy sie ponownie z nim zetknie, dotykajac go.

Kiedy maluch potrafi juz dtuzej skupi¢ wzrok na konkretnym obiekcie, wycig-
ga do niego rece, chcac lepiej poznac to, co go zainteresowato. Dorosli - wiedzac
o tym - wieszaja matym dzieciom nad t6zeczkiem rézne zabawki. Potem obserwuja,
jak dziecko z ozywieniem przyglada sie np. kolorowej piteczce i wyciaga do niej rece.
Z takich wizualnych doswiadczen towarzyszacych aktywnos$ci ruchowej dzieciecy
umyst tworzy reprezentacje ikoniczne (Bruner 1978: 548).

Teraz mate dziecko ma juz dwie mozliwo$ci poznawania siebie, swojego otoczenia
i znajdujacych sie tam obiektéw - reprezentacje enaktywna oraz ikoniczng. Moze sie
nimi postugiwa¢ oddzielnie: przygladajac sie obiektom (gdy sa poza zasiegiem rgk) lub
poznajac ich cechy dotykiem i manipulowaniem. CzeSciej jednak dziecko poznaje obiek-
ty w swoim otoczeniu, angazujac tacznie reprezentacje ikoniczng i enaktywna. Wéwczas
ustala cechy poznawanego obiektu ruchowo i dotykowo pod kontrolg wzroku. Korzy-
stajac z takich mozliwosci, dziecko poznaje tez tréojwymiarowa przestrzen oraz znajdu-
jace sie w niej obiekty. ZtoZzono$¢ tego procesu opisuje takze E Affolter (1997).
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Wyjasni¢ tu trzeba wazng ceche koordynowania reprezentacji enaktywnej (do-
tykowej i ruchowej) oraz ikonicznej (wzrokowej). Ot6z budowa oka i specyfika wi-
dzenia sprawiajg, ze rejestrowane na siatkdwce obiekty nie majg... trzeciego wymia-
ru. Dopiero taczenie i koordynowanie do$wiadczen pochodzacych z percepcji
wzrokowej oraz doswiadczen wywodzacych sie ze zmystu dotyku i ruchu sprawia, ze
dziecko tworzy w swoim umysle reprezentacje tréjwymiarowych obiektéw znajdu-
jacych sie jego otoczeniu.

Na przyktad - zarejestrowany na siatkéwce obraz ogladanego kubeczka jest
pomniejszony, odwrdcony i... ptaski. W takiej formie doznania wzrokowe sg prze-
kazywane - w ustalony sposéb - do odpowiedniego pola sensorycznego w central-
nym uktadzie nerwowym. Tam s3 kojarzone z do§wiadczeniami manipulacyjnymi -
dotykanie, obmacywanie kubeczka itd. Efektem jest tworzaca sie w umysle dziecka
tréjwymiarowa reprezentacja kubeczka, na poczatku uproszczona, ale w miare gro-
madzenia nowych doswiadczen postugiwania sie kubkiem staje sie coraz peniejsza.

Inny przyktad: nad 16zeczkiem malutkiego dziecka powieszono czerwong pi-
teczke, ale ono widzi ja jako czerwong plame. Wyciagajac rece w jej strone - poprzez
doswiadczenie ruchu - okresla miejsce czerwonej plamy w swoim otoczeniu (jest
tam i moge ja dosiegnac¢). Dotykajac palcami i obejmujgc dtonig czerwong piteczke,
ustala, ze ,to czerwone” jest brylg, a nie czyms$ ptaskim. Doswiadcza tez, Ze porusza-
jac reka, moze wprawi¢ pitke w ruch i obserwowac efekt tej czynnosci. Okazuje tez
rados$¢ z poczucia sprawstwa, gdy uda sie powtoérzy¢ te czynnosci: wyciggnac reke
tak, aby moc piteczke dotykac i wprawia¢ w ruch.

J. S. Bruner (1978: 548-549) ustalit tez, Ze w miare rozwijania sie zdolnosci do
niewerbalnego i werbalnego porozumiewania sie z innymi osobami mate dziecko
stopniowo tworzy reprezentacje symboliczne. Natomiast z ustalen badaw-
czych S. Szumana (1985: 183-204) wynika, ze taka dziatalno$¢ umystowa mozna
dostrzec u maluchéw okoto 6smego miesigca zycia, gdy gestem wskazywania po-
kazuja dorostemu obiekt, ktéry wzbudzit ich zainteresowanie. Sg niestrudzone we
wskazywaniu tego obiektu do momentu, gdy dorosty spojrzy w te strone i nazwie go.
Nie o nazwe tu jednak chodzi, bo dziecko jej jeszcze nie powtdrzy, ale o ostuchanie
sie z nig. Dzieki temu moze rozpoznac obiekt - gdy sie ponownie z nim zetknie lub
ustyszy jego nazwe - i zakomunikowac to dorostemu, w niewerbalny jeszcze sposéb.

Istotne jest tu porozumiewanie sie - dziecko wskazuje interesujacy je obiekt,
a wypowiedziane przez dorostego stowo oznacza, Ze skupili uwage na tym samym
obiekcie. Szuman podkresla szczeg6lng role opisanej sekwencji aktywnos$ci poro-
zumiewania sie i w rozwoju mowy, wszak spostrzegane obiekty sg kojarzone przez
dziecko z nazwami, chociaz minie wiele miesiecy nim bedzie mogto ich uzywa¢.

Teraz mate dziecko posiada juz trzy sposoby poznawania siebie, swoich aktyw-
nosci i otoczenia - reprezentacje enaktywng, ikoniczng i symboliczna.
Moze nie tylko rozpoznawac znane obiekty i poznawa¢ nowe, poruszac sie sensow-
nie w otoczeniu, lecz takze niewerbalnie porozumiewac sie z innymi odnosnie do
tego, czego doswiadcza i co wtasnie ustalito. Przez nastepne lata i w miare groma-
dzenia opisanych doswiadczen dziecko doskonali posiadane juz reprezentacje i two-
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rzy nowe, korzystajac z poprzednich, i coraz precyzyjniej porozumiewa sie z innymi
0 tym, co juz wie i rozumie.

Po tych ustaleniach mozemy wrdci¢ do wiodacych celéw tego artykutu - do wy-
jasnienia, dlaczego maluchy sprawnie postuguja sie urzadzeniami mobilnymi oraz
jakie konsekwencje dla ich rozwoju umystowego wynikajg z coraz dtuzej trwajacych
zabaw z tymi urzadzeniami.

Co sprawia, ze malutkie dzieci sprawnie postuguja sie tabletem
i smartfonem?

Z ustalen zawartych w teorii reprezentacji ]. S Brunera wynika takze, ze od pierw-
szych miesiecy zycia mate dzieci (tworzac reprezentacje enaktywne, ikoniczne i iko-
niczno-enaktywne) daza do dotykania, obmacywania pod kontrolg wzroku dostow-
nie wszystkiego, co znajduje sie w zasiegu ich rak i oczu.

Gdy w zasiegu wzroku pojawia sie interesujacy je obiekt, po wielokro¢ wyciaga-
ja rece, aby go dosiegnac. Jesli to sie uda, okazujg rado$¢ i ze skupieniem obmacuja
obiekt placami, obejmuja je dtonia i przyciagaja go np. do ust, aby sprawdzié, czy
nadaje sie do jedzenia.

Bogactwo takich do§wiadczen wzrasta, gdy maluchy zaczynaja raczkowaé: obej-
muja wéwczas wzrokiem obiekty znajdujace sie w ich otoczeniu. Mogg zblizy¢ sie
do nich, poznaé je dotykiem pod kontrola wzroku. Tworza wéwczas tréjwymiarowa
reprezentacje przestrzeni, w ktorej funkcjonujg aby ustali¢ najwazniejsze re-
lacje - ja i wszystko, co znajduje sie wokdt mnie. Jednocze$nie - w spos6b niewer-
balny - porozumiewajg sie z dorostymi, demonstrujgc rados¢ z wtasnych mozliwosci
poznawczych i sprawczych.

Jezeli maluch dostanie do rak tablet lub smartfon - zachowuje sie podobnie. In-
tensywnie dotyka i obmacuje takie urzadzenie, podobnie jak podang mu grzechotke,
jabtko, Kklocek itp. Dotykanie i przesuwanie palcow wywotuje na ekranie tych urza-
dzen zmiany w ksztatcie i kolorze spostrzeganego obrazu. Wizualna atrakcyjnos$é
tych zmian sprawia, ze maluch po wielokro¢ dotyka i obmacuje urzadzenie, nabie-
rajac w tym wprawy.

Dorosli sa sktonni intepretowac takie zachowania jako przejaw wcze$nie mani-
festujacych sie uzdolnien poznawczych i wykonawczych swoich dzieci. Umyka im to,
ze urzadzenia te reaguja na dotyk, na przesuniecie palcem. Ze gtéwnym sposobem
poznawania obiektéw w pierwszym roku zycia dziecka jest wlasnie dotyk i omacy-
wanie wszystkiego pod kontrolg wzroku - a wiec takze ekranu tabletu i smartfonu.
Ze w podobny sposéb zachowuje sie kazdy maluch, gdy dostanie do rak przedmiot.
Chce go bowiem rozpozna¢ - dysponujac posiadang reprezentacja - lub pozna¢ go
dotykiem oraz wzrokiem, tworzac nowa reprezentacje.

Przebieg tego ztoZzonego procesu przedstawie, omawiajgc eksperymentalnie
aranzowang zabawe Bartka (ma 1 rok i 3 miesigce) z piteczka, w trakcie konstruowa-
nia reprezentacji ,piteczki” oraz reprezentacji tréjwymiarowej przestrzeni, w ktorej
zabawa jest realizowana:
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- Tata podaje dziecku niebieska piteczke i méwi: ,Piteczka”. Bartek bierze ja, wi-
dzi kolor piteczki (niebieskie kétko) i obejmuje ja dtonig (doswiadcza okraglosci
i lekkosci). Mietosi piteczke w dtoni (jest miekka i sprezysta). Podnosi piteczke do
ust z zamiarem ugryzienia jej (jeszcze nie wie, do czego stuzy). W trakcie takiego
ustalania cech piteczki zaczyna tworzy¢ jej umystowa reprezentacje i kojarzy ja
z ustyszanym stowem ,piteczka”.

- Tata pokazuje swoje usta i piteczke, ze $miechem stwierdza: ,Nie”. Widzac zdzi-
wienie w oczach Bartka, méwi: ,Rzu¢ piteczke”. Obejmuje dtonig piteczke, demon-
struje ruch rzucania i stwierdza: ,Baw sie piteczkg”.

- Bartek nasladuje ruch taty - chwyta piteczke i dos§wiadcza ruchu rzucania. Obser-
wuje, jak piteczka, skaczac, oddala sie, i styszy dzwiek odbicia sie jej od podtogi
oraz zauwaza zwiekszajaca sie odlegtos¢ piteczki od siebie.

- Idzie w kierunku piteczki i z kazdym krokiem odczuwa zmieniajaca sie odlegtos¢:
jest daleko, blizej, bliziutko. Widzi ja na tle podtogi (niebieska na ciemnym tle),
przy swoich stopach. Schyla sie, zabiera piteczke (doswiadcza zdejmowania jej
z podtogi) i doSwiadcza, Ze nadal jest niebieska, okragta, lekka i sprezysta.

Obejmuje dtonig piteczke, prostuje sie i ponownie rzuca piteczke przed siebie,
styszy znany juz dzwiek i widzi, jak piteczka skacze i oddala sie tak, jak poprzednio.

Okazuje rado$¢ ze swojego sprawstwa - udato sie powtérzy¢ efekt rzucania. Jedno-

cze$nie tworzy reprezentacje ,zabawa z piteczky”. W ten sposéb dziecko nie tylko

tworzy nowe reprezentacje, lecz takze wzbogaca juz posiadane reprezentacje doty-
czace poruszania sie w przestrzeni oraz mozliwosci panowania nad przedmiotami.

Im wiecej reprezentacji w opisanych sposo6b dziecko skonstruuje, tym lepiej z nich

korzysta i wiekszymi mozliwo$ciami umystowymi dysponuje.

RoézZnice w tworzeniu reprezentacji poznawania obiektow
w rzeczywistos$ci i na ekranie tabletu lub smartfonu. Wyniki
badan oraz ich interpretacja

Dazac do wyjasnienia tej kwestii, przeprowadzitam serie 10 eksperymentéw dia-
gnostycznych nawigzujacych do metod badawczych |. Piageta i B. Inhelder (1967).
W eksperymentach tych mate dzieci tworzyty reprezentacje poznawanych obiektéw
w $wiecie realnym i wirtualnym. Poniewaz we wszystkich eksperymentach diagno-
stycznych zarejestrowatam podobne réznice i podobienstwa w doswiadczeniach
gromadzonych przez dzieci, w tej czesci artykutu przedstawiam nastepne trzy z nich.
Uznatam bowiem, Ze jest to wystarczajace do uswiadomienia Czytelnikom tego, jak
mate dzieci tworza reprezentacje i jaki zamet wprowadzajg urzadzenia mobilne
(typu smartfon i tablet) w tworzeniu reprezentacji ikonicznych, enaktywnych i sym-
bolicznych. Sa to trzy pary eksperymentéw diagnostycznych nazwanych:

- Dziecko - realny piesek i to samo dziecko - piesek na tablecie,

- Dziecko - realne jabtko i to samo dziecko - jabtko na tablecie,

- Dziecko - realny pajacyk (zabawka) i to samo dziecko - pajacyk na tablecie.
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Nastepnie - w ramach interpretacji wynikéw badan - przedstawie piata pare
eksperymentéw diagnostycznych, nazwang ,Dziecko - realny kotek i to samo dziec-
ko - kotek na tablecie”. Poréwnujac doswiadczenia gromadzone przez dzieci w tych
parach eksperymentalnie aranzowanych sytuacjach, nie trudno dostrzec réznice
w tworzeniu reprezentacji w kontakcie z realnymi obiektami i obiektami przedsta-
wionymi na ekranie smartfonu.

Dziecko - realny piesek i to samo dziecko - piesek na tablecie

W pierwszej aranzowanej sytuacji do malucha o imieniu Piotru$ (ma péttora roku)
podszedt maty piesek. Mama moéwi: ,Piesek. Hau-hau”. Piotru$ nieSmiato dotyka
zwierzaka - poniewaz nic ztego sie nie dzieje (piesek ,wie”, jak trzeba zachowac sie
w kontakcie z dzie¢mi) - energicznie obmacuje psia gtowe i leciutko ciggnie za uszy.
Przesuwa dton po grzbiecie, doznaje mitej miekkosci futerka, stara sie chwyci¢ mer-
dajacy ogon itd. Powtarza za mama: ,Hau-hau”.

W drugiej aranzowanej sytuacji Piotru$ siedzi na kolanach mamy. Bierze podany
mu tablet. Mama pokazuje mu pieska na ekranie i méwi ,Piesek. Hau-hau”. Chtopczyk
rejestruje wzrokiem obraz pieska, ale dotykiem doswiadcza $liskiego i ptaskiego
ekranu. Zdziwiony tym, silniej dotyka palcem sylwetki pieska na ekranie. Poniewaz
nieco przesungl palec, sylwetka pieska przesuneta sie. Patrzy z zainteresowaniem
na efekt takiej zmiany i ponownie naciska sylwetke pieska - chce wywotac¢ podobny
skutek wykonanej czynno$ci.

Powtarza na mama ,Hau-hau”, a jego umyst taczy doswiadczenia wzrokowe (syl-
wetka pieska na ekranie), dotykowe ($liskie i ptaskie) oraz ruchowe (przesuniecie
palca), powodujace zmiane potozenia sylwetki zwierzaka. Z korelacji tych doswiad-
czen - po ich uwewnetrznieniu - tworzy zarys reprezentacji ,piesek”, diametralnie
réznej od reprezentacji opisanej w pierwszej sytuacji.

Dziecko - realne jabtko i to samo dziecko - jabtko na tablecie

Pierwsza aranzowana sytuacja: Zosia (rok i 3 miesigce) siedzi w kojcu, tata
podaje jej jabtko, méwiac: ,Jabtko”. Dziecko oglada je (widzi kolor i obrys ksztattu
jabtka), obejmuje dtonia i palcami (doswiadcza kragtosci), stuka jabtkiem o drabinki
kojca (styszy dzwiek), wacha i prébuje je ugryzé (doswiadcza zapachu i twardosci
skorki jabtka). Zaspokoito ciekawo$¢ i... wyrzuca jabtko z kojca. Patrzy, jak spada,
styszy i widzi, jak turla sie po podlodze. Z syntezy tych réznorodnych doswiadczen
dzieciecy umyst tworzy zarys reprezentacji ,jabtko”.

W drugiej aranzowanej sytuacji: tata sadza Zosie na kolanach i podaje jej ta-
blet, pokazuje ekran, na ktérym przedstawione jest dorodne jabtko, méwi: ,Jabtko”.
Dziewczynka rejestruje wzrokiem obraz jabtka (kolor i zarys ksztattu), jednocze$nie
dotykiem do$wiadcza Sliskiego i ptaskiego ekranu. Wacha i probuje ugryz¢ tablet
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(doswiadcza twardoSci tworzywa). Zdziwiona i nieco zta, silnie dotyka palcem syl-
wetki jabtka, przesuwajac ja na ekranie. Nie zauwaza efektu tej czynnosci, gdyz ze
ztoscig odrzuca tablet. Widzi, jak zdenerwowany tata tapie to urzadzenie. Doswiad-
czenia te uwewnetrzniajg sie i tworza w umysle dziecka innga - rézniaca sie od opisa-
nej w pierwszej sytuacji - reprezentacje ,jabtko”.

