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papers published in Polish and international periodicals. She has 
also edited numerous publications. She has received numerous 
research awards, including one for the best abstract on haemo-
dialysis from the International Society for Haemodialysis (USA 
2015), in addition to teaching awards, e.g. Lecturer of the Year 
at Poznan University of Medical Sciences (2018). Ewa Baum 
teaches subjects concerning ethics, bioethics, multiculturality and 
modern medical didactics in both Polish and English courses. 
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A FEW WORDS FROM THE EDITORS

On the Need for Transcultural Education

For many years, the European education sector has co-operated in research 
and development through various mobility programmes for students and aca-
demic staff. These programmes have been of key importance to the exchange 
of ´best practice´ within academia and has contributed to professional and 
strategic development in education. Incentives for international co-operation 
frequently influence the definitions of European challenges and objectives and 
form the backdrop for projects supported through EU and EEA funds.

This monograph is one of the products of the EEA-Norway Grant project ‘EDU-action  
2020–2021: Nurturing Excellence – by connecting environments of Music and Cul-
tural Education in Poland, Norway and Iceland’ led by Professor Ewa Murawska 
at the Ignacy Jan Paderewski Music Academy in Poznan, Poland.

The monograph is entitled ‘Schoolchildren in Central and Northern Europe: 
On the Need for Transcultural Education – Social, Ethical, Musical and Medi-
cal Aspects‘, and presents 22 articles and essays from a consortium of scien-
tific and professional representatives from Poland, Iceland, Norway, Germany 
and France.

The authors represent various fields and sectors within art and culture, educa-
tion and research. Some of the authors primarily have a background in tradi-
tional scientific research, while others have backgrounds in artistic research, 
artistic activity and education.

Therefore, we would like to present a short overview of the chapters.
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 PART	I.	Multi	–	Trans	–	Culture

The concept of transculturation on which this book is based certainly carried 
a risk of covering an excessively broad range of topics. So indeed, we are 
handing over a 22 chapters, who’s authors look at the transculturaion through 
the lenses of culture, medicine, ethics and – last but not least – music (this vari-
ety of topics is naturally even more varied due to the prefixes trans and multi). 
It is worth noticing that despite concentration on some certain topics, the con-
tributing authors describe “the state of art” not from the separated cultural, 
musical or social perspective. The way they are interpreting various phenom-
ena is interdisciplinary or – to use the Jan Sowa’s term (Fantomowe ciało króla, 
Kraków 2010, p. 30) – post-disciplinary. On the margin, this is another proof 
that as far as sociology, social sciences, politics, economy, theories of culture, 
music theory or education – one can hardly separate one from another. They 
are all interwove. However, the editors observed that some authors paid a lit-
tle more attention to particular issues. Therefore, despite the aforementioned 
complexity, we have decided to divide their contribution into three parts, namely: 
Multi-Trans-Culture (Part I), Transculturality – Music, History and Nationality 
(Part II) and Health, Social and Ethical Aspects (Part III).

So in the Part I authors – directly or indirectly – discuss – culture (even, when 
they research music education). Direct interest toward cultural perspective is 
obtainable in Stanisław Antczak’s opening chapter Culture and the Problem 
of the Prevention of Social Exclusion in the Education Process. The author 
presents impact of the culture and the issue of immigrants. The author offered 
first a historical survey of the immigrants circulation in Europe, emphasizing 
from the very beginning that a crucial problem in terms of exclusion is cultural 
“baggage” of immigrants. The author uses an interpretation of immigrant phe-
nomena by distinguished Dutch academic Geert Hofstede (who’s thoughts are 
elaborately discussed here) with the fundamental notion that culture as the pro-
gramming of the mind.

Often repeated line in a communism epoch in – let’s say – Soviet circle of polit-
ical influence sounded: “in a healthy body there is a healthy spirit”. Nothing can 
be more irritating and false. To be correct it is quite opposite. It is healthy spirit 
what makes us healthier. Moreover, spirituality can undoubtedly exert an influence 
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over music education. In the first from two chapters co-authored by Ewa Baum 
and Agnieszka Żok (second is placed in Part III) titled The Role of Spirituality 
in the Process of Child Development in the Context of Multiculturalism the aca-
demics discussed several theories focused on relatively young discipline, namely 
positive psychology (Martin Seligman) – although one of the first thinker who 
has discussed these matters was Aristotle. The other relevant issue is a sense 
of happiness, which occupied the best brains ever since the beginning of Euro-
pean civilization, from Socrates, through Montaigne, Bentham, and Mill (…). 
The ongoing question about the interdependency between money and happi-
ness is also addressed with the paradoxical observation (or conclusion) that 
while wealthier people are happier, the growth of (people’s and nations) income 
over a certain level does not further increase their happiness. Further important 
questions addressed by two co-authors refer to the relation between spirituality 
and once culture background. Although we know – as it is mentioned here – fine 
examples of co-existence of Hinduism and Islam before partition in 1948, now, 
on the other hand, we are witnessing many problems related to cross-cultural 
encounters: (…) conflicts can occur as a result of confrontation of attitudes 
determined by different value systems which influence the behaviours of people 
to different cultures. Co-authors emphasize the role of spirituality in educating 
of young people. Practices recommended for spiritual growth of children are 
manifold, i.g. mindfulness exercise, scouting, hockey, bibliotherapy, volunteer 
work in an animal shelter or religious service (…).

In the Maria Nowosadko’s chapter The Role and Importance of Multicultural 
Communication in School Education the reader will find the objectives of mul-
ticultural education (to learn to know, to learn to act, to learn to live together, 
to learn to be) and an array of issues and problems connected with the teach-
ing strategies provided in culturally diverse school communities. There are still 
more questions than answers regarding for instance: language barriers, cultural 
differences (aware and unaware), the process of cultural adaptation, differences 
in education systems and methods, psychological and developmental conditions, 
the competence of teachers and their ability to work with multicultural groups.

Problematic nature of the multiculturality stands in the center of the next chapter 
titled Towards an Ethnomusicological Approach in Transcultural Music Educa-
tion: Issues and Perspective on Collaboration. According to Rykowski’s research 
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 a collaboration between ethnomusicology and music educators obviously can-
not make all the aforementioned problems disappeared but may help to solve 
some of the them. Brief survey of the subject literature convincingly shows 
that an expertise from ethnomusicologists already supports curricula in music 
schools (International Society for Music Education and the Education Section 
within the Society of Ethnomusicology). The author offers also a relatively new 
concept of music glocalization as a possible analytical tool in terms of recog-
nizing new music phenomena.

In order to outline the role of music as an important social inclusion tool for early 
school-aged children in the context of cultural pluralism Ewa Murawska in her 
study Music in Early Education in the Context of Transculturalism: The Polish 
Approach presented several educational theories, to mention: cognitive method 
of Johann Heinrich Pestalozzi oriented toward holistic understanding of the world, 
Janusz Korczak’s (where the child stands at the centre), eurhythmics of Émile 
Jacques-Dalcroze, Carl Orff and Edwin Gordon learning music theory. Although 
some of the Polish pedagogues adapted aforementioned theories into their 
practice (Maciej Kołodziejski and the Gordon method) some of the author’s 
insights about the Polish teaching music system are pessimistic: The subject 
‘music education’ in the teacher training curriculum focuses on the predomi-
nance of theoretical knowledge, rather than investing in soft skills. The subject 
ignores approaches that focus on education through culture or on educating 
multidimensional individuals using all the functions of music from a very young 
age. Ewa Murawska suggests that in order to improve Polish music educational 
system it would be valuable to adopt some paradigms from Scandinavian cul-
tures with an inspiring concept of amateur music movement (amateur hasn’t 
– like in Poland – such a pejorative understanding).

Magda Morus-Fijałkowska in her chapter The school system in Poland in the con-
text of multiculturality outlined a crucial transformation as far as official acts and 
regulations are concerned. Despite the multicultural history of Polish land (which 
are discussed at the beginning of the chapter) national minorities were long 
overlooked until the fall of the communism. Taking into account that, especially 
Polish Frontiers have a blossom multicultural history, examples form Podlasie, 
given by the author, are of crucial importance. There, after the iron curtain col-
lapsed emerging legislation began to respect and protect the rights of national 
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and ethnic minorities to their language, culture, traditions and religion. Then, 
the author, in the context of multiculturality, discusses several good practices 
exemplified by various sorts of inter-school exchanges between partner cities, 
individual projects like festivals, workshops and festivals (ex. Flute Symposia 
in Koszalin, Pomerania – a Polish-German Youth Orchestra).

PART	II.	Transculturality	–	Music,	History	and	
Nationality

The thread concerning the relation or even interconnectedness between trans-
culturation and music education is even more explored in Part II. However, 
the difference is that several authors gave us a much broader national and 
historical perspective. Áshildur Haraldsdóttir’s chapter Playing Instruments 
and Singing as a Form of Positive, Balanced Development of Children and 
Young People: an Iceland Vision presents the variety of music education 
in Iceland, where one can have classical musical training in a county music 
school or a Suzuki school from the age of three or play in garage band using 
the musical fundamentals learned in public school. Iceland Ministry of Culture 
unmistakably recognizes the role of music in shaping today’s society. Minis-
terial strategy is implemented with the usage of specific curricula where one 
can read: Music education in public schools should develop students sensi-
tivity to and knowledge of the basics of music (pitch, rhythm, color, dynamics, 
expression and form) so that they can develop their own opinions on different 
styles of music and it’s worth in their own culture and life and enjoy music 
in a positive constructive and personal way. More specialized music training 
– according to the rich data given by the author – is now possible in around 
90 partly subsidized county music schools in Icelands 79 municipalities, with 
about 900 teachers and 15 000 students. And it is worth taking into account 
that Iceland has ca. 364 000 inhabitants in general!

A country of Björk appears also in Peter Máté’s chapter where he compares 
The school systems from Iceland, Czech Republic and Slovakia. The author 
presents multiculturality as historically conditioned process that appeared 
in a different way in each country respectively. The historical perspective allows 
to understand the easiness of handling with “the other” in Iceland (a country 
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 which was ethnically homogenous for ages) and very complex roots of multi-
culturality in Czech and Slovakia, where it was habituated to ethnically varied 
Habsburgian Empire and – more recently – by post-Soviet heritage. As a result, 
for instance in Slovakia we observe a coexistence with Hungarian minor nation-
ality (or people speaking fluently both languages) and emergence of the larg-
est non-Slavic nationality in Czech, namely from Vietnam (because for many 
decades the communist system helped to educate young people from “friendly 
states”). In conclusion Peter Máté offers a fine examples from his own practice 
of music teaching in Iceland where he truly fulfills the idea of multiculturality 
in a classroom with representatives of various nations. He then emphasizes 
the need to adjust a music exercises to once personality and cultural (and hence 
natural) abilities, like in a case of Rome student who particularly enjoyed a piano 
class, where they discussed a Hungarian Rhapsody by Liszt.

Organization of the music education in Iceland served as a reference point 
in the chapter titled Reflections on Music Education in a Transcultural Soci-
ety. Cultural, social, Technical and Philosophical Aspects of Transculturality 
in the Music Education Systems of France and Iceland written by Martial Nardeau 
where he not only described both systems but looked at them through the lenses 
of multicultural challenge. As the author observed There is no pluricultural-
ism or multiculturality in the main programme of music education published 
by the Ministry of Culture in Iceland. However, this programme says amongst 
other things that music schools should take into consideration the different 
and versatile interest of pupils. Nardeau investigates the multicultural condi-
tion with accordance to his own rich experience as an educator. An inspiration 
in terms of handling with pupils from various nations may come from children: 
I found it interesting to follow my grandchildren’s experience at their kindergar-
ten in Kópavogur/Iceland. They have an imaginary puppet friend who travels 
all over the world with them. The children learn the songs and customs of each 
visited country through the relation to the puppet. On the professional level 
in Iceland one can find modern projects like “New Audiences and Innovative 
Practises” aimed to equip future professional musicians with the knowledge and 
skills allowing them to work in a variety of societal contexts. The common origin 
in France and Iceland is that in both countries – as the author observes from 
his own experience – the music taught in schools usually means compositions 
from Baroque, Classical and Romantic periods from Europe. Music from other 
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continents appears occasionally and one can still meet sort of reluctance to study 
folk, jazz and other popular music school (although this situation is gradually 
changing because of the rapid acceleration of data exchange via Internet, You-
Tube, etc.). Nevertheless Nardeau observes that there is still much to do in this 
matter: Promoting their [children of mixed or foreign origin] music and culture 
does not always seem to fit into the study programme. The situation in France 
is even more complex due to the fact that music education system there puts 
much emphasis on competition. A striking example is that in the famous Sum-
mer Academy in Nice where students from Asia, Australia and Europe play 
the same two or three pieces, which are compulsory to enter the prestigious 
Paris or Lyon Conservatories. As the author concludes – so the good opportu-
nity to hear music from different parts of the world is lost in Nice every summer. 
The diagnosis points several problems in the field of music education regarding 
not only multiculturality but also conflicts between classical and popular music, 
between music teacher and the performer, between performance on a baroque 
instrument versus performance on modern instruments, between the teacher 
and the performer, or even between the music teacher and the accompanist.

Music Education in Germany has the longest tradition in Europe. We have a sub-
stantial report about it thanks to Ruth Wentorf. Music education in Germany 
(as in many neighboring countries) is facing many problems like cancelling music 
lessons in general schools, teaching it by general educator or closing orches-
tras and cultural institutions due to Covid 19 threat. Nevertheless, still, as far 
as compulsory music education is concerned there is an opportunity to obtain 
lessons in every grade: secondary modern schools (Realschule) and grammar 
schools (Gymnasium). There is a possibility to attend choirs, orchestras, small 
wind bands and other ensembles. The author describes also the well-devel-
oped system of extra-curricula music education (Private music schools, Free-
lance Music Teachers and huge Amateur Sector). Taking into account future 
challenges of the multicultural process it is very promising that – as the author 
observed – a need for close cooperation between music education and musi-
cology has been recently recognized. Thus, music education was expanded 
to include other related sciences: historical musicology, sociology of music, 
music psychology and music aesthetics, music ethnology, educational sciences 
and music policy. This vast research is provided at the University of Music and 
Theatre in Hannover (Institut für Musikpädagogische Forschung).
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 Multiculturality, which is the focal point of the monograph may be regarded 
twofold: as the current state or a process regarded in a long historical perspec-
tive. Either interpretation depends on local, regional “state of art” (or authors 
subjective choice of methodology). In Norway – as Lars Asbjørnsen brilliantly 
proved – the condition of multiculturality (or transculturality which is also dis-
cussed here) requires a special historical explanation. In the chapter Changing 
Cultural Values in the Multicultural Environment of Northern Norway and their 
Effect on Educational Institutions the fascinating history of Northern Norway is 
outlined. Explanations of cultural and ethnical diversity of the North, regarding 
for instance a long road to emancipation of Sami and Kven people are of spe-
cial interest here. Author’s survey encompass a great development from 19th 
Century discrimination against Sami and Kven populations to the modern shift 
in policy, to quote: from segregation (in the belief that migrant workers would 
return to their original countries) through attempts at assimilation towards pres-
ent policy of integration (or widely used term “inclusion”).

Jørn Schau‘s chapter titled All Aboard! Aspects of Inclusion in Norwegian Munic-
ipal Cultural Schools, Exemplified with Cases From Two Towns may serve 
as an extension of previous one. Mostly, because it offers a concrete examples 
of how the concept of inclusion is applied in two towns: Skien and Kristiansand. 
According to current statistics 17,4 % of Skien and 18,8% of Kristiansand’s 
general population are of foreign cultural background. The cultural strategies 
both in Skien and Kristiansand are very much alike. The idea of inclusion is 
here realized by overcoming language barriers (information about the cultural 
school into no fewer than 23 languages in Kristansand), maintaining a close 
dialog with local and regional associations such as religious communities, and 
the activity of Municipal Culture School, where musical directors and conduc-
tors are hired in order to organize wind bands and orchestras. These bands are 
based on the ideal of social inclusion and tolerance and report to Kristiansand 
Municipal Culture School that their recruitment is at satisfactory level.

The Polish approach to music education is discussed in several chapters 
in the book. Before we take a closer look into next chapter who’s author will investi-
gate Polish system let’s make a short (but still relevant) digression about the prob-
lem of multiculturality in the history of Polish education. It has to be emphasized 
that the great change in this matter which occurred after iron curtain collapsed 
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in 1989 (mentioned in several chapters) is crucial not only because Polish author-
ities finally became aware of the condition of multiculturality. We comprehend 
the real meaning of the transformation if we realize that with this date a process 
of gradual deconstruction of gigantic post Prussian heritage emerged (it lasted 
almost 200 years). German paradigm was oriented towards monocultural society. 
Despite several attempts to improve this educational system, its major direction 
was never seriously reoriented. Once it was designed establish a Prussian citi-
zen, a good worker, a clerk, with clearly defined list of professions. Neither 20th 
Century war turmoil, neither socio-realistic post-war policy weren’t able to change 
anything in this matter. We still have 45-minutes lessons marked by ringing bells 
and so called “matura” (final exam at the high or comprehensive school). Even 
monocultural orientation – as far as the method – remained the same. The only 
difference is that Prussian school aimed to create a perfect Prussian citizen and 
in post-war Poland – a socrealistic one. In both cases the condition of multicul-
turality was overlooked and leveled (or even condemned).

Natalia Kłysz-Sokalska, the author of the chapter titled Playing Instruments And 
Singing as Forms Supporting the Sustainable Development of Child. Polish 
Vision seems to be fully aware of the complex history of Polish music education 
Therefore she opened her text with the periodization of Maria Przychodzińska 
(mentioned in the article) which may serve as a very helpful tool to understand 
how a general development of music education changed accordingly to political, 
social and cultural changes: the years 1918–1939 (Second Polish Republic), 
socrealistic period after Second World War (1945–1989) and so called Third 
Polish Republic (after 1989). The crucial transformation went from a singing 
as a fundamental way of music education towards listening, playing instruments, 
knowledge of music history and theory, creative activities and movement with 
music (especially after 1963). It has to be pointed that in the 90’s the subject 
“music” could be taught by the class tutor and the number of music lessons 
in higher grades was reduced to one hour per week. In secondary schools 
the subject “music” was erased from the timetable. As the author noticed, a sig-
nificant change happened after 2017. According to the reform, in the primary 
school music education can be still provided by a general tutor (not a specialist 
in this field) but as far as secondary teaching is concerned it can be delivered 
by a professional. Theoretically those regulations opened a chance to teach 
music not only in terms of listening but also singing, playing instruments and 
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 movement with music. However, the music educational system in Poland is 
facing many problems, e.g systematic downgrading of the significance of music 
in a child’s life expressed in the decreasing number of hours of music classes 
in general schools. In this context the major concern of the author is crucial, 
namely to investigate the correlation between musical activity and the stimu-
lation of physical, cognitive, social (also in terms of multiculturalism and inter-
culturalism) and emotional development. Several researches (discussed by 
the author) convincingly show the indisputable impact of early music education 
– especially singing and playing instruments – on physical (Dębicka), cognitive 
(Marie Forgeard), social and emotional (Maria Przychodzińska) development. 
The conclusions – like in the cases of other chapters discussing Polish practice 
– are grim. Despite the great research in this matter Polish music education 
in general Polish institutions is more and more frequently reduced to enter-
tainment and folk activities, which do not require much effort of the participant.

The next chapter may be seen as quasi-completion of several topics dedicated 
to Polish music education. However, the advantage of the Ewelina Zawiślak’s 
study titled Institutional Cooperation in Poland Fostering a Child’s Develop-
ment and Building a Civil Society is that it encourages us to step out the school. 
The major purpose of this study is to try to present the role of institutional coop-
eration in Poland in fostering a child’s development and building a civil society. 
What constitutes the basis for institutional cooperation in Poland? On the basic 
level so called primary institutional cooperation between family and school, then, 
secondary cooperation including: interactions with local government (for exam-
ple communal, municipal offices and their organisational units), other institutions 
belonging to the education system (local education authorities, psychological 
and pedagogical counselling centres, in-service teacher training centres), law 
enforcement agencies (police, municipal guards, courts), social welfare institutions 
(communal or municipal social welfare centres, community day care centres), 
other schools (pre-schools, primary schools, secondary schools), cultural insti-
tutions (such as philharmonics, museums, theatres or cinemas), public cultural–
educational institutions (libraries, communal or municipal culture centres), sports 
clubs and sports facilities (swimming pools and playgrounds) – to name a few.

The author of the research titled The Role of the Environment in Develop-
ing Children’s Talents in the View of Modern Knowledge and Social Changes 
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summarizes modern research (various publications and papers) concerning 
the interplay between personality and motivation of a pupil. With the support 
of Kazimierz Dąbrowski theory of positive disintegration Małgorzata Sierszeńs-
ka-Leraczyk demonstrates how the development of the talented child is condi-
tioned by the family and educational environment. The final conclusion refers 
to the artistic education, namely master-pupil relation. The ideas of nurturing 
autonomous person, so called hidden curriculum (intentional and unintentional 
elements of teachers attitude) and developing once personality through art – 
these are the most essential issues considered by the author.

PART	III.	Health,	Social	and	Ethical	Aspects

This book reaches its grand finale with the Part III where the editors gathered 
topics devoted especially to health, ethics and social aspects of the transcultural 
phenomena. First three chapters will illustrate serious health concerns of the chil-
dren. In the Adam Czabański’ chapter we read that the contemporary children 
struggling with a great danger – namely: suicidal behaviours. In the study titled 
Suicide Children and Adolescents: Sociological and Cross-Cultural Aspects 
the author presents a generation of children and teens fluent in the use of mod-
ern communication technology but at the same time experiencing alienation and 
at risk of suicidal behaviours. The author discusses elaborately major factors 
that can determine emergence of suicidal behaviours in children and adoles-
cents. To name a few: dysfunctional family environment, an unstable and incon-
sistent upbringing, the disintegration of the parent’s marriage, emotionally cold 
relationship in the family, etc. The oppressive role of the school, or so-called 
“rat race” cannot be overlooked. In the final section of the chapter the author 
discusses Child and adolescents suicide prevention – one of them is based 
on engaging people – the failed suicide victim’s peers – in preventing activities.

