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Editorial: School and Family —
Collaboration, Partnership, Engagement

School and family cooperation is not a new topic, it is constantly present in the discourse
on education, which in the 215t century is seen as one of the conditions for the success
of societies. It is observed and experienced that there is a large gap between theory and
practice in the field of cooperation, so there is a need for these issues to be constantly
addressed by theoreticians and practitioners, in order to develop new solutions adequate
to the specifics of the times in which we have come to function. Family and school are
two important environments for development and upbringing. The educational success
of children and young people largely depends on them. The school, in order to fulfill its
tasks, must co-create with parents a school climate that will foster the integral develop-
ment of students, but also enable the development of adults. Cooperation is a process
that relies on human potential, and its quality and results will depend on these people.
The authors of the various articles published in issue 66 of Horizons of Education con-
vince us that cooperation should be always oriented towards the good of the student,
be based on partnership, trust, dialogue, mutual concern, commitment that increases
the sense of responsibility, the pursuit of the same goals and values. The basis of the
created culture of cooperation is the mutual relationship between the interacting entities
and the type of educational leadership prevailing in the school. Active involvement of
parents in cooperation with the school has a positive impact on the involvement of stu-
dents in the learning process. We hand over the texts referring to the various spaces of
cooperation between school and family to the Rreaders. We hope that they not only can
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inspire, lead to reflection, further questions, and undertaking analysis, but also indicate
the way of action, as well, so that the expected change can take place

Gabriella Pusztai
Anna Btasiak

Ewa Dybowska
Theme issue editors
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Edytorial: Szkota i rodzina —
wspoipraca, partnerstwo, zaangazowanie

Wspétpraca szkoty i rodziny nie jest tematem nowym, jest on ciggle obecny w dyskursie
o edukacji, ktéra w XXI wieku jest postrzegana jako jeden z warunkéw sukcesu spote-
czenstw. Obserwowany i doswiadczany jest duzy rozdzwiek miedzy teorig a praktykg
w zakresie wspotpracy, dlatego istnieje potrzeba ciggtego podejmowania tych kwestii
przez teoretykow i praktykow, by wypracowywac nowe rozwigzania adekwatne do spe-
cyfiki czaséw, w ktérym przyszto nam funkcjonowac. Rodzina i szkota to dwa wazne
$rodowiska rozwoju i wychowania. Od nich zalezy w duzej mierze sukces edukacyjny
dzieci i mtodziezy. Szkota, aby mogta realizowaé swoje zadania, musi wspdlnie z rodzi-
cami wspottworzy¢ klimat, ktory bedzie sprzyjat integralnemu rozwojowi uczniow, ale
takze umozliwi rozwoj dorostym. Wspotpraca to proces, ktory opiera sie na ludzkim po-
tencjale, i od zaangazowanych w niego os6b bedzie zalezata jej jakosc¢ i efekty. Auto-
rzy poszczegolnych artykutéw publikowanych w numerze 66 ,Horyzontéw Wychowania”
przekonujg nas, ze wspotpraca powinna mie¢ na uwadze zawsze dobro ucznia, opiera¢
sie na partnerstwie, zaufaniu, dialogu, wzajemnej trosce, zaangazowaniu, ktére zwigk-
sza poczucie odpowiedzialnosci, dgzenie do tych samych celéw i wartosci. Podstawg
kreowanej kultury wspotpracy sg wzajemne relacje miedzy wspotdziatajgcymi podmio-
tami oraz rodzaj przywddztwa edukacyjnego panujgcy w danej szkole. Aktywne wigcza-
nie sie rodzicow we wspotprace ze szkotg pozytywnie oddziatuje na zaangazowanie sie
uczniéw w proces uczenia sie. Oddajemy w rece Czytelnikdw teksty, ktére odnoszg sie
do réznych przestrzeni wspotpracy szkoty i rodziny, ktére inspirujg i sktaniajg do refleks;i,


https://orcid.org/0000-0002-6682-9300
mailto:pusztai.gabriella@arts.unideb.hu
http://orcid.org/0000000208242640
mailto:anna.blasiak@ignatianum.edu.pl
http://orcid.org/0000-0002-0454-772X
mailto:ewa.dybowska@ignatianum.edu.pl

byt

do stawiania kolejnych pytan, podejmowania analiz, ale takze wskazujg droge dziatania,
by mogta dokona¢ sie oczekiwana zmiana.

Gabriella Pusztai

Anna Bfasiak

Ewa Dybowska

Redaktorki tematyczne numeru
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Real-Life Contexts of Spontaneous Family Life Education
Rzeczywiste konteksty spontanicznej edukacji
w zakresie zycia rodzinnego

RESEARCH OBJECTIVE: The aim of the research is to explore how spontaneous family life ed-
ucation and preparation for adult life takes place in students’ immediate environment in Hungary.

THE RESEARCH PROBLEM AND METHODS: Our main research question is “what are teach-
ers’ and support professionals’ perceptions of patterns of family life education in different family
milieus?” The target group for the individual and focus group interviews was teachers working with
grades 5-13 and school support staff (N = 53).

THE PROCESS OF ARGUMENTATION: The theoretical basis of enhancing family life has un-
dergone considerable change in recent decades. Several international studies have addressed the
extreme context sensitivity of family and adult life education in societies with significant regional
and social inequalities, such as Hungary, and have called for the compilation of a problem map on
which adult life education is based.

RESEARCH RESULTS: One important finding of the study is that spontaneous family life edu-
cation in Hungarian families varies widely according to social and regional aspects. Four family
models emerged from the analysis (rural low status, rural or small-town strivers, urban middle class,
and urban educated high status).

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Prepa-
ration for various aspects of adult life is a challenging school task that requires special preparation

Suggested citation: Pusztai, G., Pallay, K., & Csdk, C. (2024). Real-Life Con-
texts of Spontaneous Family Life Education. Horizons of Educations, 23(66), 11-22.
https://doi.org/10.35765/hw.2024.2366.03.
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and extra work by teachers and school support staff. Because of the dialogue between spontane-
ous family life education and family life education in schools, there is no uniform curriculum and
method for family life education that can be used in all social contexts.

— KEYWORDS FAMILY LIFE EDUCATION, FAMILY MILIEUS, TEACHERS, SCHOOL
SOCIAL WORKERS, SCHOOL COUNSELLORS

STRESZCZENIE

CEL NAUKOWY: Celem badan jest ustalenie, w jaki sposéb spontaniczna edukacja w zakresie
zycia rodzinnego i przygotowanie do dorostego zycia odbywa sie w bezposrednim otoczeniu ucz-
niow na Wegrzech.

PROBLEM | METODY BADAWCZE: Nasze gtéwne pytanie badawcze brzmi: Jak nauczyciele
i specjalisci ds. wsparcia postrzegajg wzorce edukacji rodzinnej w réznych srodowiskach rodzin-
nych? Grupg docelowag wywiadéw indywidualnych i zogniskowanych wywiadéw grupowych sg na-
uczyciele pracujgcy z klasami 5-13 i personel pomocniczy szkoty (N = 53).

PROCES WYWODU: Teoretyczne podstawy poprawy zycia rodzinnego ulegly znacznym zmianom
w ostatnich dziesigcioleciach. W kilku migdzynarodowych badaniach zwrécono uwage na wyjatkowa
wrazliwos¢ kontekstowa edukacji rodzinnej i edukacji dorostych w spoteczenstwach o znacznych
nierdwnosciach regionalnych i spotecznych, takich jak Wegry, i wezwano do opracowania mapy
problemoéw, na ktorej opiera sie edukacja dorostych.

WYNIKI ANALIZY NAUKOWEJ: Jednym z waznych wnioskéw ptyngcych z badania wywiadow
jest to, ze spontaniczna edukacja rodzinna w wegierskich rodzinach jest bardzo zréznicowana pod
wzgledem spotecznym i regionalnym. Z analizy wytonity sie cztery grupy modeli rodzinnych (wiej-
ski niski status, wiejscy lub matomiasteczkowi stratedzy, miejska klasa $rednia, miejski wyksztat-
cony wysoki status).

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Przygo-
towanie do réznych aspektéw dorostego zycia jest trudnym zadaniem szkolnym, ktére wymaga
specjalnego przygotowania i dodatkowej pracy ze strony nauczycieli i personelu pomocniczego
szkoty. Ze wzgledu na dialog miedzy spontaniczng edukacjg na temat zycia rodzinnego a eduka-
cja na temat zycia rodzinnego w szkotach nie ma jednolitego programu nauczania i metody edukacji
na temat zycia rodzinnego, ktére mogtyby by¢ stosowane we wszystkich kontekstach spotecznych.

— SLOWA KLUCZOWE EDUKACJA NA RZECZ ZYCIA RODZINNEGO, SRODOWISKA
RODZINNE, NAUCZYCIELE, SZKOLNI PRACOWNICY
SOCJALNI, PEDAGODZY SZKOLNI

1 2 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 11-22



Real-Life Contexts of Spontaneous Family Life Education

Introduction

In recent years, the concepts of family life, marriage, and family have diversified, fer-
tility and marriage rates have declined, and the number of divorces and single-parent
households have increased (Ulferts, 2020). There is a high proportion of ethnically and
culturally mixed families, where some of the complex and sensitive issues of family life
education tend to be avoided, as they can easily lead to cultural conflicts (Buehler, 2020).
The functioning of traditional extended families, local communities, and nuclear fami-
lies is also challenged by rapid social and geographical mobility (Dafinou et al., 2022).
Hungary has one of the highest rates of births to teenage mothers in Europe (7%), who
are largely single (Makay, 2019); moreover, two fifths of women are abused in their re-
lationships (T6th, 2018) and the country ranks tenth regarding the proportion of children
at risk of poverty or social exclusion (European Court, 2020).

One of the consequences of all this is that new generations have become less con-
fident in their views on family life and adult life management. Schools must be involved
in providing professional support and prevention. Preparation for independent adult life,
family life education, and life skills are part of the public education curriculum all over the
world; since 2020, family life education has been among the key development tasks of
the new National Core Curriculum in Hungary (Engler et al., 2020). Its aim is to prepare
school-age pupils for independent adult life, responsible relationships, and to start a family.

There is general agreement among researchers on the subject that the introduction
of family life education programs requires caution. Family life education planning starts
with problem analysis and the definition of the program’s overall goal (Duncan & God-
dard, 2016). It is reiterated in the international literature that family and adult life edu-
cation programs can only be developed with contextual knowledge, because their ef-
fectiveness depends on their relevance. While research on family life education often
focuses on the psychological hardships that families face (e.g. Myers-Walls, 2020), it
rarely takes into account the structural, geographical, and social diversity of families,
which has a significant impact on their culture, values, attitudes, and capabilities.

Several authors address the extreme context sensitivity of family life education
(Myers-Walls, 2000; Ballard & Taylor, 2011; Darling et al., 2022), specifically, the fact
that there is a great need to educate clients and partners about culturally identical family
life, in terms of both content and methodology, and that this approach must be given im-
portance in planning and implementation. In different cultures, the practice and content
of family life education can be quite different. In addition to the diversity of families ac-
cording to religion/culture, language, social status, region and settlement, the diverse
structures within the same cultures must also be taken into account. Therefore, in the
daily practice of education for family life, the professional teacher must carefully decide
what to teach and how to teach it, even when choosing between procedures and teach-
ing materials proven by research. In other words, in addition to being evidence-based,
sociocultural relevance is an important principle of education for modern family life (Bal-
lard & Taylor, 2011). One of the most authoritative handbooks on family life education, for

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 11-22 1 3
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example, lists the specific solutions for family life education in many contexts. It devotes
separate chapters to those living in rural areas and different minority groups, discussed
separately according to language and culture (Asian, Arab, Latin American, and African
American families), to children being raised by grandparents, to children of prisoners
and detainees, etc. (Ballard & Taylor, 2011). The authors also emphasize that, based on
the intersectional characteristics, the methodology of family life education can be divided
into further intersectional types, i.e. students from certain families can be categorized
several ways. It is an important and recurring idea that, when considering sociocultural
diversity in the implementation of education for family life, it is important not only to con-
sider what unique difficulties and problems can be identified in the specific setting, but
also to discover what strengths the families of the pupils in question have (Myers-Walls,
2000). Thus, accounting for geographical and social diversity is inevitable in this respect
(Demo & Acock, 1993; Wiley & Ebata, 2004; Mancini et al., 2020). In Hungary, there is
a high degree of diversity in social status and place of residence among parents of young
school-age children (Pusztai & Csdk, 2023). Socioeconomic status and family stability
are the most favorable in urban areas and the worst in rural areas.

International research exploring the views of educators suggests that without knowl-
edge of family realities and parental involvement, the education of students for family
and adult life cannot be achieved (Oz, 1991; Plaza-del-Pino et al., 2021; Varani-Norton,
2014; Yildirim, 2019). The experience of teachers and school support staff in family edu-
cation can be well utilized in the implementation process. In this paper, we review how
spontaneous family life education is taking place in students’ families. Spontaneous family
life education is defined as a process whereby students, growing up in their own fami-
lies, experience patterns of spousal and parental role fulfiilment and practices of manag-
ing human and material resources within the family. The main research question of our
study is “what are teachers’ and support professionals’ perceptions of patterns of family
life education in different family milieus?” In order to answer this question, we recorded
53 interviews and processed the interview texts using open coding. Below, we present
the methods of the interview research, followed by the main results of the analysis.

Research Tools (Methods)

The target group of the research was class teachers and subject teachers in grades
5-13, as well as school support staff (school social workers and counsellors). In the in-
ternational literature we reviewed, which examined existing systems of family and adult
life education in terms of teachers’ perceptions, we almost without exception found
qualitative research based on individual and focus group interviews. In light of this, the
research team opted for the same instruments and processing procedures. The meas-
urement instrument was designed following the logic we had encountered in the interna-
tional literature on the subject (Darling et al., 2022; Duncan & Goddard, 2016). The first
major content unit of both the class teacher interviews and the focus group interviews
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with teachers and school support staff included the presentation of their schools, com-
plemented by a problem map pertaining to the spontaneous family life education of stu-
dents belonging to the respective school units.

The interviews took place in spring 2022. The areas we chose to include in the re-
search were the three most disadvantaged counties in Hungary with the highest pro-
portion of low-status, disadvantaged pupils (Borsod-Abauj-Zemplén county, Hajdu-Bi-
har county, and Szabolcs-Szatmar-Bereg county). Quotas were set for the selection of
respondents according to county, school type, school provider, and career stage; then,
taking the quotas into account, interviewees were invited by means of snowball sampling.
Ten teachers with experience as class teachers were interviewed individually, a further
39 subject teachers were interviewed in seven focus groups, and four school support
staff members were interviewed in one focus group (N = 53).

The texts were transcribed and the data was subjected to thematic analysis. Sponta-
neous family life education was a separate thematic unit that underwent inductive coding.
We created types according to the problems mentioned in each family background. We
used qualitative interpretive phenomenological analysis. In addition to triangulation within
the qualitative method, validity was also ensured by the fact that different researchers
processed the data in successive stages of open coding; in other words, investigator
triangulation made it possible to minimize the biasing effect of subjectivity. The compo-
sition of respondents is summarized in the tables below.

Table 1. Demographic and Professional Data of Class Teacher Interviewees (Number of Persons)

Gender Career stage Grade level School type
female: early career: 2 upper primary: 4 state-run primary school: 2
8 >5 years in the profession: 1 secondary: 6 church-run primary school: 2
male: >10 years in the profession: 2 state secondary grammar school: 2
2 >20 years in the profession: 4 state secondary vocational school: 3
nearly 30 years in the profession: 1 state technical college: 1
Own source.

Table 2. Demographic and Professional Data of Focus Group Interviewees (Number of Persons)

Gender Career stage School type

female: early career: 4 state primary school: 3

35 >5 years in the profession: 6 church primary school: 5

male: >10 years in the profession: 10 state primary-level art school: 1

8 >20 years in the profession: 15 church primary and secondary grammar school: 5

>30 years in the profession: 7 foundational primary and secondary grammar school: 3
>40 years in the profession: 1 state secondary grammar school: 6
church secondary grammar school: 6
state secondary grammar school and technical college: 2
church secondary grammar school and technical college: 1
state vocational institution: 3
state technical college: 7
church technical college: 1

Own source.
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Analysis of the Interviews

The school professionals who were interviewed worked with students from fundamentally
different family backgrounds, and their responses reflected a varied picture of spontane-
ous family life education in homes. Based on the responses, we were able to construct
a school typology in terms of social composition and then to summarize the experiences
of teachers and support staff about the family models that belonged to each type. The
family models are presented here based on the following criteria: parents’ education,
labor market activity, financial situation, lifestyle, family structure, parents’ relationship
with each other, parental attention to the child, problems at school, and the child’s vision
of the future. To establish the social status of families, we drew on the results of an ear-
lier representative national study (Pusztai & Engler, 2020) and differentiated between
four family models during the qualitative analysis (rural low status, rural or small-town
strivers, urban middle class, and urban educated high status). Rural or small-town stable
educated families were not represented in the interviews.

The group of rural low-status families is represented here by parents who are in
the worst situation in terms of residence, education, employment, and income. These
parents predominantly have a primary school education and a significant proportion of
them are unemployed, in public employment, or in casual undeclared work. In addition,
many are employed as unskilled or semi-skilled workers in factories or plants close to
their place of residence. Mothers are typically unpaid homemakers or receive childcare
benefits. Their disadvantaged position in the labor market places a significant proportion
of these parents in the lowest income decile. According to our interviewees, in families
which face difficulties making ends meet, students’ attitudes to work is often character-
ized by the desire to make money easily and quickly. School professionals have found
that in addition to multigenerational family communities, there is an increasing propor-
tion of children in structurally changed, non-intact families, and foster care or residential
care. Under these circumstances, preparation for adult life within the family often means
the transmission of deviant behavior (e.g., alcohol and drug abuse or delinquency), as
well as physical and verbal violence. In rural low-status families, school experiences and
children’s academic progress are hardly ever discussed and the amount of time spent
on traditional child-rearing activities (e.g., story reading, homework help, and joint lei-
sure activities) is low. Several interviewees highlighted physical neglect, unjustified ab-
senteeism, early school-leaving, conflicts within the community, and behavioral difficul-
ties. In addition to these, school-related crimes also exist, although less frequently, with
mentions of stabbings, theft, or drug distribution. Mothers sometimes ask for teachers’
help in preventing early school-leaving or in concealing academic failure (e.g., from the
father). In the experience of the interviewees, some children living in serious multigen-
erational poverty aim to start a family in their teens and work in public service (public
workers’ foreman), prostitution (pimping), or drug trafficking.
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Of course, they want to copy the models and patterns that are easily available to them, or
these are the ideas that can be detected in their plans. However, | can often see that they
don’t really mean these things seriously. They seem to be resolute, but | know that the
course of their families’ lives and their financial status make them realize it’s all very well
saying that they are going to pimp and traffic drugs, but they see that things work differen-
tly, because everybody in their surroundings is struggling to make ends meet, so these
aren’t really good options. (F8/2)

Occasionally, working abroad seems to be a possible way out (e.g., manual labor in
Austria or Germany). This observation also emerged later in relation to family life edu-
cation, as weak attachment to parents anticipates the break with the tradition of caring
for the elderly.

In the narratives of our interviewees, Roma families living in segregated areas formed
a separate subgroup. During family visits, interviewees found that families suffer from
disadvantages due to a lack of economic, cultural, and linguistic capital; furthermore,
anomic conditions could be detected within some communities. Children’s family sociali-
zation reflects the openness of family life to the outside world, children’s autonomy and
freedom of movement, and the early entrenchment of traditional gender roles.

The Roma girls who come to our secondary school are clever and smart. [...] They do quite
well, but the problem is that when they’'re between 16 and 18, their families will come up
with the idea that they should stay at home to look after a sick relative. Or they become
pregnant and the pregnancy will be declared high-risk due to their age, so they will have
to stay at home. As a result, they drop out and fail to acquire the qualifications they would
otherwise be able to obtain. | have followed the lives of many girls who finally did not manage
to learn even a trade, although they could have obtained a high school diploma and found
a way out... but they didn’t. (F8/4)

The group of rural or small-town strivers is dominated by parents with vocational ed-
ucation, who fall into the low-income group due to the limited socioeconomic opportuni-
ties of their places of residence. Socioeconomic status is closely correlated with family
structure according to the findings of the 2020 Parent Survey (Pusztai & Engler, 2020),
which observed that the proportion of families with intact structures in lower-status fam-
ilies was strongly decreasing and the number of children was increasing. This means
that an unfavorable family structure pattern is imprinted on a growing number of children
during spontaneous family life education. Single parents are seeking to share their in-
creased child-rearing responsibility with more educational partners (e.g., grandparents
or teachers). School professionals very often encounter family crises. A distinctive sub-
group of this family type is that of skilled agricultural workers. As strengths of this status
group, our interviewees cited cohesive local communities and the transmission of strong
family values (e.g., educating children for work or respect and appreciation for work),
which also shape children’s perceptions of work. Students tend to be oriented towards
vocational training, which offers scholarships and benefits. An important consideration
in these young people’s career choices is that a regular income can provide significant
additional income for their families.
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The value preferences that today’s parents inherited from their families of origin are very
important. | mainly mean farmer families, for whom work was a core value. They did agri-
cultural work and the only way to get by was to work 10-12 hours a day to earn their daily
bread. This is something that still motivates these families. They strive to transmit these
values to their children, convincing them that work indeed is the way to earn a decent living.
[...]In those remote, disadvantaged areas, parents do consider education as a value which
gives their children the only opportunity to move upwards. They do their best and some
even sacrifice everything for that purpose. (F8/2)

Much of the urban middle class is made up of self-employed skilled workers (small
business owners, tradesmen, craftsmen, and family business owners) or white-collar
workers with a high-school diploma, who are in an advantageous position in terms of
income. The staff in schools with a more favorable social composition and in church-run
educational institutions encounter families with a more promising social situation, which
means that children’s achievement, future prospects and relations with parents are better,
but it is also characteristic of these schools that children often come from single-parent
or patchwork families. Overall, students have much more ambitious plans for the future
than in the groups described above.

“It is also typical in our school, though, that many of them live in broken families or
patchwork families” (F3/6).

Among urban educated high-status families, parents are usually civil servants, but
the number of people employed in the private sector is the highest here. Furthermore,
the group is made up of those with the most favorable income, predominantly living in
complete families. Teachers and support staff, however, report limited childcare activities
and less diverse interactions. The middle classes are now characterized by the loss of
quality time and full attention, and a decline in communication and activities promoting
intellectual and emotional development. They also suffer from anxiety associated with
a strong pressure to achieve. Students are likely to plan to get a higher education, but
they sometimes consciously opt for a different career path than that of their parents.

It is very difficult to get into contact with parents, because they usually work long hours
and are unavailable. They have often let me know that they are very busy, which leaves its
mark on the children as well. No wonder that especially the older ones are prone to reject
their parents’ lifestyles or career paths because they feel they have been badly affected
by them. They even articulate it by complaining that mom is very stressed about her work,
and she has so much trouble because of her work. (F8/3)

Figure 1 summarizes the problem types most commonly perceived by teachers and
support staff, comparing schools with a favorable and disadvantaged student composition.
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Figure 1. Code Sets of the Family Problem Map Which Serves as a Basis for Adult Life Education
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Conclusion

Family life education has been part of the National Curriculum in Hungary since 2020,
but the curriculum takes account of average, middle-class families, while the composi-
tion and problems of families vary widely across regions and social classes. Schools
catering for pupils from more advantaged family backgrounds and schools catering for
children from low-status families encounter very different family subcultures. Not only
do the sociodemographic and cultural backgrounds of families differ, but spontaneous
family life education within families also varies widely. In our study, spontaneous family
life education is defined as the process whereby students, growing up in their own fami-
lies, experience patterns of spousal and parental role fulfilment and practices of man-
aging human and material resources within the family.

In today’s Hungary, the variety of spontaneous family and adult education experi-
enced by children and young people in families is extremely large, the individual family

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 11-22 1 9



%719,.,&/ ﬁ//w‘wm&_ Gabriella Pusztai, Katalin Pallay, Cintia Csok
I / L

subcultures are at an incredible distance from each other, and the distances are much
greater than in a stable, bourgeois society. Education for family life in schools must take
this into account. An almost universal feature is the impoverishment of communication
within the family, the reduction — in some cases the complete disappearance — of the
time that family members spend together, and the dysfunction of family structures, as
a result of which the family is unable to fulfil its traditionally well-functioning role as an
educator of adults. The dysfunction of family and adult education is even more preva-
lent in single-parent families, the premature maturation of children, the experience of
belonging nowhere in the patchwork family, or the negative consequences of parental
competition. A special feature of the middle classes is the use of parental time — espe-
cially the reduction of full attention and quality time — and the lack of communication, at-
tention, and activities that ensure emotional and intellectual development, which parents
compensate for with objects. In the case of middle-class adults, there is also a strong
pressure to perform, which causes anxiety. In low-status families, the preparation for
family and adult life is often marked by verbal violence, physical abuse, child mistreat-
ment, and the perpetuation of deviant behavioral patterns. We have confirmed the sug-
gestion of researchers (Myers-Walls, 2000; Ballard & Taylor, 2011; Darling et al., 2022)
that context is essential: without knowing and interpreting the family life experienced in
families and the behavioral patterns of adults, it is not possible to start relevant devel-
opment and implementation of content and methods; there is no procedure that can be
fully standardized.

These patterns have a powerful impact on students’ success at school, their future
plans and the positions they intend to occupy in society. Our study points to the need for
a thorough understanding of spontaneous patterns of family life education prior to the
implementation of family life education in schools and for curricula and teaching aids to
address the diversity of family subcultures. Teachers must also be aware of the fact that
adult or family life education involves different activities for students coming from dif-
ferent subcultures. A limitation of our study is that the picture revealed by teachers and
school support staff is obviously subjective, but they are still the most authentic sources
of information on the diversity of families. The limitation of our research is that we fo-
cused on one deprived region. A nationwide quantitative analysis would be needed to
get a full picture of what is happening to families.
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School-Friendly Parents? Characteristics of Parents’
Involvement in Vocational Schools in Hungary

Rodzice przyjazni szkole? Charakterystyka zaangazowania
rodzicow w szkofach zawodowych na Wegrzech

ABSTRACT

RESEARCH OBJECTIVE: Our goal is to examine parental involvement in schools with higher
dropout rates, lower dropout rates and disadvantaged family backgrounds.

THE RESEARCH PROBLEM AND METHODS: In our study, we focus on vocational schools that
do not offer a baccalaureate (matura) degree as well as vocational schools that do offer a baccalau-
reate (matura) degree. In the present study, we used data from a large sample database in Hungary.

THE PROCESS OF ARGUMENTATION: . A number of international studies have examined the
importance of parental involvement, especially for pre-school children and primary school students.
Few studies have focussed on parental involvement in secondary education, especially in Hungary
where it has only recently become a focus of educational research, but the relationship between
secondary education and parental involvement has only been partially investigated.

RESEARCH RESULTS: Our results show that we need to pay more attention to these two types
of schools.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Based on
our questions on parents’ involvement in school, we obtained several significant results. Of the barriers
we investigated, we found one to be relevant. Our study is exploratory in nature and aims to gather
data and information on parents of VET students. Our objective was to obtain results relevant to VET.

— KEYWORDS: PARENTAL COOPERATION, PARENTAL INVOLVEMENT, PARENT
INVOLVEMENT IN SECONDARY SCHOOL, VOCATIONAL TRAINING,
TECHNICAL COLLEGE
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ents? Characteristics of Parents’ Involvement in Vocational Schools in Hungary.
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STRESZCZENIE

CEL NAUKOWY: Naszym celem jest zbadanie zaangazowania rodzicow w szkotach zaréwno
0 wyzszym, jak i nizszym wskazniku porzucania nauki i w rodzinach znajdujgcych sie w nieko-
rzystnej sytuaciji.

PROBLEM | METODY BADAWCZE: Skupiamy sie zaréwno na szkotach zawodowych, ktére nie
oferujg matury, jak i na tych, ktére mature oferujg. W niniejszym badaniu wykorzystali$my dane
z duzej bazy danych na Wegrzech.

PROCES WYWODU: W wielu miedzynarodowych badaniach analizowano znaczenie zaangazowa-
nia rodzicow, zwtaszcza w przypadku dzieci w wieku przedszkolnym i uczniéw szkét podstawowych.
Niewiele badan koncentruje sie na zaangazowaniu rodzicéw w szkolnictwie srednim, zwtaszcza
na Wegrzech, gdzie dopiero niedawno stato sie ono przedmiotem badan edukacyjnych, ale zwia-
zek miedzy szkolnictwem $rednim a zaangazowaniem rodzicéw zostat zbadany tylko czgsciowo.

WYNIKI ANALIZY NAUKOWEJ: Nasze wyniki pokazujg, ze nalezy poswieci¢ wiecej uwagi tym
dwdm typom szkot.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Uzyskali$my
kilka znaczgcych wynikéw. Jedng sposréd badanych przeszkod uznaliSmy za relewantng. Nasze
badanie ma charakter eksploracyjny i ma na celu zebranie danych i informacji na temat rodzicow
uczniéw VET. Naszym celem byto uzyskanie wynikow relewantnych dla VET.

— SLOWA KLUCZOWE: WSPOLPRACA RODZICIELSKA, ZAANGAZOWANIE
RODZICOW, ZAANGAZOWANIE RODZICOW W NAUKE
W SZKOLE SREDNIEJ, KSZTALCENIE ZAWODOWE,
TECHNIKUM

Introduction

The research literature on national education has been concerned with changes in vo-
cational education and the characteristics of students for decades (Fehérvari, 2021;
Jézsa, 2022), but very few studies have focused specifically on parental involvement.

In Hungary, the role of parents in vocational schools has not been sufficiently stud-
ied. The paucity of recent research focusing on this specific area has resulted in a lack
of empirical evidence. Vocational school students often come from disadvantaged back-
grounds, which renders such studies indispensable for longitudinal, regional and con-
textual comparisons.

The objective of this study is to characterise parental participation in a vocational school
located in a disadvantaged region of Hungary. The article begins with an overview of the-
oretical findings, followed by the results of a quantitative survey of parents. This study is
novel in that it addresses the issue of secondary school student and parental involvement
in Hungary, which has not been extensively studied, with few international examples.
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Theoretical Overview

A Historical Overview of Vocational Education and Training
From the 2000s to the Present

The Hungarian education system is comparable to continental models observed in Ger-
many and Poland, with a greater emphasis on classical secondary education than is
typical of community schools in the British and American systems. General characteris-
tics of continental education systems include tripartism (primary, secondary and tertiary
education), selectivity and early choice of the type of training (Kozma, 2006). The history
of vocational education in Hungary is rich (Benke & Rachwat, 2022), and the develop-
ment of our public education system started long before the regime change.

The objective of our study is to provide an overview of the relevant background of
vocational education and training, with a particular focus on recent changes. It is not our
intention to provide a comprehensive history of the subject.

Frameworks for Parental Involvement

There is a considerable body of educational research literature on the definitions and
domains of parental involvement. However, the conceptual frameworks employed by
researchers sometimes adopt disparate perspectives and emphasise different aspects
of the topic (Bakker & Denessen, 2007).

The theoretical framework for this study is Epstein’s model. The Epsteinian cate-
gory system is based on Bronfenbrenner’s ecological model and begins with the inner-
most micro-environment. Epstein identified six different forms of parental involvement.
1. parenting refers to the skills that parents use to create emotional and physical safety
within the family, thereby facilitating the child’s learning and development. 2. communica-
tion: communication between the school and the family, which can be initiated by either
party. 3. Volunteerism: involving the parent in the life of the school through volunteer-
ism. 4. Home learning: the provision of assistance to students in their studies outside
the classroom, such as helping them with homework. 5: Participation in decision-mak-
ing at school. 6: Engagement with the local community. In a reinterpretation of the term,
Epstein et al. (2002) suggested using the term “family-school partnership” in place of
“school policy,” suggesting that the latter term may be too narrow.

Parental Involvement in Hungarian Secondary Education

Previous research has demonstrated that the parent-teacher relationship is somewhat
impersonal at the secondary education level (Lannert & Szekszardi, 2015). This process
is partly natural, but there are reasons for the narrowing of the parent-teacher relationship.
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Parents frequently feel less of a need for more profound involvement at this level, while
teachers are often constrained by a lack of time for interaction. In most cases, schools
offer parents and teachers a limited number of opportunities for interaction, such as par-
ent-teacher conferences and welcome events. One of the primary factors contributing
to these constraints is the distance between parents and schools, which is often influ-
enced by the age of the child (Lannert & Szekszardi, 2015).

In examining parental involvement, it is of paramount importance to analyse the
barriers and obstacles that may impede such involvement. A significant factor influenc-
ing parental participation is their socioeconomic status and level of education (Auer-
bach, 2007; Diamond & Gomez, 2004; Driessen et al., 2005; Imre, 2017; Smit et al.,
2007).

In light of the above, it can be concluded that research focusing on secondary schools,
both those that provide A levels and those that do not, is of utmost importance. It can
be observed that parental involvement is less common in secondary schools, and the
social status of families is lower in this type of schools. Consequently, it is particularly
important to investigate the extent to which parents are considered a resource in sec-
ondary schools. The current study aims to address this gap and contribute to national
research on parental involvement.

Purpose of the Study

Areview of the literature revealed a paucity of research on vocational education in sec-
ondary schools in Hungary. Moreover, there is a lack of studies on parental involvement
in vocational education, with the majority of existing research focusing on the character-
istics of parental involvement in primary schools and the children’s academic achieve-
ment (Bacskai, 2020; Fehérvari, 2016; Harsanyi, 2021; Jozsa & Fejes, 2010; Koltoi et
al., 2019; Nyitrai et al., 2019; Pusztai, 2004; Szemerszki, 2015). There is little research
on the participation of parents of VET students in Hungary.

The current research is limited to data from Hungary and VET. The present study is
exploratory in nature and aims to obtain data and information on parents of children en-
rolled in VET schools. The objective is not to make comparisons between different types
of schools, but rather to obtain results pertaining to this specific type of school that can
serve as a foundation for future research. The current study is limited to examining pa-
rental involvement in the school and does not extend to the home. In the current study,
we formulated two research questions, which are:

1. What are the characteristics of parental involvement in vocational schools and

training institutions?

2.  What are the most common barriers to parental involvement?

Based on the literature reviewed, the following hypotheses were formulated:

H1: A methodical analysis by Kocsis & Pusztai (2022) indicated that parents’ volun-

teerism is more prominent in primary schools and kindergartens. Thus, based
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on the literature, we hypothesise that low engagement rates will be observed in
different areas of school participation.

H2: We hypothesise, based on the literature (Walker & Hoover-Dempsey, 2008),
that barriers will be mainly related to family difficulties, with few school-related
barriers.

Research Methods and Tools
Method and Sampling

The current quantitative research was conducted under the leadership of the MTA-DE
“Families and Teachers’ Cooperation” research group. The current data collection is titled
“Family-school relations through the eyes of parents.” The questionnaire was completed
anonymously and voluntarily. Atotal of 1002 parents participated in the survey. The ques-
tionnaire was sent to 100,000 parents from Hungary, Transcarpathia and Transylvania.
During the survey, parents from the districts of Hajdu-Bihar, Szabolcs-Szatmar-Bereg,
Borsod-Abauj-Zemplén and Jasz-Nagykun-Szolnok were interviewed. The research
team considered parents to be primarily involved in their child’s upbringing and have the
most information about their child’s affairs. In terms of educational level, parents were
contacted whose children attended upper primary school, upper secondary vocational
school (with a school-leaving certificate), vocational school (without a school-leaving
certificate), and general secondary school (gymnasium)). A paper questionnaire was
used for the data, which took place in autumn 2022. The non-representative sample is
a limitation of the research, and therefore our results cannot be generalized, and our
findings are specific and valid only for the study sample.

Despite the limitations, the research is of great importance because it surveyed
a group that is less frequently studied and more difficult for researchers to reach, and it
was possible to collect data that is incomplete in Hungary. SPSS 22 was used to ana-
lyse the data, and descriptive statistics were used in the analysis.

Measurement Tools

The main structural elements of the questionnaire were: (1) questions about the child and
the child’s school, (2) experiences with school, (3) habits of working with the child, (4) bar-
riers to the child’s participation in school programmes, (5) questions about school-family
collaboration, and (6) questions about the respondent.

Responses were narrowed to Hungarian data and to vocational education and train-
ing only. This survey focused on parents’ involvement in school and their experiences
with school. Parents’ social backgrounds were examined using closed-ended questions.
For school participation, we included 19 questions. These questions were answered
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on a five-point Likert scale (1 = strongly disagree, 5 = strongly agree). For barriers,
10 questions were included. Respondents were also asked to indicate their response
on a five-point Likert scale (1 = strongly disagree, 5 = strongly agree).

Sample

The questionnaire was completed by 1002 respondents from 4 counties in Hungary,
Transcarpathia and Transylvania. The vast majority of respondents were mothers/car-
egivers (84%). The gender distribution of respondents’ children was almost the same,
55% girls, and 45% boys. Preliminary examination of the questionnaires revealed that
the maijority of parents who completed the questionnaire had the highest level of ed-
ucation, at the university level, followed by secondary education, and then primary
education.

Preliminary analysis of the questionnaires provided information on the schools that
the respondents’ children attended. The distribution of the subjects’ children in the sample
was as follows: 38% children attended a school run by a school district, 23% by a church,
19% by a municipality, 16% by a vocational training centre and 4% by other institutions.

Primary analysis of the questionnaire yielded information on the type of school at-
tended by the child. Of the children of the respondents, 41% attended a primary school
(upper secondary) (N = 225), 38% attended an upper secondary school (N =214), 13%
attended an upper secondary vocational school (N = 83), and 7% attended a school that
does not offer a high school diploma (N = 65).

A cross tabulation was used to obtain the correlation between the county and school
type. In the Hajdu-Bihar county, 79 of the 201 respondents’ children attended an upper
primary school, 61 attended an upper secondary school, 35 attended a vocational sec-
ondary school/technical school with a school-leaving certificate, and 19 attended a voca-
tional school without a school-leaving certificate. In the Szabolcs-Satmar-Biereg county,
61 of the 249 respondents’ children attended an upper secondary primary school, 130 at-
tended an upper secondary school, 17 attended an upper secondary vocational schools/
technical schools with a baccalaureate degree, and 41 attended a vocational school
without a baccalaureate degree. In the Borsod-Abauj-Zemplén county, 90 of the 153 re-
spondents’ children attended an upper secondary primary school, 32 attended a gram-
mar school, 26 attended a vocational secondary school/technical school with a bacca-
laureate diploma, and 5 attended a vocational school without a baccalaureate diploma.
Of the 24 respondents from Jasz-Nagykun-Szolnok county, 7 of their children attend
upper primary school, 3 attend secondary school, 14 attend vocational secondary school/
technical school with a diploma, and 0 attend vocational school without a diploma.

With regard to the education of the respondents, a higher proportion have a bacca-
laureate or university/college degree than a certificate from other types of schools. In
terms of the labour market status, the percentage of parents who are employed is un-
derrepresented in non-grammar schools. On the other hand, they are overrepresented
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in terms of the educational status. Among the parents of these students, the proportion
of parents who are public employees or have another labour market status is higher, but
no significant correlation was found in this respect.

Results
Study of the Characteristics of Parental Involvement
Involvement in School
Research suggests that parental involvement is lower in secondary schools than in pri-
mary schools, partly because older students require less parental presence. Our study
examines parental involvement in school programmes and events in vocational schools.

Of the 19 questions, a significant correlation was found for whether parents can get their
child to read every day.