Dziecko - realny pajacyk (zabawka) i to samo dziecko - pajacyk na tablecie

Pierwsza aranzowana sytuacja: mata Marta (pdttora roku) siedzi na dywanie, mama
podaje jej zabawke - pajacyka i méwi: ,Pajacyk”. Dziewczynka bierze do reki zabaw-
ke, przyglada sie jej przez chwile (widzi ksztatt i kolory pajacyka), dotyka palcami
i obmacuje glowe, tutéw oraz jego rece i nogi. Gtadzi ubranko zabawki, a potem,
szarpiac, usituje oddzieli¢ je od pajacyka. Mama moéwi ,Nie” i wyciagga pajacyka rak
Marty. Pokazuje jej, ze zabawka ma ruchome rece i nogi. Dziewczynka przyglada sie,
bierze pajacyka i nasladuje czynnoéci mamy. Smieje sie, gdy udaje sie jej porusza¢
rekami i nogami pajacyka. Mama stwierdza: , Tak. Baw sie pajacykiem”.

Z syntezy tych do$wiadczen dzieciecy umyst tworzy zarys reprezentacji ,paja-
cyk” i mozliwo$ci manipulowania tg zabawka.

W drugiej aranzowanej sytuacji mama podaje matej Marcie tablet i pokazuje
pajacyka przedstawionego na ekranie i méwi: ,Pajacyk”. Dziewczynka spoglada na
ekran, widzi zabawke i z u§miechem bierze tablet z rak mamy. Patrzy na obrazek
z pajacykiem. Dotyka rak zabawki, chce je poruszy¢ - ale nic sie nie dzieje. Ener-
gicznie dotyka nég pajacyka, nastepuje zmiana - sylwetka pajacyka przesuwa sie.
Zafascynowana, energicznie przesuwa paluszki po ekranie. Widzac kolejne zmiany,
przestaje interesowac sie pajacykiem. Skupia sie na zmianach wywotanych czynno-
$cig przesuwania palcami po ekranie. Potem ostro protestuje, gdy mama usituje za-
brac jej tablet.

Interpretacja

Poréwnujgc aktywnosci dzieci w opisanych eksperymentach diagnostycznych, tatwo
dostrzec, ze nabywaja inne do$wiadczenia, gdy gromadzg i uwewnetrzniaja, pozna-
jac realne obiekty w naturalnym otoczeniu, a inne, gdy poznaja obiekty przedstawio-
ne na ekranach tabletéw i smartfonéw. Z doswiadczen tych dzieciece umysty tworza
znacznie roznigce sie reprezentacje tych samych obiektow:

- Manipulujac realnymi obiektami, dzieci dotykiem i ruchem pod kontrolg wzroku
okreslaja ich cechy (realny ksztatt obiektu, jego fakture, zapach itd.) i tworza tréj-
wymiarowg reprezentacje realnych obiektow, kojarzac je z ustyszanymi nazwami.
Poniewaz reprezentacje te obejmujg najwazniejsze cechy poznawanych obiektow,
rozpoznaja je, gdy sie z nimi ponownie zetkna.

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 151
NUMER 2023 /2(17)



EDYTA GRUSZCZYK-KOLCZYNSKA

- W trakcie poznawania obrazéw obiektéw przedstawianych na ekranie tabletu lub
smartfonéw dominujace sa do$wiadczenia wzrokowe. Natomiast dotykowe do-
znania sg nieadekwatne do tego, co dziecko oglada: odczucie chtodnego i $liskie-
go ekranu. Ponadto do$wiadczenia ruchowe dotycza zmian na ekranie, a nie cech
poznawanych obiektéw. Na dodatek sylwetka obiektu - np. pieska, jabtka, pitki -
przedstawianego ekranie odbiega nieraz znacznie od realistycznego zwierzaka.
Oznacza to, ze doswiadczenia wzrokowe gromadzone w trakcie ogladania obiektu
przedstawionego na tablecie rozmijajg sie z wygladem realnego obiektu.

Problem w tym, Ze jeszcze nie wiemy, jak dzieciecy umyst poradzi sobie z koor-
dynacja wielu sprzecznych doswiadczen zgromadzonych:

- w wymiarze $wiata realnego,

- w wymiarze wirtualnym, kreowanym przez urzadzenie mobilne.

To, co juz budzi juz teraz uzasadniong obawe, to czestotliwo$¢ i zwieksza-
jacy sie zakres ram czasowych udostepniania dzieciom do zabawy rzadzen
mobilnych. Z przytoczonych danych zawartych w cytowanych raportach wynika, ze
urzadzenia te sg udostepnianie juz pétrocznym dzieciom i znaczaco roénie liczba
dzieci, ktére maja do dyspozycji tablet lub smartfon w kolejnych latach zycia przez
coraz dtuzszy czas.

Z danych tych wynika takze, Ze niepokojaco wcze$nie w zyciu maluchéw zmie-
niaja sie proporcje doswiadczen poznawczych gromadzonych w $wiecie realnym
i w Swiecie wirtualnym. A przeciez opisane wcze$niej eksperymenty diagnostyczne
pokazuja, Ze doSwiadczenia poznawcze gromadzone w trakcie poznawania obiektow
na ekranie np. tabletu sg znacznie ubozsze i w wielu zakresach nieadekwatne do po-
znawanych obiektéw w §wiecie realnym.

Owe zmieniajgce sie proporcje i jako$¢ gromadzonych i uwewnetrznianych do-
$wiadczen pochodzacych wprowadzajg - moim zdaniem - zamet w ksztattowa-
niu reprezentacji w umystach dzieci. Rozmiary tego zametu przedstawi na
przyktadzie kolejnej - pigtej - aranzowanej sytuacji, w ktérej Marcin (rok i 5 miesie-
cy) gromadzi do§wiadczenia przydatne do tworzenia reprezentacji ,kotek” w warun-
kach realnych - z uwzglednieniem tréjwymiarowej przestrzeni - a potem korzysta-
jac z tabletu, a wiec w $wiecie wirtualnym, w kté6rym dominujg dwa wymiary.

W wymiarze realnym do chtopca podchodzi kot i tasi sie. Marcin styszy przy-
jazne mruczenie zwierzecia i przyglada sie jemu. Zachecony przez mame, glaszcze
kota i doswiadcza miekkosci futerka, ruchem reki ustala ksztatt gtowy z pyszczkiem
i uszkami. Dotyka tapek kota i czuje wysuwajace sie pazurki. Doswiadczenia wzroko-
we, dotykowe i czuciowe oraz ruchowe dopetniajg sie, tworzac w umysle tréjwymia-
rowy zarys reprezentacji realnego kota. Jeszcze ubogiej, lecz uzupeinianej w trakcie
nastepnych kontaktéw z tym zwierzakiem. Jednocze$nie wzbogaca sie reprezentacja
otaczajacej przestrzeni - wszak kot podchodzi do dziecka i odchodzi od niego. A wiec
i dziecko, i zwierze poruszaja sie we wspoélnej przestrzeni.

Ogladajac kota na tablecie - rzeczywisto$¢ wirtualna - chtopiec widzi koloro-
wa sylwetke kota i do$wiadcza dotykiem znanej juz powierzchni chtodnego i $li-
skiego ekranu. Nieadekwatne doznania dotykowe s kojarzone z obrazem sylwetki
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kota (niezbyt podobnej do realnego zwierzecia) i poczuciem sprawstwa: jezeli chce,
moge, przesuwajac palcem, zmieni¢ miejsce zwierzaka na ekranie tabletu. Spraw-
stwo to dotyczy tylko ekranu urzadzenia, a wiec dwuwymiarowej przestrzeni.

Z doswiadczen ogladania sylwetki kota na ekranie tabletu w umys$le Marcina
tworzy sie wprawdzie reprezentacja kota, ale jest ona zdecydowanie rézna od tej,
ktorg tworzyt w wyniku doswiadczen dotykowych, wizualnych i stuchowych zgro-
madzonych w trakcie realnego kontaktu z Zywym kotem we wspoélnej, tréjwymiaro-
wej przestrzeni.

W aranzowanych sytuacjach dzieci miaty warunki uzupetniania i koordynowa-
nia reprezentacji tworzonych w $wiecie realnym i wirtualnym. A przeciez bywa tak,
ze dziecko nie moze uzupetnia¢ i wzbogacac reprezentacji tworzonej w trakcie ogla-
dania obiektéw przedstawionych na ekranach urzadzen mobilnych. Gdyz ani wcze-
$niej, ani pdZniej nie ma okazji poznawac dotykiem, czuciem ruchem pod kontrola
wzroku realnego, tréjwymiarowego obiektu podobnego do tego, ktory ogladato na
ekranie np. tabletu. Tak bywa, gdy np. rodzice nie pozwalaja dziecku nawet zblizy¢
sie do zywego zwierzecia.

Szczegoblnie szkodliwe sg zwiekszajace sie ramy czasowe, w ktoérych juz mate
dzieci bawia sie tabletem lub smartfonem. Z danych zawartych w raportach przed-
stawionych na poczatku tego artykutu wynika, ze wielu rodzicow pozwala matym
dzieciom coraz dtuzej bawic sie takimi urzadzeniami. A to oznacza, Ze ich dzieci nie-
pokojaco dtugo tworzg reprezentacje umystowe réznigce sie od reprezentacji obiek-
tow poznawanych w tréjwymiarowym otoczeniu.

Jezeli maluch przez godzine i wiecej dziennie siedzi wpatrzony w ekran np. ta-
bletu, ma przeciez zdecydowanie mniej czasu na zabawy ruchowe (typu wspinanie
sie po wielokro¢ na przedmioty, pokonywanie przeszkéd w trakcie biegania od jed-
nego obiektu do drugiego, rzucanie piteczka), na wielokrotne budowanie prostych
wiez z klockéw, na wktadanie mniejszych przedmiotéw w wieksze itp.

To przektada sie - dodatkowo - na realne ktopoty w rozwijaniu sprawno$ci ru-
chowych i manipulacyjnych oraz opisane deformacje w tworzonych reprezentacji.
Na tym nie koniec, gdyz czas przeznaczony na zabawy z tabletem ogranicza takze
dzieciom - w istotny sposéb - czas, w ktérym tworza reprezentacje symboliczne.
Ogladaniu obiektéw na ekranie np. tabletu przez dziecko rzadko lub wcale nie to-
warzyszg dorosli. Wszak daja dzieciom do zabawy urzadzenia tego typu po to, aby
moc sie zajmowac sie wlasnymi sprawami. Oznacza to, Ze dziecko w mniejszym
stopniu rozwija rozwojowo wazng potrzebe porozumiewania sie z innymi odno-
$nie do tego, co poznaje.

Przekonania dorostych o nadzwyczajnych uzdolnieniach dzieci sprawnie po-
stugujacych sie np. tabletem powodujg jeszcze inne wymiary zametu w rozwoju
umystowym dzieci.

Przyktadem jest nastepujaca sytuacja: dziadek, wybierajac sie w odwiedziny do
wnuczki - miata troche ponad dwa lata - kupit jej pieknie ilustrowang ksigzeczke
o taciatym piesku. Wreczyt ja wnuczce i chciat razem z nig oglada¢ obrazki i rozma-
wiac o piesku przedstawionym na nich. Dziecko usiadto, otworzyto ksiazeczke i...
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przesuwato paluszkiem po obrazku tak, jak to wielokrotnie czynito, bawigc sie table-
tem. Poniewaz energiczne przesuwanie palca nie przynosito oczekiwanych skutkow,
cisneto ksiazeczke w kat i zawiedzone zaczeto ptakaé. Po tych doswiadczeniach juz
nie chciata zajmowac ksiazeczka.

Whioski z badan: niektdre niebezpieczenstwa wychowawcze
i poznawcze w Korzystaniu przez mate i starsze dzieci z urzadzen
mobilnych

Zasygnalizowane wymiary zametu poznawczego sa szczegdlnie grozne u matych
dzieci, ktore jeszcze nie stworzyty w swoim umysle w miare kompletnych zarysow
reprezentacji tréjwymiarowych obiektéw z najblizszego otoczenia oraz przestrzeni,
w jakiej poruszaja sie i funkcjonuja.

Wydtuzajacy sie czas zabaw z urzadzeniami mobilnymi wywotluje zmiany
w przebiegu rozwoju umystowego i spotecznego dziecka, ktére zapewne trudno be-
dzie naprawi¢ w p6zniejszych czasie. Wszak nowo gromadzone doswiadczenia po-
znawcze i spotecznie (chodzi o porozumiewanie sie) jedynie uzupelniajg i wzboga-
cajg zarysy wczesSniej ksztaltowanych reprezentacji.

Niebezpieczenstwo tworzenia zbyt ubogich i zdeformowanych reprezentacji
umystowych byloby zapewne mniejsze, gdyby mate i nieco starsze dzieci tylko czasa-
mi przenosily sie do Swiata kreowanego przez tablety i smartfony. Wéwczas domino-
watyby w ich umystach reprezentacje budowane z doswiadczen gromadzonych w re-
alnym, tréjwymiarowym $wiecie, a doSwiadczenia pochodzace z zabaw z tabletem
i smartfonem stanowityby tylko ich uzupetnienie. Ale tak nie jest, wszak w ostatnich
latach wzrasta liczba rodzicow, ktérzy stosuja te urzadzenia jako skuteczny srodek
wychowawczy w trudnych sytuacjach. Powodem jest zasygnalizowana juz wczes$niej
bezradnos¢ wychowawcza rodzicow, zmeczenie pracg zawodowa oraz mylne przeko-
nanie, Ze zabawy z tabletem lub smartfonem korzystnie wptywaja na rozwoj umysto-
wy maluchéw i rozwijajg ich zdolnosci intelektualne.

Niestety, starsze dzieci czeSciej od maluchéw korzystaja z tabletéw lub smartfo-
néw. Z wczesniej przytoczonych raportéw wynika, ze korzystajacych z tych urzadzen
liczbe 4-6-latk6w oszacowano na 75%, a 7-10 latkéw - na 92%. Jakie
niebezpieczenstwa sie z tym wigza, sygnalizujg nastepujace obserwacje.

Tomek, pieciolatek, siedziat bez ruchu przy stoliku przez prawie 2 godziny (!),
zajmujac sie tabletem. Gdy podesziam, pokazywat mi mozliwosci tkwigce w swoich
palcach: jednym ruchem przesuwat obrazy, powiekszat ich fragmenty, dowolnie je de-
formowat itd. Z dumg o$wiadczyt: ,Widzisz, moge wszystko!”. Nie baczac na to, Ze moc
sprawcza doswiadczang w zabawie z tabletem przenio6st na ztozono$¢ $wiata realnego.

Obserwowatam tez przedszkolaka, jak... piekt wirtualne ciasteczka. Przesuwat
palcem po ekranie tabletu wirtualne torebki z produktami. Na niby ,wysypywal” ich
zawarto$¢ do wirtualnej miski, a potem ,mieszat je”, przesuwajac palec po ekranie
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tabletu. Na koniec dotknat ikonki (!) i na ekranie ukazywaty sie upieczone ciastecz-
ka. Mogto wydawac sie to zabawne, ale zapowiada trudng do przewidzenia putapke
poznawcza i wychowawcza.

Jezeli dziecko przez kilka godzin dziennie do$wiadcza swoich nadzwyczajnych
mozliwosci sprawczych, przesuwajac opuszki palcéw po ekranie tabletu i dotykajac
ikonek, zapewne nie zechce mozoli¢ sie w trakcie zabaw, przy wykonywaniu trud-
niejszych czynnosci w realnym $wiecie.

Juz teraz jest sporo dzieci woli czyni¢ ,,cuda”, przesuwajac palcami po ekranie
tabletu, niz doznawac¢ poczucia sprawstwa przez np. mozolne konstruowanie bu-
dowli z klockéw. Coraz mniej interesuje ich tez przedstawianie swoich przemyslen
w rysunkach oraz czytanie historyjek i ogladanie obrazkéw w ksigzeczkach. Nu-
dza sie takze w trakcie stuchania czytanych przez dorostych opowiadan lub ba$ni,
bo nie potrafig dtuzej skupi¢ sie w sytuacjach, gdy nie patrza na migocacy ekran.
Strach pomysle¢, w jakim kierunku ,tabletowe dzieci” beda rozwija¢ swoje umysty
i co z tego wyniknie.

Apel o dziatania naprawcze w sprawie urzadzen mobilnych
stosowanych powszechnie w wychowaniu i edukacji dzieci

Bez wiekszego trudu dotartam do raportéw zawierajacych zatrwazajgce dane o udo-

stepnianiu niemowlakom i matym dzieciom tabletéw oraz smartfonéw. Dane te uzu-

pemione s3 informacjami:

- o stosowaniu urzadzen mobilnych jako skutecznego $rodka wychowawczego przy
wyciszaniu dzieciecego marudzenia, ptaczu, atakdw ztosci itd.;

- o uzywaniu tych urzadzen w charakterze nagrody, aby zacheci¢ dzieci do wykona-
nia polecen i podporzadkowania sie woli dorostych.

Do tego dochodza kolorowe reklamy, ktérych celem jest przekonanie dorostych, ze
tablet lub smartfon to najlepsze zabawki dla dzieci i skuteczny $srodek wychowawczy.
Trudno natomiast znalez¢ artykut o tym, jaka szkode wyrzadza dzieciom zbyt wczesne
i zbyt intensywne gromadzenie doswiadczen w Swiecie wirtualnym przy jednoczesnym
zmniejszaniu czasu i okazji do gromadzenia do$wiadczen w realnym $wiecie.