In the chapter Children and teenagers with Fetal Alcohol Spectrum Disorders 
in a School Environment and in a peer group the author, Monika Matecka famil-
iarizes the readers with the specificity of the functioning of children and ado-
lescents after prenatal exposure to alcohol.The author shows a great research 
with an array of problems within the areas of learning, speech, social contacts 
and behaviours as well as mental health, which she observed amongst people 
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 who had been exposed to alcohol prenatally. The list of the consequences is 
long and frightening. Being exposed to alcohol prenatally results with lessen-
ing cognitive and emotional abilities, attachment disturbances and many more. 
Especially valuable are author’s recommendations concerning communication 
with pupils with FASD.

Constant usage of Internet and social media by children can undoubtedly impli-
cate a lot of problems. In the Patrycja Marciniak-Stępniak’s chapter devoted 
to Childhood Cancer Patience and Survivors, on the other hand, we find a dif-
ferent aspect of Internet accessibility. Very often the on-line lesson is the only 
way of continuing education for a young patient. As one of the main side effects 
of oncological treatment is immunosuppression, which can cause dangerous 
complication, education should not be continued with peers in the classroom. 
Access to social-media can also prevent from the feeling of isolation from their 
friends. Above all, it is a family and the society that should be more aware 
of difficulties young patients may encounter (better understanding and targeted 
support). As the author concluded …cancer is not the end of one’s life. It is 
a battle which can be won, but which obliges all of us to be willing to help, not 
to look away…

In general, in almost every chapter within the monograph the kind reader 
will find some sociological aspects of music education or transcultural condi-
tion (as it was mentioned separation of disciplines is impossible!). However, 
some authors paid a little more attention to the sociological side of the music 
phenomena. So it is in the Anne Randi Haugejorden chapter titled Leaving 
Tracks: Co-Creation of Art Experiences in Society for All where she describes 
the activity of the Kilden Performing Arts Centre (Kristiansand) where so-called 
Kilden Dialog aims to create projects promoting tolerance and inclusion. One 
of the projects, Spor, is of special interest here. After 18-month preparation 
and as a result of inter-institutional cooperation a great performance originated 
with the Kristiansand Symphony Orchestra from Kilden Performing Arts Cen-
tre. It is crucial that this project has involved not only professional musicians 
but also amateurs, students of music dance and drama and students with dis-
abilities (Down’s syndrome, autistic spectrum disorder, brain damage, cere-
bral palsy, visual impairment and complex disabilities with no ability to move 
or speak). The author discusses the numerous effects of the Spor grouped 
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in three sections: personal growth (inclusion, acceptance, tolerance), social 
mission (appreciated by Kristiansand Municipality) and artistic criteria (“art has 
always expressed humanity”).

The research co-authored by Grażyna Teusz and Ewa Mojs framed as The Inter-
personal Relations in Emigrant Families is also related to the issue of immi-
grants. The research material was collected from conversations with eight 
immigrant families living in Germany. Researchers were investigating the family 
as a system consisting of interpersonal interactions but also raised questions 
about how they interact with sociocultural external environment. In conclu-
sion the authors made it obvious that the emigrations makes people realise 
the value and meaning of interpersonal relationships within the family and 
the need to make sure they are lasting. Moreover, family relationships may 
be a key factor in terms of facing various situations brought about by the com-
plex reality of emigration.

A very substantial research is presented in the chapter co-authored by three 
scientists Iwona Bujek, Grażyna Teusz and Ewa Mojs titled Time Spent in Exile 
and Applied Stress Coping Strategies, Received Social Support and the Men-
tal Consequences of Emigration Stress. Major objective of this great study is 
to consider whether time spent living abroad requires different strategies to cope 
with stress. The material for a discussion was collected in the environment 
of 96 Polish immigrants in Netherlands who were the clients of Pomoc Neder-
land. Undoubtedly the outcome of the research gives a complex material for 
a debate. However – as the author concludes – as the time living abroad gets 
longer, the choice of stress coping strategies changes. Those who live abroad 
for a longer period of time are more likely to use emotion-focused coping strat-
egies. As far as children are concerned – because of lack of language skills 
of their parents – it is often case that the children of immigrants act as interpret-
ers, which may expose them and their families to additional stress.

The research titled Applying elements of yoga ethics and philosophy to school 
children’s education we owe to the same tandem of authors Agnieszka Żok 
and Ewa Baum (appeared already in Part I). Although the principles of Hindu-
ism’s history (well pictured here) as the basis of the philosophy of yoga have 
taken on a secular character it is still worth implementing into school education. 
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 One can name many benefits of doing this, like for instance learning self-ac-
ceptance, a skillful use of freedom, and training in a concentration of the mind.

To conclude, the editorial team has acknowledged that the authors represent 
differing traditions, countries and vocational fields. The authors have been 
encouraged to contribute articles in varying formats so as to better display 
the complexity of the overarching theme through a broad range of topics and 
their independent, professional points of view. Emphasis has also been placed 
on allowing essays based on the author`s personal and vocational experiences 
and perspectives.

The editorial team has emphasised the applicability, goals and objectives of this 
publication. In addition to providing perspectives on topics relevant in a mul-
ticultural and transcultural context, an important aspect of this monography is 
that the material should have an informative function and be read by people 
at various levels in sectors such as arts and culture, education and schooling.

With this in mind, the editorial team has emphasised the importance of the quality 
of English within this collection, and to this end we have engaged the services 
of an English translator who has reviewed the material with a view to achieving 
linguistic consistency.

The idea of preparing this monograph arose from the need to examine a num-
ber of social issues that affect children, and which determine their function-
ing in society and consequently their holistic development in such settings 
as the school environment.

The key to success in the teaching process is the teacher. Without commitment 
and empathy on the part of the educator, there can be no educational success. 
We must also find a definition of this success. Certainly, we need to aim to develop 
a well-educated young person who thinks logically and is not only able to make 
independent decisions, but most of all is able to be happy in their future life.

Although adults are independent in their choices, another human being controls 
the fate of children in school. It is this person, the educator, who must under-
stand more than simply their own specialism.
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To aid the transcultural process, we must also remember that a knowledge 
of foreign languages is extremely important within society, not only to make 
communication easier, but also to enable people from different cultural back-
grounds to understand the way their neighbours think and feel.

In this monography we find multi-faceted, diverse subjects, sometimes touch-
ing on difficult matters. But each of these articles has a common denominator: 
to stimulate a deeper understanding of what a child can face and find options 
to overcome obstacles and enable every young person to reach their destina-
tion safely, even through difficult times.
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Malcolm Pollock

PREFACE
This collection of articles centres on various aspects of “otherness” and potential 
strategies to deal with the deep-rooted human reaction of fearing that which is 
different, with particular reference to children and young people in northern and 
central Europe. This preface seeks to identify key aspects of what is variously 
described as transculturalism, multiculturalism, interculturalism and inclusion 
within the context of difference.

Migrations and cultural collisions

Difference can include the colour of one’s skin, language, religious beliefs, 
sex, sexual orientation, ideology, age, nationality, disability or economic status. 
Equal treatment in international law is enshrined in the UN’s Universal Declara-
tion on Human Rights (1948). Its first sentence sums up the moral imperative 
implied in the articles you are about to read:

„All human beings are born free and equal in dignity and rights. They are 
endowed with reason and conscience and should act towards one another 
in a spirit of brotherhood” [1].

Migration within the European continent has taken place for millennia, caused 
by war, famine, persecution, or for economic reasons. It is a key reason for 
the existence of difference on the continent. Since 1945 there has been an explo-
sion of immigration to the continent from outside Europe. The break-up of colo-
nial empires, not least the British Empire, led to large numbers of economic 
immigrants arriving from former colonies. The UK welcomed migrants from 
the Caribbean, the Indian subcontinent, Africa and the Far East, whilst France 
saw a large number of immigrants from north and central Africa and the Carib-
bean. After the fall of the Berlin Wall in 1989 and the rapid break-up of the former 
Eastern Bloc, many countries from Eastern Europe successfully applied to join 
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 the EU, including Poland, Slovakia, the Czech Republic, Romania, Bulgaria 
and the Baltic states. The new right of citizens from generally poorer countries 
to move to more prosperous Western Europe has created new challenges. 
A more recent trend has seen political refugees and economic migrants from 
war zones such as Syria, Afghanistan or Iraq flee to Europe. Germany has vol-
untarily experienced the biggest impact from this influx, with Chancellor Angela 
Merkel agreeing to 900,000 settling in the country in 2015.

The European Union (EU) has developed and expanded the scope of its aspi-
rations considerably since the formation of the EEC in 1957 [2]. A key feature 
of its strategy from the start has been the need to prevent any future major 
military conflicts on the continent. To achieve this, it is necessary to ensure 
mutual respect between nations and cultures and that all are treated equally 
and fairly. The term “transculturalism” has been used to describe a dynamic 
process of interaction between cultures. Within this paradigm there is no hier-
archy of interests, and the implication is not only that the identity of each nation 
state must be expressed as a fusion of all cultural and ethnic groups within 
the country, but also that there should be mutual respect between, and equal 
status given, to all nations.

Before we go further, let us attempt to define our terms. “Culture” in the context 
of these articles encapsulates everything that goes into establishing the iden-
tity of a group of human beings based on the types of difference already men-
tioned. Trans-, multi- or interculturalism and inclusion are words that are used 
interchangeably, at least partly due to national and linguistic differences in ter-
minology. Of course, the differences these terms describe are multi-layered 
and complex.

My role in this project has been to re-write in UK English texts which have already 
been translated into English from the original language by non-native speakers. 
I am fully aware that this means that what you will read is two steps removed 
from the original texts, and I hope that I have done justice to the arguments 
presented. It is commonly accepted that languages are the expression in a very 
profound sense of the culture of the native speaker, reflecting a way of looking 
at the world and a set of behavioural norms and values. Many aspects of lan-
guage are potentially untranslatable, and this leads to fundamental challenges 
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for the translator. In this context the very process I have followed could be seen 
as “transcultural”.

It is interesting that the original thinking behind the concept of transcultural-
ism came from Latin America, as the subcontinent as a whole has struggled 
more or less unsuccessfully with establishing coherent national identities since 
the early 19th century when most countries achieved independence. In 1940 
the anthropologist and ethno-musicologist Fernando Ortiz, inspired by the Cuban 
writer (and national hero) José Martí [3], proposed that in order to truly estab-
lish and express the national identity of a multicultural society such as Cuba, 
and indeed the cultural identity of Latin America as a whole, one needed both 
to “de-culturalise” the past, and to construct a new present based on the mutual 
and (by implication) equal interaction of cultures.

Ortiz’s main concern was the status in Cuba of the descendants of African 
slaves, but one could easily apply the same principles to the status of indig-
enous populations in the Americas and Australasia, and indeed to the status 
of minorities globally. The process of “de-culturalising” the past, that is coming 
to terms with historical prejudice and entrenched distrust of minorities, is a key 
challenge for all nation states in the 21st century.

So why was it so necessary in the 20th century for Ortiz to try to re-establish 
the principle of equal human rights for all in a multicultural context? Was this 
not commonly accepted, not least by Christian societies? Predating the UN 
Charter were various declarations which supported this principle, including 
the American Declaration of Independence (1776):

“We hold these truths to be self-evident, that all men are created equal, that 
they are endowed by their Creator with certain inalienable Rights, that among 
these are Life, Liberty and the pursuit of Happiness”[4].

Many of the reasons for us constantly having to revisit the concept of equality 
may of course be found in human nature. As Orwell’s pigs declare in his brilliant 
satire on Soviet Communism “Animal Farm”

“All animals are equal, but some animals are more equal than others”[5].
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 Of course, the postcolonial pressures on European societies post 1945 are 
the direct or indirect result of original migration in the opposite direction 
from the late 15th century onwards. The impact of the European invasion 
on the indigenous populations of the Americas, Africa, Asia and the Far East 
was often catastrophic. In Latin America alone it is estimated that 8 million 
died, largely from diseases imported by the invaders to which the indigenous 
population had no immunity. This is commonly described as the first large 
scale act of genocide in the modern era. It was however on the cultural bat-
tlefield that the impact on both Europeans and native populations was most 
brutally felt.

Although differences in this context were often violent and stark, the links 
to a basic human fear of people who are “different” are obvious. Relations 
between Europeans and the inhabitants of the territories they wished to control 
were based both on the significant technological advantage of the Europeans 
and their innate feeling of superiority. This feeling of superiority was expressed 
in various ways. Native populations were seen as “less human” than their Euro-
pean conquerors and the Catholic Church was keen to “civilise” these “savages” 
by converting them to Christianity.

The Europeans’ terror in the face of the “otherness” of indigenous peoples is 
vividly described in “Heart of Darkness” (1901) written in English by the Polish 
author Joseph Conrad [6]. African natives are described as less than human, and 
the dominant imagery of the book describes the difference between the “light” 
of European civilisation and the “heart of darkness” which is the African conti-
nent and its peoples. Its central character, Kurtz, is presented as having “gone 
native”, to have been contaminated by his close contact with native Africans and 
to be dying as a consequence. It seems that Kurtz has been mortally wounded 
by his contact with the racial “impurity” of the native inhabitants: his last words 
are “The horror! The horror!”. This morally ambiguous novella which takes place 
in what is now known as the Congo Free State has been criticised in postcolo-
nial discourse by such figures as the Nigerian novelist Chinua Achebe (in 1975) 
[7] as being deeply offensive to the African people. Others have pointed out just 
as strongly that the narrator’s views are not the author’s, who sought to show-
case the profound ignorance and arrogance of the colonial powers in their 
dealings with indigenous peoples.
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This demonstration of the complexities of coming to terms with our postcolonial 
past in the present is further nuanced by the fact that Conrad’s English reads 
rather oddly to native English speakers (it was only his third language), creat-
ing a further level of tension, energy and “otherness”.

The reverse migration process that followed the granting of independence to for-
mer colonies from 1945 onwards unleashed similar feelings within European 
populations. No country was more affected by this than the United Kingdom, 
which is not surprising given the size of the former British Empire. The demo-
graphic balance of major cities such as London, Birmingham and Manchester 
changed dramatically within 20 years. With this change came distrust and fear 
on both sides: the white British population sometimes felt they were being over-
whelmed by alien cultures, whereas the new immigrant populations felt that they 
were the victims of prejudice and discrimination. It is beyond the scope of this 
preface to look at these issues in detail, but the result of these new demographic 
challenges tended to be segregation rather than integration. In other words, 
minority communities which felt threatened tended to live in the same areas 
and mix with the same people. More recently as a result of Islamic terrorism 
post 9/11, Muslim communities can be added to this list.

In political terms across Europe this has created a challenging environment. 
The conditions described in the UK are replicated in many countries, and migra-
tions from war zones have added to these difficulties. In general governments 
have denied that racism is endemic to their societies and have denied that police 
forces are systemically racist in their treatment of minorities. They have also 
unequivocally declared their support of equal rights for all. On the other hand, 
there is much hard evidence that people from BME [8] backgrounds can expect 
to earn less, achieve less in educational terms, are more likely to be stopped 
by the police and have less chance of influencing political discourse over their 
lifetimes. Within the hyperreality [9] of 21st century life, supported by algorithms 
in search engines that only feed you stories you want to read, we know that 
facts can be adapted to fit any view of the world one chooses to hold, and this 
makes debate about these issues even more problematic.

Right wing politicians and white supremacists encourage the identification of dif-
ference through a hierarchy of interests, describing a particular national identity 
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 which excludes minorities [10]. It is possible that the recent Black Lives Mat-
ter movement will change this, but history would suggest otherwise, and that 
the descendants of African slaves in particular in the US and Europe still have 
a long and bitter fight to achieve a final parity with their former oppressors.

The	power	of	education	to	transform	society

Throughout the articles you are about to read, certain very strong themes pre-
vail. This project originated in Poland, and the majority of articles come from 
Polish authors. We learn about the impressive steps taken by the Polish state 
to re-engineer a multicultural, inclusive and tolerant society following the collapse 
in 1989 of a monocultural totalitarian regime. The Poles have sought to re-estab-
lish the positive importance of difference, using their education system as a key 
tool and establishing as a right the delivery of many parts of the national curric-
ulum in the first language of immigrant children. As always, the strategic tension 
between otherness and togetherness, between segregation and integration 
is finely balanced. The wounds of enforced and aggressive monoculturalism 
can take a long time to heal, and it is to be hoped that the present atmosphere 
of tolerance in Polish schools will continue to thrive and develop.

All children have the basic right to be loved and nurtured by their family, 
to be given the opportunity to develop their personalities and special talents 
within a supportive and stimulating atmosphere, to be given sufficient opportu-
nities to socialise with their peers, and to build future resilience and strength via 
a strong moral framework. Unfortunately, many factors will potentially stop chil-
dren and young people from realising their potential as mature human beings. 
Some of these factors lead to the risk of their being excluded in some way from 
mainstream society, with serious consequences for their mental, economic and 
physical wellbeing.

Dysfunctional family units have complex socio-economic causes, including 
a multi-generational failure of the education system to engage with the parents 
and grandparents of the children and young people concerned. Poor educational 
attainment is closely correlated with low income and low parental expectations for 
future generations. Abuse within the family, be it psychological or physical, is sadly 
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common, as is marriage breakdown. All these issues create an unstable envi-
ronment and a potentially never-ending cycle of failure and despair, often linked 
to drug abuse, crime and self- harm. Although we know that some high achievers 
come from these backgrounds, the overwhelming likelihood is that these prob-
lems will not be addressed without powerful interventions from society as a whole.

Human beings have a fundamental need to feel part of a community or iden-
tify with a group. Exclusion can manifest itself through real or perceived differ-
ence between individuals. We hear in one article [11] about the need to share 
experiences with young people with Downs Syndrome or cerebral palsy. This 
is often done via truly inclusive creative musical projects in which all parties are 
seen as equal partners, and music is often seen as an ideal medium in which 
inclusive practice can flourish because it is non-verbal and involves right brain 
activity rather than logical left brain thinking. All participants in such projects 
learn from each other, and both “able” and “differently able” participants develop 
new understanding and create new bonds. Feedback from such projects sug-
gests that young people with a physical or cognitive disability want more than 
anything else to be part of the “normal” world, to be accepted as a fellow human 
being, and not be segregated or categorised via special therapeutic sessions.

Another potential cause of exclusion both in adolescence and in adult life involves 
much higher survival rates from serious illness such as cancer, leading to ongo-
ing side effects and further illnesses in later life, a constant feeling of insecurity 
and potentially serious psychological issues.

Indeed, children and young people can increasingly be excluded from society 
by what is going on inside their own heads. The psychological damage caused 
to young people through their contact with social media has been the subject 
of much debate. Indeed, the stresses on adolescents in particular of living 
in the 21st century can prove unbearable and lead in extreme cases to their 
taking their own life. The pressure of trying to confirm to peer group norms can 
have fatal consequences.

Of course, a fundamental aim of liberal educational thinking in the 20th century was 
that of child centred education [12], that is the active participation by a child in their 
own learning, of learning how to learn. This implied a fluid relationship between 
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 teacher and pupil, partly based on the pupil’s preferred learning style. The older 
model of “top down” teaching sometimes implied that the child was an empty 
vessel into which knowledge could be poured. Teaching styles in themselves are 
culture specific and the advantages of both models are explored in these articles.

How happy an individual or a society is with their life is something which has 
only relatively recently begun to be measured, even though the importance 
of “the pursuit of happiness” was accepted by the Founding Fathers of America 
in 1776. The countries that regularly feature at the top of the World Happiness 
Report, published by the UN [13], are Scandinavian. Finland has topped the list 
in 2020 for the third successive year, and is generally followed by Denmark, 
Norway, Sweden and Iceland. So called “Nordic Exceptionalism” seems to work 
in social democratic terms, and as the report’s authors’ note this model’s suc-
cess is not confined to happiness alone:

“No matter whether we look at the state of democracy and political rights, 
lack of corruption, trust between citizens, felt safety, social cohesion, gender 
equality, equal distribution of incomes, Human Development Index, or many 
other global comparisons, one tends to find the Nordic countries in the global 
top spots” [14].

A “happy” society may be one that is inclusive and is at ease with itself and its 
identity, and the likelihood of serious mental health issues amongst children 
and young people, particularly those at risk of exclusion or in potentially mar-
ginalised groups, should therefore be diminished. Nevertheless, how does 
the overall happiness rating of a particular society correlate with the well-being 
of its children and young people?

In the 2020 global report from UNICEF on this subject [15], we can see some 
evidence of correlation. Denmark, Norway, Finland and Sweden do indeed appear 
in the top ten nations with regard to child well-being outcomes (which include 
mental and physical health and academic and social skills), but on the other 
hand Iceland is intriguingly only 24th in the table.

Further possible correlation has been discussed between the dominant polit-
ical context within a country and national levels of happiness. For instance, 
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the US and the UK (countries which share a particular form of aggressive cap-
italist ideology) appear in 36th and 27th position respectively with regard to chil-
dren’s well-being, whereas Germany with its social market economy (some-
times called Rhine capitalism) appears in 14th place. We assume that within 
totalitarian regimes such as Russia and China the fact that citizens are not 
allowed to be different or express views contrary to the official line will make 
them more unhappy, but of course we are never told this officially and contact 
with dissident groups is very difficult.

I would like finally to demonstrate the complexity of transcultural processes 
in a postcolonial world by unpacking some of the concepts behind the El Sistema 
project in Venezuela, and its subsequent expansion as a global phenomenon 
and a potential tool for urban regeneration amongst poorer communities. El 
Sistema (the System) was first launched in 1975 by the musician and activist 
José Antonio Abreu. Its main purpose was summed up in its mission statement 
“Music for Social Change” and its main aim was to run classical music projects 
for children and young people in the most deprived parts of the country, with 
free access to instruments and tuition.

By 2015 El Sistema was (according to official figures) engaging 700,000 pupils 
per week in 400 music centres. In 1991 neighbouring Colombia launched its 
own version of the project (“Batuta” meaning baton in Spanish) and became 
the second biggest example of this approach in the world. El Sistema is today 
a global phenomenon, and has advocates in many European countries, including 
the UK, Finland, Austria, the Netherlands, Spain, Slovakia, Romania, Portugal, 
Norway, Sweden, France, Ireland and Italy [16].