Table 1. School Attendance in Upper Secondary and Vocational Schools

Technical Vocational Sign.
secondary school/  training
technical school (without
(baccalaureate) baccalaureate)
| always support my child’s | disagree 1.2% 6.3% .016
participation in excursions, theatre
visits and community activities
organised by the school.
yes and no 2.4% 9.4%
| agree 96.3% 84.4%
| always take part in the doors open | disagree 17.1% 20.3% .000
day organized in our child’s group,
and in classroom observations open
to parents.
yes and no 24.4% 31.3%
| agree 58.5% 48.4%
| take suggestions from my child’s | disagree 41.5% 48.4% .308
teachers about how | could help him/
her study.
yes and no 23.2% 15.6%
| agree 35.4% 35.9%
| successfully control the time my | disagree 25.6% 25.8% .000
child spends on the phone and
computer.
yes and no 35.4% 22.6%
| agree 39.0% 51.6%
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In the past 12 months, | have | disagree 47.6% 41.3% .009
participated several times in events

organized specifically for parents

at my child’s school, such as family

day, school party, charity fair, school

dance, etc.

yes and no 26.8% 22.2%

| agree 25.6% 36.5%
In the past 12 months, | have | disagree 62.2% 57.1% .063
participated in several sporting events
organized by my child’s school.

yes and no 13.4% 19.0%

| agree 24.4% 23.8%
In the past 12 months, | have | disagree 59.8% 57.8% .045
participated several times in art
events at my child’s school

yes and no 12.2% 17.2%

| agree 28.0% 25.0%
Talking to my child’s current teacher | disagree 82.9% 74.6% .897
is always uncomfortable.

yes and no 11.0% 14.3%

| agree 6.1% 11.1%
| do not understand the homework | disagree 47.6% 43.8% .000
that my child brings home from
school.

yes and no 35.4% 32.8%

| agree 17.1% 23.4%
| feel very uncomfortable when | disagree 79.0% 73.4% .168
| have to talk to the headmaster or
headmistress of my child’s school.

yes and no 14.8% 12.5%

| agree 6.2% 14.1%
If my child was having problems at | disagree 79.3% 64.1% .021
school, | wouldn’t know how to ask
for special help for him or her.

yes and no 12.2% 10.9%

| agree 8.5% 25.0%
| know the laws that apply to | disagree 22.2% 11.3% .009
schools.

yes and no 19.8% 22.6%

| agree 58.0% 66.1%
Over the past 12 months, | have | disagree 34.1% 39.1% .092
attended several school meetings.

yes and no 18.3% 18.8%

| agree 47.6% 42.2%
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| have volunteered at my child’s | disagree 59.8% 51.6% .021
school in the last 12 months.

yes and no 15.9% 17.2%

| agree 24.4% 31.3%
In the past 12 months, | have made | disagree 58.5% 56.3% .010
a voluntary donation to my child’s
school.

yes and no 14.6% 15.6%

| agree 26.8% 28.1%
| know of many school programmes | disagree 27.2% 31.7% .019
for students.

yes and no 22.2% 22.2%

| agree 50.6% 46.0%
| always attend programmes and | disagree 58.5% 61.3% 437
information sessions organised by
the school counselor for parents.

yes and no 20.7% 14.5%

| agree 20.7% 24.2%
| often receive the help of a teaching | disagree 56.1% 40.6% .034
assistant in my child’s progress.

yes and no 12.2% 23.4%

| agree 31.7% 35.9%

Source: Author’s calculations.

A review of the literature indicates that parents who view involvement in school as an in-
tegral aspect of parenting are more likely to be effectively engaged in their child’s educa-
tion. Among the 18 questions, we identified significant correlations in the following areas:
parents’ participation in open doors days was notably lower among respondents from sec-
ondary schools without a graduation certificate. Furthermore, the effective management
of children’s screen time demonstrated significant results. Moreover, the results indicated
that parents’ attendance at various school events over the past year, the fact that they un-
derstand homework and are familiar with school regulations were also significant. It was
observed that respondents from high schools without diplomas were over-represented
for some questions. The types of involvement identified by Epstein (2011), already cited
in our study, confirm that parents who place a high priority on their child’s academic per-
formance are more likely to be involved in school life and organise various programmes.

Barriers to Parental Involvement

Previous research has demonstrated that parents encounter difficulties in participating
in school programs. Questionnaires were designed to assess the barriers faced by par-
ents, with respondents able to indicate whether each was experienced as a full, partial
or non-existent barrier.
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Table 2. Barriers to Parental Involvement

Technical secondary Vocational training Sign.
school/ (without baccalaureate)
technical school

(baccalaureate)

The time was not not obstructed 74.4% 56.3% .061
convenient for me.

yes and no 11.0% 21.9%

obstructed 14.6% 21.9%
| couldn’t get off work. not obstructed 63.4% 55.6% 271

yes and no 8.5% 20.6%

obstructed 28.0% 23.8%
There was noone to  not obstructed 84.0% 74.2% .100
look after my child.

yes and no 2.5% 8.1%

obstructed 13.6% 17.7%
The road to school is  not obstructed 98.8% 87.5% 252
not safe.

yes and no 0.0% 9.4%

obstructed 1.2% 3.1%
Transportation is not obstructed 92.7% 79.7% .062
difficult.

yes and no 2.4% 10.9%

obstructed 4.9% 9.4%
| did not feel welcome not obstructed 97.5% 92.2% .096
at my child’s school.

yes and no 0.0% 7.8%

obstructed 2.5% 0.0%
| usually felt not obstructed 91.5% 88.9% .203
uncomfortable at the
school.

yes and no 4.9% 7.9%

obstructed 3.7% 3.2%
| felt like | didn’t not obstructed 96.3% 90.6% .205
understand what they
were talking about at
the school.

yes and no 2.4% 7.8%

obstructed 1.2% 1.6%
| thought that not obstructed 91.1% 85.9% .236
participation was
not important for my
child’s development.

yes and no 5.1% 10.9%

obstructed 3.8% 3.1%
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| did not know how not obstructed 81.7% 79.0% .358
| could participate in
school activities.

yes and no 9.8% 14.5%

obstructed 8.5% 6.5%
My child did not want  not obstructed 86.6% 83.3% .005
me to participate.

yes and no 6.1% 10.0%

obstructed 7.3% 6.7%

Source: Author’s calculations.

The table indicates that the primary obstacle to parental involvement is children’s reluc-
tance to engage with their parents in school activities. A series of 10 questions yielded
significant results in this regard. The Hoover—-Dempsey factors indicate that the main
obstacles to parental involvement originate from within the family, rather than from
school-related issues. This also supports our second hypothesis, based on the literature
(Walker & Hoover-Dempsey, 2008), that the barriers would be mostly related to family
difficulties, with few school-related barriers.

Conclusion

The present study was confined to analysing Hungarian VET data on schools both with
and without a high school diploma. The study was exploratory, with the objective of col-
lecting information on parents of students enrolled in vocational education and training
programmes and obtaining VET-specific results. No comparisons were made with other
types of schools or of differences between providers. A study of parent-school relation-
ships in the four selected counties was conducted with a focus on vocational education.
A review of the literature revealed a paucity of data on the quality and content of inter-
action with the target group.

In terms of parental involvement in VET institutions, significant correlations were found
that are consistent with the types of involvement identified by Epstein (1987). Parents
who prioritise their child’s academic success tend to be more involved in school activi-
ties. In terms of barriers, family-related challenges were expected to outweigh school-re-
lated ones, but the main barrier appears to be children’s reluctance to involve parents
in school programmes. The study highlights significant differences between types of
school, underlining the need for closer examination, particularly in institutions that offer
A levels and those that do not.
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Wspobipraca szkofty z rodzing i Srodowiskiem lokalnym —
wybrane aspekty

RESEARCH OBJECTIVE: The article describes the conditions, assumptions and benefits regard-
ing the process of cooperation of the school with the family and the local community in the context
of selected educational aspects.

THE RESEARCH PROBLEM AND METHODS: The research questions were as follows: for
what purpose should the school cooperate with the family and the local community, and what are
the conditions for and the benefits of this cooperation? Analysis of scientific literature and analysis
of existing data was used.

THE PROCESS OF ARGUMENTATION: Referring to scientific studies, the key concepts for the
analysis were defined descriptively and the meaning and conditions of multi-stakeholder school
cooperation were characterized in view of contemporary human needs in the context of lifelong
education.

RESEARCH RESULTS: The analysis shows that school is one of the most important social institu-
tions to promote the ideas of continuous learning and the value of education. It provides education
for knowledge society. The quality of education depends on the school’s openness to the family and
community. Building a culture of cooperation requires partnership and involvement of everyone, an
activity based on dialogue, shared goals and values and mutual benefits.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Edu-
cation is not an individual activity, but a collective endeavor, and the changes in civilization gener-
ate new challenges in this area, so multi-stakeholder cooperation of the school, family and local
community is necessary, based on the identification of resources, needs and social capital of the
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actors, in order to meet the intellectual and moral challenges. Educational leaders — the school
principal and teachers — play a key role here.

— KEYWORDS: MULTI-STAKEHOLDER COOPERATION, FAMILY — STUDENT’S HOME
ENVIRONMENT, EDUCATION, LIFELONG LEARNING, MODELS
OF COOPERATION

STRESZCZENIE

CEL NAUKOWY: W artykule dokonano opisu uwarunkowan, zatozen i korzysci dotyczgcych pro-
cesu wspotpracy szkoty z rodzing i srodowiskiem lokalnym w kontek$cie wybranych aspektow
edukacyjnych.

PROBLEM I METODY BADAWCZE: Postawiono nastepujace problemy badawcze: w jakim celu
szkota powinna wspétpracowac z rodzing i ze srodowiskiem lokalnym oraz jakie sg warunki tej
wspotpracy i korzysci. Zastosowano metode analizy literatury naukowe;j i analize danych zastanych.

PROCES WYWODU: Odwotujgc sie do naukowych opracowan, zdefiniowano w sposéb opisowy
kluczowe dla analizy pojecia oraz scharakteryzowano znaczenie i warunki wspétpracy wielopodmio-
towej szkoly ze wzgledu na wspdtczesne potrzeby cztowieka w kontekscie edukacji catozyciowe;j.

WYNIKI ANALIZY NAUKOWEJ: Z przeprowadzonych analiz wynika, ze szkota to jedna z naj-
wazniejszych instytucji spotecznych, ktéra ma promowac idee ustawicznego uczenia sig i wartos¢
edukacji. Chodzi o edukacje na miare spoteczenstwa wiedzy. Jako$¢ edukacji zalezy od otwarcia
sie szkoty na rodzineg i spotecznos¢ lokalng. Budowanie kultury wspotpracy wymaga partnerstwa
i zaangazowania wszystkich, dziatalnosci opartej na dialogu, wspdlnych celach i wartosciach oraz
obopdlnych korzysciach.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Edukacja
nie jest dziatalnoscig indywidualna, lecz przedsigwzieciem zbiorowym, a zmiany cywilizacyjne ge-
nerujg nowe wyzwania w tym zakresie, dlatego konieczna jest wspotpraca wielopodmiotowa szkoty,
rodziny i srodowiska lokalnego, oparta na identyfikacji zasobdw, potrzeb i kapitatu spotecznego
podmiotéw, by méc sprostac intelektualnym i moralnym wyzwaniom. Kluczowa role odgrywaija tutaj
przywodcy edukacyjni — dyrektor szkoty i nauczyciele.

— SLOWA KLUCZOWE: WSPOLPRACA WIELOPODMIOTOWA, RODZINA —
SRODOWISKO DOMOWE UCZNIA, EDUKACJA, UCZENIE SIE
PRZEZ CALE ZYCIE, MODELE WSPOLPRACY
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Introduction

“There is a strong and well-founded belief today that education determines the future of
countries and societies” (Mazurkiewicz, 2016, p. 18). This is due to the fact that educa-
tion can change social structures and improve social processes, as well as foster social
progress. Therefore, education is faced with the task of lifelong learning and coping with
constant changes and crises. With this being said, education is not an individual activ-
ity, but a collective endeavor. Consequently, most governments consider the steady im-
provement of the quality of education as one of the most important goals of educational
policy (Mazurkiewicz, 2016). Promoting lifelong learning, which ties in with promoting the
merits of education, is the task of schools. The goal is to raise awareness that learning
lasts a lifetime and can be an interesting experience, enabling one to understand the
world, help solve problems and promote one’s growth. Given all this, we need a mes-
sage about “how to learn.” The school, as one of the most important social institutions,
is also there to promote the idea of lifelong learning in the community, by creating pro-
grams and offering educational activities that will advance the potential of the local com-
munity. The point is to provide education for knowledge society, which will facilitate the
development of individual talents and abilities and make individuals more sensitive to
the community (Kotodziejczyk & Starypan, 2012).

Itis inconceivable today to envisage the daily functioning of a school in isolation from
the various organizations active in its local community. This has to do with the status of
the school as an educational institution, shaping certain attitudes (including democrat-
ic relations) and the world of values of the youngest generation, as well as the need to
implement requirements related to teaching supervision. Hence, the school is expected
to be active in the local community and aware of social expectations, and to spearhead
certain activities for the benefit of learners and the local community. Cooperation with
the local community is a long-term activity that improves the quality of life of individuals
and social groups. The institutions for cooperation are selected depending on where the
school is located. The criteria for selection should be based on a conscientious analysis
of the correspondence and differences in goals and modes of action from the point of
view of the educational processes implemented at the school.

The ability to open up to the surrounding world and build such organized forms of coope-
ration is a key characteristic that defines a “good school” today. This skill is especially im-
portant for the role that the school should play in the process of building a democratic so-
ciety (Dorczak, 2012, p. 312).

Accordingly, one important task of the school is to open up to local problems, sup-
port the development of the residents in the area, collaborate with other educational in-
stitutions and organizations or individuals, as well as actively and consistently interact
with the community to promote education in order to develop the potential of the local
community in accordance with the needs of knowledge society and democratic ideas.
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This approach calls for education that is continuous, i.e. lifelong learning; multidimen-
sional, i.e. encompassing various aspects of reality; interactive, where individual human
development is integrated with the development of society; and that carries out specific
functions: pro-democratic, civic, multicultural, training for critical analysis and screening
of information, for coping in the labor market and actively participating in the creation of
reality (Kotodziejczyk & Starypan, 2012).

The objective of the article is a theoretical reflection on the conditions, principles and
benefits of implementing the process of school collaboration with the family and the local
community in the context of selected educational aspects and new challenges of the
changing world.

The research questions are as follows: for what purpose should the school work to-
gether with the family and the local community, what are the conditions of this collabo-
ration today and what benefits can ensue from it? We used the method of analysis of
scholarly literature in the area and an analysis of existing data.

Parents as “Equal Members of the School Community”

Education, in the broadest sense, begins in the family, and then, once the child reach-
es the appropriate age, proceeds simultaneously in two settings: the natural one — the
family — and the institutional one — the school. Both settings bear (co)responsibility for
education. However, in order for the child to develop in a wholesome way and acquire
knowledge, the school and family must work closely and regularly together in a spirit
of dialogue. In this way, the student’s parents become important partners of the school
(Btasiak, 2017).

Collaboration between the school and the family is mainly due to official and legal
regulations of a global and national nature (e.g., the Education System Act of 1991 and
the legal acts introducing the 1999 education reform, the Universal Declaration of Human
Rights, the UN Declaration of the Rights of the Child), where parents are included as
“equal members of school collaboration” and “partners of the school.”

This entails the interaction of both actors towards common goals, consistent deci-
sion-making and tangible actions. Such collaboration, which should be based on mutual
trust and loyalty, is contingent on the creation of a community in action (Musiat, 2019).

Parents are essential for achieving educational goals. Maria Mendel (1998, 2004)
pointed out that we can talk about collaboration between school and parents when both
parties perceive and accept the common goal of (co)action, namely the best possible
education of children and adolescents, which should be conducive to their all-round and
full development. The researcher stresses that education is the main way to overcome
current problems. Therefore, it is important for parents to take part in this area in order
that educational goals can be achieved. The family home, in which a student grows up,
shapes him or her to the greatest extent and has the greatest impact on their achieve-
ments at school and in life. Mendel puts forward the claim that a teacher oriented to the

40 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 37-48



Cooperation of the School With the Family and the Local Community

educational progress of his or her students must open up to the community from which
the student comes.

There is a link between the effects of children’s education and their parents’ coop-
eration with the school. This cooperation

[...] fosters a good atmosphere in the classroom; the development of positive attitudes of
students towards school, willingness to attend classes and their approval of the school —
it contributes to a sense of being listened to and children paying attention to each other,
as well as showing better focus of attention in lessons (Zalewska-Bujak, 2020, p. 155).

Moreover, the parents’ trust in their children increases as does children’s motivation
to learn and behave better. Properly implemented cooperation provides an opportuni-
ty for the teacher to get to know the child and his or her needs, potential and interests
through the parents, to agree on a shared vision of home and school learning, to involve
parents in the school’s educational activities, and to get their support in overcoming stu-
dents’ difficulties (Zalewska-Bujak, 2020). School-parent cooperation can contribute to
growing trust between parents and teachers and vice versa, as it is an opportunity to
forge subjective relationships that facilitate resolving misunderstandings, and increases
the sense of responsibility of all stakeholders towards the entire educational community.
However, certain criteria must be met: the competence of parents and students must
be recognized, parents must be seen as allies of the school, the school must be open
to their expectations, the right to co-determination must be honored, and individualized
forms of cooperation and knowledge sharing must be put in place.

Mendel (2000, 2004) notes that for the sake of cooperation and partnership in this
area, it is important to build a culture of collaboration, based on dialogue, shared goals
and values, beliefs and objectives, mutual space of interdependence and win-win ben-
efits. This culture is underpinned by relationships between all actors: teachers and stu-
dents, between teachers, between teachers and parents, school staff, and the local com-
munity. It is essential that everyone contributes to the positive atmosphere of relations
between actors based on proper communication and principles that foster a climate of
mutual kindness and respect, openness and mindfulness. One may mention here the
principle of positive motivation, which encourages responsible behavior and volunteer
involvement, since there are well-known advantages and gains from working together
towards the educational benefit; the principle of partnership, which implies equality of
rights and obligations; the principle of unity of influence of all actors, based on common
goals; as well as the principle of active and regular cooperation (Musiat, 2019). Today,
there is also an emphasis on the empowerment of parents in the education system due
to the prospect of lifelong learning (lifelong education), and the integration of formal ed-
ucation with informal and non-formal education.

The system tasks in the field of education are, according to the intention of the law-
makers, to be carried out under conditions of reciprocity, interconnection between stake-
holders, goals and forms of action. Schools have parent boards, which, for example,
have the right to co-create school curricula and influence school affairs. Such solutions,
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which expand the scope of socialization at school, promote democratization of life and
empowerment of parents in the educational system, according to Mendel (b.d.). Actions
taken by the school to open up to parents and the community contribute to the merging
of various forms of education. This involves educational offers involving parents: edu-
cation for children on the one hand, and education for families and communities on the
other, as well as education for parents themselves. The school then becomes a signifi-
cant place for the life of the local community, which influences its development, through
the formation of partnerships: school-family-community and other networks, where dif-
ferent types of education can intersect and integrate. This results in changes throughout
society, which increase the quality of life and the development of community ties.

Importance of Educational Leadership of Teachers and School
Principal for Collaboration

Itis very difficult to imagine an authentic learning process without the involvement of all its
participants. Education is a process in which a community of learners emerges, thanks to
the involvement of the mind, emotions, previous experiences, sensitivity to the circumstan-
ces of action and to other people, with simultaneous reference to the values that are ac-
cepted by the community (Mazurkiewicz, 2012, p. 392).

This is where the issue of leadership, educational leadership is revealed. According to
Grzegorz Mazurkiewicz (2012), an educational leader “is someone who has the power
to externalize the potential of others” (p. 392). In this view, the leader, together with the
group, creates situations that enable everyone to learn and solve problems. Interaction
between people is key. In fact, the strength of cooperation depends on the potential of
human capabilities and personality differences that all work together. Therefore, an au-
thentic leader understands that their “greatest success is the people, co-workers who
are responsible for their tasks, who creatively approach problems” (Mazurkiewicz, 2012,
p. 394). In a modern school, an educational leader is a planner and facilitator who knows
the community in which he or she works. It is a person who, through close, personal rap-
port, triggers in others the ability to perform tasks to the best of their ability, in a spirit of
meaningfulness, dignity, respect and satisfaction (Mazurkiewicz, 2012).

When it comes to collaboration, teachers play a key role in initiating and sustaining
educational partnerships, unleashing potential and inspiring development, or guiding
change.

They can either foster these processes or impede them. Mendel (b.d.) identifies two
kinds of obstacles in this regard. On the one hand, the teachers’ professional code, which,
combined with a sense of teacher ethos, mandates that they view their work as a mis-
sion to society and the world, rather than to the student and the community from which
they originate. This complicates seeing the potential and importance of parents in their
child’s education. On the other hand, studies reveal some ignorance about the poten-
tial power of parents. A tendency has been observed for teachers to teach in isolation
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from the students’ family environment or to take little account of it. The school does not
recognize that opening up to parents and the community is conducive to the goals of
the school environment. Parents also do not help to bridge the gap that has formed be-
tween them and teachers. Parents are often resentful of school, which comes from their
own or their child’s bad experiences of school, various types of anxiety, unfavorable cir-
cumstances of collaboration and situational drawbacks in this regard, as well as lack of
respect, or dysfunctional family life patterns as well as being influenced by stereotypes
and prejudices.

At this point, it is worth pointing out the role and place of the school principal in the
implementation of joint activities of the school and local communities, and in promoting
and supporting these relations. By virtue of educational leadership, the principal’s task
is to create a culture of working together and steering these activities accordingly. As
Joanna Madalinska-Michalak (2017) has pointed out, the principal, while moderating the
interactions within the team of teachers, creates patterns of cooperation with parents
and other entities, that include confronting problems together, helping each other, appre-
ciating each other’s competences, building relationships that allow for mutual learning
from each other and continuous self-improvement, exchanging information using various
channels, openness, engaging in joint projects, uniting around common values, shared
experiences and seeking solutions to emerging difficulties. The quality of collaboration
in a school “depends on the open and trusting attitude of the principal, as it is the prin-
cipal’s responsibility to build open relationships within the school and of the school with
the local community” (Wdjcik, 2016, p. 68).

Educational Interplay of School, Family and Local Community

The ongoing socio-cultural and economic changes make it increasingly difficult for the
stakeholders of cooperation to act alone for the benefit of education, and the alienation
of the school from the rest of the community is not conducive to the effectiveness of the
school’s goals. The first mentions of public involvement in the work of the school refer
to the activities of the National Education Commission, which pointed to civic educa-
tion as one of the forms of active participation of the community in the education and
upbringing of the younger generation. At the beginning of the twentieth century, a trend
of involving the local community, especially the family, in the work of the school gained
momentum (Lulek, 2011). The linking of the school with the local community was first
studied academically by Znaniecki, Radlinska and Chatasinski, who introduced the prin-
ciple of socialization of students into the school. To this day, the idea that school work
should be tied to the community is still relevant and has been repeatedly addressed
by researchers and practitioners (Hajduk, 2018). This is due, in part, to the task that
a modern school faces: preparing a young person for life in a rapidly changing world,
who, through education, should
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by referring to the past, acquire the ability to recognize the present, the phenomena and pro-
cesses taking place, the contingencies and entanglements that occur, analyze them, predict
the course and consequences in order to prepare for them in advance (Zajac, 2013, p. 7).

Today there are various forms of inter-organizational cooperation. The “four C’'s model”
is most common, with the main forms of cooperation identified according to goals and
modes of action. The first is cooperation, when the objectives and methods of cooperat-
ing institutions are similar. The second form is confrontation, when the goals and modes
of action are different. The third form is complementarity, when the goals of the organi-
zations are similar, but their ways of operating differ. The last form is co-optation, and
takes place when the goals are different and the ways of operating are similar. Another
typology of forms of cooperation distinguishes a network of mutual relationships (multiple
links with different organizations), coordination (common goals, corrective cooperation,
complementing and support), co-optation (joint planning and organizing activities, joint
transformation for change) and partnership cooperation (trust and familiarity between
partners, openness to change, mutual support and learning of cooperating entities, sus-
tainable change in organizational culture). At the same time, with regard to cooperation
of schools with the local community, the most common models include the negative co-
operation model (undertaking cooperation only for one’s own benefit, aggressor-victim
relationship), the “hot potato” model (handing over problems without solving them), the
domination model (when one party imposes goals, rules and course of action), the par-
allel action model (cooperation based on momentary, occasional, and random patterns)
and the cooperation/partnership model (equal and equally committed partners working
towards a common goal, learning and developing together). Knowledge of models for
entering into relations with other entities can be an important element in improving the
effectiveness of schools and contributing to better organization of educational processes
(Dorczak, 2012).

The list of partners that can cooperate with the school from both the public and busi-
ness sectors and non-governmental organizations depends on the location and availabil-
ity of a given partner in the local area, their needs, and willingness to cooperate, as well
as on the school’s needs, resources (material, human and social capital) and projects.
The school can cooperate with local government bodies, institutions of the educational
system, law enforcement agencies, social welfare institutions, schools and other edu-
cational institutions, including universities, cultural institutions, sports clubs and sports
facilities, administrative units of the State Forests (e.g. nature parks), churches and re-
ligious associations, businesses, non-governmental organizations, volunteer fire depart-
ments and other emergency services, health care facilities, the media, parent councils
and student government, and foreign partners (Hajduk, 2018).

Awareness of the benefits that joint action can bring to all players is important for
cooperation. Hajduk (2018) points out that through cooperation the school multiplies its
capital. Additionally, cooperation is educational, as it contributes to building a local com-
munity, and educational, as it gives access to new sources of knowledge and experience.
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The phenomenon of networking, or “being part of a network of contacts,” is often men-
tioned in this regard. Entities then have access to people they would never reach without
this network. However, it is worth noting that effective networking requires commitment
and a focus on what can be offered, not on what is needed. The interaction of actors is
synergistic (Btasiak, 2017), because the effect is always larger than the sum of individual
actions. The school gains access to networks and contacts, transfer of technology and
knowledge, a greater chance for innovation, inclusion of new partners, and expansion
of offerings as a result of combining potential (Hajduk, 2018).

Possible Areas of Cooperation Between the School, Family and Local
Community — the Example of Crisis Intervention and Counselling
Centre in Myslenice

Nowadays people identify and experience many situations with the markings of a crisis,
hence an effective system of crisis intervention is an important element, whose purpose

is to restore mental balance and the ability to cope on one’s own, and thus prevent the
crisis reaction from turning into a state of chronic psychosocial failure (Wojtanowicz at al.,
2023, p. 7).

Crisis is viewed as a sudden disruption of the normal course of life by critical events
and represents a temporary period of internal imbalance, requiring major changes and
decisions, as it involves is a loss of the normal basis of a person’s daily existence
(Michalec-Jekot, 2023). Defined in this way, the crisis is part of the dynamics of interven-
tion work that is carried out at the Crisis Intervention and Counselling Centre in Myslenice
(OIKiP). The center serves all people experiencing crises in accordance with the recom-
mendations of the legislature, as stipulated in the Law on Social Assistance.

The activities of the Myslenice center consist of a wide range of support services and
are constantly being expanded. This includes building a network of support by coordi-
nating in the Myslenice district the work on preventing domestic violence and helping
people who are experiencing various types of crises, conducting in-patient crisis inter-
vention and providing shelter, carrying out supportive therapy, running support groups
and psychoeducation and specialized counseling.

With appropriately focused activities, OIKiP can effectively support everyone experi-
encing a crisis: individuals, families and entire communities. The facility provides social
support to residents of the Myslenice district. Since April 1, 2017, OIKiP has been of-
fering a 24-hour service. The most common problems that the center’s staff face are
addictions, including the ACA syndrome and codependency; domestic violence (those
who experience violence and those who engage in violence); relationship difficulties;
family crisis; bereavement; mental disorders; self-harm; parenting difficulties; adoles-
cence crisis; legal problems; PTSD; work-related difficulties; violence outside the home;
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illness-related crises; “autumn of life” crises; midlife crises; suicide attempts and others.
OIKiP statistics show that mainly individuals and families experiencing an emergency
difficult situation benefit from such support.

Helping a family requires the development of a support network for a particular in-
dividual case. One of the links in this network is working with educational institutions in
the district in order to help effectively. The severity of the crisis in families today is due
to the rapid changes in society. The family, which is the natural and most important en-
vironment for life, development and upbringing, is undergoing a series of changes, both
positive and negative, as a result of global transformations. In the work of the center
today, it is evident that psychological support and emergency action must be integrat-
ed with educational impact. And this form of interaction is being developed by OIKiP to
respond to the current needs of the local community. Schools in the My$lenice district
are keen to cooperate with the center. This is a corollary of building a network of social
support: joint meetings, expert groups and conferences. These meetings lead to taking
action on behalf of children and families experiencing crisis. Interventionists participate
in meetings for parents, so parents are provided with information: a kind of road map of
difficult situations in the family. Crisis interveners support students in various crisis situ-
ations: death, traffic accidents, and critical events. The map of these events becomes
steadily filled over the years of collaboration. If a group of students is experiencing be-
reavement due to the death of a classmate or teammate, or a parent dies in a tragic way,
the intervention team instantly supports the students and the teaching team. In 2023,
about 50 people were helped on account of a distressing situation at the school. Sup-
port is also provided to children and adolescents from war-stricken Ukraine residing in
Poland; in 2023, 7 children from Ukraine participated in the support group. OIKiP em-
ployees also frequently attend pedagogical councils, and introduce teachers to the issues
of crisis intervention and the possibilities of assistance and social support for students,
their parents and teachers experiencing a crisis. The center’s staff makes efforts to de-
velop various forms and areas of social support in accordance with community needs
and resources.

Conclusion

“New times and new circumstances require an entirely new approach to emerging prob-
lems and new ways of doing things” (Mazurkiewicz, 2012, p. 389). This entails the need
to look at education and the role of the school in a new, rational, future-oriented way.
Therefore, an important task of the school reveals itself, which is to work together with
the student’s family and the local community to adapt education to the contemporary
needs of individual organizational learning skills.
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Interesant, klient i partner.

Rézne oblicza obywatelstwa w relacji rodzicow ze szkofa
User, Client, and Partner: Various Facets of Citizenship
in the Relationship Between Parents and the School

ABSTRACT

RESEARCH OBJECTIVE: This article aims to reflect on the factors influencing the relationship
between family and school, fostering parental involvement in education.

THE RESEARCH PROBLEM AND METHODS: The text raises inquiries into non-individualistic
and psychosocial factors shaping the relationship between family and school. These explorations
take the form of theoretical heuristics derived from critical readings of texts.

THE PROCESS OF ARGUMENTATION: Three types of rationality governing the state-user client
are presented, alongside three parental roles in the school relationship: user, client, and partner.

RESEARCH RESULTS: Each role corresponds to a particular type of rationality and implies dif-
ferent levels of civic engagement, from passivity to active participation.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Inre-
searching the family-school relationship, it's important to consider the broader political-legal con-
text that frames citizens’ daily and political activities. Particularly promising are Mouffe’s concepts
of radical citizenship and Biesta’s notion of public space for understanding deep parental engage-
ment. Referring to these findings directly in relation to empirical and theoretical research on paren-
tal involvement conducted in Poland is recommended.

— KEYWORDS: FAMILY, SCHOOL, RELATIONSHIP, INVOLVEMENT, CITIZENSHIP

STRESZCZENIE:

CEL NAUKOWY: Celem artykutu jest refleksja nad uwarunkowaniami relacji miedzy rodzing
i szkota, ktéra sprzyja rodzicielskiemu zaangazowaniu w edukacje.

Sugerowane cytowanie: Wiatr, M. (2024). Interesant, klient i partner. R6zne
oblicza obywatelstwa w relacji rodzicéw ze szkotg. Horyzonty Wychowania, 23(66), 49
49-59. https://doi.org/10.35765/hw.2024.2366.06
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PROBLEM | METODY BADAWCZE: Tekst stawia pytanie o inne niz indywidualistyczne i psycho-
spoteczne uwarunkowania relacji miedzy rodzing i szkotg. Dociekania majg postac teoretycznej
heurystyki na podstawie krytycznej lektury tekstow.

PROCES WYWODU: Zaprezentowano trzy typy racjonalnosci wyrazajgce sie w sposobie zarza-
dzania panstwem i obywatelami oraz trzy obywatelskie role rodzicow w relacji ze szkotg: intere-
santa, klienta i partnera.

WYNIKI ANALIZY NAUKOWEJ: Kazda rola odpowiada innemu typowi racjonalnos$ci i zawiera
oczekiwanie okreslonego zaangazowania/aktywno$ci obywatelskiej: od petnej pasywnosci do gte-
bokiej partycypaciji.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Przy ba-
daniach nad relacjg rodzina—szkota warto uwzgledni¢ szerszy kontekst polityczno-prawny, ktéry
Lsamuje” codzienng (i polityczng) aktywnos¢ obywateli. Szczegdlnie obiecujgce sg koncepcje ra-
dykalnego obywatelstwa Mouffe oraz przestrzeni publicznej Biesty dla rozumienia gtebokiego za-
angazowania rodzicéw. Wskazane jest odniesienie tu poczynionych ustalen bezposrednio do pro-
wadzonych w Polsce badan empirycznych i teoretycznych na temat zaangazowania rodzicow.

— SLOWA KLUCZOWE: RODZINA, SZKOLY, RELACJA, ZAANGAZOWANIE,
OBYWATELSTWO

Wstep

Wptyw $rodowiska rodzinnego na rozwdéj i edukacje dziecka jest zbadany i dobrze udo-
kumentowany (Department of Education and Science, 1967; Coleman, 1966; Radlinska,
1937). Wsparcie rodzicéw i ich zaangazowanie w zycie szkoty sg istotnymi czynnikami
sukcesu akademickiego ucznidow. Podnoszg frekwencje, pozytywnie korelujg z lepszymi
wynikami w nauce, poprawiajg samopoczucie uczniow i podwyzszajg ich aspiracje edu-
kacyjne (np. Henderson i Mapp, 2002). Rodzicielskie zaangazowanie w edukacje dzieci
korzystnie wptywa réwniez na funkcjonowanie szkdt, a dziatania rodzicéw na rzecz po-
prawy sgsiedztwa wspierajg szkoty w ulepszaniu programow nauczania, infrastruktury
i przywoédztwa (Gold i in., 2001).

Badacze przyjrzeli sie zatem czynnikom sprzyjajgcym oraz utrudniajgcym rozwijanie
i rozpowszechnianie tego zaangazowania. Ustalono, ze obejmujg one aspekty demo-
graficzne (takie jak pte¢ rodzicow i dzieci), status spoteczno-ekonomiczny, tozsamosc¢
rasowa lub etniczng rodziny, a takze wysitki szkét na rzecz budowania pozytywnych re-
lacji z rodzicami (por. Helgay i Homme, 2017). Okazato sig, ze rodzice sg bardziej za-
angazowani, gdy czujg sie w szkole szanowani i mile widziani oraz gdy widzg, ze ich
wartosci i perspektywy sg uwzgledniane (np. Henderson i Mapp, 2002). Oznacza to, ze
na zakres i forme zaangazowania rodzicielskiego mozna wptywa¢ za pomocg pozytyw-
nej relacji miedzy szkotg a rodzicami opartej na wzajemnym uznaniu, szacunku i za-
ufaniu (np. Henderson i Mapp, 2002). Trudnosci w budowaniu takiej relacji najczesciej
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sprowadza sie do indywidualnych deficytow o charakterze osobowos$ciowym i wolicjo-
nalnym po obu stronach (np. lenistwo, brak checi lub zainteresowania) lub trudnosci
psychospotecznych w postaci niedroznej komunikacji (Wiatr, 2019).

W tym artykule proponuje rzadko przyjmowang perspektywe rodziny i szkoty wi-
dzianej na tle dynamicznie zmieniajgcego sie zwigzku tgczgcego obywatela i panstwo.
Z tego punktu widzenia prawo do edukaciji i koniecznos$c jego realizacji staje sie punktem
spotkania sfery prywatnej (rodzinnej) i sfery publicznej (szkolnej) — obywatela i panstwa.
Punkt ten nie jest neutralny, lecz zarzgdzany przez logike dominujgcych racjonalnosci
regulujgcych sposoby wytwarzania sie podmiotowosci i mechanizméw wtadzy. Racjo-
nalno$¢ rozumiem tu za Henrym Giroux (2010) jako

zbidr zatozen oraz praktyk spotecznych, ktére posredniczg w sposobie, w jakim jednostka
lub grupa odnoszg sie do szerszego spoteczenstwa. U podstaw kazdego typu racjonalno-
Sci lezy zbior intereséw, ktore okreslaja, jak odzwierciedla sig swiat (s. 153).

Zdaniem badaczy zmieniajgce sig relacje miedzy rodzing a szkotfg na przestrzeni ostat-
nich kilku dekad odzwierciedlajg ewolucje w postrzeganiu form podmiotowosci i zaanga-
zowania obywatela w relacji z panstwem, widoczng takze w prawie oswiatowym (Brid-
ges, 2010; Kristoffersson, 2007; Martin i Vincent, 1999).

Punktem wyjs$cia rozwazan jest tekst Danuty Urygi (2017), ktéra wyodrebnita trzy ro-
dzaje rol rodzicielskich w kontekscie relacji ze szkotg: petenta, klienta i obywatela. Peten-
ta wpisata w biurokratyczng machine urzedowych relacji, klienta — w logike rynku i kon-
sumenckiego wyboru, za$ obywatela w kontekst demokratyczno-liberalnej wspdinoty .

Podtrzymujgc zaproponowany podziat rél, odniose je do relacji obywatel-panstwo.
Dokonam przy tym modyfikacji ich okres$len, by precyzyjniej i mozliwie roztgcznie obej-
mowaly konstytuujgce je cechy. W przeciwienstwie do Urygi wszystkie wyrdznione role
uznaje za obywatelskie.

Obywatelstwo traktuje jako tozsamo$c¢ polityczng wyptywajaca z relacji miedzy jed-
nostkami a panstwem (Martin i Vincent, 1999, s. 138; Mouffe, 1993). Twierdze, ze zmie-
niajgce sie typy racjonalnosci oferujg rézne wizje obywatela oraz obywatelskiego zaanga-
zowania w zycie spotecznosci. Oznacza to, ze niektore formy obywatelskiej aktywnosci
nie zaistniejg bez wykreowania przestrzeni stuzacej ich realizacji (Clarke, 1996, s. 44, za:
Martin i Vincent, 1999). W tym kontekscie wyrézniam trzy role: interesantéw?, klientow

" Uryga, charakteryzujgc role obywatela, de facto odnosita sie tylko do jednej z form obywatel-
stwa, tej wpisujgcej sie w racjonalnosc¢ spoteczenstwa obywatelskiego.

2 W literaturze nie ma jednego okreslenia tej roli rodzicielskiej. Uryga uzywa pojecia petenta,
jednak potoczne skojarzenia i pejoratywne zabarwienie tego okreslania sprawity, ze zdecydowatam
sie na przyjecie terminu ,interesant’. Jestem swiadoma dyskretnych réznic znaczeniowych i niedo-
skonato$ci tej nazwy. Postanowitam za pomocg tego okreslenia podkresli¢ uprawnienia obywate-
la do uzyskania publicznej ustugi. W literaturze obcojezycznej pojawiajg sie tez okres$lenia ,klient
ustug publicznych” lub ,klient pasywny”. Sg one jednak mylace, bo klient dokonuje wyboru i ptaci
za ustuge, co nie ma miejsca w panstwowych ustugach publicznych. Jeszcze innymi okresleniami
sg ,odbiorca ustug” lub ,pasywny uzytkownik” i bede z nich korzysta¢ wymiennie z ,interesantem”.
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i partneréw. O ile w pierwszej z nich mamy domniemanie biernosci i braku wptywu na
pobierang ustuge, o tyle w pozostatych pojawia sie pewne oczekiwanie aktywnosci.