To, co przedstawiam w tym artykule, stanowi zaledwie wynik wstepnego ro-
zeznania w obszarze probleméw wynikajacych z nasilajacej sie obecnosci urzadzen
mobilnych w wychowaniu matych dzieci. Ustalenia zawarte w opisanych badaniach
naukowych sygnalizujg grozny i nasilajacy sie zamet w tworzeniu reprezentacji umy-
stowych u matych dzieci i w poznawaniu tréjwymiarowych obiektéw w przestrzeni,
w ktorej funkcjonujg. Rozmiary tego zametu mogg spowodowac zaburzenia w ich
rozwoju umystowym, wyrzadzajac im niepowetowang krzywde, ktdrej nie bedzie
mozna naprawi¢ w nastepnych okresach zycia.

Potrzebne sa wiec powazne badania naukowe podtuzne i poréwnawcze, ktd-
rych celem mabyc¢ustalenie dalekosieznych skutkéw udostepniania tabletow
i smartfon6w niemowlakom, a potem matym dzieciom oraz mtodszym i starszym
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przedszkolakom. Wyniki takich badan pomoga zapewne okresli¢, kiedy i jak dtu-
go mozna bezpiecznie - dla rozwoju umystowego - udostepni¢ matym i starszym
dzieciom urzadzenia mobilne, a takze w jaki spos6b kierowa¢ procesami poznaw-
czymi w trakcie zabaw z tabletem i smartfonem, aby unikng¢ opisanego zametu w
tworzeniu reprezentacji. Pozwola tez oswoi¢ wychowawczo i edukacyjnie te wspa-
niate urzadzenia.

Nie chodzi przeciez o wyeliminowanie tych urzadzen w wychowaniu matych dzie-
ci, przedszkolakéw oraz mtodszych i starszych uczniéw. Lecz o ustalenie korzystnych
dla ich rozwoju regut w trakcie udostepniania im tych urzadzen do zabawy, wszak te
i inne jeszcze zabawy traktowane sa jako intensywny proces uczenia sie.

Nim tak sie stanie, apeluje do dorostych - jeszcze raz przeczytajcie ustalenia
dotyczace natury konstruowania przez dzieci reprezentacji umystowych. By¢ moze
wstrzymacie sie od udostepniania niemowlakom i matym dzieciom urzadzen mobil-
nych lub chociaz zmniejszycie ramy czasowe takich zabaw. Pomoze to takze w ma-
drym wspomaganiu rozwoju umystowego dzieci oraz w zwyczajnym i dobrym ich
wychowywaniu.
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Abstract

The article consists of two parts. In the first part, we introduce the premises of the
educational philosophy of Reggio Emilia, which formed the basis for the concept of
the University Preschool in Gdansk. We refer to the values that, from the perspective
of adults who are part of the preschool community, were the foundation for creating
everyday educational context in the University Preschool during the first three years of
its functioning. In the discourse of Reggio Emilia, a preschool is not perceived so much
as a place of instruction or formation, but rather as a place of education, a place where
values are transmitted, discussed and constructed. Democracy, participation and sub-
jectivity are key categories on which the narrative is focused. In the second part, these
categories are the starting point for reconstructing the cultural practices present in
the everyday life of the preschool which fulfill the above mentioned values. We refer to
the goals of the University Preschool, the principles and conditions of its functioning.
We also describe solutions, especially in the field of the organization of the educational
environment, which contribute to the building of a community in which children are
listened to and supported by adults.
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PRESCHOOL AS A SHARED PLACE. ABOUT THE FUNDAMENTAL VALUES OF THE UNIVERSITY PRESCHOOL

Przedszkole jako miejsce wspoélne. O fundamentalnych
wartosciach Przedszkola Uniwersyteckiego w Gdansku

Abstrakt

Artykut zasadniczo sktada sie z dwoéch cze$ci. W pierwszej przyblizamy zatozenia
filozofii edukacyjnej Reggio Emilia, na ktorej opierata sie koncepcja funkcjonowania
Przedszkola Uniwersyteckiego w Gdansku, oraz odwotujemy sie do wartosci, ktére
z perspektywy dorostych, bedacych czescia spotecznos$ci przedszkola, byty fundamen-
tem dla tworzenia codzienno$ci edukacyjnej w Przedszkolu UG w pierwszych trzech
latach jego dziatalnos$ci. W dyskursie Reggio Emilia przedszkole postrzegane jest bo-
wiem nie tyle jako miejsce instrukcji czy formowania, ale jako miejsce edukacji, miej-
sce, w ktérym wartoSci s przekazywane, dyskutowane i konstruowane. Demokracja,
partycypacja oraz podmiotowo$¢ to kluczowe kategorie, wokét ktérych skoncentrowa-
na jest narracja. W drugiej czeSci tekstu stanowig one punkt wyjscia dla zrekonstru-
owania tych praktyk kulturowych obecnych w codzienno$ci edukacyjnej przedszkola,
ktoére powyzsze wartosci urzeczywistnialy. Odwotujemy sie do zatozen przedszkola,
zasad i warunkow jego funkcjonowania, oraz przedstawiamy rozwigzania, w szczegdl-
nosci w zakresie organizacji przestrzeni edukacyjnej, stuzace budowaniu wspdlnoty,
w ktérej dorosli stuchali dzieci i towarzyszyli im w ich rozwoju.

Stowa kluczowe: podejscie Reggio Emilia, Przedszkole Uniwersyteckie w Gdansku,
przedszkole jako miejsce wspdlne, partycypacja, podmiotowos¢,
organizacja przestrzeni.

Axiological basis of the Reggio Emilia approach

A preschool perceived as a shared place is one of the crucial attributes of the Reggio
Emilia approach - a philosophy of education born right after the end of the Second
World War in Villa Cella, a small Italian village next to Regio Emilia.! The involve-
ment of the local community, cooperation, co-responsibility, and collective action
were a solid fundament on which an institution was established there, becoming an
impulse for the development of the Reggio Emilia educational project. There is an
inscription on the board of the preschool which still exists today: “Women and men.
Together we built this school,? because we wanted a new different place for
our children.”® Loris Malaguzzi (2016c), the intellectual leader of the Reggio Emilia
educational project, recalled this experience:

[...] something unexpected and incredible happened. In the chaos of those
first days of freedom news arrived that in Villa Cella women and men, farm-
ers and factor workers, doing everything on their own, had decided to build

1 Currently, Villa Cella is a territory (so-called frazione) on the outskirts of the municipality of Reggio Emilia.
2 Highlights made by the authors of the article.
3 See: the digital archive of the museum available online (Livello 9 - Museo di Luoghi a Reggio Emilia).
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a school for their children. German soldiers fleeting towards the [river] Po
had left a tank, some trucks, some horses. It was loot for the people. From
their sale money arrived, money to spend immediately. That was how the
idea was born.

[...] The miracle happened. There was a collection, and more money arrived.
Every Saturday and every Sunday there was an incredible throng of women,
men and children putting up the walls. In eight months the roof was ready.
In nine months the school, like a baby, came into the world. In 1947, after
official authorization it started to function (Malaguzzi 2016c: 23-24).

In the 1950s, concurrent with the transformation of the socio-demographical
situation,* a result of the region’s intensive economic development, there was a need
to create high-level educational institutions for young children on a broader scale. In
the absence of decisive action on part of the city, the initiative to run early education
institutions was undertaken by various civic organizations, mainly women’s, includ-
ing the Italian Women’s Union UDI (Unione Donne Italiane). Until the late 1950s,
UDI operated eight such places for children aged 3-6. At the same time, women’s
movements demanded to put an end to the domination of the Catholic Church as
the institution providing most of the institutional support for young children in the
city. They consistently and determinedly sought to create public, secular preschools
available to all residents of Reggio Emilia. It became possible in the beginning of the
1960s, after the election of the new city mayor - Renzo Bonazzi, and after changes
on the domestic political scene and the takeover of power by the center-left govern-
ment. The first city preschool “Robinson Crusoe” was established in November 1963,
and the next in 1964 (“Anna Frank” preschool) and 1968 (“Primavera”). Despite po-
litical turbulations and difficulties, the preschools established after the war and run
by parents, including the one in Villa Cella, came under the jurisdiction of the city.
Malaguzzi then began to cooperate with the local government, initiating an intensive
social dialogue with the aim to create a coherent pedagogical concept of early child-
hood institutions in Reggio Emilia. Despite the fact that Malaguzzi is undoubtedly the
face of the Reggio Emilia approach, the development of the educational project would
not be possible without cooperation and community action. This aspect was pointed
out by Tullio de Mauro (2006) who, while recognizing the influence of Malaguzzi,
wrote that:

[...] the municipal preschools of Reggio would not have been possible with-
out his inspiration, but his inspiration would not have had concreteness
and endurance or such a far-reaching impact, increasingly throughout the
world, without the commitment of an entire community and its administra-
tors (de Mauro 2006: 14).

* The transformations referred mostly to the status of a family, including the role of women.

5 The preschool in Villa Cella came under the jurisdiction of the city in 1967. It was then named “XXV
Aprile” (“XXV of April”) to commemorate the anniversary of Italy’s liberation from fascist rule (see:
Baldini 2012: 83).
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Since the beginning of their functioning, the Reggio preschools were based on
participatory and collective wisdom. In reference to the functioning of early child-
hood institutions, Bruno Ciari, a pedagogue working with Malaguzzi, outlined the
aim of changes in education taking place in Reggio Emilia in the 1960s and 70s.
The aim was to:

Break down the barrier between school and society, make schools centers
of associative life which involve in their processes of culture and education
all the indirect workers who collaborate, govern, experiment and run the
school community (citizens, local authorities, unions etc.) together with
the direct workers, teachers and students, psychologists and social workers
(Rolando et al. 2012: 92).

The preschools were therefore perceived as shared places that belong to the
community and are governed by it.

The category of a “shared place” is especially important in Malaguzzi’s philoso-
phy of education. Malaguzzi (2016d) indeed did not perceive a preschool (scuola dell
infanzia) as an isolated institution, but “as a specific, institutional situation of social-
ization and of educational, cultural, political processes of responsibility for children”
(Malaguzzi 2016d: 227), he saw the school as an institution, “which cannot avoid of-
fering to participate in building an educating society in which contents and purposes
can be debated and integrated dialectically” (Malaguzzi 2016d: 227). Preschools are
therefore treated as dialectical places - “we create their meanings and they create
us” (see Mendel 2006: 32). Malaguzzi's vision corresponds to Maria Mendel’s under-
standing of a place as always significant and needs to be understood as “a result of
shared determining and upholding meanings. It is a social and individual knowledge,
which is achieved through conferring specific senses and meanings through nego-
tiation. As a result, knowledge is not a static description of reality, but it co-creates
it” (Mendel 2006: 29). A preschools is therefore not only an institution and a build-
ing, but also a community centered around commonly shared meanings and values.
From this perspective, educational institutions - including preschools - cannot be
perceived as axiologically neutral. They are carriers of values, which is notably em-
phasized by Carlina Rinaldi (2008), an Italian pedagogue from Reggio Emilia:

[-..] schoo], including the school for young children, is an educational place,
a place of education; a place where we educate and are educated; a place
where values and knowledge are transmitted; and above all a place where
values and knowledge are constructed. School is a place of culture - that is,
a place where a personal and collective culture is developed that influences
the social, political, and values context and, in turn, is influenced by this con-
text in a relationship of deep and authentic reciprocity.

We see school not as the place of instruction or the place of formation (in
the vocational /professional sense), but as the place of education. But what
do we mean by this? That school, for us, is a place where, first and foremost,
values are transmitted, discussed, and constructed. The term education is
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therefore closely correlated with the concept of values, where “to educate”
also means - and in certain respects primarily means - to educate the in-
trinsic values of each individual and each culture, in order to make these
values extrinsic, visible, conscious, and shareable (Rinaldi 2008: 38 - high-
lights in original).

Among the values which have shaped the experience of Reggio Emilia, we can
find the following: subjectivity and the value of difference correlated with it, re-
ferring to an individual’s uniqueness and exceptionality, the value of participation
and democracy, the value of learning and the value of play, fun, positive feelings and
emotions. The University Preschool in Gdansk is also built on these foundations. Al-
though the preschool was established in a completely different socio-historical con-
text, a clear aim of the project was the communal and democratic character of the
institution, creating a space responsible for the optimal process of child education, in
cooperation with all subjects of the relationship and following the path of constant
development. Malaguzzi (2016b), referring to the experience of Regio Emilia, char-
acterized it as participatory education, “in the sense that it recognizes and enacts the
needs and rights of children, families, teachers and school workers, actively to feel
part of a solidarity of practice and ideas” (Malaguzzi 2016b: 353). This assumption
is also reflected in the philosophy practiced by the University Preschool, which can
undoubtedly be considered a “shared place,” which will be further argued on the fol-
lowing pages.

The pedagogical concept of the University Preschool in Gdansk

The University Preschool was established in 2019 in Gdansk, on the first floor of
a students’ house located on the campus of the University of Gdansk, in response to
the needs of the academic community. Pursuant to the decision of the Rector of the
University of Gdansk (UG), the preschool started operating on September 1, 2019
and until August 31, 2022 it was a unit in the organizational structure of the Uni-
versity of Gdansk.® The institution was designed to accommodate 27 children aged
3-6, who were only formally divided into two groups (one of 19, and one of 9 chil-
dren). A headmistress was employed, who was a research and teaching employee at
the Institute of Pedagogy of the University of Gdansk, as well as four teachers and
a teacher’s assistant (in the third year of its functioning, the preschool additionally

¢ On September 1, 2022, the authority running the facility changed. Currently, it is run by Pozytywne
Inicjatywy Edukacja sp. z o.0. with its registered office in Puck, and the full name of the institution is
University Public Preschool in Gdansk. In the article we are referring only to the period in which the
University Preschool in Gdansk was run by the University of Gdansk. Although the facility run by
the company is functioning in the same space as the one characterized in the article, formally, however,
it is a separate educational institution (see Rejestr Szkét i Placowek Oswiatowych). We do not possess
knowledge in what form and to what degree the University Public Preschool is following the Reggio
Emilia concept; in its statutes there is also no reference to the philosophy of Reggio Emilia (see: Statut
Przedszkola Uniwersyteckiego 2019; Statut Publicznego Przedszkola Uniwersyteckiego w Gdarisku 2023).
Considering all the above, the article was written in past tense.
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hired a second teacher’s assistant on a 1/2-time basis). The preschool also employed
an additional office worker, who - despite formally serving only a typically adminis-
trative position - was an important and present adult in the day-to-day functioning
of the children from the UG preschool.” Since the beginning, the University Preschool
was seen as an important place for the entire community: the children and adults -
the teachers and parents.

The Statute of the University Preschool in the period when it functioned within
the structure of the University of Gdansk contained provisions indicating the speci-
ficity of the institution’s pedagogical assumptions:

§16.2. Elements of the pedagogical concept of Reggio Emilia are implement-
ed in the Preschool in several aspects:

1. Personal (the role and cooperation of teachers, parents and local commu-
nity; the importance of the academic community);

2. Material (carefully designed educational space: arrangement and equip-
ment of preschool rooms, planning educational activities in the natural en-
vironment);

3. Strategic (principles of child activity in preschools, principles of chil-
dren’s functioning in the social and natural environment) (University Pre-

school Statute 2019: 8).

The unique academic character of the University Preschool seemed to be con-
sistent with Malaguzzi’'s vision. The following “fragment” of the Statute is an open
declaration of the subjectivity of each person, guaranteeing the right to participate in
the creation of the preschool:

§18.1. The Preschool is a place - a Laboratory, where children become re-
searchers, are active in the educational space, co-created by children and
their families, teachers, lecturers, students and doctoral students, students
of the University of the Third Age, representatives of the local community
and other entities operating in the vicinity of the Preschool.

Although the fundamental aspects of the institution were clearly expressed
in the Statute, the entire period of its functioning was a time devoted to forming
its special identity and building a community. As Jolanta Zwiernik (2015)
rightly notes:

in order for a fragment of space to become a place, time is required. It is
essential for the impersonal system of material and immaterial attrib-

7 Inthe period described in the article the headmistress of the preschool was Katarzyna Kmita-Zaniewska;

assisted in administrative work by Joanna Gutowska. The preschool was also co-created by:

- in the 2019/2020 school year - teachers: Magdalena Bartosiewicz, Agata Chruszcz, Paulina Matera,
Matgorzata Michalak; teacher’s assistant: Katarzyna Tysler;

- in the 2020/2021 school year - teachers: Magdalena Bartosiewicz, Paulina Matera, Malgorzata
Michalak, Joanna Obniska/Marta Okutowicz; teacher’s assistant: Katarzyna Tysler;

- in the 2021/2022 school year - teachers: Paulina Matera/Zuzanna Olszewska, Matgorzata Michalak,
Karolina Naczk, Marta Okulowicz; teacher’s assistants: Ewelina Kottacka, Aleksandra Koczara.
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utes situated (or being situated) on a specific territory to transform into
a known, close, domesticated, intimate. It can be stated that the domesti-
cation of space has a processual character and is connected with forming
a relationship with this fragment of space, which becomes a person’s place,
as it enters into the private sphere. It is a person, individually or as part
of a community, who marks, signifies, domesticates a fragment of space,
affording it with values. There is no place without someone who considers
it as such (Zwiernik 2015: 22).