The original projects were conceived in countries that had been independent 
of Spanish rule since the early 19th century (Colombia and Venezuela achieved 
independence in 1810 and 1811 respectively). Like all countries on the sub-
continent they were exploited by the Europeans and North Americans almost 
as soon as the independence declarations had been signed. The new nations 
were dependent on richer countries for finance and because of this allowed their 
natural resources to be plundered. This situation (brilliantly analysed for instance 
in Eduardo Galeano’s book “Open Veins of Latin America”) [17] led to chronic 
political and economic instability in the 20th century. It also led to significant 
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 levels of corruption, armed guerrilla warfare and constant US interference in sup-
porting very unpleasant dictatorships. The 1980s and 1990s saw great social 
and political unrest in Venezuela. President Carlos Andrés Pérez was jailed 
for embezzlement in 1993. Hugo Chavez came to power in 1998 and with him 
came a revolution, but the country today is best known for its hyperinflation 
and the squandering of the greatest oil reserves of any country in the world.

There was obviously a genuine need to support poorer communities in Ven-
ezuela. Poverty in Latin America is on a different level to that of “first world” 
countries. Families can literally possess almost nothing, and the definitions 
of poverty adopted by many European countries would make those in South 
America green with envy. However, there was also a need for both Venezuela 
and Colombia (with its very serious and endemic problems with the illegal drug 
trade) to enhance their image and reputation in the world. Unfortunately, after 
a highly critical book by Geoffrey Baker on the failings of El Sistema in Vene-
zuela appeared in 2014 [18] (alleging amongst other things widescale abuse 
of young people, corruption and lies about how many of the poorer children 
were really reached) the original project became seriously tarnished, even if 
many advocates disputed Baker’s findings.

It could be said that there is something rather curious about a postcolonial soci-
ety, formally governed by Spain but containing a rich and varied indigenous 
and mixed (mestizo) cultural heritage, choosing to use European art music 
as an escape route from poverty via the raising of young people’s self-es-
teem and the strengthening of community cohesion. The ex-colony still seems 
to have a residual respect for the culture of its conquerors, but also seems 
not to have developed a new sense of nationhood via a nationally established 
cultural identity. The implication is that no matter how badly they have been 
treated in the past by Europeans, European culture is still the best they can 
find. The innate sense of European superiority noted in “Heart of Darkness” 
seems to have become largely accepted on a subconscious level in the Latin 
America of the 21st century.

Even if the project were not nearly as successful as the Venezuelans claimed, 
would it at least be culturally transferrable to settings in Europe and the rest 
of the world? In other words, would young people in countries with different 
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kinds and levels of child poverty respond positively and would the medium- 
and long-term benefits to life chances and self-esteem, as well as community 
regeneration, be regarded as significant? In the UK, European art music is often 
seen in class terms, something mostly to be enjoyed by wealthier people. This 
is a different context to the South American one, but intriguing, in that the fam-
ilies of working-class children will probably have an inbuilt prejudice against 
the music itself. At UK levels of poverty, would it be seen as such a “big deal” 
to be given the free loan of an instrument?

The El Sistema project in Glasgow (“The Big Noise” [19]) benefits from the con-
siderable skills of evaluators who are looking at the long-term effects on many 
child-based outcomes including

1. Confident, motivated young people with developed social skills
2. Mentally and emotionally healthy young people
3. Improved educational attainment
4. Young people are engaged with education and achieving
5. Young people are responsible citizens

Also measured is the impact of the project on the Scottish Parliament’s aspira-
tions for urban regeneration and strong community identity. It remains to be seen 
whether this approach, which involves significant amount amounts of public 
money, can contribute as hoped in the longer term to transforming young peo-
ple’s lives.

The existential angst of feeling isolated and unsupported is a very real part 
of the human condition. This idea has been with us in Europe at least since 
the Romantic writers of the later 18th century and was more recently expressed 
philosophically as a direct result of the horrors of World War II by Camus and 
Sartre [20]. The thrust of all the articles you are about to read is that we are 
not alone and that our greatest chance of survival in the future is to understand 
and identify with the “other”, which at its most basic level means everyone who 
is not us.

The social sciences have over the past century made a valuable contribution 
to our understanding of how human beings interact and function both individually 
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 and in groups. However too often strategies to support marginalised or vulnerable 
groups of children and young people are formulated without involving them pro-
perly in the discussions: young people are too often silent partners. Truly inclusive 
practice involves a partnership of equals, and the most successful arts projects 
I have personally been involved in supporting young people at risk of exclusion 
have at each stage encouraged their voices to be heard and respected.

It is to be hoped that the initiatives and research covered in this volume will 
serve to improve the life chances of today’s young people (tomorrow’s adults) 
in what is certain to be a very turbulent and fast changing future.
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Stanisław Antczak

CULTURE AND THE PROBLEM 
OF THE PREVENTION 
OF SOCIAL EXCLUSION 
IN THE EDUCATION 
PROCESS

Social exclusion is “the effect of different kinds of depriva-
tion, as a consequence of which an individual or a group 
of individuals cannot fully participate in the economic, social 
and political life of the society to which it belongs” [1]. It is 
a multidimensional phenomenon, which includes the limita-
tion or lack of access to resources, goods and institutions, 
as well as the limitation of social rights and the deprivation 
of needs. There can be different reasons behind it, and 
it can take different forms. Most often, the reason for exclu-
sion is social “otherness” expressed as lower social status 
resulting from birth or material poverty. In the past, people 
belonging to the lower social classes had to face this threat 
in Europe, but the idea and implementation of the welfare 
state reduced the problem, broadening a concept of citizen-
ship which included social rights, which – as Will Kymlicka 
observes – “was the tool for ‘nation building’ (and) partly 
served to educate people and strengthen their national iden-
tity and sense of belonging to a common national culture” [2]. 



ON THE NEED FOR TRANSCULTURAL EDUCATION

46

St
an

isł
aw

 A
nt

cz
ak Other reasons for social exclusion can include an affiliation to a minority ethnic 

or national group, professing a religion other than the dominant one in a given 
country, observing distinct practices related to it, practising distinctive culinary 
traditions and wearing distinctive clothes. To these we can add a different, usu-
ally darker, skin tone or affiliation to non-heterosexual minorities, which are often 
subjected to various forms of non-structural repressions.

Immigrants	in	Europe	and	their	impact	on	the	growth	
of	cultural	pluralism

What follows from the above arguments is that people who are especially 
liable to experience various forms of social exclusion can be of foreign ori-
gin, that is immigrants or their descendants. Why is this? Because they usu-
ally come ed with their native cultural “baggage”, which often varies signifi-
cantly from the culture that dominates in the country of destination. In view 
of the fact that the term “culture” can be understood in different ways, it is 
worth assuming for the purposes of this text, following Geert, the notion of cul-
ture as the programming of the mind. According to this conception, “every 
person holds within themselves certain patterns of thoughts, feelings and 
behaviours that they acquire throughout their lives” [3, 4]. Thus culture, which 
is formed in the process of communication and is a form of mutual commu-
nication itself [5], fundamentally influences our relations with others, the way 
they are shaped and consequently the character of our social ties. Admittedly, 
“it can seem that representatives of all cultures should behave and treat one 
another in the same way, yet what is accepted in one culture often cannot 
be applied in other cultural groups” [6]. At this point, it is worth pointing out 
that in the case of immigrants, the consequence of contact with another cul-
ture is the experience of “culture shock” [7, 8], which can have a negative 
impact on the education process, at least in its initial phase. That is why cul-
tural factors play such a prominent part in this process. Proper education, 
not least within the society that takes immigrants in, oriented towards their 
inclusion rather than their isolation and exclusion, is an extremely important 
factor that facilitates the process of adjustment to life within a new cultural 
environment for immigrants and their children. Moreover, it is of key signifi-
cance to recognise the importance of the immigrants’ native culture in their 
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new place of settlement, because it serves to protect their identity and allows 
them to “preserve self-respect in a situation when (often – addition mine, 
S.A.) their capabilities and experiences are being questioned” [9]. During 
intercultural contact and in the adaptation phase, native cultural baggage 
undergoes a transformation and acquires a new social meaning. As a conse-
quence, as Thomas Hylland Eriksen writes, “A grandson of a Turkish emigrant 
in Cologne is still a Turk, yet being a Turk in Germany is something different 
from being a Turk in Turkey or even in Denmark” [10, 11].

In Europe, the process of shaping modern nationalism and national commu-
nities intensified in the second half of the 19th century and language, under 
the influence of Prussia, was acknowledged as a criterion of national affiliation 
[12, 13]. As Urs Altermatt writes, “Since the 19th century, the idea of the nation 
state has constituted an important political programme in Europe. Governments 
of these so-called nation states gave status to just one dominant language, and 
in general strove to institutionalise the monopoly of the official language within 
the spheres of politics, economy and culture (...) Nationality obtained the status 
of a political religion” [14]. What followed was a pressure to assimilate applied 
to the numerous minorities that inhabited the then European states [15, 16].

After the Second World War and even during it, changes to state borders took 
place in conjunction with accompanying processes of ethnic cleansing and 
repatriation, especially in Central Europe, caused among other things by war-
time deportations [17] or by post-war border changes, which afflicted for exam-
ple millions of Poles, Germans and Ukrainians. In this way the consequences 
of migration processes that had lasted in those territories since the Middle 
Ages were reversed. In the post-war period, Western Europe became the final 
destination for many migrants coming from other continents. They were refu-
gees from the newly independent European colonies or immigrants looking for 
work [18]. The constant flow of immigrants brought about fundamental cultural 
changes in many European countries. The Schengen Agreement of 1985, which 
included two Nordic countries that were not members of the European Union 
(Norway and Iceland, also facilitated the flow of immigrants between EU mem-
ber states, who more readily chose wealthier countries that gave them better 
possibilities of finding employment or enjoying the generous social benefits 
to which they were entitled [19].
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in the level of cultural diversification in Europe. More and more often, one could 
meet in the streets of European cities people of different skin colour and physi-
cal appearance, who varied among themselves in terms of mode of dress (such 
as the greatly controversial headcloths or burkhas worn by Muslim women), 
people professing a religion other than the dominant one in a given country, 
and most importantly using a language other than the official one to commu-
nicate with each other. Within the urban space new places of worship, espe-
cially mosques, started to appear in ever greater numbers. The maximum level 
of such pluralism is illustrated in Malmö, Sweden, inhabited by representatives 
of as many as 170 countries [20]. In some cities, more and more often ethnic 
quarters grew in size, containing immigrants from one country or even one region. 
There they created their own world, sometimes a replica of their native villages, 
where mixed marriages are rare and where native culture dominates [21, 22]. 
In some districts in Sweden that are inhabited by immigrants, the local law does 
not, in fact, apply. “The police have identified fifteen zones within the country 
as a whole where, despite the fact that Swedish law is in force, there appear 
‘parallel social structures’. Rosengård is one of them” [20, 23]. According to Hege 
Storhaug, in the so-called “lost lands” there “dominates blatant drug trafficking, 
brutal criminal feuds in public spaces, various forms of extortion and illegal wit-
nesses tampering, coupled with social discontent. (…) Ever more often the work 
of police forces, fire services and emergency ambulances are hampered” [23].

In	the	circles	of	Western	culture

Ethnic and cultural diversification ranks amongst the most important character-
istic features of the modern world. Samuel P. Huntington distinguishes seven 
or eight main circles which he terms as “civilisations”. Following Christopher 
Dawson [24] and Max Weber, he adopts one of the great religions that domi-
nates in a given area as the basic distinguishing criterion, since these religions 
refer to distinct, historically conditioned value systems [25]. One of the great 
cultural circles enumerated by S.P. Huntington is the West, which apart from 
Europe includes North America and Australia together with New Zealand. How-
ever, notions of Europe and the West are not identical, because Eastern and 
part of South-Eastern Europe belong to a different – Orthodox – cultural circle 



1 Culture and the problem of the prevention of social exclusion in the education process

49

Part I  »  Multi – Trans – Culture

[24]. In effect, each of the cultural circles he distinguishes constitutes a com-
plex mosaic of ethnic groups and cultures. The same is true for the West [26].

Within the European West we can distinguish several regions characterised by 
distinct cultural specificity, including Nordic countries and Central Europe. The first 
area is fairly precisely defined and comprises such countries as Denmark, Swe-
den, Norway, Finland and Iceland, which belong to the Nordic Council established 
in 1952 [27]. In the case of Central Europe, the area is not determined in a clear-
cut way. Nevertheless, we can indicate here those countries that are included 
in the Visegrád Group and German-speaking countries [14, 28]. What the two 
regions have in common is that they were not in the past part of the Roman 
Empire, with the exception of border territories situated to the west of the Rhine 
and south of the Danube as well as Dacia, and this influenced the shaping of their 
cultural context [5]. This found expression in the form of the future dominance 
of Protestantism, in its Lutheran version, with the exception of Poland, where 
Roman Catholicism has held the advantage.

With respect to nationality, Nordic countries used to be relatively homogenous. 
A minority present in three of them is the Saami people (Laplanders), who inhabit 
north-western Norway, northern Sweden and northern Finland and are the old-
est inhabitants of this region that are characterised by cultural distinctiveness, 
that is having their own language and cultural identity [29]. Currently, the most 
ethnically diverse Nordic country is Sweden, which up until the late 19th century 
“was composed of homogenous, isolated village communities” [30], and whose 
society was ethnically, linguistically and religiously uniform [31]. Currently, nearly 
one third of the population of Sweden are immigrants that flowed from differ-
ent countries or their descendants [20]. Within Norway Norwegians make up 
85.5% of the population and the percentage of followers of Islam totals 2.8%. 
In Denmark, nearly 87% of population is Danish, and the biggest immigrant 
group are followers of Islam (4.1%), who are admittedly linked by a common 
religion, yet often divided by (sometimes crucial) cultural differences. The coun-
try is inhabited by amongst others Turks, Syrians, Iraqis, Pakistanis, Lebanese, 
Somalis, Bosnians, Afghanis and Iranians [32]. Finland has relatively speaking 
the most homogenous population, which according to data from 2018 com-
prises 92.7% of people of Finnish origin; foreigners constitute 7.3%, including 
about 3.9% of immigrants of European origin, 2.1% from Asia (primarily from 
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(mainly from Somalia). Because Finland was part of the Swedish crown until 
1809, Swedish-speaking Finns today constitute 5.5% of the total population 
of the country. At the same time, it has to be noted that Muslims constitute 
a relatively small group among the Finnish population, that is 1.1% [33, 34].

In Central Europe, the country that has accommodated the greatest num-
ber of immigrants after World War II is Germany. The last general census 
of 2011 demonstrated that in Germany there lived 80.2 million people altogether, 
including about 6.2 million foreigners, and a total of 15 million people (or about 
18.9% of the whole population) were not native Germans [35]. The number 
of Muslims living in Germany in 2011 was estimated at 4 million, and subsequent 
years, as a result of an influx of new immigrants, led to an increase in that num-
ber. In 2019, Germany’s population was as high as 83.02 million [36]. Accord-
ing to the National General Census of 2011, the population of Poland included 
97.07% of people of Polish nationality, whilst the rest were minority groups, 
amongst which the largest ones (albeit not officially recognised) are Silesians 
(846,719) and Kashubians (231,507). The officially recognised groups are Ger-
mans (147,814), Ukrainians (51,001), Belarusians (46,787), and besides them 
Romanies, Russians, Lemkos, Lithuanians, Jews, Armenians, Czechs and 
Tatars (Polish Muslims) (1,916). The total number of Muslims living in Poland 
is estimated at 20–21,000 [37]. Moreover, in 2019 there were about 1.2 million 
Ukrainians within the Polish labour market [38]. Results of a study conducted 
by the Havas Media Group show that “over a half of the Poles we surveyed 
declared that their attitude towards Ukrainians was positive” [38].

Dimensions	of	national	cultures	and	their	importance	
for the understanding of the role of culture in education 
processes

Geert Hofstede, the distinguished Dutch academic, starting with the premise 
that crucial differences of cultural nature occur between people and have a sig-
nificant bearing on their behaviour, pointed to several basic features or dimen-
sions of culture that allow us to measure the differences between them [39]. 
One of the basic qualities that distinguish national cultures is their dominant 
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approach towards social inequalities and the “power distance” present in them. 
The latter term, according to G. Hofstede, was introduced in order to determine 
the “emotional space that separates subordinates from superiors” [3] and reflects 
the approach towards inequalities prevalent in a given culture. In cultures that 
consider social inequalities as natural and respectable power distance is great. 
In turn, in cultures that treat inequalities as a kind of necessary evil power dis-
tance is significantly smaller. These differences have their practical expres-
sion in the process of mutual interaction between subordinates and superiors. 
Where power distance is smaller interaction is more direct, but if power dis-
tance is relatively greater, those relations take on a more formal aspect, whilst 
dependence and submission are more visible in their mutual relations [3, 40]. 
According to G. Hofstede et al., two other dimensions correspond with power 
distance: a preference for traditional values is related to great power distance, 
and the other dimension refers to secular and rational values [3].

In cultures characterised by great power distance importance is attached to hier-
archy and the status of an individual, as measured by sex and age; that is, 
elderly males that are well-born and/or have high social status automatically 
enjoy greater social respect. Educational levels and command of culture also 
play an important part [41, 40]. Amongst the countries presented earlier, Scan-
dinavian countries are characterised by relatively speaking the smallest power 
distance, especially Denmark, but also Sweden and Norway; the distance is 
slightly greater in the case of Finland. Germany also, despite the formality pres-
ent in its social life, has a comparatively low power distance index. A decidedly 
higher score characterises Polish society and this is close to the score that 
occurs for instance in East African countries. Scores are very high in Arabic 
countries, where societies are strongly hierarchical and where such factors 
as social affiliation and large families matter greatly [42].

Attitudes of submission or partnership in children towards their parents are 
shaped early on within the family. Parents can expect from their children abso-
lute respect or subservience towards older people in general. They can, how-
ever, expect the opposite: an increasing independence in solving current prob-
lems or even opposing their parents, that is the acquisition of the ability to say 
“no” [3, 6]. For example, a child’s autonomy is fundamental, “sacred” even, 
for Norwegians [43]. School and peer environments play a part that is hard 
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of power distance shaping. Contact with peers plays an especially significant 
part in the process of socialisation in industrialised countries [6].

Usually, where social inequalities are relatively greater, power distance is consid-
erable, and the parent-child pattern is repeated at school level in teacher-student 
relations. The attitude of the student towards the teacher is marked by respect, 
which relates also to the teaching process itself, during which the teacher acts 
as master and his or her personal abilities account for the teaching results [3]. 
Students should not undermine the teacher’s authority by asking questions. 
In those countries where power distance is smaller relations between teachers 
and students have a more direct character. The teacher does not act as mas-
ter but as somebody who transmits knowledge of a universal character to stu-
dents who have at their disposal a certain autonomy and the support of their 
parents in their relations with the teacher. Asking questions and showing initia-
tive are rewarded. In this case, the effects of teaching depend to a large extent 
on the students’ attitude [44, 3]. In Nordic countries, especially in Finland, this 
approach found expression in the organisation of the child-oriented teaching 
process and ensuring a level playing field [45].

Another dimension of national culture according to Geert Hofstede is con-
nected with the relationship between the individual and the group that dominates 
in a given society. Most are collectivist societies, in which individual interest is 
subordinate to the benefit of student or work group, family (often a multigen-
erational one), clan, tribe or nation [3, 40]. Values that are prized in such com-
munities are harmony, consensus and loyalty towards the group, and group 
members are presented with special favours that persons who do not belong 
to the group cannot count on. Within individualistic cultures, an individual ori-
ents his or herself towards their own interests and is concerned only with their 
closest family at the very most. An individual’s standing is determined not by 
affiliation to a larger group but by their individual achievements. Participation 
in group ventures stems from relations established by the individual on a vol-
untary basis [3, 46]. “In individualism, in the beginning there was an individual 
who entered into an agreement or religious covenant with other individuals, 
thus creating a group or establishing an association of volunteers (...) but their 
choice lies solely in their own interest – within the law” [46]. The construction 
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and feeling of the notion of I is culturally conditioned as well. In individualistic 
societies, it is based on the specific qualities of a given person and in collectivist 
ones it is grounded in relationships within the group [47]. Scandinavian coun-
tries are characterised by a comparatively high individualism score (the highest 
in the case of Denmark), as are Germany and Poland. On the other hand, for 
instance in Pakistan, East African or Arabic countries, this index is low. G. Hof-
stede’s research concludes that “Most countries with great power distance (...) 
have low individualism (...) and, conversely, most countries with small power 
distance are characterised by high individualism” [3].

A child born into a collectivist family follows the behavioural patterns of the rest 
of its members, reproduces their attitudes and repeats their opinions. Infring-
ing upon the principles that apply within the group and presenting one’s own 
views is disapproved of and viewed negatively, and in some cases can even 
be punished. In individualistic cultures the reverse is true: a child is expected 
to voice his or her own opinions and to show independence. Celebrating such 
family ceremonies as christenings, weddings or, especially, funerals, partic-
ipation in which is a duty of all its members, aids the process of maintaining 
the cohesiveness of numerous families [3, 44]. An individual who achieves finan-
cial success has a moral obligation to share his or her wealth with other family 
members. Often, a family collects money to cover the expenses connected with 
the travel to Europe of one of its members, hoping that if they succeed, they will 
bring the relatives to their home and/or will send money that will enable them 
to send their children to school or start a business back home [48].

Matchmaking in collectivist families is a matter that concerns not only the spous-
es-to-be, but also a wider circle of their relatives. For this is not only about a rela-
tionship between two people, but also about an alliance between two families/
clans. Whilst in individualistic cultures the prime reason for getting married is 
feeling, in collectivist cultures importance is attached to wealth and the preser-
vation of the bride’s virginity until the wedding day [49, 50]. It is connected with 
coercing girls into getting married, often against their will [51, 2].