Interesant

Interesant jest szczegdlng odstong obywatela, sprzezong z racjonalnoscig ksztattujg-
cych sie w XIX i na poczatku XX w. panstw opiekunczych. W tym modelu obywatel jest
uprawniony do korzystania z publicznych débr i ustug, a panstwo jest ich gwarantem
i realizatorem. Obywatelstwo w tym modelu widziane jest ,po marshallowsku”, w kate-
goriach ujednoliconych praw i obowigzkéw dla wszystkich posiadajgcych status oby-
watela (Marshall, 1992).

W oswiacie relacja miedzy rodzing a szkotg wyrasta z prawa do edukacji oraz obo-
wigzku szkolnego. Panstwo bierze na siebie odpowiedzialno$¢ tworzenia sieci placo-
wek i rozbudowywania systemu oswiaty, tym samym monopolizujgc te ustuge (Bridges,
2010; Glenn, 1989). Agenda wspdlnej szkoty prowadzonej przez panstwo ma na celu
ksztattowanie mtodego pokolenia w stuzbie tego panstwa (Bridges, 2010; Glenn, 1989;
Jakubiak, 2015; Radziewicz, 1989). Panstwo przejmuje odpowiedzialno$¢ za edukacje
dzieci i kresli warunki, cele i metody swojego dziatania (Bridges, 2010). Rola i zaan-
gazowanie rodzicow sg tu mocno ograniczone i komunikowane wprost; brytyjskie ,No
parents beyond this point” [,Zadnych rodzicéw po tej stronie”] (Bridges, 2010) i polskie
,Rodzicow uprasza sie o niewchodzenie na korytarze szkolne” okreslajg zasieg poza-
danej obecnosci i aktywnosci rodzicow. Linie, bramy, furtki i wideofony to wazne znacz-
niki rewirow rodzinnych i szkolnych, wskazujgcych granice kontroli i odpowiedzialno$ci
(Paseka i Killus, 2022). Rola rodzicow jest $cisle zdefiniowana: to widzowie, wspétor-
ganizatorzy lub odbiorcy informacji obecni w szkole na specjalne zaproszenie.

Relacje rodzica i nauczyciela oprécz dystansu charakteryzuje réwniez hierarchicz-
nos¢. Nauczyciel jest przedstawicielem panstwa — wyksztatconym ekspertem odpo-
wiedzialnym za realizacje zadan oswiatowych, zas rodzic ma ,dostarczy¢” mu dziecko
(Smit i Driessen, 2005; Uryga, 2017). Edukacja jest pojmowana wasko, jako aktywnos¢
ograniczona do muréw szkolnych (Kiely i in., 2021). Ten model wyraza sie dzi$ w posta-
ci zgtaszanej przez nauczycieli potrzeby zachowania zawodowego dystansu w relacji
z rodzicami (Paseka i Killus, 2022; Smit i Driessen, 2005).

Z czasem wizja rodzica biernego i zdystansowanego (od lat 70.) traci na aktualno-
$ci, a oczekiwania rodzicielskiej aktywnosci zaczynajg wzrasta¢. W tym asymetrycznym
modelu owa aktywnos$¢ sprowadza sie do oczekiwania, ze rodzic — dotychczasowy bierny
odbiorca — zacznie aktywnie wspiera¢ szkolny przekaz i pomagac¢ nauczycielom w ich
pracy, nie zyskujgc przy tym wptywu na ksztatt nauczania i sposob jego realizacji przez
placéwke. Nauczyciel utrzymuje dominujgca pozycje — kontroluje zakres i forme rodzi-
cielskiego uczestnictwa w zyciu szkolnym (Paseka i Killus, 2022; Smit i Driessen, 2005).

Mozna wyrdzni¢ dwie odstony tak funkcjonujgcego rodzica. Obie sg ,produktem”
szkoly i stanowig sktadowg praktyk opisanych przez Larry’ego Ferlazza jako involvement
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(2011). W tym modelu szkota jest zrodtem pomystow i zadan, ktére rodzice pomagajg
realizowac. Tak pojmowana aktywnos$¢ rodzicow — jako pomocnikow szkoty — jest trakto-
wana jako oczywista, pozadana, a przede wszystkim osiggalna przez wszystkich — nie-
zaleznie od ich pochodzenia spoteczno-ekonomicznego i etnicznego® (Paseka i Killus,
2022). Wigzg sie z tym jednak dwa powazne zastrzezenia. Pierwszym z nich jest nie-
uprawniona totalizacja rodzicow jako grupy jednorodnej pod wzgledem wartosci, celéw
czy intereséw i zasobow. Prowadzi ona do wykluczania ze szkolnego zycia wielu rodzin
ze srodowisk nieuprzywilejowanych i do$dwiadczajgcych presji ekonomicznej. Z badan
wynika bowiem, ze zadania formutowane przez szkote chetniej i czgsciej podejmuijg ci,
ktorzy czujg przynaleznos¢ do szkolnego swiata wartosci, czyli rodzice ze Srodowisk
uprzywilejowanych kulturowo, spotecznie i ekonomicznie (np. Gewirtziin.., 1994; Martin
i Vincent, 1999). Drugim zastrzezeniem jest powierzchownos$¢ i brak autentycznosci, co
Martin i Vincent (1999) okreslajg ,obywatelstwem bez praw”. Umozliwia bowiem reali-
zowanie tych aktywnosci, ktére zostaty zaprojektowane przez kogos innego, bez repre-
zentacji swojego gtosu i wptywu na ustuge przez samych zainteresowanych.

Ci, ktorzy nie odnajdujg sie w narzuconej przez szkote wizji wspodtpracy, staja sie kto-
potliwymi interesantami — tzw. ,.biernymi rodzicami” lub ,rodzicami niezainteresowanymi”.
Postrzega sig ich jako gorzej przygotowanych do prawidtowego wychowania swoich dzieci
(Hanafin i Lynch, 2002; Paseka i Killus, 2022). Stajg sie¢ obiektami naprawczych oddzia-
tywan panstwa (Paseka i Killus, 2022), ktére majg im pomac lepiej odpowiadac szkolnym
wyobrazeniom o dobrej wspotpracy miedzy rodzing i szkotg. Prowadzi to do totalizacji szkol-
nych wartosci i wizji oraz usuwania réznic w obszarze szkolnych spotecznosci i w edukaciji
w ogole. W konsekwencji wycisza inne gtosy, wykluczajgc mozliwos¢ zaistnienia rézno-
rodnosci i zamykajgc przestrzenie sporu i partycypacji (Martin i Vincent, 1999).

Przedstawiony wyzej sposob realizacji ustug publicznych i wyrastajgca z niego re-
lacja miedzy panstwem i obywatelem zostaty skrytykowane jako narzedzie protekcjoni-
styczne i nieefektywne (Needham, 2008) — prowadzgce do wychowania biernych, wrecz
bezwolnych odbiorcow ustug publicznych. Kluczowe zatem stajg sie pytania: jak zwigk-
szy¢ wptyw odbiorcoéw ustug publicznych na ich ksztatt? Jak uwzgledni¢ r6znorodnosé
potrzeb i intereséw obywateli, zapewni¢ efektywnosc¢ i wysokg jakos$¢ ustug oraz utrzy-
mac koszty w ryzach (Ball, 1993)? W sukurs zdaje sie przychodzi¢ rozwijajgca sie dy-
namicznie racjonalno$¢ rynkowa.

Klient

Nowe podejscie zaczyna zdobywa¢ zwolennikdw w sSwiecie zachodnim w latach 80. i 90.
Upowszechnia logike dziatania rynku w my$leniu o sektorze ustug publicznych. Pro-
wadzi do zwigkszania réznorodnosci ustug dostepnych w ramach sektora publicznego

3 Warto nadmieni¢, ze tak intensywny naktad pracy byt gtéwnie oczekiwany od matek i juz
w latach 80. spotkat sie z ostrag krytykg autorek feministycznych (np. Enders-Dragasser, 1982).
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i przyznania prawa obywatelom do wyboru sposréd nich. Hasta popytu, podazy, konku-
rencji i konsumenckiego wyboru wchodzg na state do domeny publicznej. Logika rynku
zasilana neoliberalng ideg wolnosci, osadzong w silnym indywidualizmie i ukierunko-
waniu na realizacje wlasnego interesu (Martin i Vincent, 1999), zmienia ukfad sit, co
znajduje wyraz w takich sformutowaniach jak: ,klient nasz pan” lub ,ptace i wymagam”.
Niespostrzezenie rozmontowaniu ulega bezposrednia relacja obywatela i panstwa, po-
srodku umieszczajgc ,poddostawce” (Crouch, 2003).

Rezygnacja z monopolu panstwa w ustugach oswiatowych to zarazem zerwanie z iluzjg
wspolnej szkoty i otwarcie sektora oswiaty na r6znorodne podmioty, modele nauczania
i profile szkét. Mechanizm konsumenckiego wyboru —w postaci wyboru szkoty przez rodzi-
cOw — ma z jednej strony sprzyja¢ réznicowaniu sie oferty zgodnie z preferencjami klientow
(Glenn, 1989), z drugiej zas przyczynia¢ sie do wzmocnienia pozycji uzytkownika ustug,
ktory — przez dokonywany wyboér — sprawia wrazenie bardziej sprawczego (Needham,
2008). Dziatanie we wtasnym interesie zdaje sie gwarantem podejmowania najlepszych
decyzji; wystarczy dostep do odpowiedniej informacii, by tego wyboru dokonac.

Mozliwo$¢ wyboru szkoty zagwarantowana jest w prawie oswiatowym wielu krajow.
Tworzy ono grunt dla rozwoju nowej relacji miedzy rodzing i szkota, kreujgc role klienta
na quasi-rynku* ustug edukacyjnych. Relacja miedzy rodzicem a nauczycielem pozo-
staje asymetryczna, jednak tym razem to klient zdaje sie dominowa¢. Nauczyciele stajg
sie oferentami, ktérzy muszg sie natrudzi¢ w staraniach o klienta.

Bridges (2010) podkresla, ze pomimo takich oczekiwan wybor szkoty przez rodzi-
ca-klienta nie gwarantuje rzeczywistego zaangazowania. Rodzic moze wprawdzie doko-
nac¢ wyboru, a — w sytuacji niezadowolenia — reklamowa¢ ustugi realizowane niezgodnie
z umowa?® lub zmieni¢ szkote, jednak nie moze negocjowac oferty. Akceptujac jg, zgadza
sie na wizje i misje szkoty, a tym samym moze jg wspierac, ale — znéw jak w przypad-
ku aktywizowanego interesanta — jedynie w sposéb w petni kontrolowany przez szkote
(Martin i Vincent, 1999). Ogranicza to role rodzicéw do zewnetrznych klientéw, czesto
widzianych jako ucigzliwi, bo roszczeniowi.

Dynamika mechanizmoéw rynkowych odkrywa niejawne zatozenia na temat dziatania
rynku, np. przyjecie za pewnik, ze kazdy obywatel ma do czynienia z paletg ré6znorod-
nych ofert. Sytuacja na terenach stabiej zaludnionych pokazuje, ze to fikcja. Nie istnieje
tez uniwersalny zaséb potrzebnej informacji, na podstawie ktorej ,uniwersalny klient”
dokona rozsgdnego wyboru zgodnie z wtasnym interesem. Rynek jest wyjgtkowo eks-
kluzywng przestrzenig dokonywania wyboréw. Sprzyja tym, ktérzy dysponujg wymaga-
ng ,walutg” i zasobami (Simola i in., 2002).

4 Okreslenie ,quasi” wskazuje na fakt, ze wprawdzie sytuacja, w ktérej roézne podmioty prywat-
ne i publiczne biorg udziat w grze rynkowej przypomina zjawiska majgce miejsce w sektorze pry-
watnym, ale publiczne finansowanie dotyczy ustug, ktére w mniejszym lub wigkszym stopniu sg
formatowane i kontrolowane przez panstwo.

5 W niektorych krajach rodzice i szkoty podpisujg rodzaj kontraktu na czas realizacji ustugi
(Bridges, 2010; Smit i Driessen, 2005).
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Partner

Od lat 70. rozwija sie takze koncepcja relacji obywatel-panstwo, przewidujgca poli-
tycznag partycypacje obywateli w przestrzeni publicznej (Sadowska i Wesierska-Chyc,
2014). Jest ona oparta na fundamentalnej zgodzie na ujawnianie sie réznic tozsamo-
Sci kulturowych i klasowych oraz na istnienie sporu przeplatanego kruchymi jedynie
momentami konsensusu (Martin i Vincent, 1999; Mouffe, 1993). Ta relacja wpisuje
sie w nowg racjonalno$¢ spoteczenstwa obywatelskiego widzianego jako sie¢ insty-
tucji posredniczgcych miedzy rodzing a panstwem i rownowazgcych dominacje tego
ostatniego (Gellner, 1994, za: Martin i Vincent, 1999). Podkresla sie tu kluczowe zna-
czenie interakcji obywateli z instytucjami, zazwyczaj wystepujgce na poziomie lokal-
nym — w miejscach pracy, zycia towarzyskiego, wychowywania dzieci i zatatwiania co-
dziennych spraw. Wigze sie z tym oczekiwanie, ze przekazywanie wiadzy na poziomy
samorzadow, wspolnot i stowarzyszenh sprzyjac bedzie obywatelskiemu zaangazowa-
niu i procesom demokratycznym.

W tym sposobie myslenia wazne miejsce ma idea local governance jako rzgdzenie
bez rzadu (Rhodes, 1996). Przewiduje ona nie tyle aktywnosg, ile gtebokie zaangazo-
wanie obywateli, wynikajgce z poczucia realnego wptywu na decyzje oraz ich realizacje
w ramach sieci i partnerstw w miejscach zamieszkania. Obywatele-partnerzy wspotdzielg
wysitki i zasoby oraz realnie uczestniczg w zarzgdzaniu (Sadowska i Wesierska-Chyc,
2014). To podejscie, bliskie ideom demokracji partycypacyjnej, partnerskiej i delibera-
tywnej, ozywia oddolne demokratyczne procesy. Partnerstwo w tym ujeciu jest formg
wspotdziatania i wspotrzgdzenia, w ktéorym obywatele-partnerzy majg wptyw na podej-
mowane decyzje i stajg sie ,wspotproducentami” ustug (Alford, 1998).

Szkoty stanowig tu przykiad instytucji posredniczacych w spoteczenstwie obywatel-
skim. Tworzg punkt styku prywatnego z publicznym, potgczenie szczegdlnego z uniwer-
salnym, co Mouffe (1993) uwaza za warunek silnej demokrac;ji. Stajg sie potencjalnym
miejscem partnerskiego dialogu z rodzicami wyrazajgcymi réznorodne wartosci i opinie.

Ta rola rodzica-partnera znajduje wyraz w zapisach prawa oswiatowego (Bridges,
2010; Smit i Driessen, 2005; Uryga, 2017), ktére wprowadzajg do szkét organy repre-
zentujgce rodzicow. Stanowig formalng probe wzmocnienia ich pozycji w relacji ze szkotg
i stwarzajg szanse na wigczenie do wachlarza szkolnych spraw kwestii zwigzanych z co-
dziennoscig lokalnych spotecznosci zamieszkujgcych okolice szkoty (Gold i in., 2002).
Przepisy te jednak okazujg sie zbyt stabe, by umozliwi¢ realne partnerstwo. W polskiej
szkole zwykle przybiera ono forme zrytualizowanych gestéw (Kotodziejczyk i in., 2012)
i skutkuje niewielkim realnym wptywem rodzicéw na szkolng rzeczywisto$¢. Ta pozosta-
je zalezna od centralnych regulacji i zarzadzen (np. Sliwerski, 2015), jakby zastygta ona
w innej racjonalnosci — tej zwigzanej z hierarchicznym panstwem opiekunczym. Daleko
jej do idei local governance. Decentralizacja, tak wazna w tworzeniu partnerstwa i od-
dolnych proceséw demokratyzacji, wcigz czeka na swéj moment w polskiej szkole.

Istniejg jednak wyjatki, gdy rzeczywista partycypacja wszystkich uczestnikow relacji
staje sie faktem. Przykladem sg wspodlne wysitki rodzicéw i nauczycieli angazujgcych sie
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w organizacje srodowisk edukacyjnych na obrzezach systemu szkolnego (Wiatr, 2018a,
2018b; Uryga i Wiatr, 2019; Gawlicz, 2020). Wymieni¢ mozna réwniez solidarnosc¢ ro-
dzicow i nauczycieli wystepujgcych razem przeciwko wygaszaniu szkét wiejskich przez
wiadze samorzadowe (Uryga, 2018), a takze do$wiadczenia rodzicow z nieuprzywile-
jowanych dzielnic miast amerykanskich, walczgcych o zapewnienie wysokiej jakosci
edukac;ji dla swoich dzieci (Mendel, 2022). Dowodzg one zaistnienia autentycznej part-
nerskiej relacji miedzy rodzinami a szkotg, a w dwéch ostatnich przypadkach — takze
instytucjami lokalnymi. Maria Mendel (2023) podkre$la znaczenie takich zdarzen jako
gteboko politycznych, gdyz angazujg ludzi wokdt wspdlnych trosk i spraw, widzianych
z roznych perspektyw ludzi ich doswiadczajgcych. To one sg Zzrédtem gtebokiego zaan-
gazowania — okreslanego przez Ferlazzo (2011) mianem engagement. Aktywne zaanga-
zowanie ludzi wokot waznych dla nich spraw stwarza szanse na zaistnienie partnerstwa,
ktére uwzgledni dziatania na rzecz sgsiedztwa oraz otworzy droge do autentycznego
i satysfakcjonujgcego uspotecznienia szkoty wbudowywanej w tkanke lokalnych spo-
tecznosci i przez nie ksztattowanych (Gold i in., 2001).

Zakonczenie

Przedstawione trzy typy racjonalnosci postuzyly refleksji nad uwarunkowaniami zaanga-
zowania rodzicéw w edukacje dzieci. Kazdy typ racjonalnosci inaczej porzadkuje relacje
miedzy obywatelem i panstwem, dostarczajgc trzech réznych obywatelskich rél. Kazda
z nich przewiduje rézng forme, zakres aktywnosci czy zaangazowania obywatelskiego.

Nie nalezy sadzi¢, ze poszczegodlne relacje zachodzity jedna po drugiej, kolejno za-
stepujac poprzednie. O ile rola interesanta zdaje sie pierwotna, bo wywotana prawem
do edukacji i obowigzkiem szkolnym, to nietrudno jest znalez¢ wspétczesne jej przeja-
wy wspotwystepowania pozostatych rél. Przykladem quasi-partnerstw sg powotywane
w réznych krajach rodzicielskie, sgsiedzkie lub gminne organy nadzorujace i wspieraja-
ce prace pierwszych szkét w miastach i na wsiach (np. Jakubiak, 2015; Kristoffersson,
2007). Takze dzi$ wymienione role wspdtegzystujg ,w gotowosci” do odzwierciedlenia
W Zyciu, np. W czasie zebran z rodzicami.

Najkorzystniejsza z punktu widzenia dziecka, szkoty, rodzicow i spotecznosci lokalnej
zdaje sie relacja partnerska. Jako jedyna obiecuje rownowage w relacji, uznajgc takze
wiedze i kompetencje spoza $wiata ekspertéw. Uwzglednia r6znorodnosé, tworzy prze-
strzen do partycypacji i znosi dystans. W kontekscie spoteczenstwa obywatelskiego
pomaga poszerzac¢ przestrzen publiczng poprzez zaangazowanie i wspolnie dziatania.
Przedstawia wizje obywatelskiego udziatu w rzgdzeniu i wptywie na ksztatt ustug.

Rola rodzica-partnera szkoty, mimo ze zapewniona prawnie, daleka jest od realiza-
cji, tak jakby ta ,infrastruktura” legislacyjna nie sprzyjata lub byta niewystarczajgca do
ujawnienia sie partycypacyjnej formy obywatelstwa. Potwierdzajg to wieloletnie studia
Sliwerskiego (np. 2015) nad centralnym zniewalaniem polskiej szkoty, pielegnujgcej hie-
rarchiczne zaleznosci.
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Pewnych podpowiedzi i tropdw na przysztos¢ dostarczajg przywotywane w tekscie
»wybuchy” aktywizmu i partycypacji. Préby ich zrozumienia kazg wtaczy¢ do teoretycznej
refleksji nad obywatelskim aktywizmem i bezkompromisowym udziatem rodzicow i na-
uczycieli w sprawy dla nich wazne radykalng polityke Mouffe (1993), opartg na konflik-
cie, dynamizmie i ciggtych zmianach. Wskazujg, jak myslec¢ i jak rozumie¢ gotowos¢ do
dziatania, ktére ma gtebszy, polityczny sens, wykraczajgcy poza poprawe ocen danego
ucznia, traktowania rodzicow-obywateli jako partneréw. Warto dostrzec, ze w ten wias-
nie sposob, wyrastajgcy z lokalnych potrzeb i pragnien wszystkich zainteresowanych,
dzieje sie polityka w postaci obywatelskiego uczestnictwa. Tylko ono daje szanse na
wazne i gtebokie zmiany, bo naprawde ozywia, cho¢by na chwile, miejsca publiczne
(Biesta, 2012). Stawanie sie miejscem publicznym, politycznym, wymaga uznania ist-
nienia réznic (Biesta, 2012; Mouffe, 1993). To jedyny sposdb na zawigzanie sie gteboko
politycznych przestrzeni sporu i konfliktu, ktére moge zmienia¢ rzeczywistosé, nie tylko
,P0 powierzchni”. Czas na polskg szkote.
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ABSTRACT

RESEARCH OBJECTIVE: The objective of the research was to demonstrate the nature of col-
laboration of preschool and early school teachers with parents, based on the teachers’ experiences.

THE RESEARCH PROBLEM AND METHODS: The research sought answers to questions con-
cerning the positive and negative aspects of working with parents of teachers of the youngest chil-
dren and the significance of these experiences for the functioning of the respondents in their pro-
fession. The diagnostic survey was used as the research method, and the research tool consisted
of a proprietary survey questionnaire.

THE PROCESS OF ARGUMENTATION: Today the parents are increasingly willing to influence
the work of the teachers, which undermines the teachers’ autonomy, and leads to numerous con-
flicts. Teachers of children entering education are in a peculiar situation, due to the specific nature
of their collaboration with parents. Determining the causes of difficulties in mutual relations may
constitute the basis for implementing corrective actions in this area.

RESEARCH RESULTS: The surveyed teachers appreciate the involvement of parents, but they
also require acceptance and appreciation from their side. When faced with comments or claims,
they experience stress, which they try to alleviate through maladaptive coping styles. This, in turn,
makes them indifferent and discouraged, and even triggers thoughts of leaving their careers.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: In order
to improve the quality of collaboration with parents, teachers need to work on their assertiveness,
which will improve their self-esteem and autonomy and allow them to build constructive interpersonal
relationships. Universities preparing candidates for this profession and vocational training centers
should support teachers in developing the personality dispositions that are required in their work.
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STRESZCZENIE

CEL NAUKOWY: Celem badan byto ukazanie specyfiki wspoétpracy z rodzicami nauczycielek edu-
kacji przedszkolnej i wczesnoszkolnej na podstawie ich doswiadczen.

PROBLEM | METODY BADAWCZE: W toku badan poszukiwano odpowiedzi na pytania o pozy-
tywne i negatywne aspekty wspotpracy z rodzicami nauczycielek najmtodszych dzieci oraz o zna-
czenie tych doswiadczen dla funkcjonowania badanych w zawodzie. Metodg wykorzystang w ba-
daniach byt sondaz diagnostyczny, za$ narzedziem ankieta wtasnej konstrukcji.

PROCES WYWODU: Obecnie rodzice chcg mie¢ coraz wiekszy wptyw na sposéb pracy nauczycie-
li, co podwaza ich autonomie i prowadzi do wielu konfliktow. W szczegodlnej sytuacji sa nauczyciele
dzieci rozpoczynajgcych edukacje ze wzgledu na specyficzny charakter ich wspétpracy z rodzica-
mi. Ustalenie przyczyn trudnosci we wzajemnych relacjach moze by¢ podstawg do podejmowania
dziatan naprawczych w tym obszarze.

WYNIKIANALIZY NAUKOWEJ: Badane nauczycielki potrzebujg akceptacji i docenienia ze strony
rodzicéw. Kiedy spotykajg sie z uwagami lub roszczeniami z ich strony, doSwiadczajg stresu, ktory
starajg sie zniwelowac¢ poprzez nieadaptacyjne strategie radzenia sobie. W efekcie pojawia sie
u nich obojetnosc¢ i zniechecenie, a nawet mysli o zmianie pracy.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Dla popra-
wy jakosci wspotpracy z rodzicami nauczycielki potrzebujg rozwija¢ wtasng asertywnosc, ktora
wzmocni ich poczucie wlasnej wartosci i autonomige oraz pozwoli budowaé¢ konstruktywne relacje
miedzyludzkie. Wspieraniem nauczycieli w rozwijaniu dyspozycji osobowosciowych niezbednych
w ich pracy powinny zajg¢ sie uczelnie wyzsze przygotowujgce kandydatéw do tego zawodu oraz
centra doskonalenia zawodowego.

— SLOWA KLUCZOWE: WSPOLPRACA Z RODZICAMI, RODZICE W SZKOLE,
RODZICE W PRZEDSZKOLU, NAUCZYCIELE EDUKACJI
PRZEDSZKOLNEJ, NAUCZYCIELE EDUKACJI
WCZESNOSZKOLNEJ

Introduction

Efficient collaboration between teachers and parents helps them properly care, social-
ize, nurture and educate the young generation, and thus determines the optimal devel-
opment of children and adolescents.

Wincenty Okon defines collaboration as

partnership between individuals or groups of people performing their partial task in order to
achieve a common goal; collaboration is based on mutual trust and loyalty and is subordi-
nation to a goal duly realized by all individuals or groups (Okon, 2007, p. 461).
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The collaboration of teachers and parents should be grounded in concern for the
welfare of the child, which requires mutual support and consistent efforts for the benefit
of the child. This means “a conscious advocacy by one and the other for such a form of
interaction in which teachers and parents strive to be on the same side: on the side
of the child” (Charczuk, 2015, p. 10). Ensuring that the child has the right conditions for
all-round development, and supporting his or her subjectivity and self-esteem requires
consistent action by both parents and teachers.

Good, meaningful collaboration between teachers and parents allows a free exchange
of opinions on various aspects of school and family life. As a result, teachers can learn
more about children’s interests, aptitudes and limitations, their family situation, parents’
educational competence and their expectations of the school. Parents, on the other
hand, can learn how their child functions in a peer group and how he or she copes with
the demands of the role of a preschooler or pupil. Teachers do a great service to parents
by detecting early abnormalities in their child’s behavior or schooling and making effec-
tive attempts to overcome the deficiencies. If necessary, teachers can also provide par-
ents with pedagogical advice or encourage them to contact an educator, psychologist or
doctor. Proper collaboration thus increases the chances of learning about and meeting
the children’s developmental needs (Lobocki, 2004; Zubrzycka-Macigg & Wosik-Kawala,
2012). Mutual respect, kindness and understanding during meetings between teachers
and parents brings the added benefit of satisfaction and contentment for both partners.

Although it is obvious that a school/preschool and the family as the primary educa-
tional environments need to work together, mutual relations are often far from desirable.

The role of parents in their children’s education has changed over the years, and today
we can distinguish two main areas of their influence: the first, where they are involved
in, i.e.: solving the educational problems that emerge in the school, organizing events
and trips, deciding on fees, selecting extracurricular activities, and important financial
decisions of the school; and the second, which used to be reserved for professionals,
i.e. staffing of teachers, evaluation of their work, including their educational methods and
grading approaches, selection of textbooks and the moral values they teach. Research
shows (Putkiewicz et al., 1999) that while teachers accept greater parental influence on
the first area of school activity, they seek to protect the second. This gives rise to many
conflicts; the roots of the disputes lie in values and attitudes that are hard to change,
as well as views and expectations about educational and didactic issues mainly. Most
conflicts are fueled by miscommunication and powerful emotions, which are stoked by
stereotypes in the perception of others, overinterpretation of others’ motives and imput-
ing ill intentions to the other party (Szymanski, 2009; Zidtkowska-Maciaszek, 2010).

Preschool and early childhood education teachers are in an especially difficult situa-
tion, as by virtue of the age of their pupils they are obliged to keep in touch almost con-
stantly with all parents. For many of the parents, on the other hand, putting their child
in the care of a teacher is difficult and fraught with many distressing emotions. Parents,
on the one hand, want their child to succeed, while on the other hand, they have to rely
on the teacher, trusting that he or she will provide the best possible care and conditions
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for the optimum development of their child (Nowosad, 2014). Depending on the parents’
attitude toward the institution and the teacher’s skills in building a reciprocal relation-
ship, the collaboration of school or kindergarten and home can offer invaluable support
to both parties, although, if there is no agreement, it can also be a source of anguish
and significant stress.

Research Methodology

The purpose of the study whose findings are reported here was to show the bright sides
and dark sides of collaboration with parents of female preschool education teachers
based on the teachers’ experiences. Thus, when identifying the details of this partner-
ship, the focus was on pointing out the positive and negative aspects of this collabora-
tion and their significance for the psychosocial functioning of the surveyed teachers in
their profession. Additionally, in the course of the research, we attempted to find out the
needs of the respondents for improving the collaboration between home and school/
preschool, in order to make conclusions for pedagogical practice.

The method used in the study was a diagnostic survey, while the tool was a ques-
tionnaire of our own design, consisting of a dozen open-ended and closed-ended ques-
tions, in which respondents could choose one or more answers.

The research was carried out in 2023. It encompassed 50 female teachers from early
childhood education and preschool education institutions, employed in elementary schools
(64%) and kindergartens (36%), located in rural areas (38%), small towns (26%) and large
cities (16%) of the Lublin Province. Each of the teachers was employed at a different in-
stitution, and all of the women were postgraduate students at the time of the survey.

The age of the women surveyed ranged from 24 to 52, with most of them being be-
tween 30 and 35 years old or between 41 and 50 years old (26% each). There was 20%
each of respondents aged 24 to 29 and 36 to 40, and the remaining women (8%) were
over 50. Most of the teachers (44%) had worked in their profession for 6 to 15 years.
Thirty-six percent had up to 5 years of seniority, 14% had worked as teachers for 16
to 25 years, and 6% had worked in the profession for more than 25 years. The largest
number of respondents held the professional rank of contract teacher (36%), appointed
and novice teacher (24% each), and 16% were certified teachers.

Survey Results

The majority of the surveyed teachers (78%) positively assessed their overall satisfac-
tion with their collaboration with the parents of their students/pre-schoolers, but one in
five was not satisfied with this area of work.

Also according to the majority of teachers (74%), parents are involved in the life
of the class/preschool group, with their participation being mainly visible in organizing
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excursions and special events, during which they look after the children, prepare deco-
rations and costumes or raise money. Parents are also helpful when equipment in the
classrooms or toys need to be repaired. The experience of the other women surveyed
(26%) led them to negatively evaluate the involvement of parents in activities for their
children’s group.

All female teachers surveyed regarded the welfare of the child as the main goal of
working with parents, the main purpose of which is to obtain information from the parent
about the child’s problems and limitations, to search together for the sources of the child’s
difficulties, to learn about the parent’s expectations from the teacher, to build mutual un-
derstanding and trust and to establish a common line of educational interactions with
children, as well as to extend professional assistance to parents.

For the majority of respondents (92%), the most preferred form of communication
with parents is face-to-face conversations, as these provide the best opportunity to learn
about each pupil, his or her problems and family situation, as well as to provide parents
with information about the child’s functioning at school.

Apart from individual meetings, the favorite form of communication with parents for
almost a quarter of the respondents (24%) are general meetings, in which all the parents
can be given important information about the group at the same time. Eighteen percent
of the teachers consider occasional meetings useful in bringing the group together and
showing the parents the children’s art. According to 12% of the teachers surveyed, an
electronic diary is a good tool for communicating with parents, and 6% like using Mes-
senger, because it instantly confirms that the parent has read the message and also
gives them a chance to think about their response, which is not possible in face-to-face
interaction.

Evaluating their dealings with parents in terms of mutual understanding, only 6% of
respondents felt that they had a very good relationship with all parents, based on mutual
respect and understanding. Nearly half of the respondents (48%) said that they manage
to maintain good relations with most of their parents, while 46% of the women revealed
that they find it difficult to communicate with as many as half of their parents.

The surveyed teachers listed the following as behaviors/attitudes of parents that posi-
tively influence mutual collaboration: regularly contacting the teacher, honesty, being able
to admit a mistake and willing to change one’s behavior, being willing to solve problems
together, being open to accepting help, following established rules, communication skills,
positive attitude towards school and teacher, kindness, empathy and forbearance.

When asked to share good, uplifting experiences in the area of cooperation with par-
ents, the vast majority of female teachers surveyed (78%) mentioned situations in which
they felt appreciated by parents: “When a parent comes to me with a smile and thanks
me for my contribution” (age 30, elementary school, large city); “When a parent notic-
es the child’s progress and sees that it is my contribution” (age 41, elementary school,
rural area); “When the parents express their gratitude” (age 36, kindergarten, small city);
“When they speak well of me to other parents” (age 27, elementary school, small city);
“When the parent is satisfied, listens to me and respects my recommendations” (age 38,
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elementary school, large city). The respondents said that they experienced the follow-
ing emotions in such situations: joy, satisfaction, elation, fulfillment, satisfaction, pride,
happiness, and excitement. These positive experiences, the respondents said, contrib-
ute to their self-esteem and motivation to keep working.

Some female teachers (12%) viewed as good moments of collaboration with par-
ents those situations in which they were able to evaluate themselves positively: “When
a conversation with a parent about difficult issues is calm then | have the satisfaction
that | have created the right conditions for this conversation” (29 years old, elementa-
ry school, small town); “When parents come to me with a problem and | listen to them
then | feel needed and am satisfied that | have helped them” (42 years old, elementary
school, rural area); “When a parent shares difficulties with me and expects me to help,
then | feel important” (44 years old, primary school, rural area); “When | tell parents
about their child’s progress then | have a sense of a job well done and feel my efficacy”
(33 years old, primary school, small city).

For 8% of the respondents, positive experiences in working with parents are associat-
ed with the absence of difficult emotions: “When a parent talks to me respectfully, doesn’t
raise his or her voice and doesn’t accuse me of anything, then | feel safe” (39 years old,
primary school, rural area); “When a parent jokes, chats, is happy to establish a rap-
port with me, it feels nice” (31 years old, primary school, large city). For one teacher,
the positive experience in dealing with parents is tantamount to the sense of relief after
finishing a conversation with the parent (25 years old, kindergarten, large city).

It is obvious that in working with parents, who often have a different idea of their
child’s educational goals than the teacher, conflicts are inevitable. However, it should
be a matter of concern that for many teachers, it is interactions with parents that are
one of the key sources of professional stress (see Zubrzycka-Macigg, 2013). Thus, in
view of the above, the surveyed teachers were asked to estimate the percentage to
which cooperation with parents is a stressor in their work.

The responses show that for as many as 26% of the respondents, the need to con-
tact parents is the main source of stress at work, accounting for 70% to 90% of overall
occupational stress. For another 28% of respondents, collaboration with parents gene-
rates between 40% and 60% of overall stress. For the remaining women (46%), rela-
tions with parents are the cause of 10% to 30% of stress.

For the largest group of teachers surveyed (70%), interactions with demanding par-
ents, who have unreasonably high expectations of the teacher and require the teacher
to meet those expectations, are the most stressful. For a slightly smaller group of the
surveyed women (68%), negative emotions are caused by dealing with parents who
neglect their children, disregard their issues and needs, and avoid working with the
teacher. Another difficult group of parents (for 66% of the respondents) are those who
also complain about everything and blame the teacher and the school for all the child’s
difficulties. Half of the women surveyed (50%) complain about parents who are aggres-
sive, disrespectful or attack the teacher. Aimost as many (48%) have upsetting experi-
ences with so-called “professional” parents, who have their own ideas about teaching
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and parenting issues and constantly lecture teachers. Fourteen percent of the studied
women find it stressful to deal with parents who are helpless, and rely on the teacher in
all matters concerning the child, his or her education and development.

Some of the most challenging and frequent behaviors of parents which significantly
hinder collaboration, according to the surveyed teachers, include: denying the child’s
difficulties and ignoring the child’s problems; being unaware of the child’s real needs;
making parenting mistakes and stubbornly sticking to one’s beliefs; having a negative
attitude toward the school and the teacher; being passive and reluctant to collaborate
in any way; criticizing, attacking and slandering the teacher to others; having unreason-
able expectations and putting pressure on the teacher.

Emotions that the teachers experience due to difficulties arising in their relationships
with parents are irritation (54%), anger (52%), helplessness (50%), discouragement
(48%), disappointment (40%), feeling misunderstood (40%), anxiety (30%), disbelief
(26%), and sadness (24%).

These emotions are accompanied by distressing thoughts. The teachers surveyed
indicated how they feel about conflict with a parent: “I think I'm incompetent” (29 years
old, kindergarten, large city); “I'm afraid the parent will complain to the principal, and then
| become indifferent and think about quitting” (37 years old, primary school, large city);
“I wonder what will happen next, can the conflict be resolved at school, will the parent
report it to the governing body?” (37 years old, primary school, small city); “I think it's
not worth the effort, because everything will always be wrong anyway” (32 years old,
primary school, small city); “I blame myself that | can’t talk to people, that | chose the
wrong profession” (35 years old, primary school, rural area); “I think about leaving my
job, because the stress is incommensurate with the salary” (27 years old, kindergarten,
large city).

To offset the stress they feel, 80% of the respondents use coping strategies focused
on processing and venting their emotions: “I tell my husband, parents, friends about what
happened” (52 years old, elementary school, rural area); “l vent my emotions in conver-
sation with a friend, there are often tears” (39 years old, elementary school, rural area);
“unfortunately, | take it out on my loved ones” (37 years old, kindergarten, rural area);
“I isolate myself from everyone and in solitude | scream with anger and cry” (33 years
old, elementary school, small city); “I let it get to me until a new problem comes up”
(36 years old, kindergarten, large city); “I can’t cope with difficult emotions and it takes
a toll on my personal life” (30 years old, primary school, large city). In a stressful situ-
ation, almost one in six of the women surveyed (14%) tries to detach herself from the
problem by using avoidant coping strategies: “I unwind when doing physical exercise”
(47 years old, kindergarten, rural area); “I practice yoga” (27 years old, primary school,
small city); “| do something enjoyable” (35 years old, kindergarten, rural area); “l go out
with friends to have a nice time”; (32 years old, kindergarten, large city); “l go danc-
ing” (34 years old, primary school, large city); “I listen to music” (42 years old, primary
school, rural area); ‘I sleep off the problem” (33 years old, primary school, large city).
A small group of respondents (6%) focus on the problem and try to solve it: “if | have
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made a mistake, | figure out how to fix it or try to learn constructive lessons” (43 years
old, primary school, small city).

The respondents were also asked what they would like to ask of parents in order to
increase the effectiveness of mutual collaboration for the benefit of children.

The teachers’ statements show that they have many requests and demands for
parents. Regarding the educational function of the family, they ask parents to support
them in raising their children and become more consciously involved in their children’s
development by: devoting more time to them, learning about their true needs, sup-
porting them in building their self-esteem, helping them build the necessary skills and
revise their knowledge, instilling rules of proper behavior, setting boundaries and limit-
ing the use of electronic devices. It is important, the respondents stressed, for parents
to be firm in doing so and to abide by the rules they agree on with the teacher. It is
also vital that parents help teachers understand the reasons for their children’s prob-
lem behavior, speak frankly about difficult issues and do not withhold facts that can
be useful in working with the child. Aware of their own sincere intentions in supporting
all their pupils in their development, the women surveyed expect parents to: respect
teachers, believe in the teachers’ sincere efforts, appreciate their competence and be
open to their suggestions, refrain from judging and accusing teachers for something
over which they have no control, not comment on the teacher’s decisions and become
open to dialogue.