Building a community of children, teachers, parents was one of the priorities
of the headmistress who created the framework for the pedagogical concept of the
preschool. It was especially important to create such conditions as to allow every
subject to consider the preschool as “their place.” The organizational culture and so-
cial space, as well as architectural space, were focused on shaping a home-preschool
relationship. We would like to especially highlight the physical space, the arrange-
ment of the interior, which as Aleksander Nalaskowski points out, communicates; it
invites to or discourages from entering and remaining in it. According to him, “the
architecture of a school building expresses its own language which can be translat-
ed into quite accurate types of opinions about education” (Nalaskowski 2002: 35).
Malaguzzi (2016d) also emphasizes the importance of physical space in building re-
lations between subjects:

Schools are ensembles of presence and interventions: of children, teach-
ers (female and male), auxiliaries, parents, citizens’ cultural, political and
trade union organizations. Therefore school spaces must not only include
but actually support the presence of this complexity of different groups,
and stimulate them into conscious participation in children’s issues, into
the general issues of childhood, of school and of education (Malaguzzi
2016c: 228).

Conducting a critical analysis of the social space of the University Preschool, we
refer to the advice on the spatial organization of a preschool outlined by Malaguzzi in
1975 which, in our opinion, is still relevant to this day.? On their basis we have distin-
guished several features of a given space which endow the preschool with participa-
tory character, allowing each participant of the educational process to feel as though
they are “at home.” The elements listed below to a large extent also characterized the
University Preschool, thus transforming it into a shared place for teachers, children,
and their families likewise.’

8 The advice was prepared on the basis of: Malaguzzi (2016d).

° When referring to the experience of Reggio Emilia, in the article we have used visual narration in
addition to verbal. In order to publish the visual material, the required consents for the use of the image
of children and adults were obtained.
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The participatory character of the space of the University
Preschool in Gdansk

Organization of space - architectural layout

A logically organized space with transparent areas, a network of tunnels and pas-
sages; on the one hand, with sectioned off and clear interiors, on the other, forming
a cohesive whole; a friendly space, allowing for modification and offering effortless
and effective movement should characterize early education institutions, according
to Malaguzzi (2016c). Therefore, by adapting a part of the student dormitory for
the purpose of establishing a preschool, the University of Gdansk had employed an
interior designer who familiarized herself with the pedagogical conception of the
institution and searched for solutions which would assist in realizing the ideas of
Reggio Emilia in the available space. The architectural layout of rooms - including
bearing walls - limited the possibility of creating an open plan for the preschool,
however, all necessary steps were taken in order to make the space more friendly
and accessible.

Photos 1 & 2. The corridor of the preschool Photo 3. Room 1 with a platform

Source: Katarzyna Kmita-Zaniewska’s (K.K.Z.) archive Source: KK.Z.'s archive.

Wooden elements and cork boards hung on walls were introduced in the narrow
corridor. A large stage was added in one of the classrooms, serving the function of
a platform, seating area and space used by children during play. There was a connec-
tor in this room, i.e. a wide sliding door.

In two of the rooms small libraries were created, which became a soundproof
space for resting on poufs, as well as a reading corner, a base and a hiding place
for children. Mirrors were installed in each room. Fabrics were hung from the ceil-
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ing. Potted plants introduced a cozy, homely atmosphere to the interior. A room with
kitchen facilities and a coffee maker was available to the staff as well as parents and
guests. A centrally located main entrance to the preschool and a couch placed in the
main hall allowed visitors to orient themselves in the organization of space right on
the threshold. The layout of the building and the “communication route” through the
corridor gave it the function of a shared space, encouraging interaction and commu-
nication between members of the preschool community.

Malaguzzi (2016c) postulated the necessity to create both a coherent exteri-
or and interior space, allowing for free movement between them. Unfortunately,
due to the building’s localization, it was not possible to create a preschool garden
which would be integrated with the interior. A playground was created, approx.
100 meters from the main building, but for safety reasons children were not al-
lowed to freely move between the two sections. However, it not only inspired
them to enjoy uninhibited fun activities, but also encouraged them to undertake
various research activities.

Photos 4, 5, 6 and 7. A playground with a mini garden and a mud kitchen made by parents

Source: K.K.Z.’s archive.
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Space that inspires children’s research activity

According to Malaguzzi’s (2016c) vision, the preschool space should provide chil-
dren not only a comfortable and safe stay for several hours a day, but also an envi-
ronment (surroundings) that inspire them to undertake various types of research
activities, a space rich with different types of materials; inviting them to explore
and pursue various projects. Following these rules, the rooms of the preschool
were arranged in such a way as to enable children free exploration and independ-
ent access to prepared materials, as well as the possibility to re-organize the space
according to specific aims and needs of children participating either in individual
or group work.

Photos 8 & 9. Smaller room (2) for the “older kids’ club”

Source: K.K.Z.'s archive.

Photo 10. Room 1 with a platform: small library

Source: K.K.Z.'s archive.
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Photos 11, 12 & 13. Children participating in activities in room 1

Source: K.K.Z.'s archive.

Next to the stage in room 1 there was a piazza - a space for the entire com-
munity to gather in a circle in the morning or to conduct other meetings, consul-
tations and guest events. Children would use this space to participate in move-
ment and construction games on the floor and platform. The presence of a large
multimedia board with a projector and permanent access of children to an over-
head projector (OHP) transformed the platform-stage into a place of creative play
with light (light atelier).

Photos 14 & 15. Children participating in activities in room 1

Source: KK.Z.'s archive.
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Photos 16 & 17. Children using the overhead projector

Source: K.K.Z.'s archive.

There was a theatrical corner located next to the stage, consisting of a wardrobe
built with the parents’ assistance. During Saturday meetings a wooden construction
was raised which replaced coat hangers and a chest with clothes, inviting children to
“dress up” and try out acting in different roles.

Photo 18. Theatrical corner

Photo 19. Parents creating the wardrobe

Source: KK.Z.'s archive. Source: K.K.Z.'s archive.
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Each room was equipped with wooden racks and shelfs storing various types
of materials and work aid, dominated by loose parts - elements that could be used
for different reasons, utilizing different textures and materials (cardboard and pa-
per, plastic, wood, artificial materials, glass and pottery). Proper organization and
storage of loose parts in the classrooms gave the opportunity to discover the eclectic
and creative use of “waste” and leftovers by children and teachers. The loose parts
were stored in one of the rooms - a loose parts storage space, which is the preschool
“Remida.”’® Since the beginning of the preschool’s functioning, parents were invited
to bring different materials that could be used by both children and staff in various
projects and creative activities.

Photos 20 & 21. Loose parts storage space
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\

Source: K.K.Z.'s archive.

Mathematical corners were arranged in two classrooms, encouraging children
to measure and count, as well as a significant research area consisting mostly of nat-
ural materials (minerals, feathers, sea shells and seasonal offerings from nature, such
as fruits, cones, leaves and flowers), books and nature atlases, magnifying glasses and
microscopes. There were also tables in the classrooms, on which children could find
invitations and so-called “provocations,” i.e. “educational offers” created by teachers
(or other members of the staff) - arrangements that support the learning process
and develop children’s curiosity.

An important space that inspired children’s projects was also the music room.
It was used for gym classes as well as being an additional space for activities in small-
er groups. It also housed smaller instruments (kept in a large wardrobe) and a piano.
One of the walls was covered with a mirror, the other - with wall bars and a climbing

wall that could be easily hidden behind a curtain.

10 Remida is a network of post-production waste storage and distribution sites operating in Reggio Emilia,
which was given a second life by educators and artists (see: www.remida.org).

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 170
NUMER 2023/2(17)


http://www.remida.org

PRESCHOOL AS A SHARED PLACE. ABOUT THE FUNDAMENTAL VALUES OF THE UNIVERSITY PRESCHOOL

Photo 22. Invitations to art exercises in the ~ Photo 23. Musical improvisation with

music room percussive instruments
WU TERR |
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Source: K.K.Z.’s archive. Source: K.K.Z.’s archive.

Photos 24 & 25. Children’s activity in the music room

Source: K.K.Z.’s archive.

At first, the classroom also functioned as an atelier, however, in the second year
of the preschool’s functioning, a separate space was created - with the parents’ assis-
tance - in another room designed for artistic activities. Both the staff and parents val-
ued the art activity of children and together they created an atelier in one of the office
rooms previously used primarily for conversations and meetings between the staff
and parents, but at the same time also functioned as an IT center available to children
(a computer, a multifunctional device with a copier and printer, and a laminator).
The equipment remained in the room - it was available to adults and children next to
the entrance to the atelier.

The functioning of the atelier as a space that breaks down the domination of
verbal language and puts emphasis on activities utilizing various representations
(Malaguzzi 2016c) is characteristic for preschools and infant toddler centres in
Reggio Emilia. The atelier located in the University Preschool was an independent
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room, in which groups of children could work while sitting around a large table with
the atelierista.!* One of the teachers played this role, and was involved in prepar-
ing the space and equipping the work station with the necessary materials. Other
members of the staff also used the atelier as a space which allows children to adopt
specific attitudes - concentration, silence, reflection on their own actions. The ar-
rangement of the room put cooperation and communication in the first place.
Working with clay played an important role in the preschool. Broad use of this
material quickly replaced plasticine and other plastic masses commonly used by chil-
dren. The children would often freely use the atelier in the morning hours, when they
were encouraged by teachers to engage in creative activities using different mate-
rials, for example paper and scraps of fabric, they would create installations out of
wooden elements (e.g. bricks, buttons, peg dolls), or focus on drawing, painting, and
cutting out. If a smaller group would form just before the preschool closing hours, the
children often chose to work in the atelier, asking the arriving parents to join them.

Photos 26 & 27. The atelier before it was created

Source: K.K.Z.'s archive.

Source: K.K.Z.’s archive.

11 An atelierista - a term specific for the preschool described in the article; it refers to a host of the atelier,
who has artistic education.
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Since the University Preschool was an integral part of the academic community,
not only the building and neighboring garden, but the entire university campus func-
tioned as a space for children’s explorations. Furthermore, the space for children’s
everyday experiences was not limited only to the building and its surroundings. Once
a week children would embark on a field trip. They built a base in a forest close to
the preschool, which they would visit regularly. They also explored other unchart-
ed green areas. Although in the physical sense these places did not form a coherent
whole with the preschool building, in the pedagogical sense we could observe a con-
tinuity of children’s activity. The observations made by the children and the experi-
ences gained during the expeditions became the starting point for various projects
that the children worked on after returning to the facility.

Photos 29, 30, 31 & 32. Children during forest trips

Source: K.K.Z.'s archive.

Space that respects children’s rights

According to Malaguzzi (2016c), an especially important attribute of educational
space is the possibility to accommodate children’s fundamental rights which are,
in his view, sadly too often marginalized or ignored. These are, among others, the
following:

- the right to a mess, which frees children’s potential, reduces inhibitions, liberates
children’s actions;

- the right to noisiness and silence, the right to be with others, the right to be alone,
according to physiological and psychological needs;
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- the right to eat and the right to sleep, which are two fundamentally important
rights, having psychological, affective, emotional and intellectual implications
(Malaguzzi 2016c).

In the University Preschool, the awareness about the educational cooperation be-
tween adults and children was rooted in dialogue and acceptance of the children’s need
to freely create and play. Recognition by adults of the right of children to suspend work
and leave behind a project which could be perceived as “a mess” (e.g. an unfinished
construction, materials prepared for later work, left in an “inappropriate” place), was
revealed in the mindfulness and in the conversation held in order to discover the sense
of children’s decisions and to respect a child’s autonomy. The value of the child’s labor
was also recognized by the cleaning staff, who would carefully clean out the classroom
after the end of the day, trying not to disrupt the projects which were still being com-
pleted. A potential mess or difficulty in cleaning up the space was never a factor deter-
mining the decision to undertake a given task. Children could realize their ideas with-
out any limitations imposed on them, while at the same time they were always aware
of the consequences and their own responsibility for tidying up the space after work.

Photos 33 & 34. Children’s activity in room 2 and in the music room
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Source: K.K.Z.’s archive.

In the University Preschool children could work without any coercion both indi-
vidually as well as in pairs or small groups, depending on their needs and on the giv-
en project. The possibility for children to freely communicate was a very important
aspect of the preschool’s functioning. Meetings organized in a circle were a crucial
element of everyday routine, offering a chance to practice dialogue based on mutual
respect. During those meetings, children would share their experiences and obser-
vations, and decide, together with the adults, about their current projects. Meetings
in the circle were a perfect opportunity to experience how democratic mechanisms
work. Children’s decision-making was also fostered by the flexible approach to cur-
riculum, which was characteristic of the preschool staff. Educational possibilities
initiated by the teachers were treated as an invitation to pursue a given research
activity, and not as dispositions to work. The adults were therefore ready to accept
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a child’s refusal to get involved in a task that was offered to them. Children also had
the possibility to initiate their own projects. This was also facilitated by the flexible
nature of the space, whose function changed along with the children’s ideas for its de-
velopment. Such an example could be the reader’s corner. At times it offered respite,
allowing for a moment to chill down, other times it became a hiding place or a base.

Photos 35, 36 & 37. Children’s activity in the reader’s corner in rooms 1 and 2
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e

Source: K.K.Z.'s archive.

Organizing the day’s schedule in a mixed aged group is no easy task due to the
great diversity of children’s physiological needs. It is especially true when it comes
to their need to sleep during the day which, although it is definitely the strongest
among the youngest children, is a very individual issue. Forcing all children to sleep
or denying quality rest to those children who require it are reprehensible practices
and can in no way be justified by organizational difficulties. Adults in the University
Preschool stood out due to their particular sensitivity and attentiveness to children’s
needs. Due to the fact that the preschool had resigned from a strict division of units
that would be assigned to a particular classroom, it was possible to organize different
forms of activity taking place at the same time. There were always two teachers and
a teacher’s assistant present with each group. Furthermore, both the headmistress
and the office worker were attentive to the children present in the building. If there
was a necessity, they could help the children in their day-to-day activities. Such con-
ditions made it possible to organize the day’s schedule in such a way so that children
requiring sleep could rest in one classroom while the others worked on their individ-
ual projects under the guidance of the second teacher.

Children’s subjectivity was also respected during meals. Children in the Univer-
sity Preschool were treated as competent and capable of making autonomous deci-
sions in terms of food. They chose products themselves, deciding on what they will
eat and how much. Furthermore, once a month, on the occasion of celebrating the
birthdays of all children who were born that month, children would prepare a meal
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with the help of the teacher based on to their own recipe. It was a perfect opportunity
to shape proper eating habits.

Photo 38. Children during a meal

Source: K.K.Z.'s archive. Source: K.K.Z.'s archive.

The belief that children can evaluate their own needs also manifested itself
in the absence of compulsion to use the toilet “on command,” for instance before
going out to the garden or on a trip. Yes, children were encouraged to use the toilet
in such situations, but the teachers still respected the child’s right to make the final
decision independently.

Photos 40 & 41. A child pouring soup by herself

Source: K.K.Z.’s archive.
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Space that encourages cooperation, assists in communication

The equal status of specific spaces, emphasizing their importance due to their func-
tion is another important feature of educational space in Reggio Emilia preschools.
Non-pedagogical spaces such as the kitchen or storage and office spaces, which
are often closed and unavailable, are an integral part of space. Additionally, this
approach also meant including adults in non-teaching positions in the everyday life
of the preschool (Malaguzzi 2016c). In most preschools the split between the peda-
gogical staff and the assisting personnel is often very apparent. The formal division
into didactic and nondidactic employees creates sharp borders between the roles
and competences of specific employees. In practice, it often entails the marginaliza-
tion of the role of those in nondidactic positions. However, every adult who can be
encountered in the preschool was significant from the child’s perspective. Because
of that all of the employees of the University Preschool were part of one team in
which they collectively, as partners, worked on creating the best conditions for the
children’s development. Children were accompanied not only by their teachers, but
also by the teacher’s assistants and office workers. Each adult brought in their own
experience and perspective, different from the teacher’s. For example, one of the
assistants, a biologist, became a natural guide around the natural world. Since chil-
dren were not isolated from the rooms which did not have any “educational char-
acter;” and their presence there was accepted, they had the opportunity to observe
how other adults work, interact with them and build relations.

Photos 42 & 43. Teacher’s assistant (KT) as an educator on nature

Source: K.K.Z.'s archive.

The possibility to meet and talk, work together when dealing with everyday activities
and situations, according to the needs of children and adults (Malaguzzi 2016c),
is a necessary condition for the functioning of Reggio preschools. Indeed, when
entering the building of the University Preschool, the first thing one could see in
the foreground was an enormous couch. On the other side of the couch, there was
a showcase housing the pedagogical library and prepared “provocations.”
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Photo 44. Children looking at photos Photo 45. Children and adults
from a “birthday calendar” with using the office space
the teacher’s assistance

Source:
K.K.Z.’s archive

Source:
K.K.Z.’s archive

Source:

= J K.K.Z.’s archive
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The unique arrangement of the objects and books on the shelves often caught
the attention of children while they were waiting to leave the preschool with a group
of their peers or parents. The couch triggered a symbolic feeling of homeliness. It
attracted like a magnet, any time parents or members of the staff needed a place to
sit down and talk. The couch was a waiting room - a stop before one embarks on
a journey. It was also a space offering relief to children’s longing during the process
of adaptation to the preschool. Parents would spend time there, while their children
were slowly getting ready to stay in the classroom with the others.

Photos 49 & 50. The couch as an important place for children and adults

Source:
K.K.Z.s archive

The social room, together with a small kitchenette, was a very important place
in the preschool space, offering comfortable conditions for adults working in the pre-
school to meet. Discussion, joint analysis and interpretation of materials collected
during the day: notes from observations, photographs or films, is one of the funda-
ments of Reggio Emilia approach.