Behavioural patterns shaped in families that belong to the circles of collectivist 
and individualistic cultures greatly influence relations that prevail in schools, 
especially relations between students and their teachers: “God teaches us what 
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lectivist societies, the teacher contacts her or his students through the agency 
of the group, because students perceive themselves as its members. This directly 
affects the style of conducting classes: the teacher should approach a specific 
student or divide the class into teams that will appoint their representatives to give 
answers. In an individualistic society, the teacher can direct his or her questions 
to the whole class [3]. In a collectivist one, praise should be directed to the whole 
group (at the same time, singling out individuals should be avoided), and the abil-
ity to cooperate towards accomplishing group tasks should be rewarded. In turn, 
individualism implies searching for and promoting outstanding individuals that are 
capable of taking up responsibility by themselves [40]. In collectivist cultures, it is 
not only permissible but even desirable for the teacher to show special favours 
towards those students that belong to the same social group, family, clan or tribe. 
In turn, in individualistic cultures, such behaviour deserves condemnation as a form 
of nepotism [3]. While in individualistic culture “the aim of education is to teach 
one how to acquire knowledge”, in collectivist culture it is all about “teaching how 
to perform determined activities” [3].

Another dimension concerns the social roles ascribed to women and men, which 
to a large degree depends on culture and is the effect of the socialisation pro-
cess [53] beginning within the family. This pattern is displayed in the division 
of roles between its members, especially between husband and wife, which “has, 
in turn, a decisive impact on the masculinity or femininity of a given society” [3]. 
In other words, we can speak about an achievement culture and a caring cul-
ture [44]. Physical prowess, courage and distance from the world of women 
are expected from men. In turn, femininity should find its expression in a sense 
of responsibility, obedience and caring [54]. Countries defined as masculine are 
characterised by gender inequality. In relation to sex, this is expressed as grant-
ing liberty to men and treating women restrictively, that is by expecting them 
to stay chaste [50, 54]. Such attitudes can be found in the circles of immigrants 
from the Middle East. Applying different moral standards to men and women 
makes men disposed to abuse and “score” women, who in turn feel abused 
[53]. In “feminine” countries, where the same moral standards apply to both 
women and men, the nature of the relationship between two people is of utmost 
importance. Scandinavian countries are characterised by a low masculinity 
index, as opposed to Poland and Germany. Similar situations occur in Pakistan, 
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Arabic and East African countries [3]. The difference stems from the fact that 
in Scandinavian countries there exists absolute gender equality, welfare and 
pro-female legislation as well as a high index of female employment [55, 4].

At school in feminine cultures, weaker students are the object of special care; 
praise on the part of the teacher serves to motivate them. In the Finnish education 
system, for instance, it is the school that organises tutoring for those students who 
need it [45]. Masculine cultures create conditions for rivalry between students, 
who strive to obtain the best results possible, which, in turn, is not accepted 
in feminine countries. It is also frowned upon when somebody boasts about 
and overly glorifies their abilities. Such an attitude was manifested in a singular 
way in Scandinavian countries, where the so-called “Law of Jante” was formu-
lated [56, 3]. Scandinavians are oriented towards an avoidance of conflict and 
a preference for the culture of consensus. In feminine cultures, children are also 
taught to avoid violence [4]. Whilst in masculine cultures we find a reluctance 
to support the needy (they are often blamed for their own situation), feminine 
cultures are characterised by a caring attitude towards people who need support 
[3]. In countries dominated by feminine cultures, such an approach is unani-
mously supported by politicians of all persuasions, who differ only in the scope 
of their support. Norway is considered to be a “humanitarian power”, whose 
citizens often engage in aid activities around the world [57].

The fourth dimension of culture according to Geert Hofstede concerns the degree 
to which cultures are inclined to tolerate uncertainty, which by definition as it were 
perpetually accompanies our existence, since we cannot be absolutely certain 
what will happen even in the near future [3]. The researcher defines uncertainty 
avoidance as a degree of fear felt by the members of a given culture in the face 
of new, unknown or uncertain situations [44]. Most often, this is of a subjective 
nature and is culturally conditioned. Both in the past and present, human com-
munities and their members have reached for different tools to reduce the feeling 
of uncertainty, via technology, religion and law, in a way aligned to their culture 
[58]. The law can be an effective tool for limiting uncertainty that allows one 
to reveal, represent and settle conflict situations within a society [59]. The law 
belongs to the cultural world, since at its very roots it appeals to the system 
of values shared by the members of a given social group. Values are “ideas that 
are held by individuals or groups and that determine what is desired, proper, 
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it is the culture in which they live that decides what constitutes value for indi-
viduals” [1, 4]. They constitute the main premise for the formulation of legal 
principles, which often derive from local traditions [60, 61].

Geert Hofstede points to the relationship between the level of anxiety that occurs 
in a given culture and its indulgence: the higher the anxiety level, the more indul-
gent the nature of the given culture. Division between indulgent and restrained 
cultures is the consequence of differences in showing emotions, which stem 
from cultural rules [6, 62, 47]. Whereas in indulgent cultures people speak loudly 
and often interrupt one another, the situation is exactly the opposite in restrained 
cultures. Whilst in restrained cultures speakers try to keep greater distance and 
avoid touching one another, representatives of indulgent cultures strive to reduce 
this distance and touching constitutes an inherent element of interaction between 
speakers, accompanied by intensive eye contact as well as pronounced facial 
expressions and gesticulation [41]. Where uncertainty avoidance is strongly empha-
sised, it can result in the adoption of a xenophobic attitude, which is expressed 
in the assertion that “Different means dangerous”, in relations with “others” [3]. 
Where uncertainty is weaker, the attitude towards “the other” will take a positive 
form: “Different means interesting” [3]. Among the aforementioned countries, 
the lowest index of uncertainty avoidance is exhibited by Denmark and Sweden, 
higher yet similar levels can be observed in Norway and East African countries, 
followed by Finland, Germany and Arabic countries, whilst the highest position 
on the scale of uncertainty avoidance is occupied by Poland [3]. Transferring 
these considerations into the field of education, the author refers to his own 
experience gained during a course for teachers coming from different cultures, 
including Germans and Britons. In contrast to the Germans, who rank amongst 
the societies with the highest level of uncertainty avoidance and, consequently, 
expected precision in planning classes, homework and indicating one specific 
answer, Britons expected a more open-ended way of working. Whilst in coun-
tries with high levels of uncertainty avoidance the teacher’s authority is measured 
according to his or her ability to answer each question, in those countries where 
the level is low teachers are presented with no such requirement [3].

The fifth and last dimension in Geert Hofstede’s concepts concerns the long-
term orientation index. Each society faces the necessity to carry out two tasks 
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or achieve two aims: to preserve its ties with the past and to find a proper answer 
to the challenges that current and the future situations will present them with. 
A distinctly placed emphasis while planning to face up to both challenges stems 
from the orientation present in a given society; either a short-term one, which 
prioritises ties with the past, or long-term one, whose principal quality is to place 
importance in the future, for example via modern education, which will facilitate 
their facing up to the challenges of the past. This makes future-oriented societies 
particularly value “persistence, tenacity, frugality and the ability to adapt to new 
situations” [63]. In a study that included 93 countries, the highest long-term 
orientation scores were noted in East Asian countries as well as in Germany. 
Denmark, Norway, Finland and Poland, as well as Saudi Arabia found them-
selves below the average score, with Sweden between Germany and Denmark. 
The lowest score for long-term orientation was obtained by the Sub-Saharan 
African countries that took part in the study. As Hofstede observes, this dimen-
sion is not statistically related to any of the other four dimensions [3].

Conclusion

Since the mid-20th century there has been an incessant influx of immigrants into 
Europe. They attempt to travel particularly to Germany or the Nordic countries, 
which enjoy the reputation of being not only very wealthy but also being the hap-
piest societies in the world [64]. These migrants seek employment opportunities 
and permanent settlement. The migration process needs to be supported by 
actions aimed at the inclusion of immigrants into local communities. Because 
immigrants differ culturally from the community of the host countries, a significant 
part of the process involves an awareness of this fact and an acknowledgement 
within the education process of the importance of understanding the cultural 
differences that distinguish immigrants from local communities [57]. This is 
in turn aimed at increasing the efficiency of the education system and avoiding 
the mistakes that could lead to the exclusion of immigrants and their children.
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Ewa Baum, Agnieszka Żok

THE ROLE OF SPIRITUALITY 
IN THE PROCESS 
OF CHILD DEVELOPMENT 
IN THE CONTEXT 
OF MULTICULTURALISM

There are no children, just people.
Janusz Korczak

Introduction

Children, undoubtedly, are spiritual beings. Fostering their 
spirituality encourages their development, shapes their atti-
tude to life, their strength, immunity and willpower. Spirituality 
is often an unexploited resource, and a lack of support for 
children’s spiritual development has contributed to disturb-
ing rates of emotional suffering and to attitudes that subject 
them to a risk of depression, substance abuse, addictions 
and other health-related problems [1]. The fact that par-
ents, legal guardians, psychologists and educationalists do 
not appreciate the significance of spirituality in children’s 
life and development, combined with errors in upbringing, 
causes serious consequences in the psyche and spirituality 
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k of a young person, which can result in spiritual pain [2]. Nonetheless, spiritual-
ity is ascribed exclusively neither to children nor to mature people. It pertains 
to human nature; the renowned expert in psychology Irena Heszen-Niejodek 
contends that “spirituality is an attribute of every person” (own translation) [3]. 
It is also to be emphasised that “spirituality is perceived as a particular ability 
of an individual to guide his or her own life” (own translation) [4]. Moreover, if 
we take a closer look at Korczak’s axiom used at the beginning of this paper: 
“There are no children, just people”, we realise that humanity is not specific 
to any particular age or social status. Each individual deserves respect, auton-
omy and a sense of security. Spiritual transition is an ongoing, evolving process 
that, like a compass, indicates the direction of development. Yet the very notion 
of ‘spirituality’ can in practice be variously interpreted and used.

Faces	of	spirituality

Spirituality is a complex and multifaceted term, one that is increasingly gain-
ing in importance. The question of spirituality is sometimes said to be one 
of the most topical issues in the humanities and social sciences [5]. The syn-
onymity of the terms religiosity and spirituality is also often emphasised; how-
ever, spirituality tends to be regarded as a broader, more all-encompassing 
term as it involves an individual’s search for the meaning of life and its direc-
tion and is not necessarily connected with religion. Unfortunately, no indisput-
able answer has been found so far as to how this polysemic concept of spiri-
tuality should be defined [3]. At times spirituality is thought of as one’s attitude 
to transcendence, that is to a life beyond the sensory-experiential world, which 
is connected to their direct relationship with an intangible reality. Certain spir-
itual beliefs (such as faith in providence, the immortal soul, hope for eternal 
life in heaven, or rebirth) may be a source of hope and inspiration, and nurture 
a sense of purpose and inner peace. These beliefs help to develop an immunity 
to frustrating work conditions and are the “inner resources” that we can draw 
on at difficult times [6].

In the classic approach, the near synonymity between spirituality and religiosity 
is emphasised; indeed, a term that binds spirituality with religiosity is some-
times used (spirituality/religiosity) in which the two are equated and treated 
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as synonymous [7]. Anthony Giddens, a prominent British sociologist, points 
to differences in defining religion itself: to some, it is associated with the tradi-
tional Church, whilst others regard it more broadly as an inner spirituality and 
self-identification with certain values, often understood in a more multifaceted, 
interdisciplinary way [8]. The validity of differentiating between spirituality and 
religiosity seems to be supported by other scholars, who restrict the term ‘religion’ 
to a narrower meaning which includes external, institutionalised, superficial, rit-
ualised practices that focus on preserving rites and conveying a doctrine [9, 10].

A very clear definition of spirituality was offered by Tanyi Ruth, who perceives 
it as the individual pursuit of the meaning of and goals in life, which is not nec-
essarily related to religion but is connected with practices, values or beliefs 
that make a person’s life meaningful, are an inspiration and a power motivating 
someone to achieve real well-being, makes him or her feel a driving force, helps 
them to regain peace, hope and faith, and makes them feel joy and positive 
energy which enables them to live their lives mindfully, whilst accepting their 
disabilities, difficulties and finally, their mortality [11].

Childhood	spiritual	experiences

The role of parents, educators and the overall environment is invaluable as it has 
a fundamental significance in effectively supporting a child’s spiritual develop-
ment. The family constitutes a spiritual foundation which is a source of bonding, 
unconditional love and acceptance, whilst a favourable environment fosters this 
spiritual community by providing experiences and inspiration [1]. Moreover, issues 
connected with the search for happiness, and directly related spiritual develop-
ment, have generated considerable interest over the past few decades. This is 
thanks to so-called positive psychology [12, 13] which addresses, amongst other 
things, the prerequisites for well-being, spiritual development and happiness. 
The most important factor that inspired the emergence of this new discipline was 
the work of Professor Martin Seligman from the University of Pennsylvania, for-
mer president of the American Psychological Association. Abraham Maslow [14] 
and Carl Rogers, representatives of another school of psychology (humanistic 
psychology) also contributed to it. Positive psychology has gained great popu-
larity in academic circles around the world. By 2011 over 200 higher education 
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k institutions, including Cambridge University, had either established research 
institutes dedicated to research on happiness and spirituality-related issues, 
or organised specialist training in positive psychology. The founder of positive 
psychology, Martin Seligman, devotes particular attention to bringing up children 
through developing positive emotions which enrich and develop the intellectual, 
physical and social resources of the child. If a child experiences positive emo-
tions, these will be a significant resource for them in the future. A child who is 
raised feeling a sense of security will be trusting and willing to explore the world, 
which will lead to greater resourcefulness and creativity [12]. It is the parents’ 
role to arouse positive emotions and limit negative emotions in their child. How-
ever, when a child experiences negative emotions such as a lack of attention 
from carers closest to them, a lack of concern and love, he or she reacts with 
an increased level of stress, anxiety and a “learned helplessness” [12]. Similar 
study results are cited by Susan Pinker, who notes the dependence in question 
within a group of rodents. The motherly love, care and attention of a rat female 
do not turn her offspring into “lame ducks”. On the contrary they lead to lesser 
timidity, greater curiosity, better memory and better spatial orientation. What is 
important is that such tender care is passed on from generation to generation [15]. 
Martin Seligman indicates eight techniques of enhancing positive emotions that 
undoubtedly lay a sound foundation for developing a child’s individual attributes 
and directly contribute to his or her spiritual growth. These techniques include: 
sleeping with the baby, playing coordination games with the child (the synchrony 
and agency rule), a deliberate avoidance of negative words, praising children 
for their achievements and using punishment when they misbehave (always 
preceded with a clear explanation and a warning about the consequences 
of adverse behaviour), preventing rivalry between siblings, bedtime conver-
sations that talk through the day and emphasise the overall positive balance 
of valuable experiences over negative ones, concluding a contract with the child 
and fulfilling bilateral commitments, and keeping New Year’s reso lutions based 
on the implementation of positive achievements [12].

Studies in positive psychology also deal with matters connected with the happi-
ness and spiritual development of individuals and societies. Although, as men-
tioned above, the discipline is relatively young, the problems it seeks to address 
via research have been of interest to scholars and thinkers since ancient times. 
This is particularly true with regard to the school of thought attaching special 
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importance to social happiness and fulfilment, a matter of concern these days 
too, not only for psychologists but also for politicians and representatives of other 
scientific disciplines. Aristotle was one of the first to discuss these matters. In Aris-
totle’s opinion, which he expressed in his opening to “Nicomachean Ethics”, 
“[e]very art and every inquiry, and similarly every action and every pursuit, is 
thought to be aimed at some good” [16]. The search for good may be embod-
ied in many forms and patterns of behaviour, because the spiritual aspects 
of the individual working towards emotional well-being are seen in a variety 
of activities. These include hippotherapy, keeping a pet, the contemplation of art 
and the beauty around you, helping others, cultivating empathy and compassion, 
forgiveness, smiling, enjoying quiet moments, sharing positive emotions with 
others and fostering gratitude [17]. In addition, a communion with nature is our 
bond with the natural world and a key marker of our physical, mental and spiri-
tual health [18]. Children who have restricted access to nature tend to be more 
depressive and stressed. Our ancestors’ existence was inseparably connected 
with nature, a link which encouraged a sense of inner harmony and order.

The same actions that make our children perceive us – parents, educators – 
as richer inside and happier will also make them recognise that one’s existence 
has a greater meaning and significance. Consequently, adults are the best 
example and model of positive behaviours, as they can encourage children’s 
positive development through their actions.

A	sense	of	happiness	as	a	factor	in	the	child’s	spiritual	
development

A sense of happiness and gratitude is one of the pillars of a person’s spiritual life. 
Considerations of happiness have occupied the best brains ever since the begin-
ning of European civilisation, from Socrates, through Montaigne, Bentham and 
Mill, all the way to those who wrote the American Declaration of Independence, 
whose authors – Thomas Jefferson, John Adams and Benjamin Franklin – rated 
happiness as one of man’s inherent rights: “We hold these truths to be self-ev-
ident, that all men are created equal, that they are endowed by their Creator 
with certain unalienable Rights, that among these are Life, Liberty and the pur-
suit of Happiness” [19]. A lot has been written and published about the essence 
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remains the fact that everyone can, and in practice everyone does, interpret 
the term differently (as is also the case with the term “spirituality”). The Dictio-
nary of the Polish language published by PWN (Polish Scientific Publishers) 
defines happiness as “good fortune, well-being, prosperity” [20]. Happiness can 
be regarded both in a philosophical context [21] and as a socially and politically 
conditioned phenomenon. Nevertheless, prior to the mid-20th century, questions 
of happiness were addressed almost exclusively by philosophers. It was only 
in the 1960s that happiness started to be appreciated as “a significant com-
ponent of a more general construct – mental well-being and the quality of life” 
(own translation) [22]. The relationship between money and happiness began 
to be widely studied following the release in 1974 of Richard Easterlin’s paper 
entitled Does economic growth improve the human lot? This paper’s importance 
is demonstrated by the fact that it is featured on the list of most-cited papers 
in social sciences, and the relationship between well-being and wealth has 
since been referred to as Easterlin’s Paradox. The paradox lies in the obser-
vation that while wealthier people (nations) are happier, the growth of (people’s 
and nations’) income over a certain level does not further increase their hap-
piness [22]. This was clearly evidenced by a ranking of world happiness, first 
published in 2006. The first-ever World Map of Happiness was produced by 
social psychologist Dr Adrian White, a researcher at the University of Leices-
ter. A macroeconomic index developed by White enabled direct measurement 
of satisfaction with life amongst those surveyed [23]. The most recent study 
is the 2020 annual World Happiness Report [24], from which it transpires that 
Finland is the happiest nation in the world. Sustainable Development Solutions 
Network, an organisation operating under the auspices of the UN, delivered 
another report on the countries whose inhabitants expressed the highest level 
of satisfaction with their lives. The survey covered 156 countries. For the third 
consecutive time, Finland ranked at the top of the list, with Denmark in the sec-
ond place, Switzerland in the third, followed by Iceland in the fourth and Nor-
way in the fifth place. Poland, placed 40th in 2019, dropped by three positions 
to 43rd place in 2020.

Study results have indicated that the level of happiness declared by the sub-
jects is highly correlated with health status, income and access to high-quality 
education. What is noteworthy is that Scandinavian countries always rank very 
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high. Educationalists, psychologists, sociologists and ethicists point to the pro-
found role that education plays in these countries. One of the best examples 
here is Denmark, which has appeared at the top of the happiness rankings many 
times. It was in Denmark, as early as in 1871, that the married couple Niels and 
Erna Juel-Hansen came up with a pedagogical concept based on educational 
theory, one of whose elements were the freedom to play, central to a child’s 
development [25]. Denmark does not prioritise learning itself or sport but takes 
a holistic approach to the whole child. For this reason, educationalists and par-
ents attach particular attention to aspects relevant to a child’s autonomy, social-
isation, democratic rights, self-esteem and integrity. Children are to be resilient 
and morally strong, which will help them effectively overcome stress, failure and 
adversity. Therefore, the effort devoted to a child’s inner spiritual growth from 
an early age produces discernible effects. School is one of the places in which 
this long-term process takes place.

Multicultural	education	at	school	and	the	spiritual	element

School, or rather a thoughtful process of education, plays a vital role in shap-
ing a child’s spirituality. According to Robert A. Emmson, spirituality is a form 
of intelligence which facilitates problem-solving and meeting targets in daily 
life by acting in five areas: (1) the capacity for transcendence; (2) the abil-
ity to enter into heightened spiritual states of consciousness; (3) the ability 
to invest everyday activities, events, and relationships with a sense of the sacred; 
(4) the ability to utilise spiritual resources to solve problems in living and (5) 
the capacity to engage in virtuous behaviour (to show forgiveness, to express 
gratitude, to be humble, to display compassion) [26]. Children should acquire 
these practical skills, and the family and school environment should support 
these endeavours, taking into account cultural differences. According to Paweł 
Socha, “spirituality is man’s differentia specifica, and the end product of spiri-
tual life is culture in its broadest sense” (own translation) [27]. As can be seen, 
the notion of spirituality is of an expansional but intangible and elusive nature. 
It is highly subjective and culture dependent. The co-existence of different cul-
tures is not a new phenomenon; an example of the peaceful co-existence of Hin-
duism and Islam was seen in India before its partition in 1947 [28]. Today such 
transitions are accompanied by theoretical reflection. Researchers investigating 
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but on the other it can provoke conflicts. These conflicts can occur as a result 
of the confrontation of attitudes determined by different value systems which 
influence the behaviours of people belonging to different cultures. The obser-
vance of human rights is crucial for the mitigation of such conflicts and is part 
of the recommendations arising from legal and anti-discriminatory standards; 
such rights include the right to practise selected forms of spirituality including 
those based on religion and/or culture (the legal aspects of this issue lie beyond 
the scope of this paper). The task of multiculturality in education is therefore 
to adjust the system to the needs of various cultural groups so as to prevent 
the exclusion of minorities [29]. Any particular declared religion (or the lack 
of it) is irrelevant; what matters is a generally tolerant attitude towards other 
cultures and religions. With regard to religion, Poles are currently a relatively 
homogenous group declaring affiliation to the Catholic church. Since the late 
1990s, approximately 90% of respondents have consistently declared them-
selves as believers, and one in ten (more recently, one in eleven or twelve) 
respondents consider themselves deeply religious [30]. Such a high percentage 
of religious Poles derives directly from socio-cultural and historical conditioning. 
Yet, in the aftermath of globalisation as well as economic and political migration, 
a greater cultural diversity has emerged. Representatives of different cultures 
and religions arriving in Poland have distinct expectations and needs which 
have to be respected and appropriately catered for, so as not to let ignorance 
about culture, religion, tradition or gender perception lead to misunderstanding 
and subsequent conflicts. The system of early education should also be pre-
pared for this process. The role and task of a teacher in a multicultural group is 
the creation of favourable learning and working conditions for all pupils. Effec-
tive spiritual development is possible only when a child feels that they matter, 
and when his or her beliefs or customs are respected. Therefore, the teacher’s 
attitude is pivotal as it should express openness to new cultural approaches and 
use techniques such as active listening and paraphrasing to minimise the risk 
of confusion. We should also assume the good will of everyone involved in these 
conversations [31].