When asked what they would like to improve/change in themselves to improve collab-
oration with parents, the largest group of the teachers (52%) confessed that they needed
to work on their assertiveness in order to become more confident and decisive. Relatively
few women felt they were not tolerant enough (14%) and not open-minded enough (8%),
and some respondents assessed that they lacked patience, composure and empathy.
About one-sixth of respondents (15%) said they had sufficient resources and compe-
tencies to build good relationships with parents and work with them constructively.

Summary and Conclusions

The above picture of collaboration between teachers and parents as seen by female
teachers of the youngest children indicates that this collaboration has its bright sides,
which give them strength and motivate them to continue working, but it also has dark
sides, which can become stumbling blocks if the other party is not open-minded and
willing to build understanding and work together.

Our findings indicate that although most of the teachers surveyed are generally sat-
isfied with the collaboration with the parents of their pupils and appreciate their involve-
ment in helping to organize excursions and special celebrations, they need more open-
ness and support from parents in achieving the most important goal of mutual activities
of the school/preschool and home, which is the well-being of each child. For this reason,
the respondents most value one-on-one meetings with parents, in which they expect
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parents to share important and frank information about their child and the atmosphere
in their home. In return, they want to relay to the parents their insights and suggestions
about the child and together with them decide on the course and goal of the desired
educational interactions.

Unfortunately, only slightly more than half of the female teachers have a good re-
lationship with most of the parents, while the rest of the respondents manage to do so
with half of the parents. The teachers derive satisfaction and joy from meeting with par-
ents when they are appreciated for their efforts and dedication contributing to the child’s
success. When they do, they feel important and useful.

For nearly half of the women surveyed, unfortunately, having to deal with parents
is a major source of professional stress, and they find meetings with entitled, neglect-
ful and complaining parents the most distressing. The respondents try to reduce this
stress mainly through maladaptive coping strategies, which results in indifference and
discouragement, and even with thoughts of changing their jobs. To improve mutual re-
lationships, teachers expect parents to become more supportive, respectful and to con-
sciously exercise their parenting roles. In turn, they themselves need to hone their own
assertiveness, which will boost their resolve, self-esteem and autonomy in action, while
helping them to be tolerant of parents’ differing points of view and show empathy for
their emotions.

The study shows that teachers sorely need acceptance and appreciation from par-
ents, as this reinforces their sense of importance. However, when they do not receive
positive feedback, but negative comments or expectations instead, they feel unfairly
treated and experience stress. Focusing on the negative emotions breeds a sense of
hurt and not being understood, and this creates distance between them and parents,
thus fueling a spiral of mutual resentment.

Our results correspond with the findings of other researchers (Lendzion, 2010;
Ziotkowska-Maciaszek, 2010; Papugowa, 2010) and demonstrate the need for teach-
ers to develop such subjective resources as self-esteem, a sense of efficacy, asser-
tiveness or stress management strategies that have, as confirmed by previous studies
(Grzegorzewska, 2006; Tucholska, 2009; Zubrzycka-Macigg, 2013; Nowosad, 2023),
crucial importance for the performance of teachers.

Support for teachers is essential, because although parents and teachers are part-
ners in activities for children, it is the teacher’s task to take the initiative, define the type
of collaboration and get parents on board. This task becomes particularly difficult when
parents have an increasing, though not always constructive, influence on the process of
children”s education and on the functioning of institutions, as well as entitled attitudes
towards teachers, while the prestige of the teaching profession is falling. This threat-
ens to upset the balance between parents’ rights and expectations of teachers and limit
teachers’ autonomy in action. Therefore, the principal plays an important role in building
a healthy relationship between home and school/preschool. It largely depends on him
or her whether teachers feel secure in their roles and dare to stand up for their rights,
beliefs and views when dealing with parents.
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Although the results of our study, due to the small number of respondents and the in-
ability to make statistical calculations, cannot be considered representative, they indicate
the need for more extensive and in-depth research in this area, which would take into
account the sociodemographic data of the subjects and their personality dispositions.

The presented study can therefore be viewed as preliminary, and its conclusions as
a guideline for further reliable investigations. It is worth undertaking this task, because
determining what benefits and what does not benefit the collaboration between home
and school will identify the conditions for such teacher and parent partnerships that will
not only be satisfactory to both parties, but will serve the children for the sake of whom
they are undertaken.
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Family—School Relationship in the Context
of Pedagogy of Accompaniment

ABSTRACT

RESEARCH OBJECTIVE: The aim of these analyses is to identify the pedagogy of accompani-
ment as a context for the relationship between family and school.

THE RESEARCH PROBLEM AND METHODS: The research problem is: How can the pedagogy
of accompaniment serve as a background for parents’ and teachers’ relationships? In the reflection
that has been done, a critical analysis of the research papers has been applied and the results of
previous research in the field undertaken have been reviewed.

THE PROCESS OF ARGUMENTATION: Selected viewpoints focusing on the family-school re-
lationship were reviewed and analysed. Particular focus is given to the model of Joyce L. Epstein.
A general characteristic of pedagogy of accompaniment/Ignatian pedagogy, which has its roots in
the educational tradition conducted by the Society of Jesus, is presented. An educational prac-
tice-oriented reflection on the possibility of using elements of the Ignatian tradition in building an
educational partnership between parents and teachers is given.

RESEARCH RESULTS: As a result of the analyses conducted, it was found that the most opti-
mal solution for the family-school relationship is an educational partnership that places the child/
student and his/her needs at the centre of the activities being undertaken, in which the perspective
of pedagogy of accompaniment/Ignatian pedagogy can be helpful.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Ped-
agogy of accompaniment/Ignatian pedagogy is a less known pedagogical approach. Its dissemi-
nation makes it possible to broaden educational thinking and educational practice. It extends the
options for educational actors to choose their own individual view of partnership and collaboration
adapted to the capacities of the child/student and parents and teachers. It is a line of thinking that
places the adult in a non-directive, accompanying position, rather as an ‘invisible’ one which can
give a different quality to the relationship between parents and teachers.
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STRESZCZENIE

CEL NAUKOWY: Celem podjetych analiz jest wskazanie pedagogiki towarzyszenia jako konteks-
tu dla relacji rodziny i szkoty.

PROBLEM | METODY BADAWCZE: Podjety problem badawczy: W jaki sposéb pedagogika
towarzyszenia moze stanowi¢ tto dla relacji rodzicéw i nauczycieli? W refleksji zastosowano kry-
tyczng analize literatury naukowej oraz dokonano przegladu wynikéw dotychczasowych badan.

PROCES WYWODU: Dokonano przegladu i analizy wybranych stanowisk koncentrujgcych sie
wokoét relacji rodzina—szkota. Szczegdlny akcent potozono na model Joyce L. Epstein. Przedsta-
wiono ogdlng charakterystyke pedagogiki towarzyszenial/ignacjanskiej, ktéra ma swoje zrédta w tra-
dycji edukacyjnej prowadzonej przez Towarzystwo Jezusowe. Podjeto refleksje ukierunkowang na
praktyke edukacyjng dotyczacg mozliwosci wykorzystania elementéw tradycji ignacjanskiej w bu-
dowaniu partnerstwa edukacyjnego rodzicéw i nauczycieli.

WYNIKIANALIZY NAUKOWEJ: W wyniku podjetych analiz ustalono, ze najbardziej optymalnym
rozwigzaniem dla relacji rodzina—szkota jest partnerstwo edukacyjne, ktére w centrum podejmowa-
nych aktywnosci stawia dziecko/ucznia i jego potrzeby, w czym pomocna moze by¢ perspektywa
pedagogiki towarzyszenial/ignacjanskiej.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Pedagogika
towarzyszenia/ignacjanska jest mato znang koncepcjg pedagogiczna. Jej popularyzacja pozwala
na rozszerzenie edukacyjnego myslenia i praktyki edukacyjnej. Poszerza mozliwosci wyboru dla
podmiotéw edukacyjnych wiasnego, indywidualnego podej$cia do partnerstwa i wspotpracy do-
stosowanej do mozliwosci dziecka/ucznia oraz rodzicéw i nauczycieli. Jest to nurt myslenia, ktory
dorostego stawia w pozycji niedyrektywnej, towarzyszenia, raczej jako ,niewidzialnego”, co moze
dac¢ inng jakos¢ relacji rodzice—nauczyciele.

— SLOWA KLUCZOWE: RELACJA RODZINY | SZKOLY, PARTNERSTWO
EDUKACYJNE, PEDAGOGIKA TOWARZYSZENIA,
PEDAGOGIKA IGNACJANSKA, JOYCE L. EPSTEIN

Wprowadzenie

Rodzina i szkota to podstawowe srodowiska wychowawcze. Pamietac nalezy, ze rodzina
pozostaje pierwotnym i najwazniejszym srodowiskiem wychowawczym. Dwa $rodowiska,
ktore przez wiekszos$¢ dnia oddziatujg na dziecko czy mtodego cztowieka, powinny ze
sobg wspotpracowacé, charakteryzowac sie spéjnoscig dziatan, majgc na uwadze cele
wychowania. Problematyka relacji rodzice—szkota z perspektywy pedagogicznej podej-
mowana jest z przyjeciem zatozenia pierwszorzedne;j roli rodzicow w edukaciji i wycho-
waniu dziecka oraz ich wptywu na jego rozwdj (Sliwerski, 2001). Nie ulega watpliwosci,
ze rodzice w kontaktach ze szkotg nie sg juz biernymi odbiorcami, a coraz czesciej sg
aktywnymi podmiotami ksztattujgcymi te relacje (Btasiak, 2017). Najbardziej optymalna
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relacja rodziny i szkoty jest nazywana partnerstwem edukacyjnym. Rozumiane jest ono
jako réwnorzedne relacje (tutaj) dwéch podmiotow, ktére charakteryzuje wspdliny cel,
dobrowolnos$¢ udziatu, okreslenie obowigzkéw i zasad relacji, prawo do niezaleznosci
i zobowigzanie do lojalnosci. W partnerstwie edukacyjnym rodzicow i szkoty tworzona
jest wspolna ptaszczyzna dziatania, ktoéra stanowi takze jego cel i wspdlnie uznawa-
ng wartos¢ (Gulczynska i in., 2020). Jesli obydwa $rodowiska wychowawcze — rodzi-
na i szkota — chcg uczynié partnerstwo efektywnym, to powinno ono mie¢ miejsce na
poziomie dziatania i postawy. Dziatanie przejawia si¢ mozliwoscig wspotdecydowania
i wspoélnego ksztattowania rzeczywistosci szkolnej. Wraz z podejmowaniem decyzji po-
jawia sie poczucie wptywu i zwiekszenie zaangazowania. Partnerstwo na poziomie po-
stawy dotyczy otwartosci na drugg strone i szacunku dla drugiej osoby (Btasiak, 2017).

Poczucie efektywno$ci partnerstwa oraz wspotpracy rodzicéw i nauczycieli zalezy
w duzej mierze od form i metod wspotdziatania (Ordon i Gebora, 2017; Wotk, 2018). Re-
lacje rodziny i szkoty powinny by¢ nieustanne poddawane refleksji, tak aby odpowiada-
ty dynamicznie zmieniajacej sie rzeczywistosci i byly realizowane za pomocg adekwat-
nych form wspétpracy, tworzac w ten sposéb szkote jako miejsce przyjazne rodzicom
(Mendel, 2003, 2004). Wspotpraca i partnerskie wspotdziatanie jest waznym obszarem
z punktu widzenia zapewnienia optymalnego i w miare mozliwosci najpetniejszego roz-
woju dziecka/ucznia (Wotk, 2018).

Celem artykutu jest refleksja dotyczaca relacji rodziny i szkoty ukazanej w kontek-
Scie pedagogiki towarzyszenia/pedagogiki ignacjanskiej. Przyjeto zatozenie, ze istnieje
niewiele analiz dotyczgcych wprowadzania pedagogiki towarzyszenia/ignacjanskiej lub
jej konstytutywnych elementéw do ogodlnej praktyki edukacyjne;.

Relacje rodziny i szkoty — wybrane aspekty

Relacje migedzy rodzing, rodzicami a szkotg charakteryzowane sg za pomocg takich
poje¢, jak: wspotdziatanie, wspotpraca, partnerstwo (Btasiak, 2017; Gulczynska i in.,
2020; Lulek, 2008; Wotk, 2018). Procesy wspotdziatania, wspotpracy i partnerstwa fgczy
to, ze opierajg sie na dialogu i Swiadomosci celéw. Charakteryzuje je takze obustronne
zaangazowanie w celu zdynamizowania i wsparcia rozwoju dziecka we wszystkich sfe-
rach oraz na kazdym etapie zycia (Opozda, 2009). Charakteryzujgc wspotprace rodzi-
coéw i nauczycieli, uwzglednia sie relacyjnosé, transakcyjnosé, wzajemnosc, a nie tylko
zasade przyczynowosci czy liniowos¢ (Gulczynska, 2020).

Relacje rodziny i szkoty oparte na wspétpracy wydajg sie w kontekscie wyzwan trze-
ciej dekady XXI wieku konieczne dla optymalizacji oddziatywan wychowawczych i edu-
kacyjnych wobec dzieci i modziezy. Badania wskazujg, ze istnieje zalezno$¢ miedzy
zaangazowaniem uczniow w aktywnosé edukacyjng, ich rozwojem a jakoscig wspot-
pracy miedzy szkotg, nauczycielami i rodzicami (Btasiak, 2017; Boru, 2021; Kochan,
2001; tukasiewicz-Wieleba, 2014; Rachmah i in., 2022; Sebastian i Allensworth, 2019).
Wspotpraca miedzy rodzicami a nauczycielami w Swiecie wielu czynnikdw ryzyka, ktore
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mogg zaburzaé przebieg rozwoju i destrukcyjnie oddziatywaé na dzieci i mtodziez, jawig
sie jako szczegdlna potrzeba (Btasiak, 2017).

Jeden z modeli wspotpracy rodziny i szkoty prezentuje Joyce Epstein (2004; Epstein
iin., 2018; Epstein i Steven, 2019). Jest to model, na ktéry sktada sie 6 typow zaanga-
zowania rodzicow w relacje ze szkotfg: 1) rodzicielstwo; 2) komunikowanie sie szkoty
i rodzicow; 3) wolontariat rodzicéw; 4) uczenie sie¢ w domu; 5) podejmowanie decyzji;
6) wspotpraca ze spotecznoscia lokalng (Epstein i in., 2018; Kotodziejczyk i Walczak,
2021; Pusztaiiin., 2024). Pierwszy rodzaj zaangazowania to rodzicielstwo. Koncentruje
sie on na wzajemnym wspieraniu sie srodowiska rodzinnego i szkolnego. Jego celem
jest przede wszystkim stworzenie wspierajgcego srodowiska dla dzieci jako uczniow.
Zwieksza sie w ten sposob wzajemna swiadomosc¢ siebie (szkoty i rodziny). Aktywnosci
podejmowane sg zaréwno przez rodzicow, jak i nauczycieli. Odbywa sie takze eduka-
cja rodzicow dotyczaca rozumienia procesdéw wychowawczych i rozwojowych dziecka.
Rodzicom moze pomdc wzmocni¢ sie w rodzicielstwie, a nauczycielom lepiej zrozu-
mie¢ uwarunkowania rodzinne ucznia, jego pochodzenie, kulture, potrzeby. Drugi typ
zaangazowania rodzicéw w rzeczywisto$¢ szkolng zostat okreslony jako komunikacja,
komunikowanie si¢ szkoly i rodzicow. Charakteryzuje sie on dwukierunkowg wymiang
informaciji przy uzyciu réznych technologii. Wymiana informacji dotyczy programoéw szkol-
nych oraz postepu dzieci. Zwieksza sie w ten sposéb swiadomos$¢ rodzicéw dotyczgca
osiggnie¢ ucznidw w nauce, a nauczyciele majg bezposrednie i przejrzyste kanaty ko-
munikacji z rodzicami. Zaangazowanie typu trzeciego okreslone zostato jako wolonta-
riat rodzicéw. Polega on na angazowaniu i organizowaniu rodzicow w pomoc i wsparcie
dla szkoty. Pozwala to rodzicom na poczucie, ze sg mile widziani w przestrzeni szkoty,
nauczycielom za$ umozliwia zauwazenie zasobow rodzicow i wigczenie ich efektywnie
w dziatalnos¢ szkoty. Kolejny, czwarty, typ zaangazowania okreslony przez J.L. Epstein
to uczenie sie w domu. Uwaga skoncentrowana jest na edukowaniu i dostarczaniu in-
formacji i pomystoéw rodzicom na temat sposobéw pomagania uczniom w uczeniu sie
w domu i planowania innych aktywnosci zwigzanych z programem nauczania. Pigty typ
zaangazowania nazwany zostat podejmowaniem decyzji. Cechuje go wigczanie rodzicow
w procesy decyzyjne majgce miejsce w przestrzeni szkoty. Rodzice majg poczucie, ze
ich gtos sie liczy w tym, co dotyczy ich dzieci w szkole. W tej sposéb moze wyrazacé sie
sprawczos¢ rodzicow, ich wptyw na podejmowane decyzje dotyczgce szkoty i edukacji
ich dziecka. Wspotpraca ze spotecznoscig lokalng to szésty typ zaangazowania rodzi-
cow w rzeczywistos¢ szkoty. Polega na wigczeniu zasobéw réznych instytucji na rzecz
wzmacniania programow szkolnych, funkcjonowania rodziny oraz procesu uczenia sie
i rozwoju uczniow. Takie podejscie pozwala na optymalizacje korzystania z otaczajgcych
szkote i rodzine zasobow, a takze uatrakcyjnienie proceséw uczenia sie. Jednoczes-
nie aktywnos¢ szkoty, rodzicéw i ucznidbw moze wzbogaci¢ dziatalnosé innych instytuciji
(Epstein i in., 2018; Kotodziejczyk i Walczak, 2021; Pusztai i in., 2024).

W prezentowanym modelu relacji rodzice—szkota akcent potozony jest na dwukierun-
kowy proces. Takie podejscie pozwala na angazowanie rodzicow w przestrzeni szkoty
na wiele sposobéw. Ujecie Joyce L. Epstein odnosi sie do r6znych miejsc, w ktorych
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rodzice sg zaangazowani oraz do tego, ze inicjatywa relacji szkota—rodzina podejmo-
wana jest zarébwno ze strony rodzicow, jak i ze strony szkoty (Epstein i in., 2018; Koto-
dziejczyk i Walczak, 2021).

Z perspektywy pedagogiki towarzyszenia najbardziej optymalne jest to wtasnie po-
dejscie charakteryzujgce sie partnerstwem, gdyz zaktada rdownorzednos¢ szkoty i rodzi-
ny oraz jednakowy udziat w podejmowaniu decyzji dotyczgcych dziecka/ucznia (Lulek,
2008).

Pedagogika towarzyszenia dla dobra dziecka/ucznia

Pedagogika towarzyszenia jest rozwijana przez srodowisko zwigzane z Towarzystwem
Jezusowym na podstawie wielowiekowej juz tradycji zaangazowania w edukacje i wy-
chowanie. Nawigzuje do edukacyjnej dziatalnosci prowadzonej i rozwijanej przez zakon
jezuitéw i ludzi zebranych wokdt nich (Marek, 2021). W literaturze bywa ona okreslana
mianem ,pedagogii’, a nawet ,pedagogiki” ignacjanskiej albo jezuickiej (Dybowska, 2013;
Krélikowska, 2010; Marek, 2021; Pasierbek, 2008). Bywa, ze okreslenia ,pedagogika
towarzyszenia”, ,pedagogia jezuicka”, ,pedagogia ignacjanska” sg uzywane zamiennie,
uwazane za tozsame. Ta pedagogika swoje zrodto ma w osobistym (mistycznym) do-
Swiadczeniu zatozyciela zakonu jezuitéw Ignacego Loyoli, ktore spisat w niewielkiej ksia-
zeczce Cwiczenia duchowe (Loyola, 2002). To do$wiadczenie na przestrzeni wiekdw
inspirowato i byto odczytywane w zmieniajgcych sie okoliczno$ciach, a takze w wielu ob-
szarach aktywnosci cztowieka (Dybowska, 2022). Pedagogika towarzyszenia (ignacjan-
ska) zwykle odnoszona jest to obszaru edukacji i wychowania zinstytucjonalizowanego
w prowadzonych przez jezuitdéw i ich wspdtpracownikéw placéwkach edukacyjnych. Takie
podejscie do wychowania wyrosto z doswiadczenia i potrzeby uporzadkowania codzien-
nosci w prowadzonych przez jezuitéw szkotach. Dzigki ignacjanskiej zasadzie dostoso-
wania do osob, miejsca i czasu charakterystyka ignacjanska pedagogiki towarzyszenia
moze by¢ zastosowana i odczytywana takze w odniesieniu do partnerstwa edukacyjnego
rodzicow i nauczycieli, rodziny i szkoty (Charakterystyczne cechy..., 2006; Dybowska,
2022; Loyola, 2002, nr 18). Pedagogika towarzyszenia bedzie sie zatem odnosita do
tradycji dziatalnosci edukacyjnej Towarzystwa Jezusowego, do tzw. tradycji ignacjanskiej
(Dybowska, 2014; Marek i Walulik, 2020). Model edukacji w tradyc;ji ignacjanskiej zakta-
da integralny rozwdj osoby, ktéry zaprasza lub wrecz domaga sie otwarcia na wymiar
zycia horyzontalny, a takze wertykalny i transcendentny (Marek, 2021; Walulik, 2023).
Towarzyszenie jako gtéwna cecha pedagogiki towarzyszenia bedzie polegato na two-
rzeniu odpowiednich warunkéw wszechstronnego rozwoju dziecka i mtodego cztowieka.
Dzieje sie to przez podjecie wspolnej drogi, ktéra prowadzi do autonomii i dojrzatosci.
Towarzyszenie wychowawcze wobec dziecka mogg podejmowac rodzice, nauczyciele,
wychowawcy w réznych placéwkach opiekunczych, wychowawczych czy edukacyjnych
(Dybowska, 2014). W tej perspektywie nauczyciele i rodzice funkcjonujg w takiej formie
wspotdziatania, w ktorej stajg sie sprzymierzencami i razem starajg sie by¢ po stronie
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dziecka/ucznia, sg z nim (Mendel, 2007). Tworzy sie w ten sposob perspektywa towa-
rzyszenia jako wspolnej drogi, ktéra prowadzi dziecko/ucznia oraz rodzicéw i nauczy-
cieli do wspdlnie wyznaczonego celu, jakim jest poznawanie i ukochanie prawdy o sobie
i o Swiecie. Tak rozumiane towarzyszenie ma wspomagac osiggniecie wyznaczonych
celéw, dostarczajgc doswiadczen dziecku w taki sposob, aby umozliwiaty rozwdj i da-
zenie do doskonatosci (Marek i Walulik, 2020). Specyfika jest wspolne (dziecka/ucznia,
rodzicow i nauczycieli) bycie w drodze rozwoju (Dybowska, 2013; Marek, 2017). W tym
nurcie podejscia do edukac;ji i rozwoju dziecka/ucznia podkreslana jest jego aktywnosé
wiasna, umozliwiajgca zbieranie doswiadczen i uczenie sie z nich poprzez zaplanowa-
ny i zorganizowany porzgdek dziatania dostosowany do mozliwosci i potrzeb dziecka/
ucznia (Dybowska, 2013; Marek, 2018).

W centrum pedagogiki towarzyszenia jest dziecko, a raczej nieustanne odkrywanie
jego indywidualnosci i specyficznych cech (Dybowska, 2014). Dziecko ma indywidual-
ne potrzeby, mozliwosci i zasoby, ktore powinny by¢ rozpoznane przez rodzicéw i na-
uczycieli. Jakos¢ tego rozpoznania oddziatuje na efektywnos$¢ pracy z dzieckiem i sku-
tecznosc¢ towarzyszenia mu w jego rozwoju. Réznorodnos¢ dzieciecych potrzeb ma
zwigzek z rozwojem i zdrowiem dziecka, jego ograniczeniami czy potencjatem eduka-
cyjnym. Znajomos¢ dziecka, jego mozliwosci i zasobdw z perspektywy pedagogiki towa-
rzyszenia powinny by¢ punktem wyjscia do wypracowania wspdlnych celéw i zadan dla
wspoétpracy rodzicow i nauczycieli (Lukasiewicz-Wieleba, 2014). Uwazno$c¢ na potrzeby
dziecka/ucznia w pedagogice towarzyszenia okreslana jest jako cecha cura personalis.
Oznacza to indywidualna troske o osobe poprzez uwzglednianie jej talentéw, uzdolnien,
historii zycia czy tez posiadanych ograniczen. Przejawia si¢ to budowaniem i pozosta-
waniem w relacji dziecka/ucznia i dorostego (rodzica, nauczyciela) oraz wstuchiwanie
sie w to, o czym dziecko mowi werbalnie i niewerbalnie, sygnalizujgc to, co dla niego
wazne i czym zyje. Wstuchiwanie sie w potrzeby dziecka/ucznia ma umozliwia¢ jego
rozwdj, wzrastanie i dojrzewanie (Dybowska, 2014; Marek i Walulik, 2020). Pozostawa-
nie w dynamice ignacjanskiego cura personalis prowadzi do tego, by wiedzie¢ dziecko/
ucznia w miejscu, w ktérym ono rzeczywiscie jest, a nie w miejscu, w ktérym chciatby
je widzie¢ nauczyciel czy rodzic. To miejsce, gdzie ono rzeczywiscie jest, stanowi punkt
wyjscia i pozwala mu towarzyszy¢ w rozwoju.

Konkluzja

Przygladajac sie relacji rodzice—szkota na przestrzeni ostatnich dekad, mozna dostrzec
ich ewolucyjny charakter (Gulczynska, 2020). W trosce o dobro dziecka w relacji rodzi-
ny i szkoty zdecydowanie pozyteczna jest perspektywa synergiczna, stawanie razem
po stronie dziecka (Opozda, 2017). Zatozenie synergii w relacji rodziny i szkoty zaktada
wymiang doswiadczen i prawidtowe kontakty interpersonalne. Oznacza to emocjonalne
wspoétbrzmienie, wzajemng akceptacje, szacunek i podtrzymywanie wiezi (Lulek, 2008;
Marek i Walulik, 2020; Opozda, 2017). Pozwoli to w mniejszym stopniu koncentrowac sie
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na prawach i obowigzkach rodzicéw oraz pracownikéw szkoty, a bardziej koncentrowaé
sie na potrzebach, rozwoju, wzrastaniu i wychowaniu dzieci i mtodziezy. Zaangazowanie
rodzicow i nauczycieli jest pozytywnie zwigzane z samopoczuciem dziecka, jego orien-
tacja spoteczng, emocjonalnoscig i uczeniem sie, a takze z jego adaptacjg do warun-
kow panujgcych w placéwce (Pirchio i in., 2023). Jesli sie przyjmie, ze celem zaréwno
rodzicow, jak i szkoty jest rozwdj, wychowanie i edukacja dziecka, to samo partnerstwo
czy partnerstwo edukacyjne nie bedg wymuszane regulacjami prawnymi, lecz stang sie
naturalng potrzebg i checig dziatania dla dobra dziecka. Wobec pojawiajgcych sig opinii
o trudnosciach w kontakcie miedzy szkotg a rodzicami (Zalewska-Bujak, 2020) ze wzgle-
du na dobro dzieci/ucznidow warto poszukiwaé modeli i koncepc;ji, ktdére beda umozliwia-
ty budowanie pozytywnych relacji na linii rodzina—szkotfa. Pedagogika towarzyszenia/
ignacjanska w centrum aktywnosci edukacyjnych stawia dziecko/ucznia, jego potrzeby,
uczenie sie, rozwdj. Pozostali uczestnicy rzeczywistosci edukacyjnej, przede wszyst-
kim rodzice i nauczyciele, majg tylko umozliwi¢, tworzy¢ warunki, ukaza¢ wartosci oraz
dostarczy¢ narzedzi utatwiajgcych zaistnienie przestrzeni dla uczenia sie i rozwoju (Dy-
bowska, 2014; Marek i Walulik, 2020). W zwigzku z tym partnerstwo edukacyjne dwoch
najbardziej istotnych srodowisk wychowawczych — rodziny i szkoty — winno by¢ otaczane
troska i szczegdlng uwaga. Tym bardziej ze wspotczesna rzeczywistos¢, w duzej mierze
zdominowana przez $wiat wirtualny, cyfrowy, tzw. cyberprzestrzen (Walulik, 2023), sta-
nowi duzg konkurencje dla rodziny i szkoty i jednoczesnie jedno z wiekszych wyzwan.
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Wykorzystanie koncepcji profilaktyki pozytywnej w obszarze
wspofpracy szkoly i rodziny

The Use of the Concept of Positive Prevention in the Area

of School and Family Cooperation

ABSTRACT

RESEARCH OBJECTIVE: The aim of this article is to present the possibility of using the concept
of positive prevention in the area of school and family cooperation.

THE RESEARCH PROBLEM AND METHODS: The research problem concerns the answer to
the question as to whether and how the concept of positive prevention can be used in the area of
school and family cooperation and what practical implications arise from its assumptions. The ar-
ticle uses a desk research method.

THE PROCESS OF ARGUMENTATION: On the basis of the literature on the subject, an analysis
was made of the relationship between prevention and positive prevention and the process of co-
operation between the school and family. Referring to the main objectives and directions of school
and family cooperation, in the context of the challenges of children and adolescents’ development,
a range of topics is presented and effective prevention programmes are reviewed in order to sup-
port the development of parents’ child-rearing skills.

RESEARCH RESULTS: The results coming from the analyses show that positive prevention sig-
nificantly extends the educative function of the school while supporting the parental function of the
family. It focuses on supporting the development of parents’ child-rearing skills in terms of building
a community in the family based on dedicated involvement, replacing common-sense strategies
with positive strategies, strengthening protection in adolescent environments, and subjective par-
ticipation in the prevention programmes.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH:
The use of the principles of positive prevention in the area of school and family cooperation makes
it possible to carry out activities focused on the positive development of children and adolescents as
an alternative to a problem-focused approach. The implication of this approach is that the educational
activities of the school and the family are extended to include preventive and developmental goals.

— KEYWORDS: POSITIVE PREVENTION, PARENTS’ CHILD-REARING SKILLS,
PREVENTION PROGRAMMES, DEVELOPMENTAL POTENTIAL
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STRESZCZENIE

CEL NAUKOWY: Celem artykutu jest przedstawienie mozliwosci wykorzystania koncepcji profi-
laktyki pozytywnej w obszarze wspotpracy szkoty i rodziny.

PROBLEM | METODY BADAWCZE: Problem badawczy dotyczy odpowiedzi na pytanie: czy
i w jaki sposob koncepcje profilaktyki pozytywnej mozna wykorzysta¢ w obszarze wspotpracy szkoty
i rodziny oraz jakie praktyczne implikacje wynikajg z jej zatozeh. W artykule zastosowano metode
danych zastanych desk research.

PROCES WYWODU: Na podstawie opracowan literatury przedmiotu dokonano analizy zaleznosci
pomiedzy profilaktyka oraz profilaktyka pozytywng a procesem wspotpracy szkoty i rodziny. Odwo-
tujac sie do gtéwnych celdw oraz kierunkéw wspotpracy szkoty i rodziny w konteks$cie wyzwan roz-
woju dzieci i mtodziezy, ukazano zakres tematow oraz dokonano przegladu skutecznych programéw
profilaktycznych, wspierajgcych rozwéj umiejetnosci wychowawczych rodzicow.

WYNIKI ANALIZY NAUKOWEJ: Z przeprowadzonych analiz wynika, ze profilaktyka pozytywna
W znaczny sposob poszerza funkcje wychowawczg szkoty, wspierajgc jednoczesnie funkcje wy-
chowawczg rodziny. Koncentruje sie przy tym na wspieraniu rozwoju umiejetnosci wychowawczych
rodzicéw w zakresie: budowania wspdlnoty w rodzinie opartej na zaangazowanej obecnosci, za-
stepowania strategii zdroworozsgdkowych strategiami pozytywnymi, wzmacniania ochrony w $ro-
dowiskach dorastania, podmiotowego uczestnictwa w programach profilaktycznych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Wykorzy-
stanie zatozen koncepc;ji profilaktyki pozytywnej w obszarze wspotpracy szkoty i rodziny umozliwia
realizacje wspolnych dziatan skupionych na pozytywnym rozwoju dzieci i mtodziezy jako alternaty-
wy wobec podejscia skoncentrowanego na problemach. Implikacjg tego podejscia jest poszerzenie
dziatan edukacyjnych szkoly i rodziny o cele profilaktyczne oraz prorozwojowe.

— SLOWA KLUCZOWE: PROFILAKTYKA POZYTYWNA, UMIEJETNOSCI
WYCHOWAWCZE RODZICOW, PROGRAMY
PROFILAKTYCZNE, POTENCJAL ROZWOJOWY DZIECI
| MLODZIEZY, WSPOLPRACA SZKOLY | RODZINY

Wprowadzenie

Gtéwnym celem wspotpracy szkoty i rodziny jest wspieranie wszechstronnego rozwoju
dzieci i mtodziezy (Miynek, 2021, s. 19). Dgzac do jego realizacji, nalezy uwzgledni¢ fakt,
ze wspotczesne wyzwania rozwoju mtodego pokolenia dynamicznie sie zmieniajg, od-
zwierciedlajgc nie tylko konsekwencje przetomu cywilizacyjnego péznej nowoczesnosci
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(Hejnicka-Bezwinska, 2008, s. 29-30), lecz réwniez nowe grupy zagrozen zwigzane
z wydarzeniami i zjawiskami miedzy innymi takimi, jak: pandemia COVID-19, wojny,
uzaleznienia behawioralne (Jarczynska, 2014), triada kryzysu psychicznego dzieci i mto-
dziezy (Debski i Flis, 2023, s. 6) oraz nowe zachowania ryzykowne mtodziezy (Kania,
2017a, s. 373-382).

Wazne w tym kontekscie jest zwrdcenie uwagi na wzmocnienie i kreowanie czyn-
nikdw budujgcych odpornosé psychiczng mtodego pokolenia, bedgcych fundamentem
ich pozytywnego rozwoju (Grzelak, 2015, s. 22—23). Dwoma podstawowymi agendami
socjalizacyjnymi moggcymi odegrac znaczgcg role w tym temacie jest rodzina i szkota.
Szkofa, dazgc do wypetnienia misji sprostania wyzwaniom wspotczesnego i przysztego
Swiata, jest zobowigzana do urzeczywistniania autentycznej i zaangazowanej wspétpra-
cy z rodzicami (Nowosad, 2003, s. 127). Budowa tego procesu powinna by¢ oparta na
dobrze przemyslanych koncepcjach oraz modelach, umozliwiajgcych realizacje i opty-
malizacje zadan w praktyce wychowawczej, ktorych gldownym celem jest wspodlne wspie-
ranie wszechstronnego rozwoju dzieci i mtodziezy, w tym réwniez wspolne poszukiwanie
rozwigzan niepokojgcych problemow (Lobocki, 2007, s. 176-177).

Teorig, ktora w szczegdlny sposob zwraca uwage na czynniki umozliwiajgce rozwoj
mimo zagrozen, jest koncepcja profilaktyki pozytywnej Krzysztofa Ostaszewskiego. Jej
gtdbwnym zatozeniem jest projektowanie dziatan umozliwiajagcych wykorzystanie natu-
ralnego potencjatu rozwojowego mtodych ludzi. Realizacja tego procesu nastepuje po-
przez diagnozowanie mocnych stron, zasobow i talentow jednostek, a nastepnie wspie-
ranie rozwoju ich umiejetnosci zyciowych, uwzgledniajgc przy tym zewnetrzne zasoby,
ktorych zrodtem sg sSrodowiska wychowawcze (Ostaszewski, 2014, s. 121-123).

Wspotpraca szkoty i rodziny a profilaktyka

Szkota odpowiada za inicjowanie wspotpracy z rodzing ucznia oraz jest zobowigzana
do wspomagania wychowawczej funkcji rodziny. Dzieki wspétpracy nastepuje wspie-
ranie rodziny na réznych ptaszczyznach, réwniez w sytuacjach doswiadczania przez
nig trudnosci (Mtynek, 2021, s. 24—-27). Dazgc do realizacji powyzszych zadan, nalezy
uwzgledni¢ i wykorzysta¢ relacje wystepujgce miedzy procesem wychowania a profi-
laktyka. Dziatania profilaktyczne uzupetniajg niedostatki wychowania i sg kierowane do
uczniéw, nauczycieli oraz rodzicéw (Gas, 2004, s. 32).

W ramach procesu wzmacniania wychowawczej funkcji szkoty nastgpito okreslenie
znaczenia profilaktyki w dziatalnosci edukacyjnej szkoty. Na mocy przepiséw ustawy
Prawo oswiatowe (Ustawa..., 2017, art. 26) doszto do potgczenia programu wychowaw-
czego i programu profilaktyki w jeden dokument, ktérym stat sie program wychowaw-
czo-profilaktyczny (Wieczorek, 2018, s. 7-8). Rada rodzicow w porozumieniu z radg pe-
dagogiczng jest zobowigzana do 30 wrzesnia kazdego roku szkolnego uchwali¢ szkolny
program wychowawczo-profilaktyczny. Realizacja tego zadania powinna uwzgledni¢
zasady wspotpracy oparte na idei podmiotowosci (Szempruch, 2009, s. 84—86), poczuciu
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skutecznosci (Kania 2017b, s. 59), wspétdziataniu i partnerskim dialogu w relacjach ro-
dziny i szkoty (Btasiak, 2017, s. 16—18).

W obszarze wspétpracy rodziny i szkoty w profilaktyce najczesciej wystepujg dwa
kierunki. Pierwszy z nich opiera sie na stosowaniu metod podajgcych z elementami
metod aktywizujgcych, a formami jego realizacji sg zebrania, spotkania, sesje, wyktady,
warsztaty oraz wywiadowki profilaktyczne. Z kolei drugi kierunek opiera si¢ na zaanga-
zowaniu rodzicéw do udziatu w programie profilaktycznym i polega na wspélnym wy-
konywaniu aktywno$ci wspierajgcych rozwdj wiezi oraz umiejetnosci wychowawczych
rodzicow (Kmiecik-Jusiega, 2017, s. 52). Powyzsze formy wspotpracy szkoty z rodzing
nalezy wzbogaci¢ o rozwigzania wynikajace z teoretycznych i empirycznych zatozen
profilaktyki pozytywne;j.

Procedura badawcza

Celem artykutu jest przedstawienie mozliwosci zastosowania teoretyczno-empirycznych
zatozen profilaktyki pozytywnej w wybranych obszarach wspétpracy szkoty i rodziny.
Problem gtéwny podjetych badan literatury dotyczy odpowiedzi na pytanie: czy i w jaki
sposoéb koncepcje profilaktyki pozytywnej mozna wykorzysta¢ w obszarze wspétpracy
szkoty i rodziny oraz jakie praktyczne implikacje wynikajg z jej zatozen. Do realizacji
badan wykorzystatam metode danych zastanych desk research i dokonatam narracyj-
nego przegladu literatury przedmiotu (Kawecki, 2018, s. 126—127). Analizg objetam:
ksigzki, raporty, artykuty, a takze strony internetowe, prezentujgce rekomendowane
programy profilaktyczne.