Malaguzzi (2016c) wrote about the ability of space to uphold communication,
dialogue between a preschool and the parents and local community, highlighting
that space should inform about what is happening in the facility, what the children
and adults are working on, what they think, what is important for them. The organ-
izational culture of the University Preschool, by positioning the parent as a partner
for the teacher, manifested itself e.g. in the style of communicating with parents and
the headmistress’s actions, leading to transparency and openness. Daily meetings
and conversations with parents, held in the preschool, were complemented by corre-
spondence using several communication channels:

- by telephone or text message (the staff contacted parents individually or collecti-
vely, by sending text messages);

- posts in a private group on a social media platform (parents and staff);

- email correspondence (communication between the headmistress and parents
regarding day-to-day issues, topics important for the preschool’s community, up-
coming events, expected guests, acknowledgements etc.);

- announcements posted on a board in the corridor (e.g. upcoming events, menu).
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A separate task for the staff, resulting from the adaptation of the Reggio Emil-
ia approach, was documenting the experiences of children and adults. Each day the
parents would receive an electronic photograph showing their children’s enjoyment,
or the learning process and realization of a project. Some of the photographs, se-
lected each day for printing, were used to create “The Preschool Daily,” i.e. a gallery
of photos displayed in the preschool’s corridor. The printed photographs depicted
the children’s experiences from the last five days, with newer photos replacing old-
er ones. Parents and children looked at the photographs together and talked about
them in the corridor. They became a pretext to talk about the children’s everyday
experiences.

The photographs collected in the “Daily” gallery were of interest also to the chil-
dren who, while freely moving between e.g. the locker room to the classrooms or toi-
let, would stop and look at the photos. The gallery, then, would offer an opportunity
for education - it was a carrier of experiences, it enlivened children’s conversations
and triggered emotions.

Photo 51. Board with the “Daily” gallery Photo 52. Inspired by the “Daily” gallery,
a mother talks with children

Source: K.K.Z.'s archive.

Source: K.K.Z.’s archive.
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Photos 53 & 54. Children’s activity inspired by the “Daily” gallery
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Source: K.K.Z.'s archive.

Cooperation with parents, based on dialogue and mutual trust, was one of the
main fundaments of the University Preschool. The parents formed a harmonious
community, there was no need to create a more formalized body to assist in the func-
tioning of the facility. There was no Parent Council in the preschool. Regardless, the
parents, sharing a common cause, participated in afternoon meetings with the staff
several times a year, during which they actively discussed important issues, searched
for new solutions, but also evaluated the way the preschool was run. The first meet-
ing in September between the staff and the parents opened up with a “greeting cir-
cle,” during which everybody sitting next to each other on the floor of the classroom
would greet each other while new parents introduced themselves.

Photo 55. Meeting with parents and evaluation of the preschool’s functioning conducted in
groups with the use of the Metaplan technique

Source: K.K.Z.'s archive.
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The calendar listing important events in the life of the preschool also included
regular meeting of the entire community. The participatory approach fundamental
for the Reggio Emilia preschools was evident in the University Preschool through
a cycle of organized meetings and family workshops - most often taking place out-
side (in winter - holiday meetings, and in spring - field games), birthday picnics,
outdoor meetings on the occasion of the annual children’s day (June 1), and forest
picnics at the end of the school year. Parents were anxious to meet, they came in
large numbers, prepared snacks, cleaned up after the events. Preschool graduates
with their parents and siblings also joined. These events grouping together the en-
tire community, illustrated on the photographs below, are the substance of the par-
ticipatory character of the preschool. They offered opportunity to build relations
and mutual trust, to deepen the sense of belonging to a community.

Photos 56, 57, 58 & 59. Outdoor meetings of the preschool community (2020-2022)

Source: K.K.Z.’s archive.
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Conclusion

The solutions characterized above and employed in the University Preschool in
Gdansk referred to the main pillars of the Reggio Emilia approach and the philosophy
of Loris Malaguzzi. They embodied the value of subjectivity and participation, giving
meaning to the participation in the everyday life of each person connected to the func-
tioning of the preschool. Children were offered the opportunity to grow up and learn
while being in a space created with respect not only for their needs, but also the needs
of their parents. Although the child was the central subject of all activities undertaken
in the preschool, without good relations, cooperation and collective wisdom of the
adults - teachers, assistants and parents - it would not be possible to create a sup-
portive educational space that respects the rights of children. Only in a place imbued
with a spirit of participation can children experience true freedom and independence,
learn about democratic mechanisms, and discover how they can build relationships
based on mutual listening. As Malaguzzi (2016a: 180) emphasized:

They take in the first models for living together from how adults, teach-
ers, assistants, parents, neighbourhood men and women work ‘together’;
they sense how their issues and those of their families and environment be-
come issues for adult attention and care; they feel a stimulating solidarity
alive around them.
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Role nauczyciela a opresyjnos¢ wobec uczniow

Abstrakt

Uczniowie spedzaja sporg cze$é swojego zycia w szkole, w ktérej wiekszos¢ czasu wy-
pelniona jest przez nauczycieli. Jako$¢ tego czasu zalezy takze od podej$cia nauczycieli
do zagadnien edukacyjnych, od ich poczucia sprawczosci, odpowiedzialno$ci czy zaan-
gazowania. Przeprowadzajac fenomenograficzne badania epistemologicznych przeko-
nan nauczycieli, zadatam im pytania nie tylko o zagadnienia bezposrednio zwigzane
z epistemologia, ale takze o to, jak postrzegali swoja role, oraz jaki widzieli wptyw na
proces uczenia sie uczniéw. Z zebranych odpowiedzi ujawnity sie sylwetki nauczy-
cieli, wérdd ktorych wyodrebnitam 8 odmiennych koncepcji rél nauczyciela, dajacych
mi podstawe do wytonienia 4 kategorii opisu, w ktérych manifestowaty sie odmien-
ne formy opresji. Opisane role, a raczej aktywno$ci je tworzace, pozwalajg zrozumiec
kontekst opresyjnosci. Gldwne Zrédta potencjalnej opresyjnosci wydaja sie leze¢ w od-
miennych stosunkach nauczycieli do podstawowych koncepcji edukacyjnych, w tym
przede wszystkim do przekazywania wiedzy i uwiktania w system, czyli poczucia
wptywu systemu na wykonywanie wtasnej pracy.

Stowa Kkluczowe: przekonania epistemologiczne, opresyjnos$¢, uwiktanie w system,
przekazywanie wiedzy, fenomenografia.

The Roles of a Teacher and Oppressiveness Towards Students

Abstract

Pupils spend a large part of their lives at school, where most of their time is filled by
teachers. The quality of this time depends also on the teachers’ approach to educa-
tional issues, their sense of agency, responsibility and commitment. In conducting
a phenomenographic study of teachers’ epistemological beliefs, I asked teachers ques-
tions not only about issues directly related to epistemology, but also about how they
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perceived their role and what impact they saw as having on students’ learning process.
The collected answers revealed varied teacher profiles, which I grouped into 8 distinct
conceptions of teacher’s roles, out of which I selected 4 categories in which different
forms of oppression were manifested. The described roles, or rather the activities
which those roles manifest in, enable us to understand the context of oppressiveness.
The main sources of potential oppressiveness seems to lie in teachers’ different atti-
tudes to basic educational concepts, including, above all, the transfer of knowledge and
their entanglement in the educational system, i.e. their sense of the system’s influence
on the performance of their work performance.

Keywords: epistemological beliefs, oppressiveness, entanglement in the education
system, transfer of knowledge, phenomenography.

Wstep

Dostrzegajac brak porozumienia co do definicji najbardziej nawet podstawowych
zagadnien edukacyjnych (Klus-Stanska 2018: 29-30), przeprowadzitam fenomeno-
graficzne badania przekonan epistemologicznych nauczycieli, w nadziei na ich lepsze
zrozumienie. Zadatam nauczycielom pytania nie tylko o zagadnienia bezposrednio
zwigzane z epistemologia, jak wiedza, poznanie, proces uczenia sie, nauczania, ale
takze o to, jak postrzegali swoja role, oraz jaki widzieli wptyw na proces uczenia
sie uczniéw. Z zebranych odpowiedzi ujawnity sie sylwetki nauczycieli, ksztattowane
przez to, co méwili o sobie wprost, odpowiadajac na pytania o swojg role i wptyw na
proces edukacyjny, jak i przez to, co méwili o inteligencji, wiedzy, poznaniu. Przygla-
dajac sie tym sylwetkom i analizujac wypowiedzi nauczycieli pod katem odmiennych
kontekstéw pedagogicznych, zwrdcitam uwage na obecne w nich elementy zwigzane
z opresyjnoscig wobec ucznidw, wynikajacg m.in. z ich (poczucia) uwiktania w sys-
tem. Postanowitam bliZej przyjrzeé sie temu zagadnieniu, kategoryzujac odmienne
role nauczycieli, z ktérymi zwigzana byta opresyjnos$¢ i oddzielajac je od pozostatych,
w ktorych nie byta ona dostrzegalna.

Koncepcja badan wiasnych

Wyb6r przedmiotu badan niesie za soba implikacje metodologiczne (Rubacha
2008: 163). Wedtug Johna Creswella (2013) kazdy projekt badawczy powinien sta-
nowi¢ potaczenie ,filozofii, strategii badawczych i konkretnych metod” (Creswell
2013: 30). W przypadku przeprowadzonych przeze mnie badan, z ktérych wyod-
rebnitam niniejsze kategorie nauczycieli, byty to odpowiednio: paradygmat inter-
pretatywny (konstruktywistyczny), strategia badan jako$ciowych i metoda badan
fenomenograficznych.

Chcac bada¢ przekonania nauczycieli, wysztam z konstruktywistycznego zato-
zenia, ze rzeczywisto$c¢ istnieje w umystach ludzkich, a wiedza jest zawsze w umysle
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jednostki (a nie na zewnatrz), tworzona droga negocjacji spoteczno-kulturowych.
Paradygmat konstruktywistyczny, uznajacy subiektywistyczne nastawienie do
rzeczywistos$ci, zainteresowany codzienng rutyng oraz konstruowaniem spotecznej
rzeczywistosci (Flick et al. 2004: 5), stanowit teoretyczny punkt odniesienia zbiezny
z podejSciem badan jakoSciowych. Badania te, co do zasady, ukierunkowane sg na
odkrywanie tego, co ukryte, pomijane, niezauwazane, zajmujac sie Swiatem, ktérego
doswiadczamy i ktéory konstruujemy w naszej Swiadomosci (Jurgiel 2009: 99).
W ramach tego podejscia zdecydowatam sie na badania fenomenograficzne, oparte
na zatozeniu pluralizmu podmiotowego postrzegania rzeczywistos$ci i nadawania
znaczen poszczeg6lnym jej elementom. Wysztam tez z zatozenia, Ze interpreto-
wanie znaczen z natury ma charakter hermeneutyczny i dialektyczny, gdzie kon-
tekstualne i subiektywne konstrukty badanych podmiotéw moga by¢ ze soba zesta-
wiane w celu poréwnania czy tez wydobycia elementéw réznicujacych i wspdélnych.

Przedmiotem badan fenomenograficznych jest ludzka $wiadomo$¢ i, obecne
w jej ramach, formy doswiadczania podmiotu. Pozostaje jednak kwestig trudng do-
tarcie do tej Swiadomosci w jej ,rzeczywistej” postaci. Badania te charakteryzuja sie
duza otwarto$cia: w zbieraniu materiatu badawczego, w doborze préby badawczej
(osiagniecie teoretycznego nasycenia) czy w podejsciu badacza w odniesieniu do po-
znawanej rzeczywisto$ci (Urbaniak-Zajac 2008: 195). Odnoszac sie do koniecznoSci
zawieszenia wtasnych przekonan, wynikajacych zwtaszcza z teorii’, skorzystatam
z podejscia sugerowanego przez Petera Ashworth’a i Ursule Lucas (2000): oparcia
sie o empatie i postawe petna zaciekawienia (Ashworth, Lucas 2000: 299).

Unikatowymi cechami wywiadu fenomenograficznego jest m.in. projekt wywia-
du oraz sposob jego realizacji, determinowany celem wywiadu oraz koniecznoscig
uzyskania informacji na temat sposobu konstruowania danego zjawiska, ktére wpty-
waja na kolejne pytania, zadawane tak, aby zacheci¢ badanego do refleksji, poma-
ga¢ mu zobrazowac dane zjawisko czy rozstrzygna¢ watpliwosci lub sprzecznosci,
jakie wynikly w trakcie wywiadu (Bruce 1994: 50-53). Do badan wtasnych wybra-
tam semistrukturyzowane wywiady o poglebionym charakterze, ktére ,utatwiajg
osobie zastanowienie sie nad wtasnym do$wiadczeniem zjawiska.” (Reed 2006: 4).
Wszystkie wywiady przeprowadzitam osobiscie. Wiekszo$¢ pytan miata charak-
ter otwarty?. Calo$¢ wszystkich badan zostata nagrana na dyktafon, a nastepnie -
z zachowaniem dostownosci wypowiedzi - zapisana w formie transkryptdw, ktore
stanowity podstawe do analizy wypowiedzi uczestnikéw badania.

Za wystarczajace w badaniach fenomenograficznych przyjmuje sie przeprowa-
dzenie 20-25 wywiadéw (Meczkowska 2002: 22). Wazne, aby zebra¢ odpowiednio
bogate opisy réznych koncepcji na temat zjawiska bedacego przedmiotem badania
(Yates et al. 2012: 103). Z uwagi na sporg liczbe zagadnien, jakie poruszytam, oraz
znaczne zréznicowanie proby badawczej (Patton 2015: 455) wysycenie réznorod-
nosci kategorii odczutam dopiero w okolicach wywiadu 30. Zastosowatam strategie

1 Juz bowiem w odniesieniu do tzw. przedzatozen badacza przyjetam zatozenie o ich nieusuwalnosci (za
np. Gadamerem) i dotozytam staran, aby je sobie na biezaco u§wiadamiac i caty czas monitorowac.
2 Np.,Jaka jest pani zdaniem rola nauczyciela?”, ,Czym jest dla pana wiedza?".
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maksymalnej réznorodnos$ci doboru przypadkéw (maximum variation / heterogeni-
ty sampling), nalezaca do kategorii doboru préby z uwagi na charakterystyke grupy
(group characteristics sampling) (Patton 2015: 428-435), starajgc sie, aby wsrod ba-
danych znaleZli sie nauczyciele o réznych cechach, nauczajacy réznych przedmiotow
w odmiennych typach szkét. Przypadki dobierane byty tez czeSciowo na zasadzie
kuli $nieznej, w celu maksymalizacji (zréznicowanych) informacji (Lincoln, Guba
1985: 202). Ostatecznie badaniem objetam 33 nauczycieli zebranych z catej Polski,
prowadzacych zajecia z przedmiotéw humanistycznych, Scistych, artystycznych,
z WF-u, religii, resocjalizacji, szachéw czy WDZ. Znalazto sie wéréd nich 3 pedagogéw
szkolnych, 3 logopedéw, 6 dyrektoréw, 2 nauczycieli wspomagajacych. Préba objeta
7 mezczyzn oraz 26 kobiet.

Opresyjnos¢ nie byta gléwnym tematem przeprowadzonych wywiadéw. Ana-
lizujac wypowiedzi nauczycieli odnoszace sie do tego, jak rozumieli wtasng role
w szkole, zwrécitam uwage na ich odmienne podej$cie do zagadnien zwigzanych
z przekazywaniem wiedzy czy stosunkiem do systemu edukacyjnego, z ktérymi
zwigzana wydawatla sie opresyjno$¢ niektérych aktywnos$ci nauczycieli. Postano-
witam blizej przyjrze¢ sie temu zjawisku. Wyodrebnione role nauczyciela postuzy-
ty jako podstawa do analizy przeprowadzonej w niniejszym artykule. Przedmiotem
niniejszych badan uczynitam opresyjno$¢ nauczycieli wobec uczniéw, ujawniajaca
sie w konstruowanych przez nich rolach. Celem badan jest zrekonstruowanie prze-
jawéw opresyjnosci wytaniajacych sie z odmiennych rél nauczyciela i zwigzanych
z nimi jego aktywno$ci. Gléwnym problemem badawczym jest pytanie: Jak, w jakich
rolach i zwigzanych z nimi aktywno$ciach, przejawia sie opresyjnos$¢ nauczycieli wo-
bec uczniéw?

Analiza materialu badawczego

Dane gromadzone podczas wywiaddw, stanowigce punkt wyjscia ,do budowania
obrazu $wiadomosci zbiorowej dotyczacej tego, jak mozna doswiadczaé poszcze-
gblnych zjawisk” (Yates et al. 2012: 102), poddatam dogtebnej analizie obejmujacej
m.in.: wielokrotne czytanie transkryptow, iteracyjng analize relacji badanych i ciggte
ich poréwnywanie, kondensacje fragmentéw wypowiedzi badanych, ich poréwny-
wanie, grupowanie i wigzanie ze sobg poszczegélnych fragmentéw, ktére poddatam
artykulacji - identyfikujac te fragmenty, ktore reprezentowaty odrebne sposoby ro-
zumienia badanych zjawisk, a ktére mogtly zosta¢ poddane uogélnieniu. Tak uogol-
nionym zgrupowaniom nadatam nazwy, tworzac kategorie opisu poszczegdlnych
zjawisk. W ten sposdb wytonitam ,zbiér kategorii opisujacych zréznicowanie sposo-
bu doswiadczania zjawiska” (Reed 2006: 3), ktére stanowig ,abstrakcyjne narzedzie
wyKkorzystane do scharakteryzowania koncepcji” (Marton et al. 1993: 283).
Fenomenografia skupia sie na badaniu gtéwnych cech réznicujacych to, jak
uczestnicy do$wiadczajq konkretnego zjawiska. Kazde doswiadczenie (jego opis)
brane jest pod uwage jako istotne z punktu widzenia relacji pomiedzy badanymi
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a zjawiskami, ktére sg przez nich doswiadczane (opisywane). Podejscie to okreslane
jest jako perspektywa drugiego rzedu (second-order perspective)® - ,,umozliwia ona
badaczom opisanie poszczegoélnych aspektéw $wiata z punktu widzenia uczestnika,
czyli ujawnienie ludzkiego doswiadczenia i $wiadomosci jako przedmiotu badan”
(Yates et al. 2012: 100). Odtwarzajac sposoby konceptualizowania roli, jaka odgry-
wali nauczyciele w edukacji, bratam wiec pod uwage przedstawiane przez nich fakty,
sposoby ich rozumienia oraz uzasadniania.