Creating school communities based on mutual respect is important in that they 
can provide a sense of security and companionship for their members, encour-
aging the building of a society based on a similar value system and ethical 
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sensitivity. This, in turn, establishes a special kind of bond, trust and a sense 
of order, often prevents loneliness and exclusion, and enables a more effective 
defence against external dangers.

Spirituality	and	health

Research in the field of the psychology of health has produced evidence regard-
ing the major role that spirituality plays in an individual’s life and encouraged 
researchers to further investigate the relationships between inner life and the state 
of health of patients in particular groups. Spiritual experiences are universal 
and directly related to health status [32].

The presence of a spiritual element in a patient’s life was one the decisive 
predictive factors in the state of their mental health (perhaps including fears 
experienced by the patient, anxiety, sleep disorders and psychosomatic dis-
orders), and poor mental health was associated with a lower declared level 
of spirituality [33]. The same is true in the case of children. Optimists live lon-
ger than pessimists and have better strategies for coping with crises, a lower 
level of cortisol in the blood, lower blood pressure and a stronger immune sys-
tem [12]. It has been proven that optimism correlates with numerous spheres 
of human life, and it demonstrates a strong interdependent relationship with 
health. People with a positive outlook on the future can cope with stress bet-
ter, and when faced with a difficult situation they can adapt to it better [34]. 
They treat it as temporary and believe there will be a happy ending, exhibiting 
health-promoting behaviours. Moreover, optimists take an active approach 
to health issues and earnestly follow medical advice, through which they speed 
their recovery and aid effective convalescence [35].

Those patients who have a positive attitude to their condition, a will to fight and 
can positively re-evaluate their lives, experience a lower sense of helplessness 
and passivity in their sickness. This approach directly enhances their quality 
of life in comparison with other patients (with cancer for instance), who display 
an overwhelming preoccupation with their anxiety and the hopelessness of their 
situation [35]. An excellent and well-known example of this phenomenon is 
Oscar, the boy character of Eric-Emmanuel Schmitt’s book “Oscar and the Lady 
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and apprehension, and his trustful attitude inspires awe and admiration [36].

Work towards the development of children’s emotional well-being, reflected 
in a subjectively assessed quality of life, should constitute one of the challenges 
of contemporary medicine.

Experiences connected with a change of surroundings, family or economic 
situation are extremely difficult for children, as they often entail somatic com-
plaints. These can be followed by problems with self-acceptance, a feeling 
of guilt, self-criticism and a seriously lowered self-esteem. It is not uncommon 
for children displaying the above features to become inactive and withdrawn, 
which distances them from their surroundings and causes frustration and apathy 
or general dejection. Consequently, such children may find it difficult to maintain 
a relation with their environment and function in society.

Spiritual resources are thus an inspiration and give one the power to search for 
meaning, hope and motivation in life. Spirituality is closely linked to the emer-
gence of positive post-traumatic changes in people with chronic somatic dis-
eases [37]. Spiritual growth in children is a demanding and time-consuming 
process, but in extreme situations such as the everyday struggle with personal 
illness it may be of fundamental importance.

Conclusion

To summarise, it must be emphasised that spiritual development is crucial not only 
from an individual perspective but also from that of society as a whole. Spiritual-
ity can include various distinct forms of inner development such as meditation, 
contemplation or mindfulness exercises [38], taking delight in nature, opening 
up to the needs of others or working with animals or the natural environment.

Crucially, people care about social interaction, and individuals who lack social 
ties created during communication are more prone to sudden death, cancer 
or depression. As American psychologist Jonathan Haidt said, human nature 
is ‘groupish’ – we cherish teamwork, function well and feel good in a herd; we 
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even forge group identities which give us a sense of belonging and security 
[39]. Interpersonal and social contacts developed through play are particularly 
important to children, as they are a way to draw support from others as well 
as a form of self-expression and a path to maturity and personal growth. Social 
contacts stem from the needs and expectations of individuals, which make 
it easier to form ties between people and receive appropriate support. Addi-
tionally, belonging to a social group means providing help in tough moments, 
but also assumes reciprocity. In a community, we are not anonymous. We feel 
safe and needed and have a sense of belonging, which gives us physical and 
mental comfort [15].

Regardless of the form of spiritual practice we consider most suitable for our 
individual purposes or for the spiritual growth of our children, whether it is mind-
fulness exercise, scouting, hockey, bibliotherapy, volunteer work in an animal 
shelter or religious service, we should always remember that spirituality is a vital 
element in constructing and shaping our humanity. Children have every right 
to expect spiritual care from their parents or teachers; that is guidelines about 
how to find meaning in life, genuine involvement, rationalising the events that 
immediately affect them, building their self-esteem and dignity, and respecting 
their individuality. Spirituality is an indispensable element in the lives of young 
people and their families. However, it should be borne in mind that its level 
depends on many factors and the conscious cooperation of the whole community. 
We must not lose sight of the importance of respect towards others (including 
children and young people). We should have regard for their innate predispo-
sitions and preferences, as well as promote an approach based on respect for 
the whole ecosystem.

Undoubtedly, inner spiritual resources can be both a source of self-develop-
ment and an inspiration to find meaning, to stimulate hope and the will to live 
a fulfilling life. Spirituality can and should without doubt become a significant 
personal resource which facilitates positive changes in children, and it should 
be considered as an essential component in the effective upbringing of future 
generations.
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33
Maria Nowosadko

THE ROLE 
AND IMPORTANCE 
OF MULTICULTURAL 
COMMUNICATION 
IN SCHOOL EDUCATION

Reflecting on the concept of multicultural communica-
tion in school is complex due to the multifaceted nature 
of the topic. In fact, there are three significant conceptual 
areas involved: communication, education and multicul-
turalism. The concept of communication itself is under-
stood and defined in different ways, although all its defi-
nitions essentially refer to one of two senses of the word 
[1] and thus to two models: the transmission model, that is 
the means used to convey information, knowledge, ideas, 
feelings or emotions, and the constitutive model used pri-
marily to create relationships and social bonds within social 
interactions [2].

Within communication theory there are a number of defi-
nitions regarding the process of communication, including 
social communication, mass communication and interper-
sonal communication. Social communication is considered 
to be the broadest conceptual category, where particular 
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information between individuals, groups or social organisations [3].

Within social communication it is possible to distinguish two subsets: mass com-
munication and interpersonal communication. The former is characterised by wide 
coverage, high frequency and asymmetry, where the role of the sender is per-
formed by the institution, whereas the recipient remains anonymous. The latter, 
that is interpersonal communication, constitutes a more symmetrical process which 
develops between two people who are able to make personal contact and become 
involved in the communication process. Thus, this process is individualised, and 
the message is adapted to the needs of the participants [1]. Effective communi-
cation involves passing information on to the other person in the way we wish to, 
and the understanding of our message by the other party in the way they wish 
to [4]. The processes of communication defined in this manner are also manifested 
in the educational process, and hence will apply to multicultural communication.

Multiculturalism is a common phenomenon in the modern world. As the result 
of population migration from various cultural areas, we are all participants of mul-
ticulturalism. By this is meant that we live and work with people who not only 
speak another language, but who also respect various values resulting from 
cultural or religious differences. Although multiculturalism is not a new phenom-
enon, it entails new issues and challenges due to its complexity [5].

Multiculturalism, in common with the concept and phenomenon of culture, is 
interpreted and defined in different ways. This is not only due to low or high 
cultural contexts, but also to historical conditions. In countries where immigra-
tion has been a historical tradition (such as the USA, Australia or Canada) and 
people have lived side by side for centuries, the issue rather focusses on how 
to create a multicultural state where each citizen will feel equal. In Western 
Europe, this phenomenon is rather related to the rights of immigrants and 
national minorities [5], although a different situation can be observed in Central 
European countries, given that the issue of multiculturalism is a relatively new 
concept and therefore much more demanding.

In general, the concept of multiculturalism is described as “the coexistence 
of two or more groups with separate languages, religions, customs, traditions 
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and systems of social organisation within a limited space” [6]. A related concept 
expressing a positive approach to multiculturalism, and in some sense comple-
mentary to it, is “interculturality” or “interculturalism”, emphasising interaction 
between cultures which enriches the human personality [7].

Nowadays, despite many efforts to open up to multiculturalism, a negative 
approach to this issue is increasingly common. This usually applies in coun-
tries with high nationalistic ambitions and may lead to the mutual segregation 
of cultures. The aim of communication via intercultural education is to attempt 
to change such attitudes to multiculturalism, presenting it in terms of a potential 
resource and not as a threat [7].

Pathways	to	multiculturalism

There are many possible pathways to a safe and desirable multiculturalism. 
The key factors are undoubtedly communication and inclusive education, per-
ceived as the process of helping to overcome barriers which limit the attendance, 
participation and achievement of students [8]. It should be born in mind that 
a number of multicultural misunderstandings result from a lack of knowledge 
about other cultures, as well as a fear of losing what is known and safe. In this 
context, it should be assumed that communication between people and societ-
ies cannot only occur through common knowledge of a language, but also via 
knowledge of a culture or religion. Therefore, it is important to remember that 
culture constitutes an important means of communication [9].

According to UNESCO, inclusive education is understood as an approach to edu-
cation and upbringing which aims to increase the educational opportunities 
of all learners by providing them with the conditions to develop their individual 
potential. This will in turn enable them both to develop to the best of their ability 
and to be fully integrated into society in the future [8].

This approach to education aims to equip students with the competences essen-
tial to creating an inclusive society in the future, that is a society where peo-
ple, regardless of their health, fitness, background or religion, are fully-fledged 
members of the community and their diversity is seen as a valuable resource 
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multidirectional approach to education, focused on adapting educational require-
ments, learning conditions, and educational organisation to the needs and 
capabilities of each student as full participants in the process [8].

Within such an understanding of education, the overriding goal is equality 
of educational opportunities, the democratisation of education, the develop-
ment of human creative activity, as well as the development of the individual 
and a respect for difference [10]. In fact, education is considered to be the basis 
of culture and civilisation, and thus one of the basic elements of human existence. 
It is also characteristic of modern education to focus not only on the individual, 
but also on the integration of people within society [11]. Today, education no 
longer only emphasises the acquisition of knowledge, but also of competence, 
seeking mutual understanding rather than competing, focusing on the auton-
omy of the individual and preparation for life within the chosen system, as well 
as concentrating on intercultural dialogue [10].

Therefore, in this context, multicultural education, as well as being a method 
of interpersonal communication, encourages pupils to live with others in their 
world. Taking into consideration the context of the modern world, which is more 
and more a mixture of different nationalities and cultures, multicultural education 
must be both education aiming towards multiculturalism and education within 
a multicultural environment [7]. Effective realisation of the objectives of this 
education strategy requires appropriate qualifications and competences from 
the contemporary teacher.

The	objectives	of	multicultural	education

Understanding the goals of multicultural education is a prerequisite for its effec-
tive delivery. The most important objectives include:

» to learn to know (to master the ability to learn and understand the world 
in terms of interdependence and cultural complexity);

» to learn to act (mastering the ability to act effectively in conditions of cultural 
heterogeneity);
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» to learn to live together (mastering the ability to live together in multicultural 
communities in an atmosphere of peace, trust, mutual respect, responsibil-
ity and tolerance);

» to learn to be (mastering the ability to manage one’s own development and 
self-fulfilment in a world of cultural ambiguity [12].

The main objective of multicultural education should be to develop positive 
attitudes of children and young people towards others and their cultures. Fur-
thermore, it is also important to recognise cultural sensitivity in the relationship 
between one’s own and foreign cultures, as well as making the right choices 
of communication strategies and their proper use when in contact with people 
from other cultures. In addition, an important goal of intercultural education is 
to mediate between one’s own and a foreign culture, to deal with intercultural 
misunderstandings and resulting conflict situations, and to try to overcome 
stereotypes [13].

A perspective for achieving these goals could be developed within a system 
of three interrelated elements: people (teachers, students, parents), processes 
(teaching, learning, upbringing, integration, assimilation); and coefficients (goals, 
content, methods, forms and specific means of education)”.

Multicultural	school	community

In culturally diverse school communities, relationships between members are 
often complex. One of the reasons for this is the fact that a child who is cul-
turally different “carries” the culture of the country where they grew up and is 
not always aware that their behaviour is different from that of the peers. Thus, 
the child remains largely unaware of the culture they represent and the norms 
according to which they behave [14]. It is worth bearing in mind that if a person 
is not aware of certain cultural patterns, it is difficult to minimise their impact. 
This applies both to representatives of the dominant culture and to represen-
tatives of other cultures.

Working in a multicultural environment undoubtedly constitutes a challenge for 
teachers. Encountering a different culture can be stimulating and motivating but 
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tries such as Poland, where contact with people of different cultures has been 
relatively limited in the past, making this issue even more important for educa-
tional development in the future.

The feeling of uncertainty which surfaces in contact between the teacher and 
students and their parents or guardians is inextricably intertwined with working 
within a multicultural school environment. Teachers are often uncertain if their 
behaving in a way typical for their culture (verbally or non-verbally) is going 
to offend someone from another culture. Differences, such as attitudes to time, 
space, consent (or lack of consent) to expressing emotions, different percep-
tions of power and social hierarchy, or the focus on relationships or tasks, can 
be problematic.

Issues in intercultural communication at school

The basic issues emerging in intercultural communication at school include:

» the level of language skills (both by the child and by the parent/guardian);
» cultural differences;
» the process of cultural adaptation;
» differences in education systems and methods;
» psychological and developmental conditions;
» the competence of teachers and their ability to work with multicultural groups;
» the social and cultural competences of peers [15].

The most fundamental issue of intercultural communication seems to be language 
knowledge. This problem concerns not only the student, but also the whole fam-
ily. It is difficult to imagine the educational process without the teacher’s interac-
tion with the child’s carers. The younger the child, the greater the need for such 
interaction, and it may therefore be necessary to use the child’s first language, 
although this requires some flexibility and openness on the part of teachers.

Within the process of communication with an intercultural student it is also helpful 
to know the stage of his/her cultural adaptation, which influences communication 
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style. People are able to communicate in different ways at different stages 
in the cultural adaptation process. This is influenced both by their emotional 
reactions (that is if they have adapted more successfully, they experience less 
fear and negative emotions), as well as by their understanding of the situation 
and the culture in which the child finds itself [11].

Analysing the issue of intercultural communication at school, it is worth real-
ising that culture is a dynamic system of values, norms, ways of behaviour 
and styles of communication. The way a person communicates is very much 
influenced by their cultural background. It is vital to remember that we have 
low- and high-context cultures. The former includes cultures where people 
communicate directly, messages are unambiguous and quite precisely reflect 
the speaker’s intentions, and there is little room for free interpretation (this is 
true for instance in Germany, Austria, Switzerland, the Benelux countries, Great 
Britain, the USA, Canada and Scandinavia). On the other hand, high-context 
cultures include those in which the message is directly or strongly conditioned 
by the cultural context, and in order to understand a message properly one has 
to know the social norms. Moreover, messages are full of ambiguity, expecta-
tions are not clearly expressed, whereas the form of expression is usually polite 
and cautious, and the essence of the matter is concealed “between the lines” 
(for example cultures in Asia and Middle Eastern countries) [16].

One of the most difficult aspects of communication in terms of an intercultural 
student is ignoring cultural differences, that is assuming that we are all alike. 
As a result, it would be a mistake to expect a foreign student to behave like 
everyone else, that is to use a familiar cultural code.

Elements of a given culture have a significant impact on the school environ-
ment – both on children, parents and teachers. The members of individual cul-
tural groups recognise their values and norms as characteristic of their culture, 
even though they do not always follow these norms and do not always share 
all the group’s cultural values [15].

It can therefore be concluded that cultural differences are manifested in all 
dimensions and at all levels, in terms of norms and values, communication styles 
and behavioural scripts. Often, cultural differences are already visible at a very 
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ences also include different norms concerning student – teacher relations and 
they become visible for example in forms of addressing the teacher. A student 
who unconsciously, or automatically, uses a form that is familiar and common 
in his or her country can violate the norms which apply in the country he or she 
has arrived in. As a result, the student can be considered to be poorly educated 
or maladjusted, even though he or she acts within the cultural norms within 
which they have been educated so far [17].

Not only language, but also non-verbal communication is a signifier of cultural 
difference. The student may initially misread certain signals, such as gestures 
or facial expressions. Likewise, teachers may not be able to accurately assess 
the behaviour of a student from Asia, for example, whose reaction to the teach-
er’s attention will be a smile or even laughter. In Poland a smile means that one 
is satisfied, whereas Asians often hide shame or embarrassment behind it. Eye 
contact in our culture is a sign of the sincerity of our intentions and lowering 
one’s eyes may suggest a desire to conceal the truth, whereas in Asia lowering 
your eyes is a sign of respect.

Difficulties in communication can also affect cooperation with the child’s parents. 
In some cultures, there is no cooperation between the school and the parent. 
Parents coming from these cultures, for example from China, are not accustomed 
to attending meetings with teachers. Those who nonetheless attend a meet-
ing, and who generally do not speak Polish, will not understand the informa-
tion received. In some cases, children explain to their parents what the teacher 
says. This in turn, due to the need to maintain a proper relationship between 
the teacher, parents and children, can be inappropriate and sometimes lead 
to a false situation.

There are significant cross-cultural differences in teaching styles, expectations 
and daily school behaviour [17]. In low-context, individual-centred cultures, 
the teacher rewards the student with praise for the correct answer. On the other 
hand, teachers from countries with high-context cultures (for example China 
or Japan) focus on the students’ mistakes, at the same time treating these mis-
takes as an opportunity to re-discuss certain issues, thus triggering a group 
process and co-responsibility for the educational process.
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The role of the teacher in communication within a multicultural group is of great 
importance, primarily as a cultural role model and a point of reference. Thus, it is 
essential that he or she broadens their knowledge of the culture of the students 
they teach. This allows for avoiding tensions which, especially at the beginning, 
strongly affect the mutual relations within the group. Therefore, the cooperation 
of teachers with parents or guardians can play an important role. In the case 
of unfamiliarity with the child’s first language, an interpreter/volunteer who knows 
the language may be indispensable. We must encourage children to work on proj-
ects which will allow them to explore other cultures. This firstly provides the group 
with knowledge, and secondly enhances the self-esteem of its members, giving 
them the feeling that they are all valuable and can make a positive contribution, 
even though they are all different.

The educational system is the most important formalised teaching mechanism 
in numerous contemporary societies and cultures. Not only do educational 
facilities develop thinking skills and broaden students’ knowledge, but they are 
also responsible for socialising children and passing on as well as preserving 
cultural values [18].

Differences within culturally differentiated societies are also visible in their 
approach to learning and the position of education in the value system of a given 
culture. In Asian countries education is highly valued as a means of achieving 
an important position in the social hierarchy. For example, students with a Chi-
nese or Taiwanese background generally study hard, are involved in school life 
and receive very good grades particularly in examinations [15].

Summary

In the modern world intercultural communication, as a dimension of social inter-
action, carries a message and not only involves an exchange of information 
but is also a way of building ties and strengthening the community. The pri-
mary role of communication in multicultural education in this context is to bring 
other cultures closer together, discouraging an ethnocentric way of thinking and 
the formation of cultural stereotypes [19]. In fact, shaping intercultural compe-
tence to a large extent involves the improvement of communication skills, and 
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Education is the key to our improving intercultural communication. In order 
to improve our understanding of other cultures, it is necessary to understand var-
ious cultural norms and historical patterns of meaning. It is above all vital in edu-
cation to seek out interactive strategies to promote openness using approaches 
designed to facilitate our contacts with cultural “otherness”.
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Mikołaj Rykowski

TOWARDS 
AN ETHNOMUSICOLOGICAL 
APPROACH 
IN TRANSCULTURAL MUSIC 
EDUCATION: ISSUES 
AND PERSPECTIVES 
ON COLLABORATION
Introduction

The title of this chapter may provoke – especially amongst 
music educators – a natural scepticism or even strongly 
negative feelings, most likely due to the fact that music 
educators and ethnomusicologists tend to have rather dif-
ferent approaches to music. Music educators in general 
wish “to impart to their students their belief that music is, 
in some sense of the word, beautiful.” [1] Their “musicking” 
with pupils should be joyful, fun, and is very often based 
on an understanding of what constitutes the “canon” of nota-
ble musical works. Ethnomusicologists on the other hand 
don’t care so much about beauty (although they still appreci-
ate beauty), asking more often about the role of music within 
culture and what music can tell us about various peoples. 
They reject any universal canon or, to put it another way, 
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the music offered by ethnomusicologists to music educators may not necessar-
ily fulfil the aesthetic condition of being “beautiful”. In the course of this paper 
many more questions about possible collaborations between these two fields 
will be raised, and it is obviously impossible for the author to answer all of them 
(although I will try to answer some). Nevertheless, the obvious challenges do 
not alter the fact that there are many advantages of including an ethnomusi-
cological approach within music education practice, for instance in the chance 
to broaden one’s appreciation of musical beauty or to reduce social prejudices 
[2]. But this approach also implies some methodological problems, especially 
within transcultural environments. In order to present this topic, I will briefly 
discuss the meaning and usage of such terms as multi- and trans-culturation 
phenomena. I will then introduce ethnomusicology in the context of its role 
as an empirical basis for transcultural music education. I am fully aware that this 
collaboration is already visible in the western literature on the subject, and even 
practised in some cases, but in reality, in Poland there is still much to debate 
and implement in this area.