Przyjetam nastepujace kryteria wigczenia materiatu badawczego: dziatania profilak-
tyczne nastawione na wzmacnianie poziomu ochrony w podstawowych srodowiskach
rozwoju i wzrastania dzieci i mtodziezy, wyrazajgce sie ksztattowaniem konstruktywnych
relacji pomiedzy mtodymi ludzmi a rodzicami i nauczycielami oraz efektywnym monito-
rowaniem rodzicielskim; dziatania profilaktyczne zmierzajgce do wprowadzenia strate-
gii pozytywnych w Srodowisku rodzinnym i szkolnym; dziatania profilaktyczne rozwija-
jace umiejetnosci, talenty, zainteresowania oraz ksztattujgce postawy zaangazowane
w zycie spoteczne szkoly oraz spotecznosci lokalnej; dziatania profilaktyczne obniza-
jace prawdopodobienstwo wystgpienia zagrozen w srodowiskach dorastania mtodych
ludzi; dziatania profilaktyczne wspierajgce rozwoj umiejetnosci psychospotecznych dzieci
i mtodziezy. Ponadto kryteriami wytgczenia z analiz materiatu badawczego sg dziatania
profilaktyczne oparte na koncepciji profilaktyki defensywnej — negatywne;j.

Koncepcja profilaktyki pozytywnej
Dazac do tworzenia spojnego systemu oddziatywan wychowawczych szkoty i rodziny

wobec mtodych ludzi w celu zaspokojenia ich rozwojowych i edukacyjnych potrzeb, warto
wykorzystac zatozenia koncepciji profilaktyki pozytywnej Krzysztofa Ostaszewskiego.
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Profilaktyka pozytywna jest opisywana jako ,kierunek w dziataniach adresowanych
do dzieci i mtodziezy, ktory opiera sie na réwnowazeniu lub redukowaniu sity czynnikow
ryzyka (zagrozen) poprzez rozwijanie i wzmacnianie istotnych zasobéw indywidualnych
i Srodowiskowych (czynnikdéw chronigcych i wspierajgcych)” (Ostaszewski, 2006, s. 7).
Mechanizm dziatania profilaktyki pozytywnej polega na wzmacnianiu czynnikéw i proce-
SOw sprzyjajacych zdrowiu i pozytywnemu rozwojowi jednostek, ktdre stanowig przeciw-
wage dla stresorow, sytuacji kryzysowych, wyzwan i sytuacji trudnych, wystepujacych
w zyciu jednostki (Ostaszewski, 2016, s. 5-6).

Profilaktyka pozytywna okreslana jest jako dziatalno$¢ ofensywna i przeciwstawiana
jest tradycyijnej profilaktyce, ktérej zachowawczy, defensywny lub negatywny charakter
wyraza sie w tym, ze skupia sie ona na usuwaniu lub likwidowaniu czynnikéw ryzyka.
Natomiast analizowana koncepcja umozliwia projektowanie dziatan profilaktycznych,
ktére nie koncentrujg sie na ,usuwaniu samych zagrozen, bo ich wyeliminowanie z na-
szego zycia jest praktycznie niemozliwe, ale dgzy do wzmocnienia tego, co czyni mto-
dych ludzi bardziej odpornymi na zagrozenia” (Ostaszewski, 2016, s. 6).

Powyzsza koncepcja opiera sie na idei pozytywnego rozwoju oraz mechanizmie od-
pornosci resilience. Koncepcja pozytywnego rozwoju opisuje pie¢ kluczowych atrybutéw
Swiadczacych o pozytywnym rozwoju nastolatka, do ktérych nalezy: obszar umiejetnosci
zyciowych; pozytywny stosunek do siebie; pozytywne wiezi z rodzing, szkotg, gronem
réwiesniczym oraz spotecznoscig lokalng; stan rozwoju moralnego; postawy wobec
innych ludzi oparte na zyczliwosci, empatii i szacunku wobec nich (Ostaszewski, 2014,
s. 117).

Natomiast teoria resilience wyjasnia fenomen dobrego funkcjonowania jednostki
mimo doswiadczanych przez nig niepomysinosci losu (doswiadczanie stresu o wysokim
stopniu natezenia, doswiadczanie ryzyka w réznych obszarach egzystenciji, przezycie
traumatycznych wydarzen) i jest wykorzystywana do opisu zestawu czynnikéw, proce-
sOw i mechanizmoéw, ktére sprzyjajg jej pozytywnemu funkcjonowaniu (Borucka, 2011,
s. 11-12).

Dziesie¢ lat po przedstawieniu koncepcji profilaktyki pozytywnej jej tworca sformu-
towat zrownowazony model pozytywnej profilaktyki. Okresla on wspéiny cel dla dziatan
profilaktycznych i prorozwojowych, ktérym jest wejscie mtodych ludzi na Sciezke pozy-
tywnego rozwoju: podejmowanie wyzwan zyciowych i petnienie funkcji spotecznych oraz
ograniczenie wystepowania zachowan ryzykownych i probleméw zdrowia psychiczne-
go. Model umozliwia realizacje programow pozytywnej profilaktyki nastawionych na:
wzmachianie poziomu ochrony w podstawowych $srodowiskach rozwoju i wzrastania
dzieci i mtodziezy; rozwijanie umiejetnosci, talentéw, zainteresowan oraz ksztattowanie
postaw zaangazowania w zycie spoteczne szkoty oraz spotecznosci lokalnej; obnizanie
prawdopodobienstwa wystgpienia zagrozen w srodowiskach dorastania mtodych ludzi
poprzez aktywny wptyw na ich poczucie bezpieczenstwa. Sciezka pozytywnego rozwo-
ju wiedzie poprzez nastepujgce procesy: resilience, wspierania prawidtowego rozwoju
psychospotecznego oraz ,rozkwitania” (aktywne dziatania na rzecz innych, pogtebianie
wiedzy, osigganie sukcesu) (Ostaszewski, 2016, s. 8—11).
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Kluczowymi elementami profilaktyki pozytywnej jest wspieranie konstruktywnych re-
lacji miedzyludzkich w Srodowiskach dojrzewania, do ktérych nalezg: relacje rodzice—
dzieci; relacje ze szkotg i nauczycielami; relacje ze znaczgcymi osobami dorostymi oraz
relacje z rowiesnikami i otoczeniem spotecznym (Ostaszewski, 2014, s. 7).

W ramach koncepciji profilaktyki pozytywnej zostaty opracowane strategie, ktére
mogg by¢ wykorzystywane w srodowisku rodzinnym. Koncentrujg sie one na wzmac-
nianiu poszczegdlnych czynnikéw chronigcych, do ktérych nalezy: pozytywna dynamika
zycia rodzinnego, autorytet rodzica (strategia pozytywnych inicjacji); spéjnosc¢ rodziny,
silna wiez, zaufanie w rodzinie, pozytywna dynamika zycia rodzinnego (strategia pieleg-
nacji obrzedéw rodzinnych); spedzanie czasu, budowanie wigzi osobowej (towarzysze-
nie rodzicielskie); kontrola demokratyczna, dyscyplina (monitoring rodzicielski); zmiana
wiasnych zachowan, komunikowanie oczekiwan (strategia dobrego przyktadu) (Kania,
2017b, s. 64-68).

Powyzsze strategie stanowig alternatywe dla zdroworozsgdkowych strategii chronig-
cych, do ktérych naleza: strategia straszenia, wyolbrzymiania (fatszu), strategia polega-
jaca na monologach, strategia unikoéw oraz zalewania mitoscig. Dziatania realizowane
w ich ramach opierajg sie w znacznym stopniu na profilaktyce negatywnej i tym samym
odznaczajg sie niskg efektywnoscig wychowawczg (Zajgczkowski, 2003, s. 58-59).

Waznym elementem profilaktyki pozytywnej w kontekscie wspierania konstruktyw-
nych relacji rodzice—dzieci jest efektywne monitorowanie dorastajgcych dzieci. Stanowi
ono kluczowg umiejetnoscig rodzicow z perspektywy profilaktyki zachowan ryzykownych
mtodziezy i tym samym jest najsilniejszym czynnikiem chronigcym dzieci przed naduzy-
waniem substancji psychoaktywnych, zachowaniami antyspotecznymi, ryzykownymi
zachowaniami seksualnymi i ogdlnie zachowaniami ryzykownymi (Ostaszewski, 2014,
s. 135). Do warunkéw skutecznego monitorowania nalezy zbudowanie odpowiedniej
relacji pomiedzy dorastajgcym dzieckiem i rodzicami, wyrazajgcej sie w zaufaniu na-
stoletniego dziecka do metod wychowawczych rodzicow oraz akceptowaniu przez na-
stolatka sytuacji, w ktorej rodzice uzyskujg lub posiadajg informacje na temat miejsca
jego przebywania i form aktywnosci poza domem, co fgczy sie z gotowoscig mtodych
ludzi do dzielenia si¢ z rodzicami swoimi doswiadczeniami i przezyciami (Ostaszewski,
2014, s. 137).

Konkretyzacjg idei integraciji profilaktyki pozytywnej z edukacjg szkolng sg dziatania
zmierzajgce do ciggtosci edukacji psychospotecznej przez caty okres obowigzku szkol-
nego i jej powigzanie z poszczegdlnymi programami przedmiotéw nauczania oraz bu-
dowanie poczucia wigzi ze szkotg (Ostaszewski, 2014, s. 127-128, 138-140).

W innych obszarach egzystencji mtodych ludzi profilaktyka pozytywna zwraca uwage
na znaczenie odpowiedniego wsparcia mentora w okresie adolescenciji, tworzgcego
sprzyjajace warunki dla pozytywnego rozwoju oraz na udziat w zorganizowanych zaje-
ciach, wzmacniajgcych konstruktywny rozwdj relacji z rowiesnikami i otoczeniem spo-
tecznym (Ostaszewski, 2014, s. 141-147).

Istotng role w tym temacie odgrywa strategia alternatyw. Jej zastosowanie polega
na stworzeniu warunkow i zaangazowaniu mtodych ludzi do spotecznie akceptowalnego
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dziatania, ktére przynosi im satysfakcje i umozliwia samorealizacje. Wazne jest, aby pro-
ponowana forma aktywnosci byta adekwatna do predyspozycji jednostki, zwigzanych
Z jej naturalnym potencjatem rozwojowym. Ponadto powinna zawiera¢ bezpieczng alter-
natywe dla zaspokajania potrzeb zwigzanych z naturalng sktonnoscig do eksperymen-
towania w wieku miodzienczym z nowymi formami zachowan i poszukiwaniem silnych
wrazen (Jarosz, 2019, s. 27). Przyktadami jej urzeczywistnienia w praktyce sg konstruk-
tywne zajecia indywidualne wykonywane w domu, zajecia pozalekcyjne i pozaszkolne
oraz programy zagospodarowywania wolnego czasu (Ostaszewski, 2014, s. 144—147).

Programy z zakresu profilaktyki pozytywnej a wspieranie rozwoju
umiejetnosci wychowawczych rodzicéw

W ramach wspétpracy szkoty z rodzing rodzice powinni by¢ wspierani w przygotowywa-
niu potomstwa do radzenia sobie z problemami i zagrozeniami. W tym celu profilaktyka
pozytywna, opierajgc sie na badaniach naukowych, proponuje wzmacnianie rozwoju
nastepujgcych umiejetnosci wychowawczych rodzicow:

wspieranie emocjonalne dzieci, utrzymywanie z nimi dobrych relacji, monitorowanie, utrzy-
mywanie dyscypliny bez stosowania przemocy, komunikowanie oczekiwan dotyczgcych
zasad i wartosci oraz zachowan problemowych (Ostaszewski, 2014, s. 7-8).

Jednym z narzedzi, rozwijajgcym umiejetnosci wychowawcze rodzicow, sg programy
profilaktyczne. Majgc na uwadze kryteria wigczenia i wytgczenia materiatu badawczego,
do jego analizy zakwalifikowano programy profilaktyczne o potwierdzonej skuteczno-
$ci (programy rekomendowane) z zakresu profilaktyki promocji zdrowia psychicznego,
profilaktyki uniwersalnej oraz programy oparte na modelu profilaktyki zintegrowane;.

Pierwsza grupa programéw profilaktycznych ukierunkowana jest na wspieranie roz-
woju umiejetnosci wychowawczych rodzicow, takich jak: efektywne monitorowanie po-
tomstwa, wzmacnianie wewnetrznych relacji rodzinnych, majgcych na celu przeciw-
dziatanie inicjacji alkoholowej oraz problemom wynikajgcym ze spozywania alkoholu
(programy: ,Domowi detektywi”, ,Fantastyczne mozliwosci”, ,Program wzmacniania ro-
dziny”) (Ostaszewski, 2014, s. 137).

Podobne zadania realizowane sg rowniez w ramach programoéw ,Laboratorium
wiedzy pozytywnej” oraz ,Unplugged”. Pierwszy z programoéw uwzglednia oprécz alko-
holu inne substancje psychoaktywne i koncentruje sie na edukowaniu rodzicéw na temat
ksztattowania podstawowych zasad budowania relacji interpersonalnych oraz umiejet-
nosci rozwigzywania probleméw ze swoimi dzie¢mi poprzez urzeczywistnianie zasad
nieaprobujgcych uzywania tego typu substancji. Z kolei program ,Unplugged” dodatkowo
ukierunkowany jest na poszerzenie wiedzy rodzicow na temat kwestii psychologicznych
i spotecznych zwigzanych z dojrzewaniem (rozwdj autonomii i tozsamosci, informacje
na temat uzywania substancji psychoaktywnych jako elementu eksperymentalnych za-
chowan ryzykownych mtodziezy) oraz konfliktu pokolen (Krajowe Centrum..., b.d.).
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Kolejnym programem, ktory koncentruje si¢ na poszerzeniu wiedzy rodzicéw na temat
potrzeb okresu adolescencji i towarzyszenia nastolatkowi w kryzysie oraz przeciwdzia-
fania zachowaniom ryzykownym, jest program ,Szkota dla rodzicow i wychowawcow”.
W jego ramach nastepuje rozwoj umiejetnosci wychowawczych rodzicow w obszarze
relacji dorosty—dziecko poprzez: nauke rozpoznawania i rozmawiania o uczuciach, sta-
wiania jasnych granic, przeciwdziatanie niekorzystnemu etykietowaniu mtodych ludzi,
wzmacnianie ich poczucia wartosci oraz budowe relacji miedzy rodzenstwem (Krajowe
Centrum..., b.d.).

Druga grupa programow profilaktycznych koncentruje sie na rozwoju umiejetnosci
wychowawczych rodzicéw przeciwdziatajgcym zachowaniom wéréd miodych ludzi, nio-
sacych ryzyko uzaleznien behawioralnych. Program ,Wspdlne kroki w cyberswiecie”
dazy do uksztattowania wsrdd dzieci postaw sprzyjajgcych bezpiecznemu korzystaniu
z Internetu i innych medidw, wspiera rozwéj wiedzy i umiejetnosci rodzicow w nastepu-
jacych zakresach: wzmacniania pozytywnych wiezi z dzie¢mi; konstruktywnego wspie-
rania dzieci w realizacji celéw rozwojowych; wyznaczania zasad korzystania z Internetu
oraz mediow i ich przestrzegania (Krajowe Centrum..., b.d.).

Z kolei program ,Cuder — zyj z sensem” ukierunkowany jest na wzmacnianie wigzi
miedzy rodzicami i dzie¢mi z uwzglednieniem tematyki uzaleznienia od Internetu, co
nastepuje poprzez poszerzanie wiedzy rodzicéw na temat: styléw wychowania, metod
budowania wiezi z dorastajgcymi dzie¢mi, znaczenia autorytetu rodzica w formowaniu
dojrzatej jednostki, zrozumienia relacji pomiedzy rodzicami a dzie¢mi opartymi na mito-
Sci, uznanej za najistotniejszy czynnik chronigcy (Kmiecik-Jusiega, 2017, s. 48).

Trzecia grupa programow profilaktycznych wspiera rozwaéj umiejetnosci wychowaw-
czych rodzicow, umozliwiajgcych wyposazenie dzieci (program ,Przyjaciele Zippiego”)
i mtodziez (programy ,Epsilon”, ,Lustro) w podstawowe kompetencje spoteczno-emocjo-
nalne, ktére pomagajg im radzi¢ sobie w sytuacjach trudnych, a w przysztosci pozwolg
im dobrze funkcjonowac w relacjach z innymi i unika¢ zachowan ryzykownych (Krajowe
Centrum..., b.d.).

Wysoko ocenianym programem, ktory realizuje powyzsze cele, uwzgledniajgc dodat-
kowo profilaktyke wielu probleméw mtodziezy, takich jak: przemoc i cyberprzemoc, depre-
sja i mysli samobdjcze, trudnosci w akceptacii ptci i ciata, korzystanie z substancji psycho-
aktywnych oraz pornografii, jest program profilaktyczny ,Gwiazda mocy”. Tresci spotkan
z rodzicami skupiajg sie na omowieniu metodyki programu oraz poszerzeniu ich wiedzy
na temat obrazu pozytywnego potencjatu, jak réwniez potrzeb wychowawczych i profilak-
tycznych mitodziezy we wczesnej fazie dojrzewania (Grzelak i Zyro, 2023, s. 137—141).

Z kolei gtéwnym celem programu ,Archipelag skarbow” w zakresie pracy z rodzing
nastolatka jest wspieranie rozwoju wiedzy rodzicow na temat wigczania skutecznego
przekazu profilaktycznego do codziennej pracy wychowawczej w rodzinie oraz umiejet-
nosci rozmawiania z dorastajgcymi dzie¢mi o sprawach mitosci i seksualnosci (Kmiecik-
-Jusiega, 2017, s. 47-48).

W ramach wspotpracy szkoty z rodzing wybor programu profilaktycznego powinien
by¢ poprzedzony diagnozg pozytywnego potencjatu dzieci, mtodziezy, rodzicoéw oraz
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nauczycieli, co niewatpliwie bedzie stanowito istotny czynnik wzmacniajgcy skuteczno$é
programu.

Whioski i rekomendacje dla praktyki pedagogicznej

Wspotpraca jako najwyzszy stopien relacji miedzy nauczycielami a rodzicami wymaga od
podmiotéw petnej Swiadomosci i akceptacji przyjetych celéw oraz jednolitego programu
dziatania (Mtynek, 2021, s. 18). Profilaktyka pozytywna umozliwia wypracowanie modelu
edukacyjnej dziatalnosci, w ktérym szkota i rodzina wspoélnie dazg do petnego zdiag-
nozowania i wykorzystania naturalnego potencjatu rozwojowego dzieci i mtodziezy po-
przez zapewnienie im dostepu do prorozwojowych zasobéw w srodowiskach dorastania.

Dazac do planowania i realizacji wspotpracy szkoly i rodziny opartej na koncepcji

profilaktyki pozytywnej, nalezy:
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poszerza¢ dziatania edukacyjne w szkolnym programie wychowawczo-profilak-
tycznym o praktyki realizujgce cele prorozwojowe, skupiajgce sie na pozytywnym
rozwoju jednostki;

wprowadzag, na podstawie decyzji rady rodzicéw oraz rady pedagogicznej, do pro-
gramu wychowawczo-profilaktycznego szkoty rekomendowane tresci z zakresu pro-
filaktyki zdrowia psychicznego, profilaktyki uniwersalnej oraz oparte na modelu pro-
filaktyki zintegrowanej jako zadania przeznaczone do realizacji na dany rok szkolny;
pogtebia¢ wiedze rodzicow na temat wspdinot opartych na obecnosci, a wiec warun-
kow ksztattowania relacji osobowych; elementéw konstytuujgcych proces budowy
najwazniejszych czynnikéw chronigcych, takich jak umiejetne postepowanie wy-
chowawcze rodzicéw, budowanie poczucia wiezi ze szkotg (Wojcieszek, 2017,
s. 26-28; Ostaszewski, 2014, s. 138-140);

zapoznac rodzicéw z wynikami badan naukowych na temat skutecznosci udziatu
dzieci i rodzicow w programach profilaktycznych z zakresu profilaktyki pozytywnej
opartych na koncepcji SEL (social and emotional learning); ma to na celu posze-
rzenie wiedzy rodzicow na temat umiejetnosci psychospotecznych, zwiekszajacych
szanse mtodych ludzi na odnoszenie sukceséw rozwojowych, spotecznych i aka-
demickich (Ostaszewski, 2016, s. 7-8);

wspiera¢ rozwoéj wiedzy rodzicéw na temat negatywnych funkcji wynikajgcych ze
stosowania zdroworozsgdkowych strategii chronigcych, a tym samym poszerzac
zakres ich umiejetnosci wychowawczych w odniesieniu do stosowania strategii po-
zytywnych w srodowisku rodzinnym, w tym strategii alternatyw;

motywowac rodzicéw do podejmowania skutecznych form monitorowania zacho-
wan swoich dzieci poprzez dostarczanie im przez nauczycieli rzetelnej wiedzy,
opartej na wynikach badan naukowych z obszaru profilaktyki skoncentrowanej na
umiejetnosciach rodzicow i proceséw dziejgcych sie w rodzinie (family-based pre-
vention) (Ostaszewski, 2019, s. 40).

91



%71%4&] /fﬂ‘ﬁﬁ/ﬂlﬂ&, Katarzyna Jarosz
1 / {

BIBLIOGRAFIA

Borucka, A. (2011). Koncepcja resilience. Podstawowe zatozenia i nurty badan. W: W. Junik, (red.),
Resilience. Teoria, badania, praktyka (s. 11-28). Wydawnictwo Edukacyjne Parpamedia.
Btasiak, A. (2017). Wspétpraca szkoty i rodziny jako istotny czynnik optymalizacji proceséw wycho-

wania i ksztatcenia najmtodszego pokolenia. Horyzonty Wychowania, 16(38), 11-22.

Debski, M. i Flis, J. (2023). MLODE GtOWY. Otwarcie o zdrowiu psychicznym. Raport z badania
dotyczgcego zdrowia psychicznego, poczucia wiasnej warto$ci i sprawczo$ci wsréd mtodych
ludzi w Polsce. Fundacja UNAWEZA.

Gas, Z.B. (2004). Szkolny program profilaktyki: istota, konstruowanie, ewaluacja. Poradnik meto-
dyczny. Pracownia Wydawnicza Fundac;ji ,Masz Szanse”.

Grzelak, S. (2015). Vademecum skutecznej profilaktyki probleméw mtodziezy. Przewodnik dla
samorzgdowcow i praktykéw oparty na wynikach badan naukowych. Jak wspiera¢ mtodziez
w PODROZY ZYCIA? Osérodek Rozwoju Edukacii.

Grzelak, S. i Zyro, D. (2023). Jak wspieraé miodziez w niestabilnym $wiecie. Wyzwania i reko-
mendacje dla wychowania, profilaktyki i ochrony zdrowia psychicznego po trudnych latach
2020-2022. Instytut Profilaktyki Zintegrowane;.

Hejnicka-Bezwinska, T. (2008). Pedagogika ogdlna. Wydawnictwa Akademickie i Profesjonalne.

Jarczynska, J. (2014). Wstep. W: J. Jarczynska (red.), Uzaleznienia behawioralne i zachowania
problemowe mfodziezy. Teoria, diagnoza, profilaktyka, terapia (s. 7—15). Wydawnictwo Uni-
wersytetu Kazimierza Wielkiego.

Jarosz, K. (2019). Profilaktyka pozytywna w teorii i praktyce pedagogicznej. Wydawnictwo Uni-
wersytetu Opolskiego.

Kania, S. (2017a). Nowe zachowania ryzykowne mtodziezy charakterystyka i tendencje rozwoju.
Ogrody Nauk i Sztuk, 7, 373-382.

Kania, S. (2017b). W poszukiwaniu pozytywnych strategii dla rodzinnej profilaktyki zachowan ry-
zykownych dzieci i mtodziezy. W: K. Kmiecik-Jusiega (red.), Profilaktyka spoteczna. Kontekst
rodzinny i szkolny (s. 55—-70). Akademia Ignatianum w Krakowie.

Kawecki, I. (2018). Szkice z metodologii jakoSciowych badan edukacyjnych. Wydawnictwo Uni-
wersytetu Rzeszowskiego.

Kmiecik-Jusiega, K. (2017). Miejsce rodziny w zapobieganiu zachowaniom ryzykownym dzieci
i mtodziezy. W: K. Kmiecik-Jusiega, (red.), Profilaktyka spoteczna. Kontekst rodzinny i szkolny
(s. 35-54). Akademia Ignatianum w Krakowie.

Krajowe Centrum Przeciwdziatania Uzaleznieniom. (b.d.). Lista programéw rekomendo-
wanych. Programy rekomendowane. https://programyrekomendowane.pl/programy/
lista-programow-rekomendowanych/

tobocki, M. (2007). W trosce o wychowanie w szkole. Oficyna Wydawnicza ,Impuls”.

Mtynek, P. (2021). Wsspodipraca Srodowisk: szkolnego i rodzinnego z perspektywy rodzicéw i na-
uczycieli. Wydawnictwo Uniwersytetu Slaskiego.

Nowosad, |. (2003). Perspektywy rozwoju szkoty. Szkice z teorii szkofy. Instytut Badan Edukacyjnych.

Ostaszewski, K. (2006). Profilaktyka pozytywna. Swiat Probleméw, 3(158), 6—10.

Ostaszewski, K. (2014). Zachowania ryzykowne miodziezy w perspektywie mechanizmow resilien-
ce. Instytut Psychiatrii i Neurologii.

Ostaszewski, K. (2016). Pozytywna profilaktyka po 10 latach. Swiat Probleméw, 1(276), 5-10.

Ostaszewski, K. (2019). W kierunku profilaktyki opartej na wiedzy. W: Z.B. Gas (red.), Profilaktyka
zachowan ryzykownych w teorii i praktyce (s. 35-53). Wyzsza Szkota Ekonomii i Innowac;ji
w Lublinie.

Szempruch, J. (2009). W poszukiwaniu idei podmiotowosci relacji edukacyjnych rodziny i szkoty.
Chowanna, tom jubileuszowy, 79-89.

92 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 83-93



Wykorzystanie koncepcji profilaktyki pozytywnej w obszarze wspoipracy szkoty i rodziny

Ustawa z dnia 14 grudnia 2016 r. Prawo oswiatowe. (2017). Dz.U. 2017, poz. 59. (Polska).

Wieczorek, M. (2018). Program wychowawczo-profilaktyczny szkoty i placéwki. Krok po kroku.
Osrodek Rozwoju Edukac;ji.

Wojcieszek, K.A. (2017). Co nas chroni? Rola relacji osobowych i uczu¢ w profilaktyce kreatywnej,
W: K. Kmiecik-Jusiega, (red.), Profilaktyka spoteczna. Kontekst rodzinny i szkolny (s. 17-33).
Akademia Ignatianum w Krakowie.

Zajgczkowski, K. (2003). Uzaleznienia od substancji psychoaktywnych. Wydawnictwa Szkolne
i Pedagogiczne.

Copyright and License

This article is published under the terms of the Creative Commons
@ ®® Attribution — NoDerivs (CC BY- ND 4.0) License
BY ND http://creativecommons.org/licenses/by-nd/4.0/

Source of funding
Lack of funding sources.

Disclosure statement
No potential conflict of interest was reported by the author(s).

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 83-93 93






Zsofia Vincze

https://orcid.org/0009-0007-3145-5701
Uniwersytet w Debreczynie, Wegry
University of Debrecen, Hungary
vinczezs.a@gmail.com
https://doi.org/10.35765/hw.2024.2366.10
Data zgtoszenia: 25.03.2024

Data akceptaciji: 13.05.2024

8 Data publikacji: 30.06.2024
OPEN ACCESS

2024, Vol. 23, No. 66

The Career of Students who Use a Different Language
at Home and at School

Kariera uczniow postugujacych sie innym jezykiem

w domu i w szkole

ABSTRACT

RESEARCH OBJECTIVE: The objective of the research is to understand how the ethnic compo-
sition of the family and the choice of the language of the school are related.

THE RESEARCH PROBLEMS AND METHODS: Minorities are often the subject of research, and
within, bilingualism, language use arenas and state language education are prominent topics, how-
ever, the issue of ethnic minority students studying in majority institutions is relatively unexplored.

THE PROCESS OF ARGUMENTATION: Our research is focused on the ethnic Hungarian mi-
nority in Romania, their decisions and their experiences of education in the majority language. The
present qualitative research was carried out in a semi-structured interview format in November
2023 with 14 respondents, reached by snowball method.

RESEARCH RESULTS: Our results show that, in addition to proximity to the institution and the
increased possibility of doing well in the country, the school experience of parents and older chil-
dren are factors behind the decision made by parents. Nevertheless, we also find that extended
family, even the third generation, has an impact on school choice.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: The re-
search presents a perspective that focuses on the educational results of respondents most of whom
proved to be successful in their respective fields. The results we found confirm hypotheses from
the literature regarding the language choices of different nationalities. The research is a part of
a larger project which aims at the exploration the research upon the students attending non-native
language schools.
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STRESZCZENIE

CEL NAUKOWY: Celem badania jest zrozumienie, w jaki sposéb sktad etniczny rodziny i wybor
jezyka instytucji sg ze sobg powigzane.

PROBLEMY I METODY BADAWCZE: Mniejszosci sg czesto przedmiotem badan, a w ich obrebie
dwujezycznos$¢, areny uzywania jezyka i panstwowa edukacja jezykowa, jednak kwestia studentow
z mniejszosci etnicznych studiujgcych w instytucjach wigkszosciowych jest stosunkowo niezbadana.

PROCES WYWODU: Nasze badania koncentrujg si¢ na etnicznej mniejszosci wegierskiej w Ru-
munii, jej decyzjach i doSwiadczeniach zwigzanych z edukacjg w jezyku wigkszosci. Niniejsze ba-
danie jakosciowe zostato przeprowadzone w formie czes$ciowo ustrukturyzowanego wywiadu w li-
stopadzie 2023 r. z 14 respondentami, do ktérych dotarlismy metoda kuli $nieznej.

WYNIKI ANALIZY NAUKOWEJ: Nasze wyniki pokazujg, ze oprocz bliskosci instytucji i zwiek-
szonej mozliwosci osiggania dobrych wynikéw w kraju doswiadczenie szkolne rodzicow i starszych
dzieci sg czynnikami wptywajacymi na decyzje podejmowane przez rodzicéw. Niemniej jednak
stwierdzamy réwniez, ze dalsza rodzina, nawet w trzecim pokoleniu, ma wptyw na wybor szkoty.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Badanie
przedstawia perspektywe, ktéra koncentruje sie na wynikach edukacyjnych respondentéw, z kto-
rych wiekszos¢ odniosta sukces w swoich dziedzinach. Wyniki, ktére znalezliSmy, potwierdzajg
hipotezy z literatury dotyczgce wyboréw jezykowych réznych narodowosci. Badanie jest czes-
cig wiekszego projektu, ktéry ma na celu zbadanie uczniéw uczeszczajgcych do szkdét uczgcych
w nierodzimych jezykach.

— SLOWA KLUCZOWE: MNIEJSZOSC, WIEKSZOSCIOWY JEZYK NAUCZANIA,
PARTIUM, POLITYKA JEZYKOWA, BADANIA JAKOSCIOWE

Introduction

In minority contexts, the difference between the language of instruction and the language
spoken at home poses a challenge in education. Minorities are often studied, and research-
ers are unanimous in assessing the causes and effects of attending a majority educational
institution on one’s school and career. The international literature is replete with studies on
the educational situation of minority groups, and there is consensus that young people at-
tending non-native institutions are disadvantaged and less successful than their majority
peers (Kilpi-Jakonen & Alisaari, 2022; Kyriazi, 2018; Lopez-Agudo et al., 2021). Although
we do not have precise data on the number of Hungarians living in Romania who study in
state language institutions, we can draw conclusions from the results of the 2011 census.

Our research is focused on the ethnic Hungarian minority in Romania (Pallay, 2020),
their decisions and experiences with education in the majority language. At present, all
levels of education, including higher education, can be taught in Hungarian according to
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the language preservation model in Romania (Pusztai & Engler, 2014). Nevertheless, the
possibility of state language education is also being raised among native speakers of Hun-
garian in hopes of better labour market prospects, which can lead to assimilation (Papp,
2012). The theoretical basis, facts and data from the literature are presented below. These
studies and research look at the language situation of Hungarian minorities and some other
minorities at an international level. Afterwards, the research is presented in detail.

Minority Students’ Performance

The emergence of the concept of the nation can be linked to the decline of feudalism
and the breakdown of a society based on the privileges of hierarchy, and two types of
nations can be distinguished (Pallay, 2020). John Ogbu’s (1978) typology of minorities
distinguishes between voluntary (immigrant) and involuntary (ethnic) minority commu-
nities. Immigrant (voluntary) minorities move to a foreign country of their own free will in
the hope of improving their prosperity. Involuntary (ethnic) minorities relocate to a for-
eign country as a result of external factors or the shifting of borders. A prominent prob-
lem is minority failure in education, which is more prevalent in industrialised and urban-
ised societies but is not necessarily inherent in the minority way of life. The paradox of
assimilation, as formulated by Rumbaut (1997), is the phenomenon in which a child of
assimilationist parents fails to perform adequately at school and therefore turns against
education and social norms.

Although Anglo-Saxon countries are mostly inclusive and open to different cul-
tures, the educational situation of minority students is often a challenge for them. In
Anglo-French Canada, in addition to the two official languages, there are also native
language schools for larger minorities, including Hungarian. Surveys show that children
from non-native English-speaking families do well, but this is not the case for Indigenous
families. Cultural differences and teachers’ lack of knowledge about the culture make it
difficult to work together with families. The situation is similar in Australia, where there
is a high rate of truancy among indigenous youth, with roughly 50% of them staying in
secondary school. In the United Kingdom, minority students generally perform well, but
(Middle) Eastern and black students face more serious problems (Kovéacs & Pet6, 2005).

Lopez-Agudo, Gonzalez-Betancor and Mercenaro-Guetierrez (2021) investigated the
impact of the PISA test language and home language difference on academic achieve-
ment among 15-year-old Spanish students in Catalonia, Spain. Their results show that
the language of the test influences the students’ performance in the sense that if they
do not understand the content, they cannot give the correct answer. Researchers in Fin-
land have also studied students from former Yugoslav states and Turkey (Kilpi-Jakonen
& Alisaari, 2022). Their study describes how parents with higher education are more
inclined to use a second language with their children at home and may abandon their
native language in favour of the majority language in the long run. Those students who
primarily use their native language score lower on literacy tests.
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Native language education can also contribute to increased migration, as a signifi-
cant proportion of Romanian-born Hungarian language learners complete their higher
education in their home country (Hungary) or even in another country. According to the
PISA survey, language of instruction is a determinant of minorities’ academic performance
(Papp Z., 2012). Hungarian students learn the state language as a first language, and
this is also the case in Transcarpathia. This challenge accompanies students throughout
their school careers, as the teaching of the state language is compulsory in Hungarian
education institutions. This is often perceived as a challenge and a failure, as the cur-
riculum does not take into account the fact that most students first encounter the major-
ity language in the first grade. One consequence of this perceived failure is that parents
enrol their children in Romanian schools in the hope that this will make it easier for them
to overcome school barriers and integrate more easily.

Bilingualism in the Family

One of the functions of the family is to reflect and filter incoming value and norm sys-
tems that influence the life of the family (Szilagyi & Flora, 1998). The language chosen
in the family strengthens the identification with one’s national consciousness: since
one can really only identify with one, this reinforces the demarcation function of lan-
guage use. Children growing up in bilingual families can, if there is a balance, also
benefit from a dual upbringing: they learn two languages, are more flexible and more
receptive. The choice of the language of instruction matters to parents (Keller, 2007),
who can also impose their own values, principles and culture in the context of sec-
ondary socialisation.

When choosing a kindergarten or school, it is important to consider the labour market
situation (Papp Z., 2012), i.e. to make a decision that will return the resources invested
in the future. However, while market needs changing rapidly, the time spent in school
can span 10 to 20 years, which makes it more difficult to calculate the impact of the de-
cision. Papp Z. distinguishes between factors influencing school choice at three levels:
macro, meso and micro. The macro level refers to the legal framework, the meso level
to the characteristics of the school, and the micro level to the socio-economic situation
of the family. Although the choice of non-native education is an individual decision, it
also has an impact at the macro level, as the risk of assimilation affects the community
at the macro level. At the meso level, the quality of the school is a decisive factor. At the
micro level, it can be observed that in more socio-economically developed families, the
ability and willingness to make decisions is more pronounced, as social class is also
chosen along with the school (Papp Z., 2012).
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Goals, Research Questions, Assumptions

The idea of interviewing people who have experience being taught in Romanian was
inspired by the research of the Balvanyos Institute (n.d.). The goal of our research is to
understand how the ethnic composition of the family and the choice of the language of
the institution are related. Not only statistics, but also those with experience in Romanian
minority circles and even interviewees report that in Hungarian educational institutions,
the performance of Hungarian students in Romanian language and literature is gener-
ally poorer than in other subjects. The exploratory research questions aim to assess
the experiences of such learners. How did they come to be Hungarian in a Romanian
institution? Who made this decision? How did the Hungarian students experience the
foreign language environment? How did the students perform in the foreign language?
What are the indicators of success? What support did the students receive, what factors
contributed to their academic progress? How did their career paths develop?

Sampling, Topics

Sample size and sample selection in our qualitative research required special consid-
eration. As our research was aimed at a target group that is difficult to identify, it can be
described as exploratory research in preparation for subsequent large-scale quantita-
tive research. In this type of study, a sample size of only ten individuals provides an ad-
equate basis for analysis if a purposive, expert sample selection procedure is followed,
whereby members of the target population who possess these career characteristics
are willing to respond (Creswell & Creswell, 2018).

Several databases in Romania deal with statistics, and several of these websites
provide data on all aspects of education. We have analysed statistical data for the Ro-
manian part of the Partium region, which has been interpreted by education research-
ers as a single learning region (Kozma & Ceglédi, 2010; Pusztai & Torkos, 2001), i.e.
the counties of Bihor, Maramures, Satu Mare and Salaj. Data on the Hungarian popula-
tion by age group and by county are not yet available from the 2022 Census, so we can
rely on the 2011 Census. Based on existing incomplete data, we estimate that about
one-third of the Hungarian student population attends Romanian-language schools.

Data Collection and Processing

A list of questions was prepared before the interviews were conducted. The semi-struc-
tured interview questions covered demographics, family background, experiences at
different levels of education, relationships, with classmates and future plans. The target
group included Hungarian learners in Romanian-speaking schools or kindergartens who
have completed or are completing higher education, i.e., those who can essentially be
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considered successful students. Respondents were selected using the snowball method.
The first respondents were selected on the basis of familiarity, and then each respond-
ent was asked to suggest additional potential respondents. The survey was conducted
in November 2023. Data was collected through online and in-person interviews, which
were audio-recorded and conducted in Hungarian. The interviewer and the respond-
ent understood each other, although there were some individuals who spoke with an
accent. Providing answers was voluntary, and respondents were assured of anonymity.
In total, we obtained data from 14 respondents. Depending on the amount of time the
respondent spent at a Romanian-speaking educational institution, the interviews lasted
from about 15 minutes to an hour.