Analizujac podobienstwa i réznice pomiedzy poszczegélnymi sposobami rozu-
mienia swojej roli jako nauczyciela, bratam pod uwage zaréwno horyzont zewnetrz-
ny (wydzielanie zjawiska z kontekstu), jak i wewnetrzny (oceniajac wymiary réz-
norodnosci) (Cope 2014: 14). W ten spos6b wytonitam 8 koncepcji rél nauczyciela,
ktorym odpowiadaty rézne zachowania, aktywno$¢ w klasie, poczucie sprawstwa
i odpowiedzialnosci za wykonywang prace:

- nauczyciel wspierajacy ucznia w procesie uczenia sie,
- nauczyciel wspierajacy ucznia w procesie rozwoju,

- nauczyciel wychowujacy,

- nauczyciel budujacy relacje z uczniem,

- nauczyciel motywujacy,

- nauczyciel nauczajacy,

- nauczyciel realizujacy przydzielone zadania,

- nauczyciel mobilizujacy.

Potraktowatam te koncepcje jako swego rodzaju wstepne kategorie opisu: kaz-
da z nich reprezentowata jakoSciowo odmienne podejscie do sposobu rozumienia
roli. Jednoczesnie kazda z nich byta w pewien sposéb otwarta, gdyz obejmowata
wyszczegolnione koncepcje znaczen obejmujgce zrédznicowane aktywnosci, na kté-
re mozna byto spojrze¢ z odmiennych perspektyw. Wyodrebniajgc role, zwracatam
m.in. uwage na dobdr stéw uzywanych do opisu tych aspektdw pracy nauczyciela.
W ten spos6b wyodrebnitam np. role mobilizujacg - podkre$lajacg aspekt ,dociska-
nia” ucznia, przymuszania do zrobienia czegos$ - z roli motywujacej - skupionej na
zindywidualizowanym podejsciu i konieczno$ci zrozumienia potrzeb ucznia.

Dostrzegajac, w trakcie analizy, przejawy opresyjnosci manifestujace sie w po-
szczegdlnych rolach, zauwazytam, ze tworzyty one swego rodzaju spektrum: w pierw-
szych trzech rolach opresyjno$¢ polegata gtéwnie na niewykonywaniu aktywnosci
przypisanych do tych rél, podczas gdy w kazdej kolejnej roli coraz wieksze znaczenie
nabierat sposob, w jaki wykonywane byty aktywnosci bedace ich przejawem badz
podejscie nauczyciela wobec uczniéw czy postrzeganych przez siebie wtasnych obo-
wigzkow. Ostatnia rola charakteryzowata sie najwiekszym natezeniem opresyjno-
$ci wobec uczniéw. Zaczetam sie wiec przyglada¢ tym rolom pod katem przejawow
opresyjnosci (co te opresyjnos¢ stanowito), jak ona sie przejawiata i z czego wyda-
wata sie wynika¢. Biorgc pod uwage powyzsze kryteria, wytonitam nastepujace kate-
gorie opisu roli nauczyciela:

3 Fenomenografowie nie wypowiadaja sie o $wiecie jako takim, ale o ludzkich koncepcjach $wiata.”
(Marton 1986: 32).
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- nauczyciel niewlasciwie wspierajacy ucznia,

- nauczyciel zniechecajacy ucznia do pracy,

- nauczyciel jako srodek przymusu, ograniczajgcy wolno$¢ ucznia,
- nauczyciel jako narzedzie w rekach wtadzy (systemu).

Kategorie te sktadajg sie na finalna przestrzen wynikowg analizy dokonanej pod
katem przejawdéw opresyjnosci, ktérg przeprowadzitam na potrzeby niniejszego ar-
tykutu. Stanowig one efekt uporzadkowania znaczen nadawanych przez nauczycieli
koncepcji roli nauczyciela i biorg pod uwage ich wypowiedzi odnoszace sie zaréwno
bezposrednio do zagadnienia roli (odpowiadajgce m.in. na pytanie: ,Jaka jest pani/
pana zdaniem rola nauczyciela?”), jak i do zagadnien uczenia sie, nauczania, czy wie-
dzy, w ktérych odnosili sie oni do wtasnej roli w procesie edukacji.

Role nauczyciela a opresyjnos¢ wobec uczniow - refleksje
z badan

Jak juz wspomniatam, pierwszym podzialem, ktéry wyniknat z przeprowadzonej
przeze mnie analizy wszystkich wypowiedzi nauczycieli, byt podziat na nauczycie-
la wspierajacego i nauczajacego. Obie te role okazaly sie niezwykle kompleksowe.
W obu przewijato sie kilka czynnikéw, wzajemnie sie krzyzujacych i wptywaja-
cych - w zaleznosci od podejscia do kazdego z nich - na postawe nauczyciela wo-
bec uczniéw. Czynnikami tymi byt czas, podstawa programowa oraz czynnik, ktory
nazwalam ,poczuciem wiasnosci”. Pierwsze dwa czynniki byly bezposrednio oma-
wiane przez nauczycieli. Wspominali oni bagdz o braku czasu, bagdz dawali do zrozu-
mienia, Ze czas na wszystko jest (lub mozna go znalez¢). W odniesieniu do podstawy
programowej nauczyciele odnosili sie albo poddanczo, albo z pewnym dystansem,
uznajac jg za dopasowywalng, modyfikowalng lub stanowigcg swego rodzaju dro-
gowskaz, a nie wyznacznik jakosci ich pracy. Ostatni czynnik byt jednak raczej ukryty.
Przejawiatl sie w wypowiedziach nauczycieli, w ktérych dawali oni wyraz poczucia,
ze lekcja jest dla nich, czas jest ich, nauczanie nalezy wytacznie do nich i polega na ich
wytgcznym zaangazowaniu. Aktywno$¢ nauczycieli ,,zniewolonych” przez podstawe
programowg, bedacych w okowach niewystarczajacej ilosci czasu oraz (w pewnym
sensie) roszczeniowych, przejawiata znamiona opresyjnosci wobec uczniow.

Opisane zalezno$ci nie stanowity jedynych wyznacznikéw opresji. Rzeczywi-
sto$¢ byta bardziej zagmatwana i wieloznaczna. Sposéb podejscia do tych czynnikéw,
poczucie zniewolenia nimi (badz swego rodzaju zniewalajgcego uposazenia, biorgc
pod uwage poczucie wiasnosci) wydawat sie jednak determinowa¢ pewne, opresyj-
ne w swym wydZwieku, postawy nauczycieli. Ich przekonanie, nie zawsze przy tym
uswiadomione, stanowito wyznacznik sposobu postrzegania rzeczywistos$ci eduka-
cyjnej. Byto tez przejawem ich mentalnego zniewolenia (Klus-Staniska 2005).
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Nauczyciel niewlasciwie wspierajacy ucznia, niedostrzegajacy jego potrzeb

Nauczyciele bardzo czesto wskazywali na powinno$¢ nauczyciela do wspierania

ucznia:

- W procesie uczenia sie, ujawniajgcg sie np.: w podejmowaniu aktywnos$ci maja-
cych na celu utatwienie uczniowi zrozumienie (jak ttumaczenie, umozliwienie za-
dawania pytan czy osadzanie informacji w zrozumiatym konteks$cie), uwspolnia-
niu aktywnosci edukacyjnych, tworzeniu sprzyjajacych uczeniu sie warunkow czy
dopasowywaniu metod, reakcji;

- W procesie rozwoju, ujawniajaca sie np.: w ekspozycji ucznia na inne perspektywy,
otwieraniu go na $wiat, wytracaniu ze schematu, spedzaniu z nimi czasu, rozma-
wianiu i wystuchiwaniu, pobudzaniu do rozwoju, dbatosci o dobrostan;

- w procesie wychowawczym, ujawniajgca sie gtéwnie w poczuciu (wspét)odpo-
wiedzialno$ci za ten proces, dostrzeganiu i reagowaniu na wychowawcze potrze-
by uczniéw, sytuacje potencjalnie dla nich niekorzystne.

W odniesieniu do pierwszych dwéch form wsparcia opresyjno$¢ manifestowata
sie raczej w braku podejmowania wymienionych aktywnosci, badz na wykonywaniu
ich w sposéb nienalezyty/nieodpowiedni:

jedni nie musza wktadac¢ tyle wysitku [...] natomiast inni [...] staraja sie, probuja sie

czego$ nauczy¢, ale [...] maja trudnosci. Czesto jest tez tak, ze nauczyciel tego nie

widzi, leci z programem [Nauczyciel 3].

Zdarzaly sie wypowiedzi, w ktoérych nauczyciele zdawali sie sugerowac wspieranie
ucznia, jednak kontekst i znaczenie wypowiedzi miaty zgota odmienny, opresyjny cha-
rakter. Takim przyktadem byto ukierunkowywanie procesu uczenia sie, w ktérym mie-
$cito sie zardGwno wspieranie samodzielnosci ucznia, jak i kierowanie (nadzorowanie)
jego pracy, bedace raczej przejawem witadzy nad uczniem niz rzeczywistego wsparcia.
W takim ujeciu nauczyciel stanowit raczej przyktad postusznego systemowi urzednika,
ktéry ograniczat swym podej$ciem wolno$¢ ucznia. Na podejscie to wptyw wydawato
sie mie¢ rozumienie procesu edukacji w szerokim tego stowa znaczeniu oraz rozumie-
nie zagadnien uczenia sie i nauczania, czyli to, jaki dyskurs reprezentowat nauczyciel.
Zilustruje to wypowiedziami nauczycieli odnoszgcymi sie do ,wyreczania” ucznia:

w zeszycie macie wszystko, nie musicie nawet szuka¢ po ksigzkach [...], to juz jest

duze udogodnienie, Ze on nie musi ksigzki wertowa¢, Ze on ma doktadne notatki,
doktadne zadania ma rozwigzane na lekcji, te, ktére powinien umie¢ [N 25].

uczen powinien sam sobie do niektérych rzeczy dojs¢, ale [...] jak sa ci stabi
uczniowie, to [...] nieraz wszystko trzeba doktadnie poda¢, napisa¢, podyktowac do
zeszytu, bo [...] nie wszyscy zagladaja do podrecznikéw [N 20].

To byta mata grupa [...] miatam czas dla kazdego i poznatam, jak oni sie ucza najlepiej
[...] dla nich najlepiej byto to stysze¢ ciagle [...] jak czytali, to oni nie wiedzieli, co oni
przeczytali [...] i doszliSmy do tego, Ze [...] dla nich byto najlepiej, jak im to po prostu
nagrywatam na ich telefonach i oni wtedy [...] tego stuchali pod prysznicem, jak szli
na zakupy [...] razem ze$my doszty do takiej ilo$ci, ktérej ona mogta sie nauczy¢ [...]
potem to odpowiednio tatwym jezykiem uformowane, Zeby ona to zrozumiata [N 28].

NAUKI O WYCHOWANIU. STUDIA INTERDYSCYPLINARNE 192
NUMER 2023/2(17)



ROLE NAUCZYCIELA A OPRESYJNOSC WOBEC UCZNIOW

WypowiedzZ nauczycielki 25 stanowita przejaw ubezwtasnowolnienia uczniéw,
cho¢ sama nauczycielka ewidentnie uznawata swoje podejscie za ogromne wrecz
wsparcie (na ktoére poswiecata nota bene sporo wiasnego czasu* i wysitku). Nauczy-
cielka 20 ograniczyla wprawdzie zakres ,wyreczania” uczniéw wytacznie do ,tych
stabych”, jednak caty kontekst wypowiedzi sugerowat nadanie aktywnos$ci ucznia
,Charakteru wyznaczonego trescig [..] podrecznikow” (Nowak-Lojewska 2011:
183) i pamieciowego. WypowiedZ nauczycielki 28 stanowita przyktad uwspdlnienia
procesu uczenia sie i nauczania, uwzgledniajacego rzeczywiste potrzeby (niepel-
nosprawnych) uczniéw. Réznica w podej$ciu wydaje sie wynikac z osadzenia para-
dygmatycznego. Kazda z tych nauczycielek postrzegata $wiat przez pryzmat innych
zatozen odnoszacych sie do edukacyjnej rzeczywistosci.

W odniesieniu natomiast do wsparcia w wychowaniu uczniéw, opresyjny cha-
rakter ujawnia¢ sie moze takze, gdy nauczyciel nie dostrzega czy nie reaguje na po-
trzeby ucznidéw:

W szkole sie tyle dzieje rzeczy, jakie przezywaja mtodzi nastolatkowie [...] (jezeli)

nauczyciel nie jest tego w stanie zobaczy¢, nie jest w stanie dostrzec [...] to Zle
spetit [...] swoja role [N 10].

W tym jednak przypadku nalezy wzig¢ pod uwage to, ze nie wszyscy nauczyciele po-
czuwali sie do tej (wspdét)odpowiedzialnosci, uznajac, Ze wychowanie nalezy do ro-
dzicéw. Trudno jednoznacznie zakwalifikowa¢ brak poczuwania sie do tego rodzaju
odpowiedzialnosci jako przejaw opresyjnosci. Kazdy przypadek bedzie musiat by¢
rozpatrywany indywidualnie.

Z powyzszego zestawienia wida¢, ze kategoria ta nie jest jednowymiarowa -
opresyjno$¢ moze by¢ wynikiem zniewolenia samego nauczyciela (Klus-Stanska
2005) tudziez jego osadzenia w dyskursie funkcjonalistyczno-behawiorystycznym®
(Klus-Stanska 2009: 67). W dobrej wierze mozna bowiem zrobi¢ krzywde. Wszystko
zalezy od podejscia do danej aktywnosci i jej wykonania.

Nauczyciel zniechecajacy ucznia do pracy

Nauczyciele méwili o podejmowaniu aktywno$ci majacych na celu motywowanie

ucznia: inspirowaniu go i wzbudzaniu zainteresowania, zaszczepianiu checi uczenia

sie, byciu ciekawym ucznia, dostrzeganiu go i dopasowywaniu podejscia® do jego moz-

liwosci. W niniejszej kategorii, podobnie jak w poprzedniej, opresyjnos¢ przejawiata

sie w niewykonywaniu badzZ nienalezytym wykonywaniu aktywno$ci motywujacych:
,to teraz mi powtorz, co ja teraz powiedziatam” [...] i zaczynam wstawia¢ jakie$
minusy [N 25].

* Przy czym tego czasu jej wtasnie najbardziej brakowato.

5 Cho¢i co do tego miatam watpliwos$ci, w mojej ocenie podejscie N 25 stanowito eklektyczne zestawienie
behawiorystyczno-humanistyczne, podczas gdy N 20 wydawata sie mie¢ podejscie behawiorystyczno-
rozwojowe. Ramy niniejszego artykutu nie pozwalaja mi jednak na rozwiniecie tych aspektéw podejscia
nauczycieli.

6 Stowem uzywanym czesciej byt przekaz, jednak stowo nie zawsze byto uzywane w kontekscie dydaktyki
normatywnej.
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Tutaj mies$cily sie takie zachowania, jak stosowanie negatywnych ocen jako mo-
tywatora do zwiekszenia wysitku, wstawianie uwag, negowanie indywidualnosci
ucznia, niedostrzeganie go:

pracowac tylko z uczniem zdolnym, czyli z takim, ktéry jest po prostu na lekgji [...]

bywaty lekcje niektére, na ktérych uczniowie niektérzy nigdy nie byli zapytani,

nigdy nie mieli szansy [...] sie ich nie dostrzega [N 3],

a takze - posrednio - narzucanie metod, podawczo$¢ czy inne formy powodujace
»uspienie” ciekawosci:
nauczanie, takie w ogoéle szkolne, jest [...] z natury nudne [...] mozZe zabijaé¢ wrecz
chec¢ uczenia sie [N 12].

Przejawy opresyjnosci byty jednak bardziej dostrzegalne w podejmowaniu dzia-
tan zniechecajacych (ktore lezaty cze$ciowo w obszarze roli nauczajacej):

nauczyciele tez krytykuja [...] uczniowie [...] boja sie jeszcze zadawac pytania
i moéwi¢, Ze ja czego$ nie wiem, czego$ nie rozumiem [N 3]

nauczyciel moze [...] mu bardzo przeszkadza¢, poprzez to, zZe go bedzie zniechecat
i moéwit mu, ze sie na przyklad nie nadaje, albo niewerbalnie jakby, pasywno-
agresywnie komunikowat swoja nieche¢ do ucznia [N 6]

[podejscie nauczyciela] albo rozbudzi w nim jaka$ taka cheé poznawcza [...] albo [...]
zamknie go [...] na te dziedzine wiedzy, ktéra bedzie prezentowat dany nauczyciel
[...] Bo bedzie na tyle nieciekawie albo wrecz odpychajaco, Ze [...] nawet nie bedzie
chciat sie rozwija¢, w jakim$ tam obszarze [N 7].