In this context I would like to investigate how contemporary ethnomusicology 
describes reality and in what sense it is similar to transcultural views of music. 
The application of the concept of transculturation within the field of music brings 
new problems, namely the threat of losing one’s identity, or a possible loss 
of cultural meaning. Therefore, the author will offer the concept of “musical glo-
calization” which as a relatively new analytical concept may help to describe 
the nature of such cross-cultural encounters.

Multiculturality	and	transculturality

Cross-cultural encounters may occur in four ways: bicultural, multicultural, inter-
cultural and transcultural. This typology has already been discussed [3] but since 
the major thread of this collection of articles is the interaction of many cultures 
it seems relevant to discuss two of them, namely multi- and trans-culturation.

As Noriko Takei-Thunman observed: “Multiculturalism” stems from U.S. con-
cerns regarding migration and has spread rapidly to other countries. It has 
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been expanded to the study of marginalised groups and raised the questions 
of education, canonisation and marginalisation in history and cultural practice. 
In the Dictionary of Social Sciences we read: As a descriptive term, multicultur-
alism refers to the coexistence of people with many cultural identities in a com-
mon state, society, or community. As a prescriptive term, it is associated with 
the belief that racial, ethnic and other groupings should maintain their distinctive 
cultures within society yet live together with mutual tolerance and respect. [4] 
And there is another way to understand multiculturalism: Within this concept 
society as a whole is believed to benefit from the contributions of diverse cultural 
groups who collaborate to raise our collective achievement, forming an even 
stronger new culture through a synergy that to varying degrees may either result 
in some loss of distinctive original culture (as in the “melting pot” metaphor) 
or in the overall preservation of heritage (as in the “salad bowl” metaphor). [2]

Some academics and public figures apply this term to the present reality 
in the United States, Australia, Brazil, Malaysia or Kazakhstan. Regrettably, mul-
ticulturality has been used in political discourse as a normative term, as opposed 
to upholding and promoting the noble values of ‘mutual tolerance and respect’. 
Many leading Polish authorities, parliamentarians and right-wing journalists 
have blamed “multi-kulti” politics for problems associated with immigrants and 
terrorist attacks [5]. Some researchers suggest that the concept itself is in crisis 
[3, 6] because power relationships within dominant vs. dominated cultures tend 
to emerge through intercultural contact. As a consequence, in many countries 
the positive notion of multiculturality postulated in terms of the understanding 
of the ‘Other’ has paradoxically triggered many social and political conflicts.

Transculturality on the other hand, as some scholars have pointed out [for 
example Appadurai and Welsch), is a term which appeared as a response 
to the incredibly dynamic transfers of people and cultural artifacts in the 21th 
Century. Since the 1990s transculturality has appeared in the fields of philos-
ophy, social care, literary studies and pedagogy. Institutions were established 
to explore this new field of interest, including new centres for Transcultural 
Studies in the U.S. and the U.K., Australia, Europe and Japan.

It seems that transculturality was developed as a theory to analyse the new status 
of culture in a postmodern, globalised world. This concept reveals a contemporary 
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where thanks to the electronic media and much improved transport systems 
distant places are more accessible. As Noriko Takei-Thunman observed this 
changed state of affairs can be expressed by the term transculturality in con-
trast to previous multiculturality [3]. The same author gives a very inspiring 
interpretation of the concept, describing transcultural as a being within the “third 
state”. Noriko Takei-Thunman gives us an example of Japanese writer Tawada 
Yoko who writes fluently both in the Japanese and German languages. Oper-
ating in these two languages, she discusses how the act of writing in German 
(regarded not only as a language but also as a meeting with culture) changes 
the way she sees her mother tongue and how the opposite also applies, and 
how the German language transforms her views on reality as a Japanese (for 
instance how three forms of German nouns – masculine, feminine and neuter- 
unused in Japanese, allow one to build a personal relationship with objects). 
This conceptualisation of a transcultural state opens up new possibilities for 
interpretation, namely that of experiencing different cultures as a way to fill 
in some of what is missing in your own language, or ultimately to form a new 
culture (or a third state).

Both terms are frequently used as adjectives in connection with music educa-
tion. They cover a wide range of problems associated with the meeting of cul-
tures. Undoubtedly scholars who discuss multicultural education are to some 
certain extent operating in the same areas as those dealing with transcultural 
approaches. In either case a collaboration with ethnomusicology is worth consid-
ering, even though transculturality – especially when taking into account Tawa-
da’s interpretation – may better address the problems of a cross-cultural society.

Ethnomusicology	and	transculturation

The history of ethnomusicology need not concern us much here, but in order 
to build a methodological bridge with music education it is relevant to describe 
major points of its development with special regard to its path to, so to speak, 
the democratisation of its research objectives. Its roots may be seen in Oriental 
studies, which in the 19th Century resulted in great interest being shown towards 
various Middle Eastern or African cultures (for example Egyptology). It is important 
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to note that the beginnings of ethnomusicology were marked by many negative 
and even cruel opinions expressed towards foreign musics. One of the most 
famous is from the French composer Hector Berlioz, who claimed that: Chinese 
singing sounds like dogs howling or the meowing of a cat who has swallowed 
a toad. Their musical instruments are veritable instruments of torture [7].

Proto ethnomusicology was scientifically framed thanks to the cultural hero 
Guido Adler, who divided musicology into two major types: systematic and com-
parative [8]. However, Adler and another great scholar Erich Hornbostel viewed 
foreign musical cultures through the prism of their European heritage, the latter 
seen as naturally superior and (they claimed) far more advanced. According 
to the Polish musicologist Sławomira Żerańska-Kominek we owe the beginnings 
of contemporary ethnomusicology to the work of physicist John Alexander Ellis 
(1815–1890) who introduced objectivity through acoustic relativisation as a point 
of departure in his research into foreign musical cultures. After experiencing 
music in Japan and Java he concluded that there is an inner logic to this music 
(for instance in terms of scales or intervals), which can be properly recognised 
and appreciated only by natives (insiders). He further concluded that this music, 
like others, has been developed within certain cultures to serve their needs. 
In the 20th Century a growing interest in studying music related to culture has 
led to the study of the uses and functions of music in each society being val-
ued more highly than the comparative method. Gradually, the democratisation 
of research objectives in the field of ethnomusicology became the norm.

We now raise the question: what is the current position of ethnomusicology, and 
how does it view transculturation? In answering the first question, it is worth 
quoting four key features identified by the great ethnomusicologist Bruno Nettl 
(who passed away only months ago):

» The study of music within culture
» The study of the world’s music from a systematic and relativistic perspective
» Studying through fieldwork
» The study of all manifestations of music

In the author’s opinion, amongst Nettl’s understandings of ethnomusicology – 
or, to put it more broadly, his interpretations of world music – we are able to find 
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of transculturation.

The nature of the musical world – today, certainly, and maybe twenty years ago 
too – is different. I am not sure just how one would quantify this kind of change 
and difference, but it is my firm belief that the boundaries between different 
musics are far more indistinct and fluid, and the integrity of each of the world’s 
musics much less firm, than many of us believe. I suspect it has always been 
so, but it is certainly a lot more pronounced recently [1].

Undoubtedly, we owe the “indistinct and fluid boundaries between musics” 
to the globalisation process, in terms of the Internet-enabled saturation of data 
and worldwide exchange of musical experiences. In the field of social sciences, 
researchers have coined a new term “space of flows” [9] to stress that old geo-
graphical borders are being blurred, substituted by a digital interconnectedness. 
But Nettl suspects it was always like that – only historically the dynamics were less 
pronounced. This leads us to the critical notion that the history of musical ideas 
all over the world is the history of musical relationships between cultures – they 
were not separate or autonomously existing ethnic arts, a fact that can be traced 
back to Viking times and beyond. For instance, the more we study the history 
of Polish folk music, the more we comprehend how deeply it is influenced by 
(and influences) Ukrainian, Belarussian or German traditional dances or songs. 
If we realise that today’s picture of any traditional music is deeply rooted in past 
cultural exchanges, ethnic migrations and fusions or separations, then we must 
also understand that the phenomenon of transculturality is not a genuinely new 
occurrence (although its dynamic in a postmodern, globalised world is unprece-
dented). The discourse of ethnomusicology is undoubtedly still progressing, but 
at this point it can be assumed that the future of the discipline lies – paradoxi-
cally – in its historical approach, namely historical ethnomusicology, which was 
offered through elaborate research by Jonathan McCollum and David G. [10].

Multi- and transcultural music education

As we have mentioned, the adjectives multi- and transcultural are concepts often 
used in reference to music education. Multicultural music education has been 
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a matter for debate in many writings [2]. As David and Sidsel Karlsen empha-
sise, the last few decades have seen a fruitful collaboration between multicultural 
music educators and ethnomusicologists in terms of preparing a curricular content 
appropriate for the teaching of music from different ethnic backgrounds [11] (for 
example the International Society for Music Education, and the Education Section 
within the Society for Ethnomusicology). But nevertheless, the concept of multi-
cultural music education is constantly criticised. Some of this scepticism is based 
on the conviction that it is too complex to teach music through cultural diversity 
[2] or that it is too difficult to define the people to whom a given music tradition 
should be ascribed. Other opponents make the very serious allegation that it is 
impossible for the same teacher to teach foreign music traditions in an “authentic” 
way. There are many more sociological questions concerning multicultural music 
education and methods and strategies within multicultural music education. Within 
the literature we can sum up the major counter arguments:

» It is true that teaching various music traditions is a complex task – but music 
educators cannot work alone. There must be collaboration with ethnomu-
sicologists in preparing the curriculum. Such a collaboration in the Polish 
music education system needs to be developed.

» Even critics of multicultural music education admit that defining the term 
“culture” is as difficult as defining other terms like “music” or “education” [12];

» It is indeed a difficult task to define a music tradition and the people to whom 
it belongs– but it must be emphasised that within multicultural music edu-
cation we observe both the teaching of music from diverse cultures and 
the teaching of music students from diverse cultural backgrounds. The cur-
riculum does not therefore always have to be adjusted to the ethnic back-
ground of the pupils.

» As far as the problem of authenticity is concerned, it seems that it occurs also 
in other fields of education such as Classical music. To achieve full authenticity 
in the field of foreign languages or baroque music (with respect to historical 
practice) is simply impossible. (Convincing arguments proving the impossi-
bility of authentic reconstruction of baroque music were given by the great 
musicologist Carl Dahlhaus, in: Grundlagen der Musikgeschichte 1977) [13].

Despite these criticisms, the need to align music education more with multicul-
tural processes is undeniable. The Polish educational system has already been 
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to note here that the major concept behind The Education Act of 7th September 
1991 when dealing with policy that should be implemented in kindergartens, 
schools and public institutions is oriented towards the preservation of the national, 
ethnic and linguistic identities of students from national and ethnic minorities and 
communities using regional languages. This crucial change occurred in 1989. 
Prior to that, the general policy was aimed at achieving an ethnically homo-
geneous society by levelling up the differences between ethnic minorities and 
suppressing the different folk cultures of Polish regions. A dominant form of folk 
culture was presented musically using more or less the same instrumenta-
tion, namely: accordion, clarinet, violin and contrabassoon. This image of folk 
culture was fostered by the Warsaw song and dance ensemble Mazowsze, 
whose concerts were shared with a professional symphony orchestra. War-
saw Mazowsze was a paradigm for other ensembles from Wrocław, Śląsk and 
Poznań (to name but a few). Since the 1990s we observe the gradual process 
of reconstructing our original forms of musical folk culture to promote the idea 
of authenticity. However, it is still difficult to move forward from the negative, 
homogeneous picture of Polish folk culture inherited from the Socialist era. 
This grim heritage was only reluctantly tolerated (like everything else that used 
to be officially imposed).

As we have said already, after 1989 in Poland multiculturality as a social phe-
nomenon began to be officially recognised, but in terms of practical collabo-
ration amongst educators and ethnomusicologists much has yet to be devel-
oped. Having discussed links between ethnomusicology and transculturation, 
it is now the author’s intention to demonstrate how to effectively bind together 
ethnomusicology and transcultural education.

Ethnomusicology	and	transcultural	music	education	 
–	perspectives

It is the author’s opinion that the use of the concept of transculturation (both 
descriptively and prescriptively) in the context of music has certain advantages 
(although it still may be criticised as just “multi-kulti” political correctness). Firstly, 
since it offers the chance to go beyond the simple connection between a culture 
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and an ethnic or racial group, and secondly, because it seeks to dismantle 
the political power relationship at a macro level. It allows the understanding 
of culture to be internally heterogeneous and gives us a chance to go beyond 
the concept of the nation or the state. Transculturation also as a condition has 
much in common with ethnomusicology, being oriented towards both past and 
contemporary musical objects. Musical practices and instruments were and are 
travelling between nations as were entire cultures, carried by migrants world-
wide. Undoubtedly, the ethnomusicologists and ‘transculturalists’ look at their 
subjects through the same lens, or to put it differently neither hesitates to inves-
tigate the politically incorrect state of Art.

We do however today need to recognise a potential threat hidden under the sur-
face of the term transcultural music education (which to some extent already 
existed in the field of multiculturality). Most especially when we understand 
transculturality as way to establish a “third state”, a new culture or previously 
unknown picture of reality, there is a risk of losing one’s own identity and less-
ening one’s ethnic distinctiveness. Does this mean that the purpose of transcul-
tural music education is to melt down different music traditions to achieve a new 
one – with no regard to the origins of its components? In such a case we would 
have a something that I would regard as hybridisation, or even cosmopolitani-
sation. A close cooperation with ethnomusicologists is therefore needed, even 
though much of their efforts are oriented towards defining or even preserving 
the origins of a cultural mixture or synthesis.

Transcultural concepts within music education enable us to look at culture not 
as a monolith but as a territory of interplay between various cultural threats. 
In this context it seems to be helpful to apply the relatively new idea of musical 
“glocalization”. This analytical concept was broadly analysed [14] with regard 
to many musical phenomena from all over the world. In Music Glocalization we 
have adopted and expanded the understanding of glocalization as presented by 
the pioneer scholar in this field Victor Roudometof: globalisation passes through 
the local in a way similar to that of light passing through glass (…) In other words 
Glocalisation is a refraction of globalisation through the local [15]. In our model, 
we have extended this notion to the subsets of reactive and proactive music 
glocalization when a crucial change of direction occurs. That is, the flow may 
go from the global through the lenses of the local to the glocal (as Roudometof 
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– one can pass from the local to glocal through the prism of global (‘proactive’ 
in our conceptualisation). It has to be mentioned that glocal lenses are allowed 
to recognise also negative examples of possible global-local interaction – namely 
Glocklisation, which may be related to power relationships between dominating 
and dominated cultures. To sum up, the glocal concept can encompass a broad 
range of issues connected both to multi- and transculturation. What can it give 
to the music educator?

In our book several authors discussed music phenomena from various contem-
porary and ancient music cultures. For instance, in the case of the Australian 
didgeridoo the narrative went from the origins of aboriginal music, through its 
usage in political contexts in 70’s Australia (the struggle for the social rights 
of the aborigines) to its current usage as an instrument-emblem. How has 
the worldwide popularity of an ancient instrument, full of indigenous symbolism, 
transformed its original context? How much of its heritage was preserved and 
how much was lost? Such questions are justified when we take into account 
the use of a PVC pipe as a didgeridoo in popular films on the Internet or in street 
performances [14]. At the centre of the research into Music Glocalization are 
the relocation of music cultures, the various sorts of interplay between musical 
traditions, and the transmission of musical ideas between social spheres. The lat-
ter was investigated by Ewelina Grygier in her chapter about street musicians. 
One of many examples of transcultural change was the case of the world-famous 
song Hallelujah by Leonard Cohen. Polish guitar player Wiesław Kuszewski 
retained the melodic line and harmony of the original but completely altered 
the lyrics. This is a very interesting case of the performance of a world-famous 
song modified to be understood mainly in a Polish context. The lyrics, as rewrit-
ten by W. Kuszewski, refer to a tragedy that took place on April 10, 2010, near 
Smolensk airport. An airplane with the presidential couple and a hundred Polish 
government officials crashed, leaving no survivors [14].

Musical glocalization is an analytical concept which enables us to focus 
on the nature of cultural interconnectedness or interplay. This research raises 
the importance of recognising the ethnic or cultural provenance of elements 
intertwined within the glocal-global realm. In the field of music education, this 
would mean allowing a free interplay between music styles and traditions whilst 
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supporting this with educational background about the ethnic, historical and 
cultural dimensions of the performed music.

Summary

Despite the fact that the ethnomusicologists and music educators approach 
music from opposite perspectives it is inevitable that they will work together. 
These partnerships are especially worth undertaking within the Polish music 
education system. We also need to consider that, as some scholars have already 
noted, old forms of geographical attachments are fading in favour of a so called 
“space of flow”, which is governed by our digital interconnectedness. Roudo-
metof observed that: old forms of territorial attachment are decoupled, and new 
forms of attachments are forged [15]. It seems as if the very nature of trans-
culturation still provokes some questions about its conceptualisation and pos-
sible definitions (as in Tawada’s case). To put it frivolously, the term is as open 
as the transculturation process itself – “who knows what the future holds?”

The value of cooperation between ethnomusicologists and educators cannot 
be overestimated especially when we take into account that if music educa-
tion were to be left to develop independently, young people would experience 
musics on the Internet (or on their cell phones) randomly. It is very likely that 
such interest will not be guided by any professional expertise (although in some 
cases it may be). It is more likely that recommendation systems and intelligent 
algorithms will take over the role of the “music educator”. Introducing cultur-
ally diverse musics and creating the possibility to perform or combine different 
musical ideas will help to maintain music traditions instead of allowing them 
to be “de-signified” on the free market. In the author’s opinion musical glocal-
ization can help to uncover the true nature of current cross-cultural processes. 
The research framed in this analytical concept may provide us with much inspira-
tion as regards how to manage multicultural music lessons and how to make them 
more interesting and closely related to an ever-changing contemporary world.

TOWARDS AN ETHNOMUSICOLOGICAL 
APPROACH IN TRANSCULTURAL MUSIC 
EDUCATION...



ON THE NEED FOR TRANSCULTURAL EDUCATION

100

M
iko

łaj
 R

yk
ow

sk
i References:

1.  Nettl B.: A Music Education and Ethnomusicology: A (usually) Harmonious Relationship, 
Israel Studies of Musicology On-line, (in:) https://www.biu.ac.il/hu/mu/min-ad/10/01-
Bruno-Nettl.pdf (access date: 01.09.2020).

2.  William M., Anderson M.W., Campbell P.S.: Teaching Music from a Multicultural Per-
spective, (in:) Multicultural perspectives on Music Education, ed. William M. Anderson 
and Patricia Shehan Campbell, United Kingdom, 2010, 1–6.

3.  G.D.: Cultural Translation and Music, (in:) Cultural Translations: Literature and Trans-
culturality: Some Reflections on Transcultural Subject Position, (in:) (ed.) Noriko 
Takei-Thunman, Nanyan Guo, Gothenburg and Kyoto, 2011, 20–41.

4.  Dictionary of the Social Sciences, (ed.) Craig Calhoun, Oxford University Press, 2002.
5.  https://oko.press/kleska-multikulti-czym-a-czym-multikulturalizm (access date: 

01.09.2020).
6.  Epstein M.: Transculture, http://glossary.isud.org/2007/11/tranculture.htlm (access 

date: 11.07.2010).
7.  Żerańska-Kominek S.: Muzyka w kulturze: wprowadzenie do etnomuzykologii, 

Warszawa, 1995.
8.  Adler G.: Umfang, Methode und Ziel der Musikwissenschaft: Mussikwissenschaft 

Jahgang, 1, 1885.
9.  Castells M.: The Rise of the Network Society: The Information Age: Economy, Society 

and Culture, vol. I. Oxford, 1996. And also: The Power of Identity: The Information Age: 
Economy, (in:) Society and Culture, vol. II. Oxford, 1997. And also: End of Millennium: 
The Information Age: Economy, (in:) Society and Culture, vol. III. Oxford, 1998.

10.  McCollum J., McCollum D.: Theory and Method in Historical Ethnomusicology, Lon-
don, 2014.

11.  David G., Karlsen S.: Editorial Introduction: Multiculturalism and Music Education, 
(in:) https://www.academia.edu/799178/Multiculturalism_and_Music_Education_edi-
torial_introduction_to_special_issue_(access date: 03.09.2020)

12.  Carrithers, M.: Why humans have cultures: Explaining anthropology and social diver-
sity, Oxford University Press, 1992.

13.  Dahlhaus C.: Podstawy historii muzyki, Warszawa, 2010.
14.  G. D., Rykowski M.: Music Glocalization: Heritage and Innovation in a Digital Age, 

Cambridge Scholar Publishing, 2018.
15.  Roudometof V.: Glocalization: A Critical Introduction, New York, 2016.



101

Part I  »  Multi – Trans – Culture

55
Ewa Murawska 

MUSIC IN EARLY 
PRIMARY EDUCATION 
IN THE CONTEXT 
OF TRANSCULTURALISM: 
THE POLISH APPROACH

Introduction

The rise of early school education: an outline. Music in early 
primary education and care in the context of transculturalism: 
theory and practice. Education and care of early school-age 
children in Poland and Europe in the context of the thera-
peutic role of music: Needs and reality.

The definition of early primary education seems quite obvi-
ous. In the Polish education system, it is the first stage 
of primary school, which includes children in grades 1 to 3, 
that is children aged from seven to nine years (or from six 
years in certain situations). However, as far as music and 
transculturality are concerned, there seems to be a wider 
range of definitions.

With regard to music, Jerzy Habel’s dictionary of music 
defines it as follows:
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a In antiquity, music was understood as any art or science under the care 
of the Muses. In the Middle Ages, the term became refined to music as it is 
understood today: a fine art taking place in time, using sounds …, produced 
by the human voice and various types of musical instruments, of a specific 
volume, duration and style …, arranged via melodies, harmonies and coun-
terpoint, within a regular speed and formal whole [1].

Technically, music is therefore a series of sounds sung or played on instruments, 
which create a full phrase (a musical sentence). In an emotional sense, music 
‘is deemed by many as the grandest of the arts, capable of evoking the most 
beautiful and profound emotions’ [2].