Characteristics of the Respondents, Family Background

All respondents declared that they were Hungarian, but in terms of the nationality of their
parents, their fathers were more likely to come from mixed families: while only one of
the mothers was from a mixed family, there were three fathers with a third-generation
member from a different minority background. Thus, some grandparents were of Ro-
manian nationality and also influenced the family’s language situation. The language
spoken in the nuclear family was Hungarian in most cases; in four cases, Romanian
grandparents and distant relatives, both consanguineous and nonconsanguineous,
were mentioned, with whom there was closer contact and with whom conversation took
place in Romanian. One interviewee spoke Romanian with his wife. An interviewee from
an entirely Hungarian family also occasionally spoke Romanian with her mother and
sister: the mother worked in a Romanian community, and his sister followed her brother
to a Romanian school; all tended to spend time in the company of Romanian-speaking
friends and acquaintances. They were the only family, completely Hungarian at the nu-
clear level, in which Romanian was part of daily life. The majority of respondents were
primarily members of Hungarian communities, but there was also a sizable number of
those who had a mixed group of friends; this was more common among those who grad-
uated from a Romanian high school. Time spent in Romanian kindergarten did not bring
lifelong relationships. In terms of parents’ occupations, there was a wide variety. There
were actors, entrepreneurs, and tram conductors. The respondents can generally be said
to have stable financial capital and to have been raised in secure financial conditions.

Reasons for Choosing a Romanian-Language Institution

Based on the conversations, we can see how the reasons for choice, performance and
quality of experiences are related. We identified the categories of hope for prosperity
and others as reasons for choosing an educational institution. Interviewees who made
it clear that they enrolled in a Romanian-speaking school in order to live successfully in
the country were included in the former category. The second category contains people
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who made their choice based on distance, as well as those whose older siblings’ and
parents’ school experience played some role in their choice.

Performance

The second topic studied is the issue of performance: here we took into account the
achievements in Romanian-speaking educational institutions. We divided the respond-
ents into outstanding and non-outstanding categories: those who achieved outstand-
ing results at one level of education in a Romanian institution and those who did not. In
terms of performance, there were just as many outstanding achievers as non-outstand-
ing ones. All respondents who achieved outstanding results had an accepting and open
attitude. Another three interviewees with positive experiences did not declare a particu-
larly successful career at school.

Quality of Experiences

In terms of the quality of experience, we separated those who reacted positively and
negatively to their school environment. We classified the interviewees who were open
to the state language school, made friends and learned the language easily into the re-
ceptive-open category. They are the ones who said: In Romania, knowing Romanian
well is an advantage. The anxious category included those who had difficulties in inte-
grating and learning the language. We found that 4 respondents reported anxiety and
frustration when speaking Romanian which persists to this day. There is also a corre-
lation between the groups without anxiety and with anxiety: none of the respondents
with anxiety reported outstanding results. Taking all this into account, we can conclude
that an open-minded attitude is an essential condition for language learning and thus
for a successful career.

Types of Language Dominance of the Educational Career
and the Family Background

Our respondents pursued Romanian- and Hungarian-dominant studies, depending on
the language in which the person attended school or kindergarten for a long time. All
men had Romanian-dominated academic careers. For women, on the other hand, the
distribution of the two languages of instruction, is not so clear-cut. Men and their fami-
lies typically made more informed choices and decisions about their future, including
a student who chose the best high school in the area rather than being influenced by
his parents. All but one of the men performed exceptionally well at a Romanian-speak-
ing educational institution, and we can also mention competitive performances, doctoral
thesis, and outstanding grades.
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It is clear that in mixed families, the language of instruction was always Romanian-
-dominant, while in the case of all-Hungarian parents, the language of instruction was
mixed. The latter fact strengthens the assumption that the educational careers of stu-
dents from mixed families will follow the majority path. Although the majority of the par-
ents were native speakers of Hungarian, we must mention a few grandparents who were
present in the respondents’ lives as blood relatives or step family members. During data
collection, it was revealed that grandparents of Romanian nationality were also consid-
ered authoritative in shaping the language spoken at home. This drew our attention to
the fact that the third generation of respondents should also be taken into account when
investigating the language spoken at home.

In the case of the respondent who completed grades 5-8, her high school education
was only available in Romanian, and her parents did not want her to commute to the city
every day. Her initial enthusiasm was soon followed by negative experiences, so she
describes grades 5-8 as a “dark period” (A.11). She was one of those who had a com-
pletely negative experience with education in Romanian. Another respondent stated the
following: “I think | would have learned it the same way | learned every other subject
very diligently, because that is typical of me. So | cannot say that it brought great ben-
efits” (A.13). The rest of the interviewees spoke favourably about this period: according
to their statements, they were not discriminated against, and apart from minor disagree-
ments, they had positive experiences.

Half of the respondents graduated from secondary school in Romanian. The respond-
ent who finished grades 5-8 in Romanian longed to return to a Hungarian-speaking
environment, so she decided to commute from grade 9 onward: “| longed to be able to
speak my native language and continue my education, so | decided that | wanted to go
to a Hungarian school from 9th grade” (A.11). One young man made his own decision
about his schooling, and already had concrete plans for his studies, so he chose the
most prestigious school in the city.

We were also interested in performance. Seven respondents declared outstand-
ing results: a distinction in an accounting competition, 4th—5th place in a group of fifty,
a scholarship, a high admission average on the entrance exam, physics and chemistry
Olympiads, scores in physics competitions guaranteeing admission to university, the best
qualification in Romanian, a volume of Romanian poetry, and a doctoral thesis. Not all
of them attended educational institutions in Romanian since kindergarten, but they per-
formed outstandingly in certain areas.

Twelve people positively evaluated their experience in a Romanian educational insti-
tution. A few mentioned that it was necessary to know the language of the country, but
they also liked to practice and read in Hungarian, and overall they were happy that they
know both languages well, with the exception of Hungarian spelling. For a respondent
from Berlin, being a member of a minority is associated with positive, homely feelings:
‘I have never lived in Hungary, but it would be strange for me if everyone around me
spoke Hungarian; this is how | grew up, when | was a child, | didn’t necessarily under-
stand it on the bus, or | could ignore what they were talking about. And now it's the same.
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They speak German around me, but | don’t necessarily pay attention to it” (A.2). This
reveals a habit of early linguistic alienation. There is also an example where a person
who completed her education in Romanian actually felt that both languages and cul-
tures belong to her: “It's like having two personalities. So | cry even when Romania wins
a soccer game, but also when the Hungarians do. If they play against each other, | sup-
port the Hungarians.” (A.9). Most of them are grateful that they were able to establish
a good foundation for their command of the Romanian language, thus enabling them to
fare better in the world of work: “I'm grateful that | went to Romanian kindergarten, be-
cause that’s really why | can say yes, that's why | can speak Romanian” (A.3). Even at
a young age, it becomes apparent that those who attended kindergarten in Romanian
are less likely to struggle in Romanian classes in primary school. In the case of one re-
spondent, whose half-Romanian father insisted on the child’s education in Romanian, his
Hungarian mother took him to a Hungarian class on Fridays: “And so, looking back, my
mother made such attempts, as she once said, to keep the Hungarian sentiment alive
in me” (A.12). Despite the fact that he could have got into any university based on his
scores, this person chose Hungary because he “always had the urge to speak Hungar-
ian” (A.12). The same person changed his Romanian-spelled surname into Hungarian
spelling. Two of these individuals regret having been in a Romanian language environ-
ment and clearly describe the time they spent there as painful.

Conclusions

Although this is not a representative survey, we can say that despite the difficulties, ex-
cellent results can be achieved in Romanian language class. Several Olympiads, schol-
arships and top rankings were mentioned in the reports, even for students coming from
purely Hungarian families. In the case of students who achieved success, internal moti-
vation and diligence helped them overcome language difficulties in most cases.

The fact of the parents’ mixed marriage did not prove to be conclusive with regard
to the respondent’s stay abroad. Two of the three respondents from mixed families live
abroad (if we trace the mixed marriage back to the third generation, where the relation-
ship with the grandparents is still intense), one in France and the other in Germany.
Consequently, the Romanian language did not result in long-term plans in the country.

It is remarkable that the decision was mostly insisted on by the parent from the Ro-
manian family, and met little resistance from the other side. Most respondents reported
language difficulties and frustration at least at the beginning of their school careers, but
several referred to childlike openness when overcoming difficulties. Such challenges
arise regardless of whether the Romanian language training began in kindergarten or in
higher grades. A successful academic life was characteristic not only of those who fol-
lowed the majority path from kindergarten to university; strong motivation and a sense
of purpose also helped. It also happened that parents came from rural areas, where
they spoke the language less well, and felt that it would be important for their child’s
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progress in the city to thoroughly master the language of the state, even at the expense
of the native language, as it turned out. Most of the respondents worked or still work
in a Romanian-speaking environment. Lack of knowledge of Hungarian spelling was
mentioned as a disadvantage, but those who also completed studies in Hungarian or
regularly spend time in Hungarian circles and educate themselves can overcome this
obstacle. During interviews with respondents, there were a few occasions when a re-
spondent spoke Romanian, mostly in cases where they were looking for words from an
institutional context. Mention was made of serbare (ceremony), mentiune (praise), the
Romanian name for training courses (economic), and an interviewee who lives mainly
in a foreign environment asked in English what he simply hadn’t thought of (student,
sentence). Respondents who had completed several levels of education in Romanian
spoke with an audible accent.

Limitations

This is a non-representative studyj; it is also important that the interviewees come from
similar social backgrounds and have similar financial situation. It should be mentioned
that when interpreting the interviews, the self-verification used to reduce cognitive dis-
sonance must be taken into account. For the majority, there is a possibility that an earlier
decision will be evaluated positively afterwards. Due to the structured nature of the ques-
tions, the interviews provided objective rather than descriptive data, which will be further
analysed. Our assessment of success is also a limitation, as we had an interviewee who
only attended kindergarten in Romanian, where there are not as many opportunities for
success as, for example, in high school. While conducting this pilot study, we identified
the aforementioned limitations and will correct the errors that will arise in the future.
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w sukcesy szkolne uczniow romskich z perspektywy uczniéw

ABSTRACT

RESEARCH OBJECTIVE: A recurring question in Romani studies is why it is difficult to achieve
breakthrough successes in inclusion programs. These programs focus mainly on school subjects,
although the role of parents is crucial to solving the problem. This study, therefore, concerns par-
ents and their roles in school success.

THE RESEARCH PROBLEM AND METHODS: The purpose of this study is 1) to reveal how
Roma and non-Roma pupils perceive their parents’ involvement (PI) and 2) to come closer to ex-
plaining how PI affects students’ school success under the control of other variables. The analysis
sheds light on the views of children of Roma and non-Roma parents in Hungary. Cross-tabulation
analysis and linear regression analysis were applied.
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Parental Involvement in the Success of Roma Students at School from the Students’ 1 07
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THE PROCESS OF ARGUMENTATION: The database called Discovery of Hidden Value of Men-
toring (DHVM) was analysed, which includes data from 13—14-year-old students (N = 206; 31.1%
Roma, 68.9% non-Roma).

RESEARCH RESULTS: For all school-based and home-based PI indicators apart from one
(parent-teacher conferences), Roma and non-Roma parents showed the same results. A student’s
disadvantaged financial situation most strongly determined their level of school success, overriding
the compensatory effect of Pl. The variance explained by the regression model was 30.4%, and
the model was significant (F(7) 5.18, p < 0.001).

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH:
Although financial disadvantage overrides the compensatory effect of Pl on school careers and
political entities need much action to improve people’s financial situation, schools and families
cannot look only to the outside for solutions. The most significant finding of the research is that
there is a hidden resource to improve the school success of Roma pupils, namely PI. Based on the
results, the schools are recommended to conduct the partner cooperation with parents, because
together they can increase the children’s future opportunities and resilience.

— KEYWORDS: ROMA PARENTS, PARENTAL INVOLVEMENT, RESILIENCE,
MENTORING, SCHOOL SUCCESS

STRESZCZENIE:

CEL NAUKOWY: Powtarzajgcym sie pytaniem w literaturze dotyczacej studiow romskich jest to,
dlaczego trudno jest osiggng¢ przetomowe sukcesy w programach inkluzji. Programy te koncen-
trujg sie gtéwnie na podmiotach szkolnych, chociaz rola rodzicéw jest kluczowa dla rozwigzania
problemu. Dlatego tez niniejsze badanie dotyczy rodzicéw i ich roli w sukcesie szkolnym.

PROBLEM I METODY BADAWCZE: Celem niniejszego badania jest 1) ujawnienie, w jaki sposéb
uczniowie pochodzenia romskiego i nieromskiego postrzegajg Pl swoich rodzicow oraz 2) zblize-
nie sie do wyjasnienia, w jaki sposob Pl wplywa na sukces szkolny uczniéw pod kontrolg innych
zmiennych. Analiza rzuca $wiatto na poglady dzieci romskich i nieromskich rodzicéw na Wegrzech.
Zastosowano analize krzyzows i analize regresji liniowe;j.

PROCES WYWODU: Przeanalizowano baze danych o nazwie Discovery of Hidden Value of
Mentoring (DHVM), ktéra obejmuje dane uczniéw w wieku 13—14 lat (N = 206) (Romowie: 31,1%,
nie-Romowie: 68,9%).

WYNIKI ANALIZY NAUKOWEJ: Dla wszystkich szkolnych i domowych wskaznikéw Pl z wyjat-
kiem jednego (zebranie rodzicéw), rodzice romscy i nieromscy wykazali takie same wyniki. Nieko-
rzystna sytuacja finansowa ucznia najsilniej determinuje poziom jego sukcesoéw szkolnych, przewa-
zajgc nad efektem kompensacyjnym PI. Wariancja wyjasniona przez model regresji wynosi 30,4%,
a model jest istotny (F(7) 5,18, p < 0,001).
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WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Chociaz
niekorzystna sytuacja finansowa przewaza nad kompensacyjnym wptywem PI| na kariere szkolng,
a podmioty polityczne potrzebujg wielu dziatan, aby poprawi¢ sytuacje finansowa, szkoty i rodziny
nie moga szukac rozwigzan tylko na zewnatrz. Najwazniejszym wnioskiem z badan jest to, ze ist-
nieje ukryty zasob, ktéry moze poprawi¢ sukces szkolny uczniéw romskich, a mianowicie PI. Na
podstawie wynikow mozna zaleci¢ szkotom partnerskg wspétprace z rodzicami, poniewaz wspol-
nie mogg zwigkszy¢ przyszte mozliwosci i odporno$c¢ dzieci.

— SLOWA KLUCZOWE: RODZICE ROMSCY, ZAANGAZOWANIE RODZICOW,
REZYLIENCJA, MENTORING, SUKCES SZKOLNY

Introduction

Parental Involvement in Roma Students’ School Success

Why do international and national programs aiming to support Roma pupils’ success
in school have difficulty achieving breakthroughs? This is one of the leading questions
in the literature on the topic, from the world of policy, school realities and research on
resilient individuals’ life trajectories (Briiggemann & Friedman, 2017; Rutigliano, 2020;
Wilkin et al., 2009; Husz, 2023). The factors underlying the successes and failures of
these programs are complex, and the question of what factors and regularities drive the
broader social context in which these small-scale programs are supposed to achieve
change is still unanswered (Fejes, 2013; Ferge, 2015; Gazso, 2019; Pusztai, 2015;
Schleicher, 2023). A full understanding of this broader social context is almost unattain-
able for a school, but there is one important actor with whom it can be in daily contact
and through whom the success of Roma students can be facilitated more effectively.
These are the parents of Roma children, who are often perceived as outsiders not only
by schools but also by programs designed to help their children (Rutigliano, 2020; Des-
forges & Abouchaar, 2003; Khalfaoui et al., 2020). Our study therefore shifts the focus
from the role of the school to Roma parents and their parental involvement (PI).

In the international literature, Pl is broadly understood to include all activities of par-
ents that promote the students’ success in school. In a narrower sense, it refers to the
parents’ activities, attitudes, beliefs and expectations that specifically support a child’'s
academic progress at school or at home. Following the international literature, the term
refers to both school-based and home-based forms of PI. The former includes the par-
ents’ presence at school, whilst the latter entails the parents’ activities at home which
help the child to complete school tasks, taking into account the child’s individual needs
and paying attention to the child’s school-related activities. Within school-based PI, we
can distinguish between formal and informal forms. The formal subgroup includes activi-
ties such as participating in parent—teacher conferences or other official events. The in-
formal forms of school-based PI include activities such as attending casual events or
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talking to teachers (Desforges & Abouchaar, 2003; Jeynes, 2011; Imre, 2017; Marton,
2019; Epstein, 2009; Koltéi et al., 2019).

Epstein highlights the importance of active communication between parents and the
school, shared responsibility and community involvement in supporting a child’s educa-
tion (2009). But how does this play out for Roma pupils and their parents? Often, Roma
parents feel alienated from educational institutions, as if their walls are symbolically and
effectively closed to them (Flecha, 2014; Haficova et al., 2020; Lukacs et al., 2023; Mer-
chan-Rios et al., 2023; Rutigliano, 2020; Wilkin et al., 2009). It is common for schools to
understand education in terms of a two-part (teacher/student) system, in which the parent
is forgotten or ignored. However, research has shown that all parties (students, teachers,
parents, the wider local community and society as a whole) benefit from moving away
from this narrow view, building closer cooperation between the family and the teachers
and coordinating the educational goals (Desforges & Abouchaar, 2003; Jeynes, 2011;
Coleman, 1988; Killus & Paseka, 2020; Ritok, 2009). One of the prerequisites for this to
occur is ample opportunities for interaction between parents and teachers, often in the
form of extra-curricular activities (Epstein, 2009).

Ongoing communication between parents and teachers, as well as reaching out to
each other, not only helps to foster a trusting relationship in which information about the
child’s behaviour, development and education can be shared, but also provides a space
for discussing uncomfortable and difficult topics. Ultimately, this creates an opportunity
for educational actors to move away from problem-oriented communication towards part-
nership-based solutions and for eliminating mutual prejudices (Killus & Paseka, 2020;
Bempechat & Shernoff, 2012). An important cornerstone of all this is that both parties
in their respective roles feel jointly responsible for the child’s development and realise
that together they are serving the best interest of the student (Bacskai, 2020; Blumen-
thal et al., 2020; Horvath et al., 2023; Wood & Mayo-Wilson, 2012; Koltéi et al., 2019).

It is difficult to distinguish which aspects of Pl can best maximise student outcomes,
and the often hidden nature of Pl at home makes it difficult for educators to learn about
the “blind spot” that is PIl. Therefore, in the present study, we focus on students who
are authentic mediators of their parents’ Pl with the school and their sense of support
at home in school-related activities. We shed light on the issue from the perspective of
Roma and non-Roma students aged 13—14. The purpose of the study is 1) to reveal how
Roma and non-Roma pupils perceive their parents’ Pl and 2) to come closer to explain-
ing how PI affects students’ individual-level school success under the control of other
variables.

Roma Students in Hungary

The Roma are the most populous ethnic minority, not only in Hungary but also in Europe
as a whole (FRA, 2014; Polényi, 2016; Curgi¢ et al., 2014; Rutigliano, 2020; Eurofound,
2017), with a rapidly growing population currently estimated at 700,000-900,000 people
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nationwide' (Pénzes et al., 2018; Pasztor et al., 2016; Poldényi, 2016). After the turn of
the millennium, European studies unanimously noted significant differences between
Roma and non-Roma students at all levels of education (Bocsi & Ceglédi, 2021; FRA,
2014; Polényi, 2016; Curéié et al., 2014; Briiggemann & Friedman, 2017; Karpati et
al., 2014). Programs that were intended to create bridges for the Roma populations re-
ported sparse progress in many European countries (Briiggemann & Friedman, 2017;
Curgié et al., 2014). The school success of Roma students is below that of non-Roma
students in Hungary as well (Poldnyi, 2016; Széll & Nagy, 2018; Hajdu et al., 2015).
A slight increase can be seen in the educational attainment of the population aged 15
years or higher who identify themselves as Roma in the microcensuses and censuses
of recent years, but their school success compared to the overall population is still sig-
nificantly lower (Table 1).

Table 1. Highest Educational Level of the Population Aged 15 and Above in Hungary (Self-Re-
ported, in per cent)

. Secondary School- | Higher
Less than Eight vocational . .
) A . -leaving | educational
eight classes | classes | education without e
. certificate | degree
school-leaving exam
Whole
2022 population 23 21.2 211 33.1 22.3
Census
Gypsy (Roma) 13.2 54.1 19 10.7 29
Whole
2016 population 3.2 232 20.9 32.2 20.5
Microcensus
Gypsy (Roma) 17.3 60.3 14.2 6.9 1.3
Whole
2011 population 4.9 26.8 21.3 30.1 17
Census
Gypsy/Roma 23.1 57.6 13.1 5 1.2

Note: Gypsy (Roma) — “The respondent belonged to the given nationality if he/she indicated the
given nationality in at least one of the questions concerning nationality, mother tongue, or
language used in the family or among friends” (KSH, 2018, p. 7). In 2022, the proportion of
people identifying themselves as Roma decreased compared to the previous census (244,834
in 2011; 209,909 in 2022).

Source: KSH, 2014a, 2014b, 2018, 2022.

To summarise the above, we argue that it is important to understand the issue in a much
broader context than the school, and we have focused on one factor of particular im-
portance: PI. 1) The first research question is: Do children of Roma versus non-Roma

" The most recent complete research recorded a population of 876,000. The future Roma po-
pulation in Hungary is estimated at 961,000 in 2030 and approximately 1.1 million in 2100 (Pénzes
et al., 2018; Polonyi, 2016).
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parents differ in perceiving PIl, and if so, in what ways? 2) How does PI affect school
success, controlling for other variables? The analysis sheds light on the views of pupils
aged 13—14 of Roma and non-Roma parents in Hungary.

Research Tools (Methods)
Instrument

The Discovery of Hidden Value of Mentoring (DHVM) study was carried out by a research
team of students studying the impact of the Let's Teach for Hungary (LTH) mentor pro-
gram and researchers of the MTA-DE-Parent-Teacher Cooperation Research Group.?
The instrument contains a total of 247 items, based on newly created and adapted ques-
tions (NABC, 2021; Bacskai, 2020; Pusztai & Engler, 2020).3

Data Collection

The data collection was carried out in person in the second (spring) semester of the
2021/22 academic year. The technical background was provided by the Evasys survey
creation and evaluation system. The instructor-supported online and in-person surveys
were administered by members of our research team, who work as mentors in schools.*

Sampling Procedure and Sample Presentation

The participants of the survey were a total of 206 7th- and 8th-grade students who are
attending primary schools in Hajdu-Bihar County, Hungary, where the LTH mentoring
program is run. The sampling was designed to control for the effect of subject variables
that were significantly related to the variables we investigated (e.g. classes with men-
tored students or not, schools’ settlement type and institutional context measured by the
students’ social background).

2 Emese Alter, PhD student; Timea Ceglédi PhD, Katalin Godé, PhD student, Irén Godo, PhD
student; Hunor Papp, MA student; Annamaria Horvath, MA student; and Emese Té6th, MA student
took part in developing the measurement tool and collecting the data.

3 Based on the study Value-Creating Education in 2020 (Maria Kopp Institute for Demography
and Families). The research was led by Prof. Dr Gabriella Pusztai.

4 As our participants were 13—14-year-old students, their parents were informed about the de-
tails of the research via an informed consent form, and their permission was obtained before data
collection took place.
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Results
Characteristics of Roma Parents’ Pl

As mentioned above, to answer the research questions we analysed the database of
13—14-year-old students, including Roma and non-Roma respondents. The question-
naire was based on the students’ perception; therefore, all the results can only shed
light on their point of view.

First, we investigated students’ perceptions of their parents’ formal school-based
PI. Attendance at parent—teacher conferences was considered a key indicator of formal
school-based PI. In Figure 1 it can be seen that non-Roma students’ parents had the
highest attendance at parent—teacher conferences (always attended), whilst among
Roma students the second option (my parents mostly attended) was the most frequent
answer.

Figure 1. Responses to the Question “How Often do Your Parents Attend Parent-Teacher Con-
ferences?” Among Roma and non-Roma Students, in per cent

malmost never Mafewtimes M mostly always
Total 14,1% 17,7% 22,9% 45,3%
Roma [ElEPS 19,0% 36,2% 34,5%
Non-Roma 15,7% 17,2% 17,2% 50,0%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Non-Roma Roma Total

M almost never 15,7% 10,3% 14,1%
M 3 few times 17,2% 19,0% 17,7%
= mostly 17,2% 36,2% 22,9%
always 50,0% 34,5% 45,3%

Note: N = 206; p = 0.024
Source: DHVM, 2022.

However, attending parent—teacher conferences was the only PI indicator in which we
found a difference. For all other Pl indicators, the children of Roma and non-Roma par-
ents gave similar answers. Roma parents help their children with homework and study-
ing as much as non-Roma parents. The same was true for discussing future goals with
their children and being involved in school activities. Values and attitudes according to
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Pl are equally important for Roma and non-Roma students, and both groups equally

felt that their parents and teachers share the same opinions about the world (Table 2).

Table 2. Summary of Further Analysis About Differences Between Roma and non-Roma Students’
Perceptions About Their Parents’ Pl

Home-based PI School-based PI Values and attitudes

Help with studying and Formal: Pl is equally important for
homework (NS) Attending parent—teacher conferences students. (NS)
Talking about plans and (non-Roma parents slightly more often) | They equally feel that
further education, discussing | Participating in other official school their parents and teachers
what happened at school events (school celebrations, opening and | have the same opinion
(NS) closing ceremonies of the year) (NS) about the world. (NS)
Packing the school bag,
checking homework and Informal:
learning (NS) Contacting teachers (NS)

Participating in other school events

(paper collection, school fair, family day)

(NS)

Note: NS — non-significant differences. N = 206, two-sample t-tests and crosstabs.

Source: DHVM, 2022.

Predictors of School Success

The second research question focuses on how perceived Pl affects the school success
of students (when controlling for other variables). The analysis looked at whether the
above-seen active Pl of Roma parents is reflected in students’ school success. This time,
the school success was measured by grade point average (GPA).

When looking at the raw data, the results show that Roma students had a lower GPA
than their non-Roma peers. In this education system, students are graded from 1 to 5,
where 5 represents the best grade. The difference between the two study groups was
almost half a grade (0.47) in favour of non-Roma students, a difference that has a par-
ticularly large impact on the chances of further education in secondary school, which is
relevant in this age group (Boudon, 1998; Bourdieu, 1977; Ceglédi, 2018; Mohammed
& Engler, 2021; Fényes, 2000; Todor, 2022; Papp, 2022).
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Figure 3. GPA of Roma and non-Roma Students (Aaverages on a Scale of Grades 1-5, Where
5 is the Best Grade) (Literature, Mother Tongue, History, Mathematics and Science)

2,80 2,90 3,00 3,10 3,20 3,30 3,40 3,50 3,60
Note: Independent-sample t-test: t(1) = 11.044, p = 0.001; N = 167.
Source: DHVM, 2022.

We were curious to find out what deeper factors were behind the lower grades. Thus, we
examined the effect of social status indicators on the variance in student GPA: mother’s
and father’s education (0 — below high school graduation; 1 — at least high school grad-
uation), objective financial capital (measured by an index based on the family owning/
having access to a laptop, a washing machine, a refrigerator, running water, a computer,
a smartphone, stable internet connection, an e-book reader, mobile data, the children
having their own room and a place where they can study without being disturbed), being
Roma (0 — yes; 1 — no), financial situation measured as “ever having received child pro-
tection assistance”s (0 — yes; 1 — no). The model explains 28.5% of the variance and
is significant (F(5) = 6.59, p < 0.001). As shown in Table 3, in this model receiving child
protection assistance (which indicates a very low family income) has significant explan-
atory power, and those whose families who have never received such assistance had
a higher student GPA than those who did. Objective financial capital and Roma ethnic-
ity did not have any explanatory power for student GPA.

5 Child protection assistance is a state subsidy for families who have an extremely low income.
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Table 3. Variables Predicting GPA (1st Model)

B Std Error  Beta t Sig.
Constant 2.802 .264 10.61 <.001
Objective financial capital .054 .036 178 1.497 139
Z‘f{;‘z;tr;‘;eg’sgr;hlggv‘T;‘::;t;” assistance | g5 203 | 403 | 3360 | 001
Non-Roma ethnicity -113 225 -.058 -.502 618
Father’s education -.253 207 -142 -1.223 .226
Mother’s education .399 214 232 1.867 .066*

Note: The model explains 28.5% of the variance in school success, and is significant (F(5) = 6.59,
p <0.001; N = 206). Linear regression, beta coefficients; dependent variable: GPA.

Source: DHVM, 2022.

After this, we used another linear regression model to examine how the explanatory power
of each variable for GPA varies when Pl is also considered as a predictor. In this model,
we included resilience (measured by the Connor—Davidson Scale), to see whether the
parents’ effort or the students’ characteristics are enough to overcome the significant
effect of requiring child protection assistance. The variance explained by the new model
is 30.4%, and the model is significant (F(7) 5.18, p < 0.001). As can be seen from the
coefficients (Table 4), the disadvantage of children receiving child protection assistance
remained significant. Proactive involvement of the parent does not have significant ex-
planatory power, but the child’s resilience is a significant positive predictor of school
success; therefore, unlike involvement, it may be an important protective factor against
failure, even in financially disadvantaged families (Kovéacs et al., 2022; Varga, 2018).

Table 4. Variables Predicting GPA (2nd Model)

B Std Error | Beta t Sig.
Constant 2.193 403 5.436 .000
Objective financial capital .023 .037 .077 632 .530
l;l:svi:trarr(]eg:wed support from child protection 711 202 423 3,520 001**
Non-Roma ethnicity -170 .228 -.087 -.742 461
Father’s education -.234 21 -.132 -1.113 .27
Mother’s education .386 .219 223 1.761 .083*
Proactive involvement of the parent -.032 178 -.019 -.181 .857
Student resilience 243 .100 .263 2.443 .018*

Note: The model explains 30.4% of the variance in school success, and is significant (F(7) = 5.18,
p < 0.001; N = 206). Linear regression; beta coefficients; dependent variable: GPA.

Source: DHVM, 2022.
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Conclusions

The aim of the study was to answer the essential question of what is needed to improve
the school success of Roma pupils. In the theoretical part, we argued that the issue should
be understood in a much broader context than the school, and we focused on Pl as
a particularly important factor. The analysis is based on the responses of 13-14-year-old
Hungarian children of Roma and non-Roma parents.

For all school-based and home-based Pl indicators apart from one (parent—teacher con-
ferences), Roma and non-Roma parents showed the same results. Although the non-Roma
students had a better GPA than the Roma students, the linear logistic regression model
showed that self-identifying as Roma alone does not explain the difference in school suc-
cess. However, when we included the indicator of receiving child protection assistance
(which indicates a very low family income) in the regression model, the explanatory power
of being Roma disappeared. After these results, we deepened the question even further:
Could PI be the solution? Unfortunately, the active Pl of Roma parents is not enough to im-
prove school success (if it is measured only by GPA), but the resilience of students had
a significant impact. The result can be cause for hope that the learning of their children is
important to Roma parents and that they devote a lot of time and energy to supporting them.

An important limitation of the research is that, due to the small sample size, the re-
sults are less generalizable. Nevertheless, it should be stressed that the research could
be a conducive basis for further studies of Roma pupils in a larger sample and could
contribute to a deeper understanding of the topic. Furthermore, it is important to highlight
that we have seen only the children’s self-reported perceptions about their parents’ PI.

Although financial disadvantage overrides the compensatory effect of Pl on school ca-
reers and much action is needed by policy actors to improve families’ financial situation,
schools and families cannot look only to the outside for solutions. Parents can be seen as
partners within reach of the school. The most significant finding of our study for schools
is that there is a hidden resource to improve the school success of Roma pupils, namely
Pl. Based on the results, it can be recommended that schools collaborate with parents as
partners, because together they can increase the children’s future opportunities and resil-
ience. Good practices for collaboration are well-known in the international literature.
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The Family as a Place of Experiencing
Critical Events — Case Study

Rodzina jako miejsce doswiadczania zdarzen
krytycznych — studium przypadku

ABSTRACT

RESEARCH OBJECTIVE: The main aim is to show the narrative of a woman who experienced
critical events in her personal life.

THE RESEARCH PROBLEMS AND METHODS: 1. How does the narrator describe critical events
based on her family experience? 2. What meaning does she ascribe to the events experienced in
retrospect? The presented research is situated in the interpretative research tradition. A descrip-
tive-theoretical type of case study was used. Empirical data was collected using Fritz Schiitze’s
narrative interview technique.

THE PROCESS OF ARGUMENTATION: The interview began by presenting the narrator’s life
story from her childhood to the present day. Attention was paid to her understanding of herself and
her life, her relationship with her parents, and critical events that occurred in her family. The empiri-
cal material was then interpreted based on Schiitze’s process structures, which revealed her current
life course, critical events in the family and landmark events in the narrator’s individual biography.

RESEARCH RESULTS: The interpretation of the empirical material showed the narrator in the
process of change, internal metamorphoses. It revealed poor intra-family relations, which became
the cause of iliness, lack of self-acceptance, and depressive and anxious states. The therapy that
she underwent, satisfying professional work and mutual feelings of love allowed the narrator to
overcome her limitations, weaknesses and take a critical look at the family relationships that were
the cause of her pain and suffering.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH:
The narrative presented in the paper can become a stimulus for change in people who are cur-
rently struggling with family problems, iliness or suffering: all those people who experience anxiety
and loneliness in the space of family life.

— KEYWORDS: AFAMILY, A CRISIS, A CRITICAL EVENT, AN EXPERIENCE,
A NARRATIVE
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STRESZCZENIE

CEL NAUKOWY: Gtownym celem jest ukazanie narracji kobiety, ktéra doswiadczyta zdarzen kry-
tycznych w przestrzeni zycia rodzinnego.

PROBLEMY | METODY BADAWCZE: Postawiono problemy badawcze: 1. W jaki sposéb nar-
ratorka opisuje zdarzenia krytyczne na bazie swoich rodzinnych doswiadczen? 2. Jakie znacze-
nia przypisuje przezytym zdarzeniom krytycznym z perspektywy czasu? Prezentowane badania
usytuowano w interpretatywistycznej tradycji badawczej. Zastosowano opisowo-teoretyczny typ
studium przypadku. Dane empiryczne zebrano technikg wywiadu narracyjnego Fritza Schiitzego.

PROCES WYWODU: Wywadd rozpoczeto przedstawieniem historii zycia narratorki, poczawszy
od dziecinstwa az do dnia dzisiejszego. Zwrécono uwage na sposob rozumienia siebie i swojego
zycia, relacji z rodzicami, krytycznych zdarzen, ktére miaty miejsce w przestrzeni zycia rodzinne-
go. Nastepnie dokonano interpretacji materiatu empirycznego na podstawie struktur procesowych
Schiitzego, ktére odstonity dotychczasowy bieg zycia, zdarzenia krytyczne w rodzinie, przetomowe
wydarzenia w biografii indywidualnej narratorki.

WYNIKI ANALIZY NAUKOWEJ: Interpretacja materiatu empirycznego ukazata narratorke w pro-
cesie zmian, wewnetrznych przemian. Ujawnita zte relacje wewnatrzrodzinne bedace przyczyna
wystgpienia choroby, braku akceptacji siebie, wystgpienia stanéw depresyjnych, lekowych. Pod-
jeta terapia, satysfakcjonujgca praca zawodowa, odwzajemnione uczucie mitosci pozwolito nar-
ratorce pokonaé¢ ograniczenia, stabosci, krytycznie spojrze¢ na relacje rodzinne przysparzajgce
bolu i cierpienia.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Przedsta-
wiona w artykule opowie$¢ narracyjna moze sta¢ si¢ bodzcem do wprowadzenia zmian u oséb,
ktére w chwili obecnej zmagaja sie z klopotami rodzinnymi, z trajektorig choroby czy cierpieniem,
tych wszystkich, ktdrzy w przestrzeni zycia rodzinnego doswiadczajg poczucia leku, osamotnienia.

— SLOWA KLUCZOWE: RODZINA, KRYZYS, ZDARZENIE KRYTYCZNE,
DOSWIADCZENIE, NARRACJA

Introduction

The discussion in this article revolves around the family, its members and the relation-
ships that develop between them. It focuses on the family as a place where everyday sit-
uations are experienced. Those that bring joy and love, as well as those that cause pain
and suffering. Thus, important and significant events occur in the family space, forcing
individual members to adopt new behaviors or make new decisions. Their occurrence
requires making changes, while taking into account personal goals, needs and values.

The concept of a critical life event has been described in Polish literature as a difficult
or stressful situation (Teusz, 2002), as a watershed moment that has led to substantial
changes in an individual’s life. M. John-Borys (1995, p. 14) believes that the experience

124 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 123-133



The Family as a Place of Experiencing Critical Events — Case Study

of critical events is embedded in human biography. They are an important link in human
life, as they enrich our knowledge of feelings, show their variety and intensity, and inform
us about our weaknesses and limitations, as well as our potential. Critical events affect
the later course of a person’s life, opening up new opportunities, and shaping needs
and behavior. They can help to modify identity, understood as a sense of continuity of
the self and identification with certain social structures (Dobrowolska, 1992).

Considering critical events as turning points in one’s biography means that we need
to name the problem, and point to the attempts made to resolve it constructively. In such
a situation, a person appears as an active, engaged subject who describes his or her
experiences, processes and masters the reality in which he or she lives every day.

The narrator’s experience, described in the text, brings to light her suffering, illness
and weakening relationship with her parents. The critical event prompted her to organ-
ize her life, to take a look at the situation she found herself in. This was made possible
by structuring a story about herself and her life.

Method and Research Tool

The study described here falls within the tradition of interpretivist research, whose goal
is to “understand subjective human experience” (Rubacha, 2004, p. 62). Since qualita-
tive research does not require a representative sample, purposive sampling was used
(Bauman, 1998). In this type of research, the individual, the unique and the exceptional
become the object of research interest (Szkudlarek, 1997). The objective of this study
was to relate the story of a woman who experienced critical events in her family life.

The following research problems were formulated:

1. How does the narrator portray and explain critical events based on her family

experience?

2. What meanings does she attribute to the critical events she has experienced

in retrospect?
The study also attempts to demonstrate the need to learn from one’s biographical ex-
periences (Borowska-Beszta, 2011).

The research design is a case study. The study is part of a qualitative strategy using
idiographic explanations. A descriptive and theoretical type of case study was used (Ru-
bacha, 2008). The case study researcher examines meanings, linking them to context
and experience (Stake, 2009). Their work thus is reflexive.

The biographical and narrative interview was conducted in the apartment of the nar-
rator.” It lasted an hour and a half. The entire interview was recorded and meticulously
transcribed. Empirical data were collected using F. Schitze’s narrative interview

" The place and time of the meeting was determined by the narrator. Responsibility for the
course of the study, willingness to be together in one space, empathy, and active listening fostered
the creation of stories in an atmosphere of mutual trust and understanding.
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technique. Reference was made to the main narrative phase, the internal and exter-
nal questions phase and the balancing phase. A preliminary phase, called narrative
prompting, was added to the interview scheme. The question was worded as follows:
“Tell about an experience in your family life that was a turning point, a critical moment,
a watershed in your life. What happened?” This question encouraged the narrator to
tell her own story about herself and her life. In the main stage of the narrative, the re-
searcher took on the role of active listener, accompanying the narrator in her encoun-
ter with her life story. This part of the interview revealed the narrator’s individual experi-
ences and demonstrated her strategies for coping with crises. After the main narrative
stage was completed, we moved on to the stage of internal questions, which referred
to the topics that were brought up in the main narrative, and external questions based
on the biographical interview questionnaire prepared for the study. The final stage of
the interview dealt with the narrator’s thoughts on the life she has led so far. This part
of the interview was a kind of hiatus in the individual life story, an attempt to look back
on events with some critical distance.

The empirical material was interpreted using the following stages: formal analysis of
the text, structural description, abstract analysis, knowledge analysis, and contrastive
comparison.?