Przyczyny wielu z tych zachowan wydawaty sie leze¢ w swego rodzaju zadomo-
wieniu sie opresji w podejsciu nauczyciela do rzeczywistosci edukacyjnej (Czerepaniak-
-Walczak 2006: 82-83), postawie roszczeniowej i wychodzacej z pozycji wtadzy oraz
braku krytycznej refleksji nad wtasng aktywnosciag (Nowak-Lojewska 2011: 181).

Nauczyciele podkreslali bardzo czesto, ze zniechecajacy jest sam przymus edu-
kacji szkolnej. Niestety, sami stanowili czasami element tego przymusu badz to ak-
tywnie sie do niego przyczyniajac poprzez m.in. negatywne formy majgce na celu
mobilizacje ucznia (co jest przedmiotem kolejnej kategorii), badZ poprzez bardziej
pasywne i postuszne tkwienie w zastanej rzeczywisto$ci i wzmacnianie jej negatyw-
nych aspektéw w roli reprezentanta jej idei i powielacza opresyjnych mechanizmoéw,
co stanowi przedmiot ostatniej kategorii.

Nauczyciel jako srodek przymusu, ograniczajacy wolno$¢ ucznia

Przymus szkolny w wypowiedziach nauczycieli odnosit sie zaréwno do jego demoty-

wujgcego wplywu na proces uczenia sie, kontekstu wyjasniajacego niemozno$c¢ do-

konania jakiejkolwiek zmiany, jak i do Zrédta prowadzenia ,walki” z uczniami:
Dlatego ta nauka, no jest taka troche walka z tymi dzie¢mi, bo my to robimy, uczymy

ich dla ich dobra, ale oni do konca nie rozumiejg, po co, i dlatego maja to czasami
w nosie [N 31].
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Powyzsza wypowiedz ilustruje dodatkowo pewnga dostrzegalng postawe nauczy-
cieli, ktéra wydawata sie sygnalizowa¢, ze przymus ten lezy poza nimi, jest czyms, co
ich takze dotyka i oni s3 jego ofiarami w podobnym wymiarze, co uczniowie’. Takie
podejscie wydawato sie skutkowa¢ swego rodzaju dysocjacja - oderwaniem sie od
bycia czescig tego kontekstu z jedoczesnym podejmowaniem dziatan (powielaniem
mechanizmoéw), ktore z nim wspotgraty?®.

W kategorii tej mieScita sie gtéwnie rola nauczyciela mobilizujacego, ktéra wy-
dzielitam wtasnie z uwagi na jej elementy opresyjne. Przejawy opresyjnych aktywno-
$ci nauczyciela charakteryzowatly sie szerokim spektrum:

- od zapewniania pewnej ograniczonej jednak swobody do catkowitego jej zamkniecia:

Uczniowie nieraz pytaja mnie, po co nam pani tyle o tym Mickiewiczu gada. Ja mdowie

[...]: Mickiewicza bedziecie znali wtasciwie kazdy dzien, wszystkie daty, wszystkie

utwory, kiedy powstawaty. Jednego poete musicie zna¢ [N 26];

polonistka méwita nam, jak interpretowac wiersz, ze to jest jedyna stuszna...

omawianie lektur sprowadzato sie do tego, jaka kiecke miata Danusia, jak jej

Zbyszko ofiarowat swojg mitos¢ [N 5];

- od potencjalnie pozytywnie mobilizujgcego wymagania do straszenia i dyscypli-
nowania, o czym jest dalsza czes¢ niniejszego podrozdziatu.

Nauczyciel mobilizujacy ujawniat swoja aktywnos$¢é m.in. poprzez postawe wy-
magajaca, zapewniajaca wyzwania, oczekujaca postepow, czy w stawianiu wysokiej
porzeczki. Opresyjno$c¢ przejawiata sie tu nie tylko w sposobie realizowania tych ak-
tywnoSci/podejs¢, ale w ogolnej postawie, jaka przybierat nauczyciel (zwigzanej np.
Z jego osobowoscig), oraz w rodzaju wymagan/wysoko$ci poprzeczki:

sg typowymi faszystami [...] bardzo sa surowi, jesli sie czego$ nie wie [...] zadaja

bardzo duzo, wymagaja, Zeby to byto zrobione szybko i zawsze na 100% i stawiaja

bardzo wysokie wymagania [...] nie staraja sie ich dopasowa¢ do mozliwosci ucznia,
tylko stawiajg ogdlnie bardzo wysokie wymagania wszystkim [N 8].

Stawiane wymagania mogty by¢ opresyjne z uwagi na ich szkodliwy wptyw na
rozwoj ucznia, uniemozliwiajagcy mu np. podazanie za swoimi pasjami:
bardzo wysokie wymagania [...] taka szkota staje sie przeszkoda, bo jezeli ktos ma

jakas pasje, ktorej sie nie da przetozy¢ na ocene [...] nie masz czasu na to i musisz
zrezygnowac z realizacji tej swojej pasji [N 8].

Kolejne aktywnosci o charakterze mobilizujgcym obejmowaty formy ci$niecia
i Scigania, majace na celu egzekwowanie natozonych zadan czy wydobycie z ucznia
jego potencjatu. Podejmowane czesto w dobrej wierze, charakteryzowaty sie wyso-
kim potencjalem opresyjnosci, wydawaty sie bowiem bazowa¢ na zatozeniu wyz-
szo$ci wiedzy nauczyciela, Ze zna np. przyczyny braku podejmowania wysitku przez
ucznia, prawidtowo ten brak ocenia, wie doskonale, jak mu zaradzic¢:

Ja to tak mdéwie nauczycielom, zeby cisng¢ takich, docisna¢ i przyciska¢ w takim

znaczeniu, Zeby: ,nie odpuszczajcie im, bo po prostu no szkoda”. No szkoda tego

chtopaka... Szkoda, albo tej dziewczyny, no bo ma potencjat... Tylko sie nie chce [N

7 O problemie tym pisata zresztg Klus-Stanska (2018).
8 Czyli takze rodzaj mentalnego zniewolenia.
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10].
Aktywno$cig, ktéra miata charakter czysto opresyjny, byto straszenie:

potrzeba uczenia sie gtdéwnie jest wywotywana przez strach, lek i zastraszenie [...]

obnizaja samoocene w uczniach [...], fatwo go péZniej nastraszy¢ i tatwo nim po

prostu rzadzi¢ - mie¢ wtadze nad uczniem [N 8].

strach i poczucie zagrozenia moze wptywacé na takg totalng blokade [...], co mnie na

przyktad zmobilizowato, jak byt surowy nauczyciel, to moich dzieci to w ogdle nie

dotyczy [N 14].

Nauczyciele zwracali uwage na to, ze postawa nauczyciela moze mie¢ zupetnie
inny efekt w zalezno$ci od ucznia, od jego konstrukcji psychicznej. Wywotywanie
poczucia strachu uznawane byto, co do zasady, za niewtasciwe wykonywanie roli
nauczyciela. Nawet jednak ci nauczyciele, ktérzy uznawali straszenie za co$ zdecy-
dowanie negatywnego, zauwazali, ze podejScie to moze by¢ efektywne edukacyjnie:

czujemy jakie$ zagrozenie, jakie$ niebezpieczenstwo i jesteSmy czujni - nie przeleci
nam to tak przez gtowe i zostanie [N 14].

Twierdzenie to znajduje zresztg potwierdzenie w badaniach neuronaukowych
(np. Hupbach, Fieman 2012), pokazujacych pozytywny wptyw stresu na proces ucze-
nia sie. Zagadnienie to otwiera odmienne spojrzenie na ocenianie opresyjnosci, na
ktore nie ma miejsca w niniejszym artykule.

Ostatnig forma aktywnos$ci mobilizujacych byto dyscyplinowanie, ktére odnosi-
to sie zaréwno do zachowywania pewnych ram zapewniajacych np. czas na dyskusje
czy umozliwiajacych prace w ciszy, jak i do naktadania kar i stosowania konsekwen-
cji za np. brak przygotowania do sprawdzianu, w ktérym to przypadku granica po-
miedzy dyscypling a opresja byta niezwykle cienka:

bardzo duzo jest w takim nauczycielu takich cech takiego despoty [...] odczuwa

satysfakcje, takg wyzszo$¢ nad uczniem [...] mobilizuje, tak - karze [...] ten uczen
nie moze sobie pozwoli¢ na [...] wygtupianie sie [...] wiec stucha [N 14].

No bo on musi ponies¢ jakie§ konsekwencje tego, Ze on sie nie przygotowat [...],
nie przyszed} na ten pierwszy termin [...], on sobie tutaj bimba, przyszed!, nic nie
napisal, dostat jedynke, a za chwile [...] mi pisze ta poprawe na piatke i ja mam mu
w miejsce jedynki wpisywac piagtke. No co$ jest nie halo! [N 25].

Karami byty takze negatywne oceny, co przyczynia sie przeciez do opresyjnego
charakteru catego systemu, z ktérego potem nauczyciel nie widzi wyjscia:
,No prosze bardzo, to teraz mi powtdrz, co ja teraz powiedziatam” [...] albo gada

czy tam jest odwrécony [...], zaczynam wstawiac jakie$ minusy [...], trzy pytania mu
zadam - nie odpowie, no to jedynka za taka negatywng aktywnos$¢ [N 25].

Z wypowiedzi Nauczycielki 25 wynikato, ze uczen mégt dostac jedynke za bycie
odwré6conym. To nasuwa skojarzenia z obiektywistycznie postrzeganym autoryte-
tem nauczyciela®, nauczyciela podpierajacego sie autorytetem z nadania (Nowak-t.o-
jewska 2011: 183), do ktérego nalezy przestrzen i czas szkolny:

9 Z takim autorytetem zwigzana jest normatywna i instrumentalna dydaktyka (Klus-Stariska 2018).
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ten nauczyciel jest [...] on chce dyscypliny, on chce, zeby byli wszyscy cicho, zeby go
stuchali, zeby odpowiadali tylko z sensem i tylko odpowiadali na jego pytania [N 32].

Nauczyciel jako narzedzie w rekach wladzy (systemu)

Oproécz aktywnie podejmowanych dziatan opresyjny charakter rél nauczyciela prze-
jawiat sie takze w przyjmowaniu pewnych ,postusznych” /zniewolonych postaw:
system nie pozwala nam na budowanie tych relacji [...] nasze relacje z nimi musza

by¢ na zasadzie nakazowej, na zasadzie kapo albo dyktatora [...] zatozenie jest takie
[...] Ze maja nas stucha¢, bo jesteSmy mistrzami [N 32]

Z systemem zwigzane byty oczekiwania co do konkretnego sposobu funkcjo-
nowania ucznia, wigzatly sie z nim takze specyficzne zachowania nauczycieli, kto-
rzy czasami wrecz bezrefleksyjnie poddawali sie ,jego wymogom”, a raczej temu,
co sami jako te wymogi postrzegali. Wymogiem podstawowym byta tu realizacja
podstawy programowej:

w szkotach publicznych jesteSmy zobligowani do tego, Zeby tresci podstawy
programowej realizowac [N 19.]

Dodatkowy wymiar opresyjnosci temu podejsciu nadawat fakt dostrzegania
jego szkodliwosci, nieadekwatno$ci samej podstawy oraz jej przetadowania, ktére
byto dla ucznia obcigzajace:

(nauczyciel) ma jaki$ cel, musi go osiggna¢, czesto nie zwazajac na inne czynniki.

Czyli musze wykonac¢ [...] podstawe programowa [...] wchodze na t3 lekcje, mam

taki temat i to jest moj cel, zeby nauczyc¢ ich, przekaza¢ im to [N 12].

W niniejszej kategorii mieScito sie niestety wiele aktywnosci nauczycieli zwig-
zanych z rolg nauczajaca. Wydawaty sie one czesto wynika¢ z podejmowania staran
w imie - osadzonych w dydaktyce normatywnej lub instrumentalnej - przekonan,
bezrefleksyjnego realizowania wymagan systemu. Zwigzane z tym byto poczucie
uwiktania i wiecznego braku czasu, co w potgczeniu z przekonaniem, Ze lekcja nalezy
do nauczyciela i im sprawniej uda im sie ,zrealizowa¢” zagadnienie, tym lepiej (tylko
dla kogo?), kreowato m.in. podawczo$¢ i przywigzanie do rutyny, bezkrytyczne ko-
rzystanie z podrecznikéw (Czerepaniak-Walczak 2006: 83):

najczesciej to jest rola takiego stupa, ktory stoi, gada, gada, gada przez 45 minut [ ...]

przepisuje ze swojego starego wytartego zeszytu zadanie [N 9].

[Wydawnictwa daja za duzo tresci], nauczyciel niestety, jak ta matpka, odwraca
strone za strong i kaze z dzieciakami je zrealizowac [N 9].
Jednym z podstawowych przejawéw nauczania bylo przekazywanie wiedzy,
ktérego opresyjnos$¢ przejawiata sie w:
- kombinacji dostarczania uczniowi tresci czesto (w ocenie samych nauczycieli)
niepotrzebnych, w duzej iloSci, a nastepnie wymaganie ich odtworzenia na ocene,
w identycznej prawie formie badz objetosci;
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- tym, Ze forma ta jest np. jedyna badZ gtéwna forma nauczania, Ze Zadne zagadnie-
nia nie sa odpuszczane;

- braku dopasowywania sie do potrzeb uczniéw, niepytania ich o zdanie, niebranie
pod uwage ich zainteresowan, mozliwosci, sytuacji osobistych.

Powyzsze formy opresyjnosci wynikajg m.in. z powielania historycznie uwarun-
kowanych mechanizméw oraz mechanizacji czynnosci uczniéw (Klus-Stanska 2007:
23-24). Poczucie uwiktania w system przejawiato sie ,$lepym” realizowaniem pod-
stawy programowej i ,natozonych” zadan, co z kolei zwigzane byto ze stosowaniem
przestarzatych metod i czesto krzywdzeniem uczniéw natozonymi wymogami:

wszyscy funkcjonujemy tez w pewnym okreslonym systemie, ktéry no nie zawsze

pozwala stawia¢ ucznia w centrum [..] przetadowanie uczniéw nadmiarem
wszystkiego [N 6].

Jak wynika z przytoczonych wyzej przyktadéw, nauczyciele, niestety, w budowa-
niu tego negatywnego wizerunku instytucji szkoty czasami pomagaja. Relacja z tak
postrzegajacym szkote uczniem jest wowczas oparta na antagonizmie, a prowadzona
walka ma charakter opresyjny. W takiej relacji nauczyciel traktuje czesto ucznia jak
wroga, kogos, kto prébuje go przechytrzy¢, wymanewrowac, oszuka¢, no i oczywiscie
zrobi¢ na zto$¢. Woéwczas do gltosu dochodza wszystkie opisane wczesniej mechani-
zmy dyscyplinowania, karania i ponoszenia konsekwencji.

[To byt] jakis$ sprytijakas w ogdle ich nieuczciwo$¢ — co$ takiego dochodzi do gtosu,
co nie ma prawa dojs¢ [...] wprowadzam swoje sprawdziany, ktérych oczywiscie
nigdzie nie znajdziecie [...] no to byly same prawie jedynki i dwojki. [...] jeszcze
moze po raz kolejny mysleli, Ze sie uda [N 25].

Podsumowanie

»[O]presja i zniewolenie s3 nie tylko efektem intencjonalnych dziatan, ale takze wy-
tworem istniejgcych struktur spotecznych [...], sa takze rezultatem tradycji i dominu-
jacych wzoréw zachowan” (Czerepaniak-Walczak 2006: 81). Z przedstawionych ana-
liz wida¢, ze wszystkie te czynniki s3 w edukacji mocno ze sobg splecione. Autorka
zauwaza, ze w obecnych czasach emancypowanie sie z opresji i ograniczen stato sie
»~powszechng powinnoscig” (Czerepaniak-Walczak 2006: 81). Tymczasem cze$¢ na-
uczycieli wydaje sie - pomimo pozornego rozpoznawania czynnikéw opresji — obar-
czac (bedacy zrodtem opresji) system odpowiedzialno$cig za zmiane:
nauczyciele, no chca dobrze, ale [...] jezeli nie bedzie zmiany w ogdle w tych
kierunkach o$wiatowych [...] Jezeli nie bedzie chociazby odrobine czasu, zeby
wlasnie poswieci¢ uczniowi takiego 5 minut luzu - 10 minut, zeby posiedzie¢,
pogadac tak normalnie, to sie nic nie zmieni [N 4].

W niniejszym artykule zawartam wypowiedzi odnoszace sie do opresyjnego
charakteru aktywnosci podejmowanych w ramach réznorodnych rél nauczyciela.
Wiekszos¢ nauczycieli uczestniczacych w badaniach wydawata sie przynajmniej
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cze$ciowo zanurzona w paradygmacie konstruktywistycznym. Jednak zanurzenie
to byto czes$ciowe, a raczej eklektyczne, osadzone w przekonaniach, ktérych zrédto
lezato w ich do$wiadczeniach z mtodosci (przektadajgca sie na rodzaj ,sztywnosci
w mys$leniu”, o ktérej pisze m.in. Nowak-Lojewska (2011: 182)):

dziatamy wedtug tego, co sami sie uczyliSmy - tak nas uczono i wszyscy méwia, ze
to jest jedyny dobry madry sposéb [N 13].