For centuries, music has played a number of important roles: social, thera-
peutic, integrative, and political, to name a few. As a fundamental component 
of the culture of a given society, music expresses the society’s distinct cultural 
legacy. A good example of how music contributes to building and maintaining 
a unique identity are national anthems featuring melodic lines that are charac-
teristic of a given culture and society. Learning the melody of a country’s national 
anthem, as well as other patriotic songs, is one of the most important elements 
of developing an individual’s national consciousness from a very young age 
(An example of a Polish patriotic song is Rota, to lyrics by Maria Konopnicka 
and music by Feliks Nowowiejski ).

As far as multiculturalism is concerned, in encyclopaedic terms it is defined 
as below:

A term … encompassing three meanings: i) in descriptive terms, it simply 
suggests a multiplicity of cultures and is, therefore, an objective statement 
of a given society’s cultural diversity, or in a broader sense, an objective 
statement that there are multiple distinct ethnic cultures, religious groups, 
subcultures, and so forth; ii) it also means a state policy aiming to even out 
social tensions related to the existence of multiculturalism in a given soci-
ety; and iii) a name of a certain doctrine, movement or even a philosophy. 
In the latter case, multiculturalism means activities of minority environments 
aimed at emancipation, as well as fuller participation of various environments 
in a country’s public, political and cultural life [3].
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Children who meet in grade 1 of primary school (or in pre-primary classes) obviously 
come from different cultures, although the internationalisation of Polish educational 
institutions is quite low in comparison to institutions in the most highly developed 
countries. Nonetheless, Arnold Pabian and Barbara Pabian note that Polish cul-
ture is a unique mixture of values and norms formed by specific circumstances 
related to history, location, and religion [4]. Thus, it is obvious that outside the home, 
an early school-age child will undoubtedly come into contact with different cultures.

In this part, the author will focus on outlining the role of music as an important social 
inclusion tool for early school-aged children in the context of cultural pluralism. 
She will briefly discuss the beginnings of early school education, with particular 
emphasis on the work of two educators (the Swiss Johann Heinrich Pestalozzi 
and the Polish Janusz Korczak) and will also focus on the definition of transcul-
turalism. The scientific reflection stemming from the two areas will demonstrate 
the importance of music in the process of holistic child development. To sum-
marise the presented issues, the last section will discuss the current education 
and care of children from the perspective of needs and the existing state of affairs.

Katarzyna Kapciak notes that early school education coincides with an extremely 
important stage in a child’s life, where it plays an important role in his or her 
mental and personal development, in addition to providing a basis for the child’s 
future educational attainment [5] Moreover, school, following on from the build-
ing of the temple, is one of the oldest institutions established by human beings 
and has its own extremely wide-ranging history [6] In consequence, (creative) 
music-related activities should be included in the work of education, care and 
community institutions to foster nonprofessional music activities. This should also 
be a priority for educational and social policy makers in every part of the world.

The subject matter of this chapter stems from the notion that the potential 
of music is insufficiently used in Polish society to support the development 
of early school-aged children. To begin with, this concerns the shortcomings 
in the system of Polish first level music schools, which focus only on educating 
professional musicians. Secondly, music classes in mainstream education are 
rarely adapted to the needs of students (in fact, these needs remain unidenti-
fied). Lastly, there is little or no involvement of amateur music groups in building 
a conscious, empirical, and tolerant society.
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a The	rise	of	early	school	education

To educate does not mean: to trample upon, to maltreat,  
to repress, to hurry. A child has the right to be who they are.

Janusz Korczak

The terms ‘education’ and ‘pedagogy’ are related, but not identical. Stanisław 
Pałka notes that pedagogy is a science that concerns upbringing, lifelong learn-
ing and self-development. Education, on the other hand, plays a particular role 
in pedagogy as a specific area of upbringing. Thus education, being a process 
of upbringing and learning, means the overall intergenerational interactions that 
serve the formation of a person’s life skills (including physical, cognitive, aes-
thetic, moral and religious skills) which turn him or her into an individual who is 
mature, who consciously self-actualises, who is ‘settled’ in a given culture and 
is capable of constructive criticism and reflective affirmation [7].

The dictionary definition of early school pedagogy is as follows: ‘a discipline 
of pedagogy dealing with early school education theory and integrated learning, 
as well as educational effects on children in the early years of primary school’ 
[8]. Joanna Zwicicka emphasises that a child’s education in the early years 
of his or her life is both extremely important and demanding. During this stage, 
children develop quickly and assimilate large amounts of knowledge. This is 
also a time when their minds are at their most receptive, a fact which should 
be used to their advantage, given that later, from 10 to 12 years onwards, their 
potential slows down, they stop learning as quickly and their minds become 
less flexible [9] Therefore, they should learn about art, play musical instruments 
and sing from an early age, because this opens their minds, makes it easier 
to learn foreign languages, makes them sensitive to the ethos of beauty and 
allows them to identify and express their emotions. This also supports their 
memory function, as well as their concentration and organisational skills, and 
stimulates their perception and imagination.

The first early education theory is attributed to Johann Heinrich Pestalozzi 
(1746–1827), a Swiss pedagogue and writer, considered the ‘father of the folk 
school.’ Pestalozzi’s works: The Evening Hours of a Hermit (1780), Leonard 
and Gertrude (vol. 1–4, 1781–1787) and How Gertrude Teaches her Children 
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(1801) demonstrate the evolution of his pedagogic philosophy, culminating 
in The Swan Song (1826), which was the first of his works to mention ‘elemen-
tary teaching’ and the ‘idea of elementary teaching in the sense of an approach 
to upbringing.’ Pestalozzi’s research aiming to define his specific theories took 
place over a turbulent personal and professional life. The educational institution 
for poor and abandoned children, which he founded in Neuhof in 1775, had 
to be closed only five years later for various personal and economic reasons. 
The failure of this project did not discourage Pestalozzi, and in 1798 he became 
the head of an orphanage in Stans. Zenon Jasiński notes:

In a relatively short time, he succeeded in creating a ‘family’ of 80 children 
with different mental and moral abilities. Pestalozzi developed his own method 
of working with these children. He believed that he owed the success of his 
educational method to stimulating a moral disposition of the mind; his charges’ 
moral skills in overcoming their shortcomings, and efforts to do good. This also 
included encouraging an ethical stance by reflecting on and comparing the legal 
and moral settings in which the children lived [10].

Pestalozzi’s legal and social concepts reflect the notion of multiculturality. More-
over, the observation of the relationship between two cultures make Pestalozzi 
a pioneer in the process of understanding the phenomenon of uniqueness, 
of respecting it and finding the right instrument to integrate children in their 
environment. Stans was an institution where children repeated learning con-
tent by singing. The outcomes were impressive. A Swiss politician who visited 
Stans was quite shocked. He concluded that ‘This bizarre undertaking in Stans 
[was to become] the cradle of human revival’. Stans was where the modern 
elementary school was born. It was here that Pestalozzi developed his idea 
of the educational role of work, of upbringing combined with school teaching, 
which later became known as ‘educational upbringing ’ [10]. The Swiss official’s 
praise of the institution as a whole confirms that music plays an important role 
in a child’s social and emotional development, regardless of his or her cultural 
background.

According to Pestalozzi, a school’s priority was to prepare children for life: 
for understanding reality and finding their place within it. The main purpose 
of teaching was to develop a child’s moral and mental capacity. In Pestalozzi’s 
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a theory, the focus of education was on the individual child, on his or her natural 
predispositions, aptitudes and strengths. Step by step, the intended outcome 
of the cognitive method was the child’s holistic understanding of the world, 
based on logical thinking and on strongly developed independent mental activ-
ity. The teacher’s role was to observe children and their individual abilities (and 
weaknesses), and then to mould the educational development and education 
process accordingly. Teaching was to be conducted through play and as such was 
to be light, unforced and natural. In Pestalozzi’s time, his theory was extremely 
novel and even in modern times this approach is rarely used in music education, 
where the focus is still on theory instead of developing consumers of music.

In 1800, Pestalozzi became the head of a third institution, a home for abandoned 
children in Burgdorf, where he ultimately applied his full pedagogic experience. 
Burgdorf, where music also played an important part in the teaching process, 
quickly evolved and became famous across Europe, and Pestalozzi became 
an acclaimed expert in European pedagogy.

Pestalozzi’s work inspired educators worldwide. One of the first Polish peda-
gogues who thoroughly studied his theories was Józef Jeziorowski (1767–1856). 
Jeziorowski did not treat all of Pestalozzi’s teaching methods with enthusi-
asm, but did, nonetheless approve of most. He used his studies of Pestalozzi’s 
works to open a college for teachers in Poznań (1804). The college became 
one of the most modern teaching institutions in Europe, and its curriculum 
included music.

The child as an individual was also at the centre of an education and care sys-
tem proposed by Janusz Korczak (b. Henryk Goldszmit,1878–1942), a highly 
acclaimed Polish educator, author, paediatrician, and activist. Korczak created 
a system of education based on care, love, trust and understanding, on per-
ceiving the child as a fully-fledged person, an equal partner.

Korczak pioneered children’s rights, paying particular attention to the unequal 
status of children in society and their dependence on adults. He insisted that 
every child should be recognised as a person in their own right, from birth 
through every stage of their life. These concepts were reflected and expanded 
in Korczak’s modern system, which was antiauthoritarian, respected children’s 
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rights and aspirations, and encouraged their activity, self-development and 
autonomy. At the same time, the system was realistic and took into account 
children’s weaknesses (their inability to take full responsibility for everything 
that happens) [11].

Korczak’s heroic death in a gas chamber of the Nazi death camp in Treblinka, 
together with his 200 charges, their main carer Stefania Wilczyńska, and 
the whole personnel of his orphanage, became a symbol of selfless dedication 
to the children’s cause. Korczak (who was born into a family of assimilated 
Jews) refused the opportunity to escape the Warsaw Ghetto and remained loyal 
to his beliefs, to the children whom he treated with the same respect as adults.

The concepts and their authors presented in this section are but a small fraction 
of the research area in question. Nonetheless, there is no doubt that Johann 
Heinrich Pestalozzi created a model that was continued by Janusz Korczak, 
among others. The concept was based on the idea that the greatest pedagogi-
cal efforts should be directed at the smallest children. The work of both educa-
tors was a milestone in the development of early school education and seems 
to have provided the basis for the concept of “child-welfare” education.

Morally and legally responsible, wise and far-seeing, we are the sole judges 
of the child’s actions, movements, thoughts and plans.

Janusz Korczak

Music	in	early	primary	education	and	care	in	the	context	
of	transculturalism:	Theory	and	practice

The most natural and appropriate setting for a child’s development is within 
his or her family. However, when the child begins school the key role in early 
school education (integrated education) is taken by their form teacher, whose 
role should not be limited to supervising formal teaching. One should remem-
ber that not every home environment is ideal. In some cases, it is necessary 
to protect children from their parents, other teachers or their peers. These 
are extremely complex and sensitive concerns that are not easy to deal with 
in standardised ways, as they touch upon the most important and private 
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a sphere of life, namely emotions. The educator (the teacher) stands at the cen-
tre of the upbringing and education process in education and care institutions 
(including schools) and should therefore display certain personal qualities. 
First of all, he or she should be a responsible person who approaches their 
duties conscientiously, who is patient, empathetic, and understands the young-
est students’ needs. To these obvious attributes one should add the ability 
to read children’s behaviours that result from their diverse geographic and 
cultural backgrounds, as well as the way they are raised, based on different 
worldviews, religions or their family’s social and economic status. In other 
words, a form teacher must know how to observe, and more importantly, how 
to respond to the young students’ needs based on empathy and an elemen-
tary understanding of transculturality.

The Polish national character is the product of three distinct cultures: the tradi-
tional (from the peasantry and nobility), the imposed (from the communist era) 
and the adopted (Western). Psychological and sociological research has revealed 
three principal common orientations of the Polish people related to community 
(individualism/collectivism). The first, referred to as individualistic-democratic, 
reflects the belief that the individual should have the right to their own opinions 
and subjective activity within a democratic framework. The second (collectiv-
istic-authoritarian) orientation expresses the need for harmonious cooperation 
within a group managed by people in authority. Finally, a self-centred approach 
manifests in caring only for one’s own interest, assuming that the welfare of indi-
viduals lies within the remit of national and local administration [4]. From this 
point of view, a diversity of cultures is rooted in Polish society, a fact that an edu-
cator working with early school-aged children must be aware of.

An extremely important factor in a young person’s development is ensuring their 
wellbeing and creating a positive school environment for their balanced progress. 
Where there are different social and geographical backgrounds in the classroom, 
different religions and worldviews, as well as different personalities, music, aside 
from its therapeutic role, can be a valuable and effective communication tool. 
According to Robert Moran, Philip Harris and Sarah Moran, music is a means 
to a wider, more global perception of the world [4]. Consequently, it can (and 
should) be a very useful tool that supports and improves an individual’s social 
integration and personal development.
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Music therapy is also an effective method of helping preschool and school 
children express and control their emotions. The positive effect of eurhythmics 
as a field of music education was first proposed by Swiss composer and educator 
Émile Jacques-Dalcroze in the late 19th century. According to Jacques-Dalcroze, 
the impact of music concerns not only hearing, but also the whole muscular 
and nervous system. Rhythm and dynamics link to the muscular system and 
the human body was the first musical instrument. Thus, all variations of musi-
cal tempo and energy can be reproduced by movements of the body. In 1976, 
the Dalcroze method was introduced in the curricula for grades 1 to 2 in primary 
music schools in Poland, though the method is not used in mainstream education.

Research on the positive impact of music on child development was also con-
ducted in the late 19th and early 20th century by Carl Orff, a German composer, 
educator and conductor. Orff developed a method of individual music education 
for children, where the key element is singing and playing simple percussion 
instruments (the so-called ‘Orff instrumentarium’ which includes drums, tam-
bourines, rattles, triangles and glockenspiels). The Orff approach puts great 
emphasis on improvisation and expression, whilst the most important compo-
nent of playing music is rhythm. Today, the Orff method is used mainly in Polish 
preschool institutions.

Music has many functions. Paweł Cylulko suggests as many as ten, namely:

» developmental
» educational
» emotional
» stimulating cognitive activity
» communication within a community
» expressive
» supporting recreational and play activities
» cognitive and aesthetic
» cultural
» therapeutic [12].

Amongst the techniques used in music therapy for children Cylulko lists: sing-
ing, playing music with echoes; playing percussion instruments; listening; music 
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development; encouraging tactile awareness; vocal improvisation; instrumental 
improvisation; psychodrama and pantomime; verbal and artistic improvisation; 
relaxation with music; and therapeutic discussions. Each of these techniques 
influences a child’s development on a different level. For example, singing 
develops i) musicality, ii) improves speech, iii) expands vocabulary, iv) stim-
ulates imagination, v) increases general knowledge, vi) has a positive effect 
on the respiratory and cardiovascular system, and vii) develops hearing and 
vocal ability. Furthermore, singing with other children integrates the group. 
Another good example is playing percussion instruments, which is an oppor-
tunity to teach children music with a focus on contrasts in tempo and dynamic, 
in addition to improving their dexterity, coordination and motor flexibility [13].

An important figure in the emancipation of music as a desirable measure 
in the holistic development of an individual is Edwin E. Gordon. According 
to his music learning theory, a child should learn music in the same natural way 
as they learn to speak. The most important concept in this approach is “audi-
ation”, which corresponds to thinking in speech. Gordon’s research in the field 
of music psychology and music psychometrics, as well as the increasing number 
of related projects, are a valuable source of knowledge about the role of music 
in child development.

In Poland Maciej Kołodziejski, amongst others, conducted a research project 
based on the Gordon music learning theory. The project involved a group of ele-
mentary school students and was based partly on reflections about the methods 
and techniques of teaching music in the Polish education system. In Kołodziejski’s 
opinion, the prevailing approach in the system is the theorisation of the teaching 
process, whereby students are not taught music, but about music. As in other 
fields of education, the trend can only be reversed through the under-appreci-
ated daily work of teachers and their understanding of their own role in form-
ing the foundations of creative teaching and learning [7]. This should trigger 
changes in the individual approach (i.e. of educators and teachers) and within 
the system (that is the approach of the Ministry of National Education).

One should remember that music is what lies at the heart of music education, 
which in turn, originates from the theory of aesthetic education. Art, music and 
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aesthetics are necessary for the proper development of a child’s personality, 
and in the long term, the development of a conscious and intelligent society.

Education	of	early	school-aged	children	in	Poland	and	
Europe	in	the	context	of	the	therapeutic	role	of	music:	
Needs	and	reality

In Poland, elementary education is supervised by the Ministry of National 
Education. On a local scale, the Ministry’s responsibilities are carried out by 
education authorities (kuratorium oświaty). A kuratorium is a monocratic body 
supervised by the central government. There are kuratorium offices in each 
of the 17 voivodeships. A kuratorium is managed by a kurator whose respon-
sibilities include pedagogic supervision of public and non-public schools, and 
teachers’ continuous professional development institutions. The body is also 
responsible for responding to teachers’ professional development needs and 
coordinating responses to these.

Standards of music education in Polish mainstream schools are deteriorating. 
The matter has been the subject of numerous discussions, for example during 
Polish Education Congresses. Criticisms focus on, for example, insufficient 
teaching hours, lack of specialist teachers in early school education, insuffi-
ciently equipped classrooms and insufficient funding for culture. Regrettably, 
music education is not sufficiently valued in the Polish system of teacher train-
ing, holding a marginal position. The subject ‘music education’ in the teacher 
training curriculum focuses on the predominance of theoretical knowledge, 
rather than investing in soft skills. The subject ignores approaches that focus 
on education through culture or on educating multidimensional individuals 
using all aspects of music from a very young age. In this context, Gordon’s 
research in the field of music psychology and music psychometry, as well 
as the increasing number of subsequent research projects, should provide 
an excellent source of knowledge about the role of music in child develop-
ment. It should also trigger a change in individual and system approaches 
(of educators and the Ministry of National Education, respectively). It should 
be added that music education in Polish culture has many proponents, for 
instance Bogdan Suchodolski, Stefan Szuman, Roman Ingarden and Maria 
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a Gołaszewska. Moreover, the major publications of Maria Przychodzińska 
(e.g. Muzyka i wychowanie [1969] and Dziecko i muzyka [1973]) are classic 
examples of the Polish pedagogic philosophy).

The issue of shaping a child’s proper development based on the possibilities 
offered by music has always been an important one. The perception of music 
education should follow the spirit of the time, and music education itself should 
transform in a way that ensures that music is used in its full capacity. Mirosław 
Grusiewicz notes, that ‘teachers should be given greater freedom to decide 
what and how they teach,’ and that ‘music education should be based on active 
forms of contact with music, on emotions and musical experience.’ Within 
the Polish general education system, music is currently presented to students 
electronically, and the actual piece of music is analysed like a literary work. 
As Grusiewicz notes, ‘this may be simply an element that prepares for real 
experience of music’ [14].

The best examples of the development of music education in European soci-
eties are provided by Scandinavian cultures. In a broad sense, these cultures 
have developed an amateur musical movement which should serve as a model 
in other countries. In Polish culture, the adjective ‘amateur’ has pejorative con-
notations that are often deriding or even ironic. Meanwhile in Scandinavia, 
the amateur movement is an important feature of civic society, and manifests 
in the form of choirs and wind orchestras. The Scandinavian national authorities 
see the advantages of having contact with music and willingly fund it. For exam-
ple, in Iceland with a population of just over 300 thousand, there are as many 
as 80 music schools, of which 99% are independent and extracurricular. Most 
certainly, the students will not go on to be virtuoso soloists but will, nonetheless, 
become consumers of culture, and the higher the demand for cultural activities, 
the higher the likelihood of an open, emphatic and tolerant society.

In other highly developed countries, for instance in the United States, ‘orchestra’ 
is an optional subject in primary schools. Would such a solution be conceivable 
in the Polish education system? Undoubtedly not, also due to economic factors. 
Still, insufficient financial resources should not be used as an excuse to support 
the status quo. The system will not be improved overnight but smaller scale 
local projects could stand a good chance of influencing higher level change.
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The design of musical activities should be adapted to existing settings, consider 
a child’s (or a group’s) individual needs and, importantly, make use of mod-
ern technologies. An advantage, if there are any, in the context of COVID-19 
is the fact that the pandemic has made it necessary to use electronic media 
in all educational contexts including music. To be properly experienced, music 
ought to be felt. Despite the fact that that online communicators cannot repli-
cate the emotional experience of live performance, once normality is restored 
this form of cultural consumption might turn out to be an incentive for bringing 
art and the values it represents to those groups of consumers who have not 
so far participated.

Music education should serve a child’s individual development, as well as his 
or her social integration. If a child is to willingly benefit from music as part of their 
development, he or she must, first and foremost, want to listen to it, to seek it. 
Accordingly, the child may find it in music and movement games or in singing and 
dancing. Singing in different languages, for example, can be a natural ground 
for developing a child’s sensitivity to both music and multiculturality. Unfortu-
nately, music education is often mistakenly and stereotypically only associated 
with learning in a music school. Also prevalent is the notion that learning music 
is reserved for selected children, and even worse is the fact that no action is 
taken to change this approach. The education system seems to ignore the fact 
that one of the goals of education through music should be the development 
of musical consumers, and thus of more sensitive and intelligent adults.

The therapeutic role of music is obvious and needs no explanation. Already 
in the early 20th century music was used in youth detention centres to develop 
the young inmates’ conscientiousness and patience. William W. Sears, a pioneer 
of American music therapy, supported the idea that music provides objective 
and easily understood proof of the connection between the effort and outcome, 
since learning to play a musical instrument is impossible without practice, and 
even the most talented people need to practice regularly to play music well [15].

Louis Armstrong was a well-known beneficiary of a resocialisation course which 
included singing and learning to play and instrument. Born in an underprivileged 
family, the famous jazz artist got into trouble with the law and was sentenced 
to detention. Fortunately, he met wise people who did not give up on him. While 



ON THE NEED FOR TRANSCULTURAL EDUCATION

114

Ew
a 

M
ur

aw
sk

a detained in an institution in New Orleans, Armstrong learnt to play the cornet, 
which subsequently led to his international musical career.