In the formal analysis of the text, the story was divided into thematic parts, or se-
quences. In the structural description stage, reference was made to four structural pro-
cesses of the life course: institutional conditions, biographical action plan, and life tra-
jectory. In the final stage of the structural process, | extracted from the narrative story
the development of life trajectory potential, a sense of unstable equilibrium, destabilizing
factors, the collapse of life organization, attempts to reshape life, and life-changing ac-
tions to date (Schitze, 1997). In the abstract analysis stage, the narrator’s life was pre-
sented in its biographical totality, and in the knowledge analysis, other elements of the
story were considered in relation to the narrator’s explanations of how her life unfolded.
In the contrasting comparison stage, reference was made to minor stories so as not
to dismiss them. No comparison was made with another case study, as only one story
was interpreted. The synthesis of empirical material was guided by the idea of T. Pilch
and T. Bauman (2001, p. 365) that the researcher must reflect on what the phenomena
under study say, what the statements bear witness to. These words contributed to the
analysis and interpretation of empirical material.

Family Experiences in Monika’s Narrative

Monika is a special education teacher. She graduated from the University of Gdansk
and completed postgraduate studies in early childhood education. She currently works

2| discuss the narrative technique of F. Schiitze in the monograph Narracja w pedagogice.
Teoria, metodologia, praktyka badawcza [The narrative in pedagogy: Theory, methodology, rese-
arch practice] (Krawczyk-Bocian, 2019).

126 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 123-133



The Family as a Place of Experiencing Critical Events — Case Study

as an elementary school teacher. Monika has a younger brother, with whom she has
a very good relationship, and parents. She says the following about her family and her
relationship with her loved ones:

| came into the world as the first of my siblings. There was my mom and dad. In the begin-
ning, we lived with my grandfather and with my grandmother who suffered from Alzheimer’s
disease. | have a feeling that | was the link between my parents, that they were not really to-
gether; there was only little Monika. For my mother, | was her beloved daughter. | was more
important to her than her husband, and also | was beloved daughter for my dad, who wasn’t
necessarily able to show it, but there were times when he actually treated me like a prin-
cess. The relationship between me and my mom was friendly, like we were good friends.
| had a very good rapport with my mother. However, it was definitely not a mother-daug-
hter relationship, but a partner-partner relationship. My mom treated me as a partner, as
a friend. As for my dad, | don’t remember if | had any relationship with him. Dad may have
been at home, but | actually had the feeling as if he wasn’t there at all. Usually his presen-
ce was limited to lying on the couch and watching TV, or he was simply not there. There
were quiet days at home. The arguments happened behind closed doors, usually at night.

Due to family arguments, and strained relations between her parents, the narrator
had to take care of her younger brother. They played together and talked to each other,
which helped them overcome difficult family experiences. This family bond continues to
this day.

| have a brother who is three years younger. We have a very good relationship. | had the
impression as a girl that he was not aware of what was going on in our house. And | actu-
ally hoped so. Because | was the one who would step into a caretaker role. | hoped that
he didn’t know anything, didn’t suspect anything.

The role of caregiver for her brother, and the loosening of her relationship with her
parents has a considerable impact on the formation of Monika’s identity. She remem-
bers herself as a reserved, shy and fearful person. The reason for her insecurities was
relations inside the family, with the narrator being put in the middle.

| was quiet, shy, | felt | had no say so | didn’t ask questions. A timid little sweet girl, a good
daughter, who was helpful, and never caused problems. | always listened to others talk
about their problems, was very shy, also wary of making friends with other people, groups.
| did not speak up in class unless | had to.

The experience of a critical event in family life at the age of fourteen had a signifi-
cant impact on Monika’s self-perception and relationships with other people. Stress and
the beginnings of depression contributed to an onset of iliness. The narrator’s hair, eye-
brows and eyelashes fell out.

| was fourteen years old at the time. Yet again my dad came home and had a drink. It was
midday. My mother came to me crying because she had discovered pornographic videos

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 123—-133 1 27



%“7%&4&] /fﬂ‘ﬁﬁ/ﬂva_ Amelia Krawczyk-Bocian
| / f

that dad had been watching on the computer. | had discovered the videos much earlier,
a few months earlier, and was heartbroken. | didn’t tell anyone about it, | had to deal with it
myself. There’s this image in my head that my mother comes over, it's about 1pm, and asks
if | knew about these videos, if | had seen them. | told her that | didn’t know if he had seen
the videos. My mom asked me that when my dad comes back | should talk to him about it,
so that he wouldn’t watch those videos again. | did so. | went to his room. | sat down in an
armchair and started talking to him. | actually stepped into the shoes of an adult woman,
| started asking why he was doing this. My dad didn’t say anything. | feel that this was a cri-
tical moment for me and feel that this situation should never have happened. About two
months after that, my body went on strike. | started having breast leakage, a cyst appeared,
and | started going to different doctors. After those two months, my hair started falling out,
it started thinning, | started getting bold spots. After two months | no longer had any hair
on my head. After six months, | no longer had eyelashes or eyebrows.

The sense of loneliness that the narrator experienced in difficult moments caused
her to escape into a state of doubt, passivity.

Usually in difficult moments | would lie down and do nothing. That’s how it was in the be-
ginning. Then | gorged on sweets, which made me happy. Because of this, | gained weight
and lost my confidence, my self-worth. | also sought refuge in TV series. TV shows were
becoming my life. | was vicariously involved in the lives of the characters in the series. | felt
like | existed, that something was happening.

Poor relationships with her parents and peers, and a sense of inferiority caused
Monika to avoid people, and to struggle to accept her appearance. Comments and re-
marks from her peers added to the stress and consequently led her to close in on herself.

| absolutely did not accept myself, | did not allow anyone to take pictures of me. | felt ugly,
horrible, unwanted by everyone. | felt like a monster that everyone reacts strangely to.
Disgusting and hideous. | think it wasn'’t really me who created this image of myself, but
the people around me.

The disease triggered a sense of loneliness and depressive states in the narrator.
It made her realize that at this point in her life she had only one person from whom she
could receive support.

I had no one. | think | wasn’t coping at first. That was the first step to depression. This con-
dition dragged on for so long, until finally my psyche cracked and | was simply unable to
function normally. Life seemed pointless to me. | didn’t want to live. | had all kinds of thou-
ghts. | thought about what it would be like if | was gone. Along with depression, | also saw
who was close to me. It turned out that there were really not many of these people. | could
even say that at that moment it was one person. It was a friend of mine in high school.

Therapy for adult children of alcoholics proved to be a turning point.
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| found an external motivator, which was therapy for adult children of alcoholics. My friend
and | went together. If it hadn’t been for her, | probably wouldn’t have gone. It turned out that
there were free places, that it was therapy for free, group therapy. This therapy gave me
confidence, assertiveness, the ability to talk to people, and self-worth. Thanks to therapy,
| don’t let people take advantage of me, | put myself in the role of a daughter, not a mother.

Graduating from college, undergoing therapy, trying to cut herself off from family
problems, and entering into a relationship brought the narrator closer to God, with whom
she sought contact during difficult times in her life.

First of all, | think that | am religious thanks to this event. Had it not been for my illness and
the situation at home, | don’t know if | would have turned to God. | don’t know if | would
be so close to God. Thanks to this, | am a practicing Catholic. | don’t only go to Church on
Sundays, but also to parish retreats. On a daily basis, | seek contact with God. | often talk
to him during the day. | also see him at different moments in my life.

The narrator is convinced that the critical events she experienced in her family life,
as well as her struggle with iliness, allowed her to understand the meaning of her life.

| know for sure that this has shaped me a lot. | wouldn’t be the person | am today if | hadn’t
experienced this. If my hair hadn’t fallen out, if my dad hadn't left us, if he hadn’t been
drinking. | think that made me empathetic, kind, that | can be good and caring. | can un-
derstand people with problems. | look at everyone as someone who has some experien-
ces, who acts in this way and not another way, because something happened in their life.

The time of disappointment with her appearance and attempts to understand the
events she experienced triggered the narrator’s need to change her life. Her graduation
from college, taking up her dream job and entering into an intimate relationship proves
that Monika is building her self-image in retrospect. She pays attention to the concep-
tual category of goodness and love of life. She sees where the changes, internal trans-
formations should take her in the process of understanding herself.

| would say that good comes first in life. But there should also be a proper hierarchy in what
comes first. That is, loved ones, God, and then the rest. Not to focus on work, on money.
For me, the value is people first and foremost, and the time spent with them.

Monika’s reflection turns her thoughts to the near future. Starting a family and the
plans associated with it are the high point for her.

| am in a relationship and this man | am with now is radically different from the one | was
with before. | can say that | am happy now. | am truly hoping to start a family. This is the
man | have always dreamed of, always wanted to have. Most of all, | see how he treats me.
I didn’t know that it was possible to be so happy in a relationship, | didn’t know that | could
be respected and treated in such a way.
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Another future task the narrator has set for herself is to leave the family home and
start an independent life. The issue of improving her relationship with her mother is also
important for her. The course of change and her plans for the near future have been
laid out.

Interpretation of Empirical Material

Monika’s story focuses attention on the experience of critical events in her family life.
The gradual build-up of trajectory potential leads to difficulties in communicating feelings
in her family, with all family members drifting apart from one another. The description of
the critical event is dominated by an illness, which aggravates the narrator’s sadness
and bitterness. Going through outbursts of anger, rebellion and non-acceptance of the
illness she asks the question: “Why did this happen to me?” (“It was the time when | was
rebelling,” “It's the time when I'm depressed, when | can’t cope with my life”).

Negative self-image led to loneliness (“| was isolating myself, too, distancing myself,
not letting people get to know me better”). Not having a clear goal and becoming with-
drawn exacerbated her depression. Poor relationships with peers and loosening family
ties were signs that the narrator was suffering. She describes her surrender to the sad
reality of everyday life (“I've always associated it with toilet paper, this reality of mine is
long, gray”), negative emotions and hostile attitudes towards herself and others. The nar-
rator’s behavior led her to retreat from family and social life, to slowly shut out the world
around her. According to Schitze, there is a stage of destabilization and a breakdown
in the organization of daily life (“| was vicariously involved in the lives of the characters
in the series. | felt like | existed, that something was happening”).

Then, seeking support from a friend and starting therapy become a reason for her to
ask fundamental questions about the meaning of life. The narrator ponders the causes of
her anxiety, stress and withdrawal. She attempts to name the things she has experienced.
Schiitze calls this stage the first efforts at working on life. The narrator describes the critical
event as a breakthrough that leads her to accept her appearance, to name her relationship
with her parents as a sign of change. She goes from being shy and withdrawn to opening
up to the world and to others (“It amazes me how much I've changed. | was a timid girl,
so docile, always doing what | was told, and now what a woman I've become”).

The reflection on her life highlights the essence of understanding what she partici-
pated in. Participation in the story being created made it possible for her to define herself
as an individual inhabiting a world of meaning. As one who is becoming, rather than fin-
ished, completed (Teusz, 2010, p. 155). The effort she took to understand critical events
allowed the narrator to escape the trajectory of suffering. In her words “l want to continue
working on myself to be a better person.” The attempts she made to reach out to people
and interact with them helped her overcome her shyness and fear of being judged on
her appearance. With self-acceptance came the closure of the stage of bitterness and
sadness associated with the disease.
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Looking at oneself through the perspective of past experiences became a source of
knowledge both about oneself and the surrounding world. There is a self-awareness and
empathy in the narrator’s life, which is expressed in sensitivity to the fate and lives of others
(“I send time with the children, with my pupils, who reciprocate what | give them, that is,
love, affection”). Also noteworthy is her willingness to reach out to people, to spend time
in an atmosphere of acceptance and mutual kindness. Thus, being aware of her self, the
narrator is able to talk candidly to her mother, to express her objection to mistreatment.
The narrator takes her fate into her own hands, and orients her life toward the future.

The reflection that follows becomes her ally in understanding life experiences.

This is undoubtedly true when the narrator tries to understand her father’s new situ-
ation in life, and accepts his new family (“I learned that | have a little brother and sister”).
The realization of herself in the process of education, finding out about a new love made
the narrator aware of the course of her actions.

The path of Monika’s biographical experiences, as shown in the narrative, led through
downfalls and passivity to joy and satisfaction with life. This is clearly a process of transi-
tion to higher levels of self-development, in which planning a vision of the future is cru-
cial. This means an individual biographical plan, featuring the narrator’s clear goals. In
Monika’s narrative, this concerns two areas: family and professional life. In the private
life, it is the desire to start a family and have children, while in terms of professional life
it is further education and professional development. The narrator stressed the aspect
of being able to participate in the creation of the story. Aware of the experiences and
lessons learned in her family home, of the attempts she made to narrate her individual
life story, she sees the story as a state of inner purification (“I feel purified in some way,
fulfilled, so to speak. I'm happy that | could tell the whole story of my life to someone”).

The effort to integrate different areas of life suggests that the narrator felt the need to
creatively construct her world, transform it, adapt it to her own needs and desires. The
unleashed inner motivation to understand biographically significant events allowed the
narrator to befriend herself, to recognize the role of significant others, and to discover
life in all its dimensions. In the words of P. Ole$, “stories can be complicated, and the
vicissitudes of life seem to lead from a foggy past, towards an unknown future” (2004,
p. 195). Monica’s life story certainly supports this statement.

Monika’s biographical narrative exposed critical events in her family. It revealed con-
flicts within the family, which caused her suffering, loneliness, iliness, and rejection by
peers. The attempts to name, describe the difficult situations in the family are an ex-
pression of the narrator’s need to give meaning to the events in her individual biogra-
phy (‘I began to see who | was, | began to learn about myself, | felt happier in spite of
everything”).

Returning to Pilch’s and Bauman’s suggestion that the researcher needs to observe
(during the collection of empirical material) various, minutest events, we should note the
narrator’s need to interpret the course of her own life.

The words that she emphasized during the story: always, | dreamed, | wanted to
have, | wished demonstrate the need to build a life story based on reflection. This
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is unquestionably the realization that “participating in the story of life is an amazing
discovery”® as Monica stressed when concluding the narrative.

Storytelling, therefore, is a human need to talk about what he or she is experiencing
(has experienced) in the space of the world around him or her. Following difficult, criti-
cal as well as joyful events in a story opens up a space to meet oneself.
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Rozwijanie empatii w procesie wychowania dziecka

w Srodowisku kulturowym moggacym sankcjonowaé agresje

ABSTRACT

RESEARCH OBJECTIVE: The purpose of this article is to deepen the knowledge of the sig-
nificance of developing empathy in the upbringing of young people. This issue concerns various
contexts, in which specific patterns and other cultural factors may negatively affect this process.

THE RESEARCH PROBLEM AND METHODS: The primary focus of the study was to investi-
gate the relationship between the development of cognitive empathy among the younger genera-
tions and their sociocultural environment. The research approach included a comparative analysis
that utilized qualitative data collected through ethnographic fieldwork conducted in the Polish re-
gions of Masovia and Podlasie.

THE PROCESS OF ARGUMENTATION: The considerations involved several sequential stages,
beginning with the presentation of theoretical underpinnings and followed by the examination and
explanation of the results of the qualitative research. The final stage entails the construction of pos-
tulates and the derivation of conclusions.

RESEARCH RESULTS: The comparative study demonstrates the fact that there is a need to con-
duct further research on the significance of the social and cultural factors that influence adoles-
cents’ and children’s cognitive empathy development. These phenomena not only play an impor-
tant role in building peer relationships, but they also influence the quality of relationships formed
later in adult life.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: It is
crucial to attain a more comprehensive understanding of the cultural and social factors that inhib-
it the development of cognitive empathy and morality in young people. Studies indicate that fos-
tering cognitive empathy can diminish the inclination toward aggression and violence within peer
groups. It is imperative to continue investigating the origins of peer violence across diverse cultur-
al settings. Consequently, there is a pressing need to undertake further research at both the local
and global scales.
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STRESZCZENIE

CEL NAUKOWY: Celem niniejszego artykutu jest pogtebienie wiedzy na temat znaczenia rozwo-
ju empatii w wychowaniu mtodych ludzi. Zagadnienie to dotyczy réznych kontekstéw, w ktérych
np. okreslone wzorce i inne czynniki kulturowe mogg negatywnie wptywac na ten proces.

PROBLEM | METODY BADAWCZE: Gtéwnym problemem badawczym byto zbadanie zwigzku
zachodzgcego pomigdzy spoteczno-kulturowymi uwarunkowaniami a rozwojem empatii poznaw-
czej u przedstawicieli mtodych generacji. W metodologii badan zastosowano analize poréwnaw-
czg bazujgcg na wnioskach z etnograficznych badan jakosciowych przeprowadzonych na Mazow-
szu oraz Podlasiu.

PROCES WYWODU: Rozwazania zostaty zrealizowane w kilku etapach. Najpierw przedstawiono
podstawy teoretyczne, by na tej podstawie odnies¢ sie do wynikéw badan jakosciowych poddanych
interpretacji. W ostatnim etapie pracy skonstruowano uogélnione wnioski oraz postulaty badawcze.

WYNIKI ANALIZY NAUKOWEJ: Badania porownawcze wykazaly, ze istnieje potrzeba pogte-
biania studiéw nad znaczeniem wplywu uwarunkowan spotecznych i kulturowych w procesie roz-
wijania u dzieci i mtodziezy empatii poznawczej. Te zjawiska odgrywajg istotng role nie tylko w bu-
dowaniu relacji rowiesniczych, ale takze przektadajg sie na jakos$¢ relacji kreowanych przez ludzi
w ich dorostym zyciu.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Niezwy-
kle istotne jest zrozumienie wptywu czynnikéw kulturowych i spotecznych, ktére mogg hamowac
rozwoj empatii poznawczej i moralnosci u mtodych ludzi. Badania wskazuja, ze rozwijanie empa-
tii poznawczej moze zmniejszy¢ sktonno$é do agresji i przemocy w grupach réwiesniczych. Ko-
nieczne jest wiec kontynuowanie badan nad przyczynami wystepowania przemocy réwiesniczej,
obecnej w réznych srodowiskach kulturowych. W zwigzku z tym istnieje pilna potrzeba rozwijania
dalszych studiow zaréwno w skali lokalnej, jak i globalne;j.

— SLOWA KLUCZOWE: PROCES WYCHOWANIA, EMPATIA, WZORCE KULTUROWE,
AGRESJA, PRZEMOC

Introduction

The process of youth education and development has long been one of the most impor-
tant topics of interest in many scientific disciplines, which share the view that introducing
the younger generation to the adult world, alongside educating children and adolescents,
is one of the most important and difficult social tasks (Karbowniczek, 2020, pp. 225-226).
Certain issues could surface during this time and impede the child’s proper development;
two of them are the consequences of violence and of peer aggression. The findings of
the study highlight the key role that sociocultural circumstances play in the development
of empathy in children (Strayer & Roberts, 2004; Hoffman, 2000), which may correlate
with an increase or decrease in aggressive and violent tendencies.
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In this article, | focus on disturbed patterns of social interaction and the underlying
mechanisms that prevent children and adolescents from developing and expressing
empathy. Research by social psychologists indicates that helping children to acquire
cognitive empathy at this stage of development not only reduces aggressiveness, but
also increases compassion and awareness of the needs of others through the ability to
take on their perspective (Zuckerman et al., 1980; Eisenberg et al., 1991; de Vignemont
& Singer, 2006; Woolrych, 2020, p. 2; Baron-Cohen, 2014, p. 31).

In my research, it is assumed that peer violence is supported by some cultural pat-
terns, especially those from the past, which allow or even encourage the use of aggres-
siveness and violence as a means of resolving conflicts in Polish society. Recognizing
these phenomena through the analysis of sociocultural occurrences may be the first step
in reducing peer aggression and violence. Simultaneously, it is important to strengthen
and model empathy by supporting sociomoral attitudes and behaviors related to it.

This study’s methodology is based on my personal qualitative fieldwork (in-depth in-
terviews) carried out in southern Podlasie (between 2010 and 2017) and Mazovia (be-
tween 2014 and 2018) at the Anthropology Department of Vistula University (previously
A. Gieysztor Academy of Humanities). The results of a project carried out in cooperation
with Zespo6t Osrodkéw Wsparcia [the Complex of Support Centers] in Piastow, Poland,
with the goals of social diagnosis and counteracting violence in the Pruszkéw district
and called the District Program Against Violence in the Family for 2024—2029, as well re-
search entitle “Mtode gtowy”, UNAWEZA Foundation (2023), were also used. The study
incorporated theoretical concerns and previous research results related to the topic.

The Importance of Developing Empathy Among the Younger
Generation

Baron-Cohen’s definition of empathy emphasizes that it involves not only recognizing
another person’s thoughts or feelings, but also responding appropriately with the right
emotions and behavioral scripts. To better understand this phenomenon, he proposed
different empathy indicators based on recognized scales (Baron-Cohen, 2014, p. 32).
Hoffman (2000) presented research based on the empathy trajectory model. Firstly, it
enables us to differentiate between empathy at lower and higher levels. Lower-order em-
pathy, which entails an instinctive reaction, is usually linked to affective empathy, which
is the propensity to feel other people’s pain (Hoffman, 2000). This leads one to believe
that empathy, from an evolutionary perspective, is essential for regulating social interac-
tions and fostering teamwork in order to accomplish shared objectives (de Waal, 2008)."

" According to Chiara Bulgarelli and Emily J.H. Jones “general frameworks identify two main com-
ponents of empathy, an affective one (i.e. experiencing a feeling that is alike the one perceived to be
felt by the other) and a cognitive one (i.e. understanding the other’s emotional state)” (2023, p. 2).
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When children acquire cognitive empathy, which is related to the ability to under-
stand the needs and feelings of others and to decode the thoughts of others (perspec-
tive-taking), they engage in higher-order empathy (Hoffman, 2000). Young people with
enhanced cognitive empathy are more sensitive and are better adapted to everyday
school and social life. These individuals more easily find their way into peer groups and
create support systems in the social network (Vaish et al., 2009; Taylor et al., 2013).
These abilities are also important in their adult lives. In this context, we can observe how
sociocultural conditioning influences the development of cognitive empathy. The expe-
riences, knowledge sharing, and internalized relational patterns that young people per-
ceive in their social environment contribute to this process (Woolrych, 2020). As a result,
higher levels of cognitive empathy may emerge, but may also be “muted” or restricted
to specific individuals or social groups (for more on empathy in rival groups, see Singer
& Lamm, 2009, pp. 83—84). According to Hoffman’s study, empathy can vary in different
situations and sometimes even highly empathic individuals may display less empathetic
reactions and behavior (2000). Empathy is not static; it can change over time, but also
depends on social interactions (Sharkey, 1985, p. 50; Assimacopoulos, 1987, p. 26).

The research of Hein and his team at the University of Zurich shows these phenom-
ena, as well as the degree of identification with one’s own community (even if it is an
imagined community) and the preference for one’s own group, which we could asso-
ciate with “selective” empathy. They studied the brain activity of two opposing teams’
fans when they watched a scene where the fans’ hands were electrically shocked. Their
brain activity showed empathy for members of their group and compassionate reactions
toward them. The observation of their opponents’ pain indicated pleasure-related brain
activity (Hein et al., 2010, pp. 149-160). The experiment shows that empathy was lim-
ited to members of one’s own group for cultural reasons; it also leads to the conclusion
that inflicting pain on members of marginalized groups can generate enthusiasm when
their suffering is witnessed. Alaiza Luft (2015, p. 149), who studied the reasons for vio-
lent behavior, argued that in such research we should also take into account the vari-
ability of human behavior, especially in situations where individuals may transgress the
boundaries of their moral behavioral scripts. Such behavior is often rooted in social re-
lations, which could support violence or passive attitudes toward such acts.

It is therefore worth noting under which conditions cognitive empathy is enhanced
and under which conditions it is weakened or restricted to selected individuals or groups.
Cultural conditions dividing people into their own kind and strangers may play an impor-
tant role in such phenomena. Limited empathy may also apply to people stigmatized
by negative stereotypes or others who experience the consequences of stigmatization,
discrimination, social exclusion, and violence for various reasons. It may also involve
cultural patterns and practices that sanction aggression related to the subordination of
individuals. This phenomenon is visible when a person disrupts the constructed social
order associated with explicit and implicit norms and rules and they are isolated, mar-
ginalized, or exposed to such strong social pressure that their life strategies change
from active to passive. These phenomena can be evident in everyday life, which Pierre
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Bourdieu (2001) defines as symbolic violence, when conflicts arise due to significant
asymmetries in social relations (for example, according to status, position, or authority).

Cultural Conditions Affecting the Development of Empathy

In light of Hoffman’s studies on the importance of developing cognitive empathy in young
people, more attention should be paid to the diversity of cultural conditions that can influ-
ence this process. For example, the term “schadenfreude,” which was once common in
Europe (although it appeared in different linguistic forms), has often been explained as
taking pleasure in the misfortune of others (Powell & Smith, 2012). This phenomenon has
been observed both in adult and child groups. It may be due to resentment or jealousy,
but according to other researchers, it may also be a reaction to injustice. Research con-
ducted among children has led to the hypothesis that schadenfreude may have evolved
as a reaction to the experience of injustice and inequality (Shamay-Tsoory et al., 2014).

Consequences such as inequality are also visible in cultural patterns associated
with aggressive scenarios of social relations among men, referred to as the “culture of
honor” (Nisbett & Cohen, 1996). As regards this study, seniors from Podlasie and Maso-
via were brought up in this type of culture. In a hierarchical society, family wealth, class,
age, gender, role, and social position vary greatly. One of the main reasons for the fear
of losing face and status in groups was the desire to protect one’s honor. A combina-
tion of these elements created a fear of “what people would say,” while each individual
was controlled by the group (especially in the countryside). Inappropriate behavior could
damage the family’s reputation in their community. Even rumors had similar potential. Ac-
cording to Bourdieu (1977, p. 178), people may behave irrationally if they are motivated
by something other than the desire to maximize their material gains or losses, such as
recognition or dignity — that is, if they act in a way consistent with the values and stand-
ards of honorable behavior. Conflict sometimes leads to strong polarization in interper-
sonal relationships due to a combination of phenomena such as domination, inferiority,
or humiliation. For these reasons, the defense of dignity (perceived as a value) may in-
dicate a deficit of recognition, but at the same time, it could be a response to injustices,
reflecting strong divisions in the social hierarchy and asymmetry in relations.

In traditional upbringing patterns, boys were trained to use force (e.g., to defend their
honor or, in adulthood, for family members or communities). According to Professor Woj-
ciszke (2004), “in the face of the slightest insult, aggression was sanctioned, which was
a normal response to insults” (p. 463). Men’s aggression and violence appear to be part
of the cultural stereotype of masculinity in this type of community. The boys internalized
the patterns of dominance and aggression; in adulthood, they often reproduced them in
their family lives.

At present, young men are still experiencing the consequences of old masculine pat-
terns transforming into new ones. Research clearly proves that men’s feeling that they are
unable to meet the social images of their own gender and need to prove their masculinity to
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themselves and others is a source of tension that causes internal conflict, low self-esteem,
and health problems. On the other hand, cooperation — not dominance — plays a major
role in new patterns of masculinity, which is also visible in the new canon of partnerships
and the definition of a father’s role (Dzwonkowska-Godula, 2011, pp. 111-127).

According to Radzinska research of younger generations the “culture of honor,” which
is often embodied by grandparents, belongs to the past. Young people aged 20-30 has
revealed that their main values include respect, kindness, and pleasure in the sense
of joy (Radzinska, 2023). In-depth interviews with young people rarely emphasize the
value of honor; however, this does not mean that young people are no longer interested
in a positive social image and the acceptance of their peers. The majority of elementary-
and secondary-school students have a deficit of acceptance (including self-acceptance)
and recognition, which corresponds with problems in their mental health.?

The search for recognition is often part of new trends offered by popular culture and
online activities that influence peer relationships. It has been demonstrated that a per-
son’s difficulty in building their identity and forming an independently functioning compo-
nent of human mental regulation is due to the incorrect development of a mature form
of empathic communication established in family relationships and peer groups. Re-
duced empathy may also be due to a high level of stimulation caused by urbanization,
a fast-paced lifestyle, and overstimulation due to the abundance of information from the
digital world, which also correspond to a limited focus on tasks that require mindfulness.
Difficulties in life and increased stress promote a focus on oneself (Wilczek-Rozyczka,
2002, p. 18), which may hinder the development of altruistic behavior and the stable
development of cognitive empathy.

The process of cultural transformation is characterized by a crisis caused by incoher-
ence and the lack of stable foundations, which are important for the harmonious develop-
ment of young people. The consequences of the changes experienced by children and
adolescents are also linked to a sense of uncertainty about the development of their own
identity, which should be supported by real, stable authorities and cultural role models.
The influence of consumer culture trends is increasingly evident, as prestige and rec-
ognition are increasingly linked to family wealth, which can play an important role in the
formation of peer relationships. Not only is this divisive, but it can also lead to economic
violence among peer groups. This increases the likelihood of marginalization, which can
also occur for other reasons, such as cultural differences (Zespot Osrodkéw Wsparcia
w Piastowie, n.d.). Groups are governed by specific formal or informal rules, which also
apply to peer relationships. They include prescriptive norms that specify, for example,

2 For example, research conducted among schoolchildren entitled Mfode gfowy (through the
UNAWEZA Foundation) revealed a very low level of self-esteem among children and adolescents
in Poland. The research lasted from October 25, 2022 to March 10, 2023 and involved 184,000
students aged 10—19 from elementary and secondary schools from all over Poland. The results in-
dicate that 65.9% of students would like to have more self-respect, 58.4% of students sometimes
feel useless, 46% have extremely low self-esteem, 31.6% do not like themselves, and 26.4% con-
sider themselves to be less valuable than others (Fundacja UNAWEZA, 2023).
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how a person should behave, what they should represent if they want to gain the ap-
proval of group members, and what consequences and punishment may be imposed
if the group cohesion is destabilized. Opposing the dominant group in isolation (that is,
without the support of others) in the face of peer stigma or violence is costly for a young
person, which is one reason why passive people behave in a conformist manner. Dif-
fused responsibility, anonymity, and deindividuation are possible phenomena as well.
This could correspond with the process of losing one’s moral identity (under certain cir-
cumstances), making it simpler to act in a way that is compliant rather than morally right.

Summary

Hoffman’s research on the importance of developing cognitive empathy in the upbring-
ing of young people needs to be deepened, particularly in relation to the cultural condi-
tions that influence this process. The current research highlights the fact that some of
the traditional cultural influences and methods used in the upbringing of boys and girls
had dysfunctional consequences for their adult lives. In particular, cultural scripts sup-
porting aggressive conflict resolution strategies and reflecting stereotypes of a real man
were dysfunctional. In addition, boys’ ability to express empathy was hindered by their
training to suppress their emotions, which was connoted as weakness. Modern culture
has changed not only the basis of conventional child-rearing practices, but also the roles
played by men and women in the home and the relationships between them, which also
involves a new model of fatherhood.

These changes are not easy to achieve. Qualitative research in families in the Pod-
lasie and Masovia regions has shown that children often receive conflicting input due to
differences between traditional and modern cultural patterns. They internalize behavio-
ral scripts from different sources, which leads to difficulties in building harmonious social
relationships, among other things. In many families, boys are still not supposed to be
weak and emotional (stereotypically like women), even if they no longer defend their
honor (according to the “culture of honor”).

Violence remains an ongoing social problem. Aggression and violence have not dis-
appeared and even if the causes are different than in the past, the phenomenon often
intensifies and takes on a new form in peer relationships. Distorted relationship patterns
can create an impression of normality that young people may adopt. If the social envi-
ronment promotes patterns based on domination, control, and violence, these tenden-
cies may also be reflected in peer groups and in adulthood. However, evil is sometimes
difficult for young people to identify, especially if the adult world offers patterns of social
interaction based on sharp social divisions, aggressive behavior, relationships based
on prejudice, and negative stereotypes. It is important to support the development of
cognitive empathy in young people, with the support of real authorities from the adult
world acting as guides, sensitizing children and adolescents to the needs of others,
and helping them to transcend the social boundaries that divide people into “us” and
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“them” — promoting not only altruism, but also those scripts of behavior that defy ag-
gression, discrimination, and violence. Therefore, research on the correlation between
cognitive empathy and the cultural determinants that influence the process of raising
children should continue, not only on a local or national level, but also cross-culturally.
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From Seeing to Understanding: The Conceptual Metaphor
UNDERSTANDING IS LIGHT in Julian of Norwich’s
“Revelations of Divine Love”

Od widzenia do rozumienia. Metafora pojeciowa
ROZUMIENIE JEST SWIATLEM w ,,Objawieniach

Bozej Mitosci” Juliany z Norwich

ABSTRACT

RESEARCH OBJECTIVE: The article discusses the interplay between language, cognition and
culture from a cognitive diachronic perspective, focusing on the relation between religion and meta-
phorical thought. It investigates the role of the conceptual metaphor UNDERSTANDING IS LIGHT
in religious discourse, using the example of The Revelations of Divine Love, written by Julian of
Norwich, a late medieval anchoress.

THE RESEARCH PROBLEM AND METHODS: The paper draws on the Extended Conceptual
Metaphor approach, Zoltan Kdvecses'’s elaboration of the Conceptual Metaphor Theory (CMT).
The universalist bias of CMT means that the theory tends to ignore the sociocultural context of
historical data, prioritising the influence of universal human embodiment on metaphorical thought.
Using Kévecses’s approach, the paper shows how the gap in CMT methodology may be bridged
to yield more reliable results.

THE PROCESS OF ARGUMENTATION: The present study connects Kévecses'’s approach to
Cognitive Linguistic research into sociocultural situatedness. To exemplify the problem, the analy-
sis examines the cognitive-cultural underpinnings of Julian’s use of the metaphor UNDERSTAND-
ING IS LIGHT.

RESEARCH RESULTS: The analysis shows that the metaphorical conceptualisation pattern may
well derive from Julian’s sociocultural situatedness. The paper indicates that the anchoress’s met-
aphorical thought should be seen as embedded in the late medieval sociocultural context, rather
than being considered solely in terms of universal aspects of embodiment.

CONCLUSIONS, RECOMMENDATIONS AND THE APPLICATIVE VALUE OF RESEARCH:
The study concludes that the idea of sociocultural situatedness may be pivotal in the analyses of
historical texts. It seems important to incorporate this idea into Kévecses’s approach, which may
inform the methodology of cognitive diachronic research into metaphorical conceptualisations. Fur-
thermore, the results may be applied to teaching students how to approach historical texts, helping
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them gain a better understanding of the relation between metaphorical thought and culture. This
has also wider implications for learning how to apprehend current social and cultural contexts, in
which religion and religious discourse play pivotal roles.

— KEYWORDS: COGNITIVE LINGUISTICS, CONCEPTUAL METAPHOR, JULIAN
OF NORWICH, RELIGIOUS DISCOURSE, SOCIOCULTURAL
SITUATEDNESS

STRESZCZENIE

CEL NAUKOWY: Artykut podejmuje kwestie wzajemnych oddziatywan pomiedzy jezykiem, po-
znaniem a kulturg z perspektywy badan o charakterze kognitywno-diachronicznym, zwracajgc
szczegdblng uwage na relacje pomiedzy religig a metaforg pojeciowa. Artykut omawia role metafo-
ry pojeciowej ROZUMIENIE TO SWIATLO w dyskursie religijnym na przyktadzie Objawier Bozej
mitosci Juliany z Norwich, péznosredniowiecznej angielskiej mistyczki.

PROBLEM I METODY BADAWCZE: W artykule przyjeto metodologie tzw. rozszerzonego ujecia
metafory pojeciowej, opracowanego przez Zoltana Kévecsesa na podstawie teorii metafory poje-
ciowej, ktéra podkresla role uniwersalnych aspektow ludzkiego ucielesnienia jako gtdwnych zrodet
metafor pojeciowych. Artykut ukazuje, jak uwzgledni¢ wptyw kontekstu spoteczno-kulturowego
w metodologii diachronicznych badan nad metaforg pojeciows.

PROCES WYWODU: Analiza tekstu Objawierr Bozej mitosci tagczy model Kévecsesa z koncep-
cjg usytuowania spoteczno-kulturowego, rozwijang w jezykoznawstwie kognitywnym. Badanie
omawia mozliwe uwarunkowania poznawczo-kulturowe uzycia metafory ROZUMIENIE TO SWIAT-
£O w dziele Juliany.

WYNIKI ANALIZY NAUKOWEJ: Wyniki badania wskazujg, ze metaforyczne konceptualizacje
w tekscie mistyczki motywowane sa nie tylko uniwersalnymi aspektami ucielesnionego poznania,
ale wynikajg one w znacznej mierze z usytuowania autorki w péznosredniowiecznym srodowisku
spotecznym i kulturowym.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BABAN: Badanie
wskazuje na znaczenie koncepcji usytuowania spoteczno-kulturowego w badaniach tekstéw histo-
rycznych. Nalezy powigzaé podejscie Kdvecsesa z koncepcjg usytuowania spoteczno-kulturowego,
co pozwoli wzbogaci¢ metodologie badan diachronicznych dotyczacych metafor pojeciowych. Wyniki
majg zastosowanie praktyczne, poniewaz moga byé wykorzystane w nauczaniu analizy tekstéw hi-
storycznych w spos6b pomagajgcy studentom lepiej zrozumie¢ relacje pomiedzy kulturg a metaforg
pojeciowa. Takie ujecie ma réwniez pewne implikacje dla pogtebiania wiedzy na temat biezgcych
kontekstow spotecznych i kulturowych, w ktérych religia i dyskurs religijny odgrywajg kluczowa role.

— SLOWA KLUCZOWE: DYSKURS RELIGIJNY, JEZYKOZNAWSTWO KOGNITYWNE,
JULIANA Z NORWICH, METAFORA POJECIOWA,
USYTUOWANIE SPOLECZNO-KULTUROWE
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Introduction

Cognitive Linguistics (CL) is often described as “a modern school of linguistic thought”
(Evans & Green, 2006, p. 3), encompassing theories and methods based on the shared
commitment to offer insights into the patterns of conceptualisation that underlie language
in use. One of the most prominent theories of the CL movement is the Conceptual Meta-
phor Theory (CMT). As Evans and Green (2006) say, “metaphor is not simply a matter of
language” (p. 303). It stems from the embodied nature of human cognition. Conceptual
metaphors derive from mappings between conceptual domains. Such correspondences
between the source and the target domain typically allow us to reason about an abstract
phenomenon in terms of another (usually more concrete) concept. For instance, in the
sentence Astronomers are time travellers, the concept of TIME is understood in terms
of the concept of SPACE (hence the conceptual metaphor TIME IS SPACE).

Standard CMT is focused on the embodied nature of the mind and how it gives rise to
metaphorical conceptualisation. Thus, it is argued to exhibit a universalist bias (cf. Geer-
aerts & Grondelaers, 1995). The disregard of intra- and intercultural metaphorical vari-
ation has not gone unnoticed in cognitive diachronic research on metaphor. Discussing
the basic methodological flaws of the research, Geeraerts (2015) mentions the “natural
experience only” fallacy, which “neglects the cultural background of cognitive process-
es” (p. 26). The scholar stresses the need to incorporate the history of both ideas and
of material culture into the study of conceptual metaphors (Geeraerts, 2015, pp. 21-22).

In adopting a Cognitive Linguistic perspective, the current study addresses the need
to situate historical texts in their sociocultural contexts so as to gain a better understand-
ing of the factors that shaped them. It seeks to offer new insights into research on con-
ceptual metaphor (CM), particularly in relation to cognitive diachronic studies. To illustrate
the problem with relevant historical data, the paper offers a qualitative analysis of how the
conceptual metaphor UNDERSTANDING IS LIGHT is used in Julian of Norwich’s Revela-
tions of Divine Love, a mystical text dating from the late Middle English period. The study
adopts Zoltan Kévecses'’s contextualist version of CMT and connects it to the CL notion
of sociocultural situatedness. The paper shows that both conceptions may inform cogni-
tive diachronic research. It concludes with possible practical applications of the results.