Jak wida¢ byto z przytoczonych wypowiedzi, granica pomiedzy zachowaniem
opresyjnym a tej opresji nieprzejawiajacym byta czesto niezwykle cienka. Wydaje sie,
Ze to wiasnie przekonania nauczycieli, ich osadzenie w konkretnym paradygmacie,
byly najistotniejszym czynnikiem rdéznicujacym podejscie. Przekonania, podobnie
jak paradygmaty, stanowia rodzaj filtrow, poprzez ktdre postrzegamy rzeczywistosc.
Wydaje sie, ze to - czesto nieuswiadomione - przekonania nauczycieli stanowig
o roznicy pomiedzy aktywnos$cia opresyjng i taka, ktéra tej opresji nie wykazuje.
Wiekszos¢ wyrazonych przez nauczycieli intencji sugerowata che¢ pomocy uczniom.
Pomimo tego podejmowali oni aktywnoSci opresyjne. Wynikato to z odczuwanej
przez nich presji czasu, poczucia koniecznosci zrealizowania wszystkich zagad-
nien czy odczuwania negatywnego nastawienia uczniéw. Wszystkie te odczucia s3
wzgledne, co wida¢ byto wyraznie w moich badaniach, w ktérych wielu nauczycieli
mowito o tych samych sytuacjach w zgota odmienny sposéb: mieli oni czas na roz-
mowy z uczniami, podstawe modyfikowali, a uczniowie chetnie z nimi rozmawiali.

Warto mie¢ tez na uwadze, Ze przekonania ukierunkowuja nasze poznanie. Moga
wiec prowadzi¢ do utrwalenia umystowos$ci dogmatycznej (Nowak-Lojewska 2011:
182). Aby prébowa¢ temu zaradzi¢, niezbedne jest ich u§wiadomienie, podejmowa-
nie dziatan refleksyjnych (zaréwno w dziataniu, jak i nad dzialaniem) oraz regularne
proby wewnetrznej weryfikacji rozumienia zjawisk, z ktérymi mamy na co dzien do
czynienia. Nauczyciele juz w trakcie wywiadéw zdawali sobie sprawe z tego, Ze nie
potrafig zdefiniowa¢ wielu pojeé, okazujac z tego powodu zmieszanie. Czasami tez,
na zakonczenie, deklarowali, ze sprébuja co$ (o czym wczesniej wspomnieli) zrobié¢
inaczej. Przekonania, formujgce sie czesto z do$wiadczen biograficznych, nie zawsze
1acza sie z wiedzg zdobyta np. podczas studiéw. Nalezy tez pamietac o tym, Ze:

szkota juz sama w sobie jest schematem i jezeli ten schemat bedziemy utwardzali,

powielali, podtrzymywali, to mi sie wydaje, Ze istnieje takie niebezpieczenstwo, ze

wyuczamy ludzi postugiwania sie schematem [N 13].

W efekcie caly ten konstruktywistycznie zbudowany stelaz nie ma sie gdzie osa-
dzi¢ i w stresujgcych sytuacjach codziennego dnia szkolnego ulega zapomnieniu. Dzia-
tania sa wéwczas podejmowane instynktownie, w oparciu o utrwalone przekonania.
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Abstrakt

Tekst jest sprawozdaniem z seminarium naukowego po$wieconego wdrozeniu projek-
tu uczenia sie w kontekscie nauki czytania i pisania. W spotkaniu uczestniczyli: witadze
Uniwersytetu Lodzkiego, Wydziatu Nauk o Wychowaniu oraz przedstawiciele srodo-
wiska spoteczno-gospodarczego. Omdwiono zagadnienia zwigzane z wdroZeniem oraz
kwestie dotyczace procesu badawczego.

Stowa Kkluczowe: projekt wdrozeniowy, wspdtpraca z otoczeniem spoteczno-
-gospodarczym, model nauki czytania i pisania.

Learning to Read to Activate Thinking - the Joy of Learning

Abstract

The text is a report on a scientific seminar on the implementation of the project
of learning in the context of literacy. The meeting was attended by: the Authorities of
the University of Lodz, the Faculty of Educational Sciences, and representatives of the
socio-economic environment. Issues related to the implementation and the research
process were discussed.

Keywords: implementation project, cooperation with socio-economic environment,
literacy learning model.
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NAUKA CZYTANIA WYZWALAJACA MYSLENIE - RADOSC Z UCZENIA SIE

Projekt ,Skuteczne zdziwienie. Wyzwalajaca mys$lenie nauka czytania” ma charak-
ter naukowo-badawczy i wdrozeniowy o zasiegu krajowym i miedzynarodowym.
Skonstruowany model uczenia sie w kontekscie nauki czytania i pisania przetamuje
metodyczna tradycje rozumienia i realizacji nauki czytania i pisania w ramach dzia-
tan szkolnych. Umozliwia dzieciom w wieku przedszkolnym peine wejscie w kulture
i przezycie, a nie jedynie rozpoznanie wybranych aspektéw jezykowych w zakresie
identyfikacji foneméw i grafeméw. Nauka czytania staje sie w ten sposéb przestrze-
nig gtebokiego przezywania (Skuteczne zdziwienie...).

Projekt wdrazany jest od czterech lat (2020-2023) na terenie catego kraju.
W lipcu 2023 roku zakonczyto sie wdrozenie w wojewddztwie t6dzkim. Wspar-
ciem objetych zostato 177 gmin, przeszkolonych zostato 354 nauczycieli, co osta-
tecznie przetozy sie na prace z grupa blisko 4,5 tys. dzieci 5-6-letnich.

Do placéwek przekazano materiaty dla nauczycieli (monografie wdrozeniowe),
a takze zestawy materiatéw wdrozeniowych do uczenia sie przez dziatanie (alfabet
demonstracyjny, diagramy kotowe, memory literowe i dzwiekowe, gry karciane).
Procesy rekrutacyjne, zar6wno placéwek, jak i nauczycieli, prowadzone byty przez
Kuratorium O$wiaty w Lodzi. Nauczyciele uczestniczyli takze w oméwieniu propo-
nowanego narzedzia do diagnozy dzieciecych umiejetnosci czytania i pisania. Moni-
torowanie procesualnego nabywania tych umiejetnosci rozpocznie sie w roku akade-
mickim 2023/2024 i bedzie obejmowato pie¢ etapow.

Podsumowanie pétrocznego cyklu wdrozeniowego odbyto sie na Wydziale Nauk
o Wychowaniu Uniwersytetu Lodzkiego. W spotkaniu uczestniczyli: JM Rektor Uni-
wersytetu Lodzkiego prof. Elzbieta Zadzifiska, kanclerz Ut Kamilla Szcze$niak, Dzie-
kan Wydziatu Nauk o Wychowaniu prof. Alina Wrdbel, prof. Monika Wisniewska-Kin
i Weronika Kisiel - twérczynie projektu, przedstawiciele Centrum Transferu Techno-
logii Uniwersytetu Lodzkiego, | Wicewojewoda L.ddzki Marcin Buchali oraz przedsta-
wiciele Kuratorium Oswiaty w Lodzi.

We wspoétpracy z Centrum Transferu Technologii Uniwersytetu Lodzkiego zesp6t
opracowatl bogaty zestaw narzedzi kulturowych, jak: przewodnik wdrozeniowy,
plansze edukacyjne, drewniane klocki konstrukcyjne, artystyczna ksigzke obrazko-
wa - Picture Book, oraz pie¢ rodzajow gier edukacyjnych dostosowanych do innowa-
cyjnego modelu nauki czytania i pisania. Dwa spos$r6d wymienionych chronione sa
prawem ochronnym Urzedu Patentowego w Polsce.

Zebranych gosci przywitata Dziekan Wydziatu prof. Alina Wrébel:

To dla nas wielki zaszczyt, otwierajac to wydarzenie, pragne w pierwszej
kolejnosci podkresli¢, ze przywiazujemy ogromna wage do wszelkich dzia-
tan, ktére wpisujg sie w strategie Uniwersytetu Lodzkiego, ale takze w kry-
teria ewaluacji jakosSci dziatalno$ci naukowej. Takimi dziataniami sg m.in.
procesy wdrozeniowe, ktére urzeczywistniaja wspotprace Srodowiska
akademickiego z szeroko rozumiang rzeczywistoscia spoteczno-kulturowa,
w tym edukacyjng. My oczywiscie skupiamy sie na tym obszarze rzeczy-
wistosci spotecznej, ktéry dotyczy praktyki pedagogicznej. | tutaj pragne
podziekowa¢ zaré6wno Pani Rektor, jak i Pani Kanclerz za wsparcie, ktére
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nam w tego typu dziataniach towarzyszy. Dziekuje takze Centrum Transfe-
ru Technologii® (Aktualnosci. Czytanie z przyjemnosciq... 2023).

I dalej dodata:

Pragne takze przywota¢ wyjatkowe wsparcie i otwarto$¢, jakiej doswiad-
czaliSmy ze strony Wojewody Tobiasza Bochenskiego, kiedy to podczas
kilkukrotnych spotkan wymienialiSmy rdézne refleksje, nasze nadzieje,
inspiracje, pomysty na to, jak bytoby wspaniale, kiedy udatoby sie zreali-
zowac wdrozenie wlasnie w wymiarze wojewddztwa. Tutaj postawa Woje-
wody Tobiasza Bochenskiego byta naprawde wyjatkowa. I za te wyjatkowa
przychylnos¢, sktadam na rece | Wojewody pana Marcina Buchali, serdecz-
ne podziekowania (Aktualnosci. Czytanie z przyjemnosciq... 2023).

Obecny na spotkaniu Marcin Buchali podkreslit wielki sukces projektu i zapewnit
o swoim dalszym pelnym wsparciu.

Poproszona o zabranie gtosu JM Rektor Uniwersytetu Lodzkiego prof. Elzbieta
Zadzifiska z przekonaniem poparta dziatania wdrozeniowe podejmowane na Uczelni:

JesteSmy niezwykle dumni z tego projektu i ogromnie nas cieszy, ze taki
projekt powstat na Uniwersytecie L.odzkim. Szczeg6lne gratulacje dla Pani
Dziekan - Ze dostrzegta ten ogromny potencjat. To byto tuz po rozpoczeciu
przez mnie kadencji i zaczeliSmy przeglada¢ potencjat wdrozeniowy roz-
nych projektéw na uczelni. ,Skuteczne zdziwienie” byt projektem, ktéry od
razu zwrocil naszg uwage. Bardzo serdecznie gratuluje, ale przede wszyst-
kim dziekuje! Dziekuje za entuzjazm, pasje, otwarto$¢ i wsparcie wszyst-
kich obecnych dzi$ na naszym spotkaniu (Aktualnosci. Czytanie z przyjem-
nosciq... 2023).

W dalszej czeSci spotkania uszczegétowiono informacje dotyczace dziatalnosci
projektowej oraz przywotano pierwsze wyniki badan.

Projekt zostat doceniony i otrzymat liczne nagrody i wyr6znienia, m.in. nagrode
Ministra Edukacji i Nauki za znaczace osiagniecia w zakresie dziatalnosci wdroze-
niowej (2022 r.), nagrode specjalng Lédzkiego Centrum Doskonalenia Nauczycieli
i Ksztatcenia Praktycznego: statuetke Skrzydta Wyobrazni za szczegdlne osiagniecia
w dziatalno$ci innowacyjnej dla edukacji (2022), nagrode World Invention Intellec-
tual Property Associations oraz ztoty medal International Invention and Innovation
Show Intarg (2020), wyrdznienie Lodzkie Eureka w kategorii Nauka, przyznane
przez Rade ds. Szkolnictwa Wyzszego i Nauki przy Prezydencie Miasta L.odzi za wy-
bitne osiggniecia naukowe, artystyczne i techniczne dla przedstawicieli t6dzkiego
Swiata nauki (2020); nominacje i wyrdznienie w konkursie Ksigzka Roku IBBY (In-
ternational Board on Books for Young People) za projekt graficzny ksigzki obrazko-
wej Zamieniam sie w stuch... (2020).

Prezentowany byl w $rodowisku o zasiegu miedzynarodowym: udziat w Tar-
gach Wynalazkéw i Innowacji Intarg (International Invention and Innovation Show:

1 Przytoczone wypowiedzi pochodzg z nagrania przygotowanego przez Centrum Komunikacji i PR
Uniwersytetu Lodzkiego.
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Social innovation at the service of the common good (2020)) oraz na wystawie Le
immagini della fantasia w Sarmende (350 prac z 15 krajéw: z Polski prezentowane
byty tylko dwie ksigzki artystyczne: Zamieniam sie w stuch, czyli opowiesci dzwiekiem
malowane Moniki Wi$niewskiej-Kin i Marty Ignerskiej oraz Glissando Katarzyny
Huzar-Czub i Gosi Herby (2018).

Nawigzano takze wspétprace z 16dzkim Teatrem Pinokio oraz z rezyserka Hono-
ratg Mierzejewska-Mikosza. W wyniku tej wspotpracy powstat interaktywny spek-
takl teatralny dla dzieci Zamieniam sie w stuch. Jego premiera zostata zaplanowana
na 30.09.2023.

O warsztacie, Zespole i narzedziowni opowiadaty z zaangazowaniem autorki
projektu:

Wraz z zespotem stworzytam zupetnie nowy model nauki czytania i pisa-
nia. Dzieki zaprojektowanym pomocom dzieci konstruuja wiedze o Swiecie
dzwiekdw i liter jakby mimochodem, od niechcenia, przy okazji ,skutecz-
nego zdziwienia”. Zrédtem moich inspiracji byly i s dzieci. Najwazniejsze,
ze w dziecku nie ginie konstruktor, artysta. Rozbudzamy jego myslenie abs-
trakcyjne, wyzwalamy entuzjazm poznawczy, uwalniamy rado$¢ z uczenia
sie (Aktualnosci. Czytanie z przyjemnosciq... 2023).

Dzieci w wieku przedszkolnym ucza sie przez mdwienie, konstruowanie i ruch.
Aktywizuja zmysty i emocje, konstruujag wiedze o $wiecie dzwiekéw i liter jakby
mimochodem, przy okazji ,skutecznego zdziwienia” (J. Bruner 1965; 1966; 1971;
1978). To od zdziwienia rozpoczyna sie proces poznawania, wyzwala sie entuzjazm
poznawczy dzieci, uwalnia sie rado$¢ z uczenia sie.

Niezwykle intuicyjny, ciekawy i twoérczy materiat jezykowy, wizualny i konstruk-
cyjny jest poczatkiem poznawania, wielozmystowego doswiadczania i przezywania
najpierw w $wiecie gtoski i litery, z czasem - mowy i pisma, docelowo - samodzielne-
go myslenia i rozwigzywania probleméw w trakcie pogtebionej lektury.

Wdrazany model uczenia sie w kontekscie nauki czytania i pisania, zainspirowa-
ny konstruktywizmem, zapewnia dzieciom w wieku przedszkolnym mozliwie petng
swobode, decyzyjno$¢ i kontrole poznawcza nad cato$cig nauki czytania i pisania.
Dzieciece zaciekawienie wyzwalajgce motywacyjng energie do wykonywania zadan,
wielo$¢ samodzielnych prébnych czynno$ci oraz wspo6tpraca w zespole profilujg pro-
ces uczenia sie przez méwienie, uczenia sie o charakterze percepcyjnym oraz ucze-
nia sie przez dziatanie i odkrywanie.

W podsumowaniu spotkania uczestnicy wdrozenia podkre$lili, Ze zainicjowana
refleksja, urzeczywistniona w projekcie wdrozeniowym ,Skuteczne zdziwienie. Wy-
zwalajgca myslenie nauka czytania”, stata sie Zzrédtem poznania i zmiany, narzedziem
konstruowania wiedzy zorientowanej na dziatanie. Stanowita ,przetomowy epizod”
w rozumieniu i dziataniu, zaktywizowata bowiem inny, alternatywny schemat inter-
pretacyjny dyskursu dzieciecego w przestrzeni edukacyjnej. Punkt wyjscia kolejnych
zdarzen edukacyjnych wyznaczaja kazdorazowo partykularne, wazne z perspekty-
wy dzieciecej ujecia wprowadzanej problematyki, zogniskowanej wokoét organizacji
brzmieniowej tekstow. Ich analiza pozwoli zbada¢ taki rodzaj myslenia i dziatania
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dzieci, ktéry ma charakter interpretacyjny (odstania dzieciece rozumienie, ocenia-
nie, warto$ciowanie) i kreuje dzieciecy obraz $wiata dZwiekdw i liter. Interesowato
mnie nie tylko to, co poznawane, ale réwniez rekonstrukcja drogi myslowej dziecka,
jego zdolnos$ci poznawczych, ktére ujawniaja sie podczas rekonstruowania obrazéw
dzwiekowych i graficznych w dzieciecej $wiadomosci. Zatozytam, ze w zalezno$ci od
sposobu, w jaki dziecko zostaje od samego poczatku wprowadzone w $wiat czytania,
pisania i méwienia, bedzie im nadawato rézne znaczenia. Dzieje sie tak, gdyz rola
pierwszych doswiadczen w interpretowaniu przezywanych sytuacji jest ogromna
i pierwotny ,zapis interpretacyjny” z nich pochodzacy czesto zostaje na state wdru-
kowany. Uczestniczacy sposéb postrzegania $wiata doswiadczanego ujawnit, jak
wazne jest, aby dziecko odczuto, Ze czytanie, pisanie i méwienie wnosza znaczace
wartosci do jego zycia. Rozbudzanie dzieciecego mys$lenia niedostownego, wyzwala-
nie entuzjazmu poznawczego i uwalnianie radosci z uczenia sie, daje dziecku szanse
na stanie sie cztowiekiem swiadomie czytajacym i piszacym. Tylko wtedy, gdy dziec-
ko jest gotowe bez przymusu pokonac techniczne i jezykowe trudnosci, by odkry¢
zawarta w nieznanym teks$cie tajemnice, bedzie gotowe do $wiadomego kontaktu
ze stowem méwionym i pisanym.
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