Conceptual Metaphors in Religious Discourse: Research Methods
and Analytical Tools

With respect to the studies of language and religion, Richardson et al. (2021, p. 1) argue
that language use is one means that affords us the possibility of exploring religious

thought and practice. In the words of Sharifian (2021),

[...] spiritual systems such as religions embody particular worldviews or systems of con-
ceptualizing life, death, morality, creation, the life hereafter, fate, and so on. Since these
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conceptualizations are more or less shared across any speech community that believes
in the same faith, religions can be viewed as providing systems of cultural conceptualiza-
tions (p. 9).

CL is often recognised as a theoretical and methodological framework that facilitates rig-
orous and principled research into the conceptualisations underpinning religion and spir-
ituality (cf. e.g. Jindo, 2009). When applied to religious discourse, CM may be a useful
tool for analysing how people reason about abstract ideas such as the relation between
humans and God, truth, afterlife, etc. (DesCamp & Sweetser, 2014). Since metaphors
are part of the shared repository of a community’s knowledge (common ground; cf.
Kévecses, 2022), the identification of such thought patterns may help gain insight into
contemporary cultures and their social realities as well (Ferrando, 2019).

Advances in cognitive science have borne out the need to contextualise linguistic
data. For Barsalou (2016), the recent strand of research into situated/grounded cogni-
tion shows that the mind

doesn’t simply reside in a set of cognitive mechanisms. Instead, cognition emerges from
these mechanisms as they interact with sensory-motor systems, the body, the physical en-
vironment, and the social environment (p. 14).

To account for those phenomena, some CL scholars have advocated the idea of socio-
cultural situatedness. As Frank (2008) puts it, the conception implies

the way(s) in which individual minds and cognitive processes are shaped by their being
together with other embodied minds, i.e., their interaction with social and cultural structu-
res, such as other agents, artifacts, conventions, etc. and [...] with language itself (p. 1).

Overall, the situated/grounded approach underscores the primacy of context and the
role it may play in human cognition.

The idea of sociocultural situatedness dovetails with Zoltan Kévecses'’s version of
CMT, Extended Conceptual Metaphor Theory. What Kévecses (2005) posits is that
“[b]odily experience may be overridden by both culture and cognitive processes” (p. 4).
According to the scholar, there are a number of parameters that help explain how con-
text interacts with metaphorical conceptualisation. The scholar distinguishes four types
of contextual factors: situational context (physical, social and cultural), discourse context
(co-text, knowledge about the topic/the speaker/the hearer and previous discourses on
the same topic), conceptual-cognitive (the metaphorical conceptual system itself, which
encompasses conventionalised metaphorical meanings, ideology, awareness of past
events and the interests and concerns of the individuals involved) and bodily context (the
individual's bodily specificities) (Kdvecses, 2022, pp. 111-114). Since it is important to
grasp the context as a complex whole, | argue that Kdvecses’s contextual types may be
subsumed under the idea of the language user’s sociocultural situatedness, embracing
the interplay of local and global factors that influence how language users interact with
one another across space and time.

148 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 66, 145-154



From Seeing to Understanding

The Metaphor UNDERSTANDING IS LIGHT in Julian of Norwich’s
Revelations of Divine Love

The aim of the analysis is to explore metaphorical conceptualisation patterns in Julian of
Norwich’s Revelations of Divine Love (Revelations), which dates back to the time when
mysticism thrived in England. The analysis explores the sociocultural underpinnings
that underlie the mystic’s use of the metaphor UNDERSTANDING IS LIGHT and exam-
ines the role it may play in structuring the text that recounts her mystical experience."

An Overview of Research on Julian of Norwich’s Writings

Julian of Norwich’s Showings, written in the Middle English period, is one of the most
intriguing mystical works. It is related to the tradition of affective piety, which centred on
Jesus’ incarnation and emphasised the suffering humanity of Christ (Baker, 1994). In
1373, when she was thirty years old, Julian became gravely ill; when she thought she
was on her deathbed she received a series of revelations, or showings, which she re-
corded once she recovered. Two versions of the narrative about the event exist. One
is the earlier version, the “Short Text” (ST), and the other is the “Long Text” (LT), writ-
ten by Julian after many years of meditation on what she had been shown. This paper
concentrates on the latter. As indicated by Jenkins and Watson (2007), the ST is also
known as A Vision Showed to a Devout Woman, whilst the LT is sometimes referred to
as A Revelations of Love. Thus, | also refer herein to the LT as Revelations.

The mystic’s work has been explored from a range of scholarly perspectives. As we
gather from Glasscoe (2005), some of the research lines pertain to the theological as-
pects of Julian’s texts, whilst others concern the type of religious discourse (apophatic
vs cataphatic)? or the genre the work represents. With respect to Julian’s theological
thought, one of the dominant research themes is the motherhood of Christ (cf. e.g. Pal-
liser, 1992), whose crucifixion is compared to childbirth. Another research strand focus-
es on the significance of the visual and material culture of the Middle Ages for Julian’s
spirituality and writings (Hagen, 2004).

The conventional iconography of affective piety, designed to spur the individual's
emotional engagement in devotional practices, lies at the core of the mystic’s attempt
to spread her ideas among her fellow Christians, to whom she addresses her work.

" The usefulness of conceptual metaphor as an analytical tool has already been recognised in
cognitive approaches to pre-modern literature. For instance, Lakoff and Johnsons’ CMT is invoked
in Cervone (2012) and Harbus (2012). However, being literary in their aims and scope, the stu-
dies do not address the linguistic issues central to the present paper. Also, for more on the signifi-
cance of pre-modern literatures as sources of historical data for linguists, see Koztowska (2023).

2 For the apophatic (“by negatives”) and cataphatic (“by analogy and image”) ways of talking
about God (see Dyas et al., 2005, p. 207).
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Importantly, Julian transforms the imagery of the first account, imparting an apophatic
dimension to the images in the LT (Gillespie & Ross, 1992), where darker overtones are
also present.

Novotny’s recent study (2019) provides a glimpse into the life of the community in
which Julian would have lived. As the scholar says,

[...] any medieval person with eyes and ears lived in a sea of language. It cycled through
the period in sermons, mystery plays and liturgical rituals. It circulated in prayer books,
psalters and picture bibles. It was represented in crucifixes, statues of saints and stained
glass. All of these forms of narrative, and the depictions of such narrative in art, influenced
the language during the fourteenth century. [...] Julian of Norwich [...] pulled deeply from
the reservoir of rhetorics heard in sermons, performed in dramas and seen in the art sur-
rounding her (Novotny, 2019, p. 560).

To conclude, Novotny (2019) situates the composition of the anchoress’s writings in the
context of late medieval Norwich and its culture. In so doing, the scholar offers revealing
insight into the ways in which the local environment might have influenced Julian’s work.

The Metaphor UNDERSTANDING IS LIGHT in Julian of Norwich’s
Revelations

The first example comes from Chapter 4. It recounts the event which prompted the series
of revelations Julian experienced:

My parish priest was sent for to be present at my death, and by the time he came my eyes
were fixed and | could not speak. He set the cross before my face and said, “I have brought
you the image of your Maker and Saviour. Look upon it and be comforted.” [...] After this
my sight began to fail and the room was dark all around me as though it had been night,
except for the image of the cross, in which | saw an ordinary, household light — | could not
understand how. Everything except the cross was ugly to me, as if crowded with fiends.?

It is necessary to begin our discussion with this example because for Julian all the revela-
tions converge on the image of the cross. As she says, the First Revelation is the pivot on
which “all the showings that follow are founded and in which they are all united” (Chap-
ter 1). It is interesting to note that the image of the light in the cross might be explained
using the metaphor TRUTH IS A LIT OBJECT (Vereza & Puente, 2017, p. 9). That is
to say, the moment of seeing the light in the cross could be understood as the point at
which Julian’s endeavour to grasp the meaning of the showings began. It is marked by
the presence of light emanating from the cross, but at the same time by the darkness
enveloping everything else in the room, and so obscuring her vision.

3 The excerpts are taken from the e-book version by Spearing (Julian of Norwich, 1998). No page
numbers are provided in the e-book.
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In Chapter 10, Julian conjures up the image of the crucifix again, but this time the
focus changes as she attends to the details of Christ’'s face and the changing colours
that reveal his agony, which she saw “in distress and darkness”:

And after this | saw with my bodily sight in the face of Christ on the crucifix which hung
before me, which | was looking at continuously, a part of his Passion [...]. And once | saw
how half his face, beginning at the ear, was covered in dry blood until it reached the middle
of his face, and after that the other half was covered in the same way, and meanwhile the
first part was as before. | saw this bodily, in distress and darkness, and | wished for better
bodily sight to see it more clearly. And | was answered in my reason, “If God wants to show
you more, he will be your light. You need no light but him.”

The two scenes, one from Chapter 4 and the other from Chapter 10, are based on Pas-
sion icons insofar as the figure of the crucifix signals the common ground shared in the
late mediaeval community of Julian’s fellow Christians (see also Chapter 16). The inter-
play of the concepts of LIGHT and DARKNESS (indicating the lack of light, i.e. under-
standing) is also present in the excerpt from Chapter 10, which to some extent seems
to invoke the via negativa tradition.* Seeking to look beyond what concrete images help
understand, Julian adds a new layer of meaning to the conventional iconography of af-
fective piety. As pious emotions cease to suffice in Julian’s pursuit of God’s meaning,
the anchoress candidly admits her limited understanding of the showing, but says God
will be her light, i.e. God will give her as much understanding as she needs.

Finally, it is worth invoking Chapter 83 of Revelations, in which Julian concludes the
following:

Our faith is a light, coming kindly and naturally from everlasting day, which is our father,
God; and in this light our mother, Christ, and our good lord, the Holy Ghost, lead us in this
transitory life. This light is allotted prudently, supporting us in the night according to our
need. The light is the cause of our life, the night is the cause of our suffering and of all our
woe, through which we deserve reward and thanks from God; for we, eagerly knowing and
believing in our light through mercy and grace, walk in it surely and strongly. And when woe
ends, our eyes shall suddenly be opened, and in the brightness of light our sight will be clear;
and this light is God our Maker and the Holy Ghost in Christ Jesus our Saviour. Thus | saw
and understood that our faith is our light in our night, light which is God, our everlasting day.

It should be indicated that in these three examples the concept of LIGHT is accompanied
by the concept of DARKNESS (implied in the excerpt above by the lexical item night).
However, what seems more significant is that, whilst dark overtones seem to dominate the
scenes in the excerpt from Chapters 4 and 10, in the excerpt from Chapter 83 the word
light occurs as many as nine times, as it interconnects the concepts of GOD and FAITH
(and indirectly LIFE, whereby life is created by God, understood as the source of light).

4 For the notion of via negativa, stressing the unknowability of God, see Pollard and Boening
(1997).
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In view of the foregoing, it is possible to offer concluding thoughts. The scope of the paper
does not allow a detailed discussion of how the phenomenon of light was conceptualised
in the Middle Ages. However, studies such as Gillespie (2013) provide insight into the
medieval metaphysics of light. The author discusses the writings of Robert Grosseteste
(ca. 1175-1253), the bishop of Lincoln and a mediaeval scholar. In his treatise, De luce
[On light], Grosseteste (1942) posits that God is the uncreated light (/lux). As Gillespie
(2013) clarifies, lux gives rise to another type of light, called lumen. Thus, the sun and
the moon are the sources of lumen, not lux. Importantly, in Grosseteste’s theory, light
intertwines the spiritual and physical/corporeal aspects of reality (Trepczynski, 2017).

Grosseteste’s conception appears relevant to the present discussion because it
provides a useful framework for tracing the progress of Julian’s spiritual understanding,
recounted in Revelations. Thus, on the one hand, more light received from God in the
showings implies the mystic’s greater understanding of the divine message, achieved
after years of prayer and contemplation. On the other hand, even though the anchor-
ess might not have read any of Grosseteste’s treatises, she might have been familiar
with such ideas because of her sociocultural situatedness (cf. Gillespie, 2013; Novotny,
2019). In other words, Julian’s use of the metaphor UNDERSTANDING IS LIGHT does
not seem arbitrary, but appears to have been motivated (at least to some extent) by rel-
evant discourses with which she and her fellow Christians could have been familiar (cf.
the opening line in the excerpt from Chapter 83: “Our faith is a light, coming kindly and
naturally from everlasting day, which is our father, God”).

A Nexus of Metaphorical Conceptualisations in Revelations

Although the bodily-based connection between the ability to perceive and the availability
of light is independent of culture, the way Julian uses the metaphor UNDERSTANDING
IS LIGHT implies her situatedness in the Middle English culture. This can be seen in
the imagery of Revelations, based on the concept of LIGHT. The imagery evolves from
the concrete images of Christ’s suffering and death on the cross towards “an imageless
and apophatic contemplation” (Gillespie & Ross, 2004, p. 132). Importantly, in the later
chapters, the concept of LIGHT serves as a source concept for the target domains of GOD
and FAITH (GOD IS LIGHT and FAITH IS LIGHT). In this way, Julian’s use of the source
concept LIGHT gives rise to a complex network of metaphorical conceptualisations that
spreads throughout the text, intertwining its various sections into one coherent whole.
To summarise, the metaphor UNDERSTANDING IS LIGHT is part of the wider con-
ceptual network. In Revelations, the metaphor not only ensures a coherent discourse, but
also reflects the axiological system of Christianity that characterised the mystic’s socio-
cultural milieu. If so, the motivation behind its use goes well beyond the universal (bodily-
-based) aspects of perception, which is enabled by light as a physical phenomenon.
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Conclusions, Recommendations and the Applicative Value
of the Research

The study has shown that the idea of sociocultural situatedness may be instrumental
in developing the methodology of cognitive diachronic research. Kévecses’s approach
should be expanded to include the notion of situatedness, as the latter idea captures
the intricate interplay of various contextual factors in one coherent whole. The results
of the study may have practical implications for teaching students how to approach reli-
gious texts that are embedded in the cultural contexts of the past. Students may develop
skills of intercultural and interreligious dialogue through understanding the complexity
of the relation between culture and religion in historical contexts. In so doing, students
might also gain insight into those contemporary contexts in which religion and religious
discourse play pivotal roles.
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Psychologiczne procesy wychowawczego wpfywu na dzieci

i mlodziez w zmieniajacych sie Srodowiskach wychowawczych
Psychological Processes of Educational Influence on Children
and Adolescents in Changing Educational Settings

ABSTRACT

RESEARCH OBJECTIVE: To point out the validity of the concept developed years ago of four
different but complementary psychological mechanisms of educational influence on children and
adolescents in explaining educational processes in contemporary educational environments.

THE RESEARCH PROBLEM AND METHODS: The problem is the absence of this concept in
the current scientific discourse on education, which may hinder the understanding of the whole
spectrum of necessary psychological influences as a condition for the effectiveness of all edu-
cational interventions.

THE PROCESS OF ARGUMENTATION: 1. A description and analysis of four universal psy-
chological mechanisms of educational influences. 2. Outlining the context and some of the di-
rections of change in the educational experience of contemporary children and adolescents. 3.
Highlighting the main changes in the transmission and reception of educational influences from
a psychological perspective.

RESEARCH RESULTS: To emphasize the theoretical and practical usefulness of the concept of
mechanisms of transmission of educational influences and their role as a comprehensive system
of tools in the context of purposeful activity of educators.

CONCLUSIONS, RECOMMENDATIONS AND APPLICABLE VALUE OF RESEARCH: Re-re-
flecting on these processes can help understanding and developing the relationship between con-
temporary educators and the young digital generation in view of the challenges faced by educators
of children and young people in the 21st century.

— KEYWORDS TRANSMISSION OF EDUCATIONAL INFLUENCES TODAY, CHILDREN,
YOUTH, UPBRINGING, EDUCATIONAL ENVIRONMENT
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STRESZCZENIE

CEL NAUKOWY: Wskazanie na aktualno$c¢ rozwijanej przed laty koncepcji czterech odmiennych,
ale komplementarnych psychologicznych mechanizméw wychowawczego wptywu na dzieci i mio-
dziez w wyjasnianiu procesow edukacyjnych we wspétczesnych srodowiskach wychowawczych.

PROBLEM | METODY BADAWCZE: Problemem jest nieobecno$¢ tej koncepcji w aktualnym dys-
kursie naukowym na temat edukacji, co moze utrudnia¢ rozumienie catego spektrum koniecznych
oddziatywan psychologicznych jako warunku skutecznosci wszelkich zabiegéw wychowawczych.

PROCES WYWODU: 1. Opis i analiza czterech uniwersalnych psychologicznych mechanizmoéw
nadawania i odbioru wptywdéw wychowawczych. 2. Zarysowanie kontekstu i niektorych kierunkow
zmian doswiadczen edukacyjnych wspétczesnych dzieci i mtodziezy. 3. Podkreslenie gtéwnych
zmian w transmisji i odbiorze wplywéw wychowawczych z perspektywy psychologiczne;.

WYNIKI ANALIZY NAUKOWEJ: Uwydatnienie teoretycznej i praktycznej uzytecznosci koncepcji
mechanizmoéw transmisji wptywdw wychowawczych i ich roli jako kompleksowego systemu narze-
dzi w kontekscie celowej dziatalnosci wychowawcow.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Ponowna
refleksja nad tymi procesami moze pomdc w zrozumieniu i rozwijaniu relacji miedzy wspoétczesny-
mi wychowawcami a mtodym cyfrowym pokoleniem wobec wyzwan, jakie stajg przed wychowaw-
cami dzieci i mtodziezy w XXI wieku.

— SLOWA KLUCZE TRANSMISJA WPLYWOW WYCHOWAWCZYCH WSPOLCZESNIE,
DZIECI, MLODZIEZ, WYCHOWANIE, SRODOWISKO
WYCHOWAWCZE

Wprowadzenie

W dzisiejszym swiecie szybkich, a zarazem gtebokich zmian technologicznych oraz
spoteczno-kulturowych coraz wyrazniej sg artykutowane oczekiwania, aby wiedza z ob-
szaru nauk o wychowaniu stawata si¢ bardziej pomocna i uzyteczna w realizowaniu
dziatalnosci wychowawczej, jak i samowychowawczej (np. Miedzynarodowa Komisja...,
1998; Plopa, 2020). Powstaje jednak pytanie, w jakim zakresie przemiany cywilizacyjne
wptywajg na refleksje i praktyki w dziedzinie edukacji, czy potrzebna jest rewizja bgdz
rekonstrukcja koncepcji i poje¢ z tego obszaru, czy w obliczu tych zmian ostaty sie jakies
wczeséniej ustalone prawdy i prawidtowosci.

Odpowiedz na to pytanie wymaga drobiazgowych analiz poréwnawczych i nowych badan
empirycznych. Nie sposéb jednak nie zauwazy¢, ze te sprawy dostrzega i docenia peda-
gogika, socjologia, psychologia, filozofia, co roku powstaje imponujgca liczba opracowan’.

" Por. np. cykl cennych publikacji z serii ,Edukacja Jutra” wydawanych przez Oficyne Wydaw-
niczg Humanitas; cykl pod red. M. Dudzikowej i M. Czerepak-Walczak pt. Wychowanie. Pojecia.
Procesy. Konteksty. Interdyscyplinarne ujecie, t. 1-5 (2007-2010).
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W Srodowisku nauki umacnia sie zatem przekonanie o koniecznosci przyjrzenia sie po
raz kolejny wypracowanym dotgd kluczowym pojeciom z tej dziedziny?. Wyrazem tej
tendencji jest tez niniejszy artykut.

Pierwsza jego czes¢ przywotuje nieco zapomniang koncepcje czterech odmien-
nych, ale komplementarnych psychologicznych mechanizméw wywierania i przetwa-
rzania wplywdéw wychowawczych w odniesieniu do dzieci i mtodziezy (Gurycka, 1979;
Przetacznik-Gierowska, 1994). W czesci drugiej w duzym skrécie przedstawiono niekto-
re zmiany rzeczywistosci edukacyjnej wigzane z powszechnym uzytkowaniem nowych
technologii cyfrowych, a w trzeciej wskazano na mozliwosci zastosowania omawianej
koncepcji do analizy sytuacji i skutecznosci zabiegéw podejmowanych przez dzisiej-
szych wychowawcéw.

Mechanizmy nadawania i odbierania wptywéw wychowawczych

Psychologia edukacji siega swymi pojeciami do istoty proceséw wychowawczych, szu-
kajgc wyjasnienia, jak i na skutek czego wychowanek akceptuje, poddaje sie, ulega od-
dziatywaniom ze strony wychowawcy (szerzej Srodowiska wychowawczego). Dla rodzica,
nauczyciela czy innego wychowawcy wazne jest natomiast pytanie, jak postepowac, aby
nakfoni¢ wychowanka do podjecia czy zmiany danego sposobu zachowania i sprawi¢,
aby nauczyt sie tego wszystkiego, co w sensie rozwojowym ,wcigga go w goére”, zgod-
nie ze znaczeniem tacinskiego stowa e-ducere, od ktérego pochodzi termin ,edukacja”.
W literaturze procesy te okresla sie jako mechanizmy transmisji wptywow specyficznych
dla sytuacji wychowawczych. Antonina Gurycka (1979) i Maria Przetacznik-Gierowska
(1994) wyréznity cztery klasy wplywow wychowawczych, cztery podstawowe wzory ukta-
doéw miedzy wychowawcg a wychowankiem, w ktérych wychowanek zdobywa okreslone
doswiadczenie osobiste, a sposdb jego nabywania decyduje o pézniejszym korzystaniu
z tego doswiadczenia.

Ksztattowanie nawykow i przyzwyczajen

Pierwszy wzor obejmuje sytuacje, w ktérych wychowawca wyznacza wychowankowi kon-
kretne zadania, naktania do ich wykonania i ocenia efekty. Korzysta przy tym ze spotecz-
nie usankcjonowanej asymetrii pozycji i rol, czyli wtasnej przewagi nad wychowankiem
pod wzgledem wiedzy i wtadzy. Wychowujacy jako ekspert i autorytet w danej dziedzi-
nie wielokrotnie pobudza oczekiwane zachowania w ramach celowo organizowanych
zadan, ktore zostajg utrwalone przez powtarzanie, przez skojarzenie z nastepujaca po

2 Prace koncepcyjne i badawcze na temat nowego znaczenia czy nowych znaczen poje¢ edu-
kacyjnych w zmienionym srodowisku wychowawczym majg jednak na ogét charakter przyczynkar-
ski i sg rozproszone w rozmaitych czasopismach czy publikacjach zbiorowych.
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zachowaniu przyjemnoscia/lub uniknigciem przykrosci czy wskutek zmniejszenia stanu
napiecia. Ten model wychowania jest mocno ugruntowany w psychologicznych koncep-
cjach uczenia sie jako warunkowania.

Psychologiczny mechanizm wychowania w takich sytuacjach polega na ksztattowa-
niu sie zasobu nawykow i przyzwyczajen, dotyczacych zaréwno czynnosci praktycznych,
jak i umystowych, emocjonalnych czy spotecznych. Zwtaszcza w przypadku miodszych
wychowankow i prostszych czynnosci jest on bardzo skuteczny i przydatny dla uczenia
sie wielu potrzebnych umiejetnosci, przynosi trwate wymierne korzysci w postaci ufor-
mowania sie repertuaru dziatan nawykowych, utatwiajgcych funkcjonowanie w powta-
rzalnych sytuacjach zyciowych (Wtodarski, 1992, s. 50—78). Potocznie mowi sie zreszta,
ze przyzwyczajenia to druga natura cztowieka.

Spoteczna presja sytuacyjna

Inny charakter majg oddziatywania polegajgce na organizowaniu przez wychowawce
sytuacji o cechach wyraznie inicjujgcych okreslone zachowania, wtgczanie wychowanka
w okreslone interakcje spoteczne czy role grupowe i pozostawianie mu swobody w ich
realizacji. Zdaniem Guryckiej sytuacja wychowawcza stanowi centralne ogniwo w pro-
cesie wychowania, poniewaz wiasnie w niej nastepuje przemiana celu wychowawczego
w dos$wiadczenie wychowanka (Gurycka, 1979, s. 137). Oczekuje sie, ze wychowanek
bedzie samodzielnie rozwigzywa¢ napotykane problemy, co ma doprowadzi¢ do prak-
tycznego przyswojenia sobie norm i zasad spotecznych, a nawet do reorganizacji czy
korekty poprzednich doswiadczen, co nazywane jest uczeniem sie przez wglad.

Praktyka edukacyjna wskazuje jednak, ze samo tylko uczestniczenie w pewnych sy-
tuacjach czy odgrywanie rél nie wystarczy, aby zyskiwa¢ odpowiednie doswiadczenie
spoteczne i sie doskonali¢. Mimo ze pozornie wychowawca w tym modelu jest ,tylko”
organizatorem srodowiska, jego obserwacja, monitoring postepéw, modyfikowanie nie-
wiasciwych zachowan oraz wsparcie w pokonywaniu trudno$ci sg konieczne. Ten me-
chanizm niesie tez ze sobg ryzyko oporu wychowanka wobec presji sytuacyjnej, a takze
nieprawidtowego jej rozwigzania, czemu powinna zapobiec dyskretna obecnos¢ i wspar-
cie ze strony wychowawcy.

Dostarczanie wzoréow

Jeszcze inny model wychowawczego oddziatywania polega na oferowaniu wychowan-
kowi spotecznie pozgdanych wzoréw czynnosci, przyktadéw dziatania czy wzoréw oso-
bowych zwanych modelami. Jak mowi stara taciriska maksyma: ,stowa uczg, a przy-
ktady pociggajg”. Proponujagc czy wrecz wskazujgc wychowankowi okreslone wzory
zachowan osoéb realnych, postaci historycznych, medialnych, wychowawca subtelnie
podpowiada, jak nalezy postepowac, sktania do nasladowania i uczenia sie konkretnych
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zachowan, scenariuszy zachowan przez obserwacje zachowan modeli. Ze strony wycho-
wanka oczekuje sig¢ zachowania upodobnionego do wzoru, zachowywania pod pewnym
wzgledem takiego samego jak wzdr lub co najmniej zblizenia sie zachowaniem lub my-
$leniem do modela.

Procesy te zachodza spontanicznie, w miare rozwoju dziecka wierne nasladowanie ze-
wnetrznego zachowania modela (matpowanie) zamienia si¢ w ,zarazanie si¢” od modela
emocjami i przekonaniami (agresjg, serdecznoscig), zwane modelowaniem symbolicznym
(Bandura, 2002). W okresie dorastania tendencja ta przyjmuje forme identyfikacji — prze-
waznie nieswiadomej sktonnosci do tego, aby by¢ takim samym jak ktos, kto jest ideatem,
wzorem postepowania, marzeniem (Bakiera i Harwas-Napierata, 2016, s. 48).

Nadawanie znaczenia

Innym uniwersalnym schematem postepowania wychowawczego wobec wychowanka
jest nadawanie znaczenia rozmaitym osobom, pomystom, dziataniom oraz przypisywa-
nie pierwotnie obojetnym dla jednostki obiektom wazno$ci i wartosci. Mechanizm ten
jest poniekad powigzany z wszystkimi poprzednio omawianymi sposobami oddziatywa-
nia, poniewaz poprzez stawianie wychowankowi wybranych i pozgdanych wychowaw-
czo wymagan, dotarczanie rownie wartosciowych wzoréw osobowych i organizowanie
odpowiednich naciskéw sytuacyjnych prowadzi do uswiadomienia sobie przez wycho-
wanka wagi (waznosci) rozmaitych obiektow otaczajgcego $wiata, w tym norm i zasad
postepowania oraz do uwrazliwienia (lub odwrazliwienia) na zawarte w nich wartosci.
Poprzez takie wychowawcze zabiegi wychowanek poznaje, przezywa i uSwiadamia sobie
wartosci, zasady, normy obowigzujgce w danej spotecznosci i kulturze, a w okreslonych
warunkach przyjmuje je za wtasne i postepuje zgodnie z tymi zasadami bez zadnej ze-
wnetrznej kontroli (internalizacja).

Procesy te moga przyjmowac kierunek zamierzony przez wychowawce, zwtaszcza
kiedy jest on réwniez dla wychowanka wzorem osobowym, ale pozbawione nadzoru
i interwenc;ji ze strony wychowawcy zostajg zagospodarowane przez media. tatwo sie
bowiem przekonac, jak znaczaca role odgrywajg one we wspotczesnym swiecie, oplg-
tanym niezliczong iloscig potgczen internetowych. Media dysponujg wszystkimi mozli-
wymi sposobami wywierania wptywu na ludzi. Tworzg w ludzkich umystach obraz swiata
Z jego zagrozeniami i mozliwo$ciami. Skupiajg uwage na rzeczach waznych lub nadajg
znaczenie rzeczom mato waznym. Dostarczajg modeli zachowan i wzoréw osobowych,
poprzez nadawanie znaczenia vs dewaluowanie przyzwyczajajg do wartosci i norm obo-
wigzujgcych w danym spoteczenstwie, ksztattujg nawyki myslenia i dziatania, wprowa-
dzajg i rozpowszechniajg zmiany kulturowe. W ten sposdb ksztattujg osobowos¢ dzieci
i mtodziezy, a u dorostych wymuszajg ustawiczng readaptacje do zmieniajgcych sie wa-
runkéw zycia oraz wartosci i wzoréw kultury.

Opisane wyzej cztery klasy mechanizméw wychowawczego wplywu w praktyce
wspotwystepujg w wychowaniu ,kolejno, na przemian lub réwnoczesnie w zwigzku
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z realizacjg roznych celéow” (Gurycka, 1979, s. 127), tworzgc komplementarne sche-
maty wspotzaleznych dziatan i dajg sie od siebie odrézni¢ tylko teoretycznie. Tym, co je
integruje i konsoliduje, sg bardziej ogdine lub konkretne cele, ku ktérym wychowawca
prowadzi wychowanka, wykorzystujgc dane narzedzia wptywu.

Jak cyfrowy Swiat zmienia realia wspotczesnej edukacji?
Nowe doswiadczenia edukacyjne dzieci i mtodziezy?

Edukacja jest procesem spotecznym i odbywa sie wg regut wytwarzanych i realizowa-
nych przez catg spotecznos¢ rodzicéw, nauczycieli, ucznidéw, decydentdéw oswiatowych
i inne osoby, ktére tworzg spoteczne otoczenie. Wspétczesnie otoczenie to powszech-
nie okresla sie jako spoteczenstwo informacyjne, sieciowe czy cyfrowe. Masowe ko-
rzystanie dzieci, mtodziezy i dorostych z mediéw cyfrowych dostarcza wszystkim uzyt-
kownikom doswiadczen nieporownywalnych z tymi, jakie byly udziatem ludzi sprzed
zaledwie dwoch dekad.

Cyfrowy $wiat stat sie dla wspétczesnych dzieci i miodziezy zrédtem nowych do-
Swiadczen edukacyjnych. Z perspektywy wychowania jednym z wazniejszych jest mozli-
wos$¢ odcinania sie w sieci od wptywoéw dorostych, co prowadzi do pogtebiania dystansu
i ostabiania wiezi ze starszym pokoleniem (Tomaszewska, 2012). Nowe doswiadczenia
to takze tworzenie na ogromng skale grup i spotecznosci, nowe sposoby zawierania
i pielegnowania znajomosci (Aksman i Putka, 2012), nowe nawyki myslenia, przezywa-
nia i zachowania (Jedrzejewska, 2014), nowe zrédta i sposoby budowania tozsamosci
(Krauze-Sikorska i Klichowski, 2013; Jarczynska, 2021), samorozwoju i samodoskona-
lenia (Pyzalski, 2019) i wiele innych. Przywotujgc zatem cztery opisywane wczesniej
modele wychowawczego oddziatywania na dzieci i mtodziez, mozna powiedzie¢, ze cy-
frowy $wiat generuje nowe nawyki i nowe sytuacje, a takze nowe wzory i wartosci.

Zmiany celéw, warunkéw i oczekiwan uczestnikow procesow
edukacyjnych

Teoretycy i praktycy wychowania zastanawiajg sie nad tym, czego obecnie warto uczy¢
i co warto ksztattowa¢ w mtodym pokoleniu. Mocno $cierajg sie ze sobg dwie od dawna
kontrastowane ze sobg tendencje (Rorty, 1993): nurt socjalizacyjny, ktéry ktadzie nacisk
na dopasowywanie jednostki do zycia spotecznego, dopasowywanie jednej generacji do
drugiej (np. Dewey, 1972, s. 13), a z drugiej strony coraz silniejszy nurt emancypacyjny,

3 Na ten temat w Polsce i na catym $wiecie od lat sg prowadzone systematyczne interdy-
scyplinarne badania (np. Debski i Bugaj, 2019) , ale ich oméwienie przekracza ramy niniejszego
opracowania.
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gdzie chodzi raczej o realizowanie przez wychowujgcego jakiegos projektu osobowosci
wychowanka (np. Gurycka, 1979, s. 55). Jednak cele oddziatywania typu wychowaw-
czego zawsze byly i pozostang swoiste: sg one ukierunkowane na wywotanie pozytyw-
nych, trwatych zmian w psychice wychowanka, na doskonalenie, wzbogacanie, roz-
wijanie cztowieka, ksztattowanie jego osobowosci, rozwijanie zdolnosci, wzbogacanie
uczuciowosci, poszerzanie kompetencji spotecznych, czyli rozwijanie wewnetrznych re-
gulatoréw czynnosci cztowieka i w koricu — doprowadzenie go do samodzielnego zycia.

Te ogodlne stwierdzenia sg jednak obecnie wypetniane rozmaitg trescig. Duzym
zmianom podlegajg — przynajmniej deklarowane — cele ksztafcenia instytucjonalnego
(Moranska, 2022) oraz przewaznie rzadko uswiadamiane sobie przez wychowawcow
cele wychowania pozainstytucjonalnego, zwtaszcza w rodzinach i poprzez sie¢, gdzie
te procesy przebiegajg w sposob zupetnie nieznany i przez nikogo niekontrolowany.
Zmieniajg sie tez wzajemne oczekiwania obu stron procesu wychowawczego. Znacz-
nym przeobrazeniom podlega instrumentarium srodkéw edukacji, czyli zaséb specjal-
nych materiatow uzywanych w nauczaniu, w tym narzedzi cyfrowych, a takze repertuar
sposobow dziatania (metod nauczania), ktére umozliwiajg skuteczne wywieranie wy-
chowawczego wptywu.

Modele transmisji wptywdw wychowawczych we wspoétczesnej
rzeczywistosci wychowawczej

Jak opisywane przed laty uniwersalne procesy wychowawczego wptywu dziatajg obec-
nie w zmienionych i zmieniajgcych sie srodowiskach wychowawczych? Mogtoby sie
wydawagé, ze odnoszg sie one do dawnej rzeczywistosci wychowawczej, o wyraznie
sprecyzowanych rolach wychowawcy i wychowanka i kwestionowanej obecnie idei jed-
nostronnego przekazu ,od wychowawcy do wychowanka”, ale nie na odwrét. Mimo to
pozostajg w mocy, poniewaz wychowywanie odbywa sie tylko tam, gdzie jeden uczest-
nik interakcji kieruje czy ingeruje w zachowanie drugiego, majac na uwadze jego, a nie
wiasne dobro.

Obecnie wyraznie zaznaczajg si¢ jednak zmiany w rozumieniu sytuacji, pozycji, kom-
petencji, cech osobowych, obowigzkéw zaréwno wychowanka, jak i wychowawcy. Kie-
runek tych zmian, méwigc najogdliniej, polega na coraz wiekszym upodmiotowieniu obu
stron, zréwnowazeniu rél, docenianiu potencjatu i wktadu obu partneréw w proces wycho-
wawczy oraz podzielaniu odpowiedzialnosci za jego efekty. Mozna wiec przypuszczag,
ze procesy wptywu wychowawczego w srodowisku rodzinnym, szkolnym, rowiesniczym
w wielu aspektach funkcjonujg w zmienionej postaci co do proporcji (np. wiecej swobo-
dy, mniej sztywnych wymagan w srodowisku szkolnym) czy tresci (inne wzory rél, kom-
petenciji). Ponadto mechanizmy, poprzez ktére dokonuje sie zamierzony wychowawczy
wptyw, wydaja sie dzi$ o wiele stabsze niz wptywy niezamierzone i socjalizacja poprzez
media. Oddziatywania wychowawcze czesto nie sg tez ani komplementarne, ani spéjne,
nie tylko w ramach danego srodowiska (np. rodzinnego), ale pomiedzy srodowiskami
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wychowawczymi, rodzing i szkotg, zwtaszcza miedzy rodzing, szkotg a siecig, wobec
ktorej rodzice wydajg sie niekiedy catkiem bezradni (Mamrot, 2022).

W spotecznej swiadomosci i praktykach wychowawczych koegzystujg i mieszajg
sie ze sobg catkiem rézne wzory wychowawczych oddziatywan. Tak wiec ,dobrze sie
trzyma” wzorzec jednostronnego przekazywania wiedzy i wymagan od madrzejszego
i wiedzgcego wiecej do wiedzgcego mniej, jak i model bardziej symetrycznych partner-
skich relacji miedzy wychowankiem a wychowawcg, a nawet model przekazujgcy wy-
chowankowi catkowitg decyzyjno$¢ w jego wyborach i zachowaniach (zob. np. Schone-
beck, 2007), co niekiedy prowadzi do catkowitego odwrdcenia rél wychowawczych, jak
w przypadku parentyfikacji (Schier, 2014).

Whioski, rekomendacje, aplikacje

Nieustannie powraca jednak pytanie, w jakim zakresie wspoétczes$ni rodzice i nauczy-
ciele majg wptyw na mtode pokolenie, kompletnie zanurzone w cyfrowym $wiecie (zob.
Lange i in., 2023). Czy mogg konkurowa¢ z masowym niekontrolowanym oddziatywa-
niem mediéw elektronicznych? Czy mogg pozostawi¢ edukacje — jako wazne przeciez
przygotowanie do dorostego zycia — wytgcznie we wtadaniu czy pod znaczgcym wpty-
wem wirtualnego $wiata i obecnych tam wzoréw? Jakie narzedzia psychologicznego
oddziatywania mozna by uruchomi¢, aby odzyskac¢ tgcznos¢ z mtodym cyfrowym poko-
leniem i zintensyfikowa¢ procesy edukacyjne w tym srodowisku?

Na postawione wyzej pytania nie mozna dzi$ udzieli¢ wyczerpujgcych odpowie-
dzi, warto jednak spojrze¢ na nie wtasnie z psychologicznego punktu widzenia, ktéry
proponuje wglagd w samg istote proceséw oddziatywania wychowawczego w czterech
jego aspektach. Koncepcja psychologicznych mechanizméw nadawania i przetwarza-
nia wptywéw wychowawczych oferuje wspoétczesnym wychowawcom jakby przeglad,
katalog, rejestr roznych, ale dopetniajgcych sie narzedzi wptywu jako pomoc w lepszym
zrozumieniu tej nowej edukacyjnej rzeczywistosci i w dostarczaniu wychowankom war-
tosciowych doswiadczen z kontaktéw z siecig. Na réznych $ciezkach oddziatywania,
czyli poprzez stawianie wymagan, organizowanie sytuacji, modelowanie i nadawanie
znaczenia, wychowawcy moga zaznajamia¢ mtode pokolenie z cyfrowym $wiatem, aby
stat sie on przestrzenig praktykowania zycia zgodnego ze spotecznoscig, a jednoczes-
nie zintegrowang ze $wiatem realnym®.

4 Rozwiniecie i uszczegotowienie podjetej problematyki jest tematem kolejnego artykutu Trans-
misja wptywoéw we wspodtczesnych Srodowiskach wychowawczych. Rzeczywisto$¢ czy fikcja?
(w druku).
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