Armstrong’s inspiring story is just one example of how an appropriately organ-
ised music education system constitutes a basic component of child centred 
education. The acknowledgment of music as a key feature of a child’s holistic 
development should evolve within both the education system and school cur-
ricula. Moreover, it should be acknowledged at an individual level by educators 
working with early school-age children in schools, care facilities, community 
centres and other institutions for children.

For in every adult there dwells the child that was,  
and in every child lies the adult that will be.

John Connolly
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66
Magda Morus-Fijałkowska

THE SCHOOL 
SYSTEM IN POLAND 
IN THE CONTEXT 
OF TRANSCULTURALITY

One of the most important problems in education is to reach 
universal, humanistic values. The world is changing very 
quickly and therefore education faces a number of new cha-
lenges. The task of education is not only to acknowledge 
the existence of different cultures, but most of all trying 
to understand them and treat them as an impulse for self- 
development. This way of thinking will help young genera-
tions to feel free and comfortable in a multicultural society. 
It will also educate young people how to cooperate and 
reach agreement [1]. This chapter aims at demonstrating 
how the school system in Poland works. I am going to out-
line transculturality in three aspects (based on selected 
examples):

» immigrants in Polish schools;
» minorities in Poland (e.g. Podlasie region);
» international education projects.
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ka The discovery of others is the discovery  
of a relationship, not of a barrier.

Claude Levi-Strauss

Historical	background	of	multiculturalism	in	Poland

Throughout the history of every nation cultures have been mixing. This was 
caused by wars, economic and social factors, as well as climate change. 
Migration is an essential part of the development of societies. Poland, 
due to its geopolitical location and turbulent history, especially the period 
of the Commonwealth of Both Nations (The Republic of Both Nations – 
a state composed of the Crown of the Kingdom of Poland and the Grand 
Duchy of Lithuania created in 1569 by the Union of Lublin) and the Partitions 
of Poland (Partitions – a period in the history of Poland, when the Repub-
lic of Both Nations lost its territories three times to neighbouring Russia, 
Prussia and Austria, I- 1772, II- 1793, III- 1795; for 123 years Poland dis-
appeared from the map of Europe), has created a specific cultural mosaic. 
From the Middle Ages on, the Polish territory began to receive settlers 
from Germany and the Czech Republic, and then, as a result of the east-
wards expansion of its territory (the Commonwealth of Both Nations), 
Polish society was composed of Poles, Lithuanians, Ruthenians, Jews, 
Tartars, Belarusians and Armenians. Poland became a multicultural and 
multi-denominational nation, and the period of partitions brought further 
new transformations. This status of the Polish territory lasted until 1945, 
when, as a result of the new territorial division after World War II, Polish 
borders were moved westwards.

The communist authorities, who took over the power in Poland as a result 
of the agreements of the Yalta conference (Yalta Conference: 4th–11th Febru-
ary 1945 – the meeting of the anti-Hitler coalition (USSR, USA, UK), at which 
decisions were made on the post-war borders of European countries) in 1945, 
aimed at the creation of a monolithic (mono-ethnic) state. To this end, numerous 
repatriations, expatriations and resettlements were carried out, and national 
minorities were treated as a folklore phenomenon. Monoculturalism was 
imposed in both education and upbringing models.
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Folklore	on	the	Polish	land

Research on the Polish folklore has been carried out since the beginning of the 19th 
century, and Oskar Kolberg is noted as the most famous ethnographer, whose 
output is an invaluable source of knowledge (Oskar Kolberg (1814–1890): an eth-
nographer, folklorist and a composer. The author of monographs on folk ballads 
entitled “Songs of the Polish People”, numerous regional monographs, and entries 
in the Universal Encyclopaedia). In his work entitled ”Lud. Jego zwyczaje, sposób 
życia, mowa, podania, przysłowia, obrzędy, gusła, zabawy, pieśni, muzyka i tańce” 
[“Folk. Their habits, way of life, speech, legends, proverbs, rituals, superstitions, 
games, songs, music and dances”], comprising 33 volumes published during his 
lifetime and 3 published on the basis of collected materials after the ethnogra-
pher’s death, is the source information from the entire pre-partition Poland. Indi-
vidual volumes of the above mentioned activities include:

» Songs of the Polish People, vol. 1
» Sandomierz, vol. 2
» Kujawy, vols. 3–4
» Krakowskie, vol. 5–8
» Grand Duchy of Poznań vol. 9–10
» Lubelskie, vol. 16–17
» Kielce, vol. 18–19
» Radomskie, vol. 20–21
» Łęczyckie, vol. 22
» Kaliskie, vol. 23 part 1
» Mazovia, vol. 24–28
» Pokucie, vol. 29–32
» Chełmskie, vol. 33 part 1

After Oskar Kolberg’s death in 1890, the following volumes were published 
from the collected material:

» Chełmskie, vol. 34, part 2
» Przemyskie vol. 35
» Wołyń
» Upper Silesia
» Tarnów. Rzeszów [2,3]
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ka To this day, regions where folklore is cultivated have been preserved in Poland. 
Among the most important and most deeply rooted are the folklores of the regions 
of the Highlands, Kashubian, Cracow, Kujawy, Kurpie, Lublin, Łowicz, Silesia 
and Wielkopolska.

Historical tribes living in particular regions of the country have created their 
distinctive rituals, music, poetry, etc. Migration has contributed to the perme-
ation of regional cultures and nations, and we, as their heirs, are responsible 
for passing this multiculturalism on to further generations.

Contemporary	migration

The outlook on national minorities in Poland has changed with the fall of com-
munism in 1989. Today, according to the Act of 6th January 2005 on National and 
Ethnic Minorities and Regional Language, we distinguish national and ethnic 
minorities in Poland. National minorities include the Belarusian, Czech, Lithu-
anian, German, Armenian, Russian, Slovakian, Ukrainian and Jewish minori-
ties. Ethnic minorities are the Karaims, Lemkos, Tatars and Roma. In Poland 
we also have a regional language: Kashubian [4].

In addition to national and ethnic minorities, there are immigrants to Poland. 
Our country is not always a destination, being frequently a transitory country 
on the way to Western Europe. The main groups of immigrants after World War 
II include the Greeks and Macedonians (1948–1951), Chechens, Ethiopians, 
Iraqis, Syrians, Chinese and, more recently, Ukrainians.

In such a rapidly changing world, the ease of movement and the situation 
on the labour market, the educational system has also faced new challenges.

Educational	system	in	Poland

The Polish educational system is governed by the following regulations: The Act 
on the Educational System of 7th September 1991 with amendments, and Edu-
cational Law of 14th December 2016. The structure of education in Poland 
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includes public and private education. Compulsory education covers children 
and young people from 7 to 18 years of age with additional one-year pre-school 
preparation. In general education, after the reform of 2017, we distinguish 
the following types of schools:

1. primary schools with an eight-year cycle of education ending with an exam-
ination;

2. secondary education:
» secondary	school	of	general	education	with a four-year educa-

tion cycle;
» technical school with a five-year education cycle;
» first	level	vocational	schools	with a three-year education cycle;
» upper	secondary	vocational	schools	with a two-year education cycle;

3. adaptive vocational schools: three-year secondary schools for students with 
moderate and severe intellectual and related disabilities;

4. post-secondary schools with one to 2.5-year education cycle.

Graduates of secondary schools, technical colleges and vocational schools 
of the second degree after passing their baccalaureate exams receive a second-
ary school leaving certificate authorising them to pass university entrance exams.

In Poland there is also public and private artistic education of primary and 
secondary level. The education in these schools is based on the Regulation 
on the Core Curriculum in the Artistic Education Professions defined by the Min-
ister of Culture and National Heritage of 14th August 2019.

Art schools are divided into music, ballet, visual and circus arts.

Music education is three-stage and includes music schools of the first degree, 
music schools of the second degree and music academies.

First degree music schools include:

» General School of Music of the first degree with a 6-year cycle of education
» First Degree School of Music with a 6 or 4-year cycle
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» Second Degree General School of Music with a 6-year education cycle
» Second Degree School of Music with a 6 or 4-year cycle of education

Second degree music schools end with a diploma examination confirming pro-
fessional qualifications.

Ballet education is two-stage and includes the secondary school and the Acad-
emy of Fine Arts.

Ballet schools teach in a 9-year cycle, from the 4th grade of primary school 
to the baccalaureate.

Visual art education is two-stage and includes secondary school and the Acad-
emy of Fine Arts.

Schools of visual arts include:

» General School of Visual Arts with a 6-year education cycle
» Post-secondary School of Visual Arts with a 2-year education cycle

Circus education takes place at the Circus Art School with a 3-year education 
cycle [5].

Foreigners	in	the	Polish	educational	system	–	theory	
and	practice

The situation of foreigners in the Polish education system is regulated by Regu-
lation of the Minister of National Education of 23rd August 2017 on the education 
of persons who are not Polish citizens and persons who are Polish citizens and 
who attended schools operating in the educational systems of other countries.

The children of immigrants and refugees benefit from general education 
on the same basis as Polish children. If they speak Polish, they go to classes 
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with their Polish peers. Students with poor or no knowledge of the Polish lan-
guage have the possibility of additional language learning, additional com-
pensatory classes or are qualified for preparatory classes. These classes 
may also include children who have adaptation problems related to cultural 
differences, traumatic experiences or differences resulting from learning 
in another educational system. The regulation cited above also offers the pos-
sibility of employing a cultural assistant or a teacher at school. The presence 
of such a person at school makes it very easy for foreign children to function 
in an institution, helps to understand and eliminate cultural differences, and 
also provides psychological support for the children. The cultural assistant 
also assists the teacher in contacting the pupils’ parents, who very often do 
not speak Polish.

Legal regulations make it easier for educators to work, yet in everyday reality 
they are confronted with many surprising situations. Most of such situations 
result from the lack of command of the Polish language and cultural differ-
ences, and most often they touch on issues of punctuality, dress, behaviour, 
customs and traditions related to religion. All incidents require great sensitivity 
and empathy from the teacher.

An example of such situations is the issue of clothing in physical education 
classes in case of girls from a different cultural background. It is absolutely 
unacceptable for cultural and religious reasons for girls to exercise in trousers. 
When they were allowed to exercise in skirts, they were very keen to partici-
pate in classes.

Co-educational physical education classes in the primary school can also be trou-
blesome for children of other faiths. Teachers solve this problem by matching 
children in pairs for exercise so that they are gender-homogeneous [6,7].

In the case of children from China, communication during classes was a big 
surprise. Children and young people from this cultural background are only used 
to listening to teachers and following their instructions. It was a big surprise 
for them to be able to ask questions to the teacher and, in the older classes, 
to enter into discussions, argue and express views that are completely different 
from those presented by the teacher.
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class meetings deal with the issue of multiculturalism in the context of history and 
tolerance in contemporary and historical terms. I think, however, that children 
and young people learn best through experience, and therefore the presence 
of foreigners in the classroom or at school is the best lesson in multiculturalism.

From conversations with teachers and classroom educators, a picture of foreign 
students emerges as very calm, modest and quiet. These children, unless they 
have had a traumatic experience, quickly integrate with their new environment. 
As the teachers emphasise, apart from the solutions contained in the regulation, 
a great deal of empathy, tolerance and an individual approach to the child are 
necessary. Many transitional problems result from earlier learning in another 
educational system. With due support and kindness, children promptly overcome 
differences resulting from other curricular requirements or language barriers.

Thanks to the presence of students from other cultural circles, Polish children 
also benefit, since in addition to theoretical reflections on multiculturalism and 
tolerance, they gain the opportunity to experience it and thus take their first 
steps in a multicultural society. This is an invaluable lesson that will allow young 
people to spontaneously function in a multicultural world, thus creating open 
and tolerant generations.

National and ethnic minorities in the Polish educational 
system:	theory	and	practice

The issue of including the language, culture and history of national and eth-
nic minorities into the Polish educational system was raised after the political 
change in 1989. At present, the issue of educating children belonging to national 
or ethnic minorities with full respect for the distinctiveness of their language and 
culture is primarily regulated by The Act on the Education System of 7th Sep-
tember 1991 with amendments, and the Regulation of the Minister of National 
Education of 18th August 2017 on the conditions and manner of kindergartens, 
schools and public institutions implementing the task of preservation of national, 
ethnic and linguistic identities of students from national and ethnic minorities 
and communities using regional languages.
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According to the aforementioned provisions, children, at a written request of their 
parents, are taught at school the language of a national or ethnic minority and 
regional language, as well as the history, culture and geography of the country 
with whose cultural area they identify themselves. In addition, concerned artistic 
classes in the spirit of the culture of the minority may also be organised. Such 
school subjects, upon a written request, may be included in the compulsory 
classes of pupils.

Learning a national or ethnic minority language can take place in three forms:

1. by additional learning of a national or ethnic minority language or regional 
language;

2. by conducting educational activities in two languages: Polish and a national, 
ethnic or regional minority language;

3. by conducting classes in the language of a national or ethnic minority with 
the exception of Polish lessons, history concerning the history of Poland 
and geography concerning the area of Poland.

Secondary school graduates who have chosen the language of their national 
or ethnic origin or a regional language, must pass that language as a compul-
sory requirement for their baccalaureate. Those languages are also included 
as additional baccalaureate examinations. Graduates of schools where classes 
were conducted in a national minority language may take the baccalaureate 
exams in the minority language, with the exception of such subjects as the Pol-
ish language or subjects concerning the history and geography of Poland, which 
must be taken in Polish.

This is what the regulations say, and what is the situation of education in Pod-
lasie, the most ethnically diverse region of Poland?

Over the past 75 years, we have seen two completely different approaches 
to multiculturalism in Poland. After the end of the war, numerous repatriations 
and shifts of borders of the Polish state, national minorities have been dispersed 
throughout the Polish territory. It resulted from deliberate actions of the govern-
ment of the People’s Republic of Poland (The People’s Republic of Poland – 
the official name of the Polish state from 1952 to 1989, at that time Poland was 
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of the USSR), which was striving to create an ethnically homogeneous state 
through the process of assimilation. Until 1989, the rights of national and eth-
nic minorities were unrespected, and their cultural and religious diversity was 
downsized and reduced to forms of folklore. Manifesting cultural differences 
was not welcome, and children from national minority families were stigma-
tised at school.

After the political breakthrough of 1989, the situation of national and ethnic minori-
ties gradually began to change, and the emerging legislation began to respect 
and protect the right of national and ethnic minorities to language, culture, tra-
ditions and religion [8].

In addition to the provisions on the education of children from national or ethnic 
minority families, which are implemented throughout the country, the example 
of one of the schools in Białystok deserves attention. It is a religious Orthodox 
Church school, in which children from Polish, Belarusian and Ukrainian fam-
ilies are educated. This school, of course, has its core curriculum developed 
by the Ministry of National Education, and the students have the opportunity 
to take part in minority language lessons, with a choice of Ukrainian or Belaru-
sian languages. Among the compulsory subjects are Old Orthodox Church and 
Russian languages, with church singing as an additional subject.

In common schools in Bialystok, it is important to note that if the percentage 
of Orthodox students in the school is 40%, the so-called Headmaster Days 
(Headmaster Days – additional days free of teaching and educational activi-
ties, the date of which is made available to and decided by the headmaster) 
are used as days off during Orthodox holidays.

Discussions with representatives of the Belarusian and Lithuanian minorities 
have revealed a picture of culturally diverse schools. They are schools in which 
children of different cultures and faiths are taught side by side. Schools where 
children are introduced to ethnic, cultural and religious diversity from a very early 
age, for example, by organising trips to a synagogue, mosque, church or church. 
The diversity is shown in the artistic programmes of school celebrations, and 
in students having the right to wear their national costumes on a daily basis. 
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All these elements shape a culturally open young person, and consequently, 
in a certain perspective of time, a culturally open society.

Transculturality	in	the	context	of	artistic	and	musical	
education

Achieving humanistic and shared universal values is an important task of edu-
cation. Intercultural education presupposes the existence of culturally different 
social groups, and the enrichment of knowledge of other environments and 
cultures is embedded in artistic education. In this context, musical education 
can be regarded as pioneering in the field of transculturality and intercultural 
education. From an early age, students of music schools, apart from perfect-
ing their instrumental skills, become acquainted with the history and cultures 
of numerous nations. Due to the individualised process of musical education, 
the teacher has the opportunity to present the student in depth with the histori-
cal and cultural context of the creation of the piece that the student is currently 
working on. Naturally, apart from moving into a different cultural environment, 
this frequently means moving in time to distant epochs. This however results 
in the fact that over time, students become more open to others, more tolerant 
and creative. The ability to mentally find themselves in a different era, culture 
and style is a competence that young people use in further stages of their edu-
cation. It is yet obvious that including a foreign student’s repertoire of works from 
his or her cultural background is not always possible. Nevertheless, very often, 
especially in the early stages of education, teachers rely on simple folk song 
melodies. Based on the example of methodical flute literature, such melodies 
can be found in both Polish and German, Czech, French, Russian, American 
and other numerous works.

Knowledge of other cultures and customs, even from distant epochs, allows 
us to gain experience and acquire soft skills, extremely important in our glo-
balised world.

Good practice in the context of transculturality in music education is also exem-
plified by all kinds of inter-school exchanges between partner cities, educational 
projects and festivals, symposia and music workshops.



ON THE NEED FOR TRANSCULTURAL EDUCATION

128

M
ag

da
 M

or
us

-F
ija

łko
ws

ka As the organiser of a series of Flute Symposia in Koszalin, I consider the con-
tact of young people with professors from abroad extremely important. As part 
of the Symposium in Koszalin, the flute students were led by Professor Jørn 
Eivind Schau, Maestro Patrick Gallois, Gudrun Birgisdóttir, Ph.D. in Musical Arts 
and Professor János Bálint. This initiative is all the more important because, 
in addition to encountering a different culture and way of working, students have 
to overcome the language barrier. All individual lessons and lectures are con-
ducted in English. In this way, young flutists learn professional vocabulary that 
is not taught in English lessons at school. Such experiences build self-esteem, 
competence and confidence.

Initiatives such as symposia or workshops are also very important for teachers 
who take advantage of the opportunity to contact pedagogues working in entirely 
different educational systems. Such events promote the acquisition and enrich-
ment of knowledge, experimenting, development and innovation in pedagogical 
work. They offer a chance of intercultural contact and interaction rather than 
cultures passively existing next to each other.

The participation of young people in educational projects and exchanges is 
another step   towards promoting transculturality in the Polish educational sys-
tem. According to the treaties of the Council of Europe relating to intercultural 
education, a number of initiatives are organised, including youth exchanges 
between partner cities, exchanges within Euroregions or educational projects. 
An example of such activities is the project of POMERANIA Polish-German Youth 
Orchestra. It was established in 1998 on the initiative of Western Pomerania 
Municipal Association [Komunalny Związek Celowy Gmin Pomorza Zachodniego 
Pomerania], the Castle of Pomeranian Dukes in Szczecin and music schools 
of Maklemburg-Vorpommern and Zachodniopomorskie Province. The orchestra 
consists of students of music schools from Germany and Poland, who work for 
a week under the supervision of specialists-educators and conductors from both 
countries. The finale is a concert in Mieczysław Karłowicz Philharmonic Concert 
Hall in Szczecin. During a week-long stay, young people have the opportunity 
to observe various methods and work ethics, work in a group with peers of other 
nationalities and communicate in a foreign language. Participation in such ini-
tiatives is a further step towards creative and active participation in the cultural 
life of a multicultural society.
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A lot has already been achieved to promote multiculturalism in education, and 
numerous initiatives have been launched to demonstrate positive sides of mul-
ticultural societies to young people. Open borders, ease of travelling and disap-
pearance of language barriers give the youth an unconstrained chance of discov-
ering the world, people and diverse cultures. Still, however, care must be taken 
to support regions where, whether for economic or communicational reasons, 
we can observe various forms of exclusion. That is why the role of education is 
so important, alongside with paying attention to the form and content of school 
curricula, so that they promote cultural diversity, and the profile of school-leavers 
would correspond to the profile of a contemporary European educated citizen, 
who is open to other people and approaches all diversities not as a threat, but 
as stimuli to exploring and self-development. Such understanding od transcultur-
ality offers our future generations a chance of developing aptitude for dialogue 
and unity over and above the differences resulting from the country of origin, 
beliefs, culture or religion.
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PLAYING INSTRUMENTS 
AND SINGING AS A FORM 
OF POSITIVE, BALANCED 
DEVELOPMENT 
OF CHILDREN AND YOUNG 
PEOPLE: AN ICELANDING 
VISION

1.	What	ideology	lies	behind	the	Icelandic	
vision	of	music	and	the	arts	in	Iceland’s	
primary	and	secondary	public	schools?

To answer this question, it is best to start by examining 
the very detailed National Curriculum Guide (Compulsory 
Schools) of Iceland’s Ministry of Culture. Let us begin with 
the following manifesto.

The	educational	value	of	artistic	subjects

Through art, man can express and deepen his emotions 
and gain understanding and experience that cannot be put 
into words.
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tir Artistic creation opens up various ways for individuals to develop ideas, ask 
questions and mirror and express their own experiences and the experiences 
of others.

Thus, students grow in their talent and ability to analyse what they do and their 
environment in a critical way. Artistic creativity opens up new and unforeseen 
perspectives. Students’ constraints give way and their sense of humour can 
often be expressed in unusual and provocative ways.

Thus, hidden talents are often revealed, and students respond to music in dif-
ferent ways to other school subjects.

The Arts in their most varied form in the past and the present tackle ideas, 
concepts and things that relate to human beings and their surroundings. 
The arts touch us in many ways, feed our imagination and boost our appre-
ciation of beauty.

Artistic experience gives us the opportunity to revisit our own values and points 
of view in a direct and indirect way, through different media. Through art students 
can influence society’s attitude to different periods, cultures and the personal 
values held regarding individuals, family, society, work, play, nature, environ-
ment, beauty, ugliness, violence and love” [1].

From this quote it is very clear that the education authorities in Iceland give 
the arts a central role in the development and the life of the individual and 
in the way society functions as a whole. When it comes to expressing the role 
of musical art in particular, they have this to say:

“Music has become a big part of people’s lives all over the world. It is a means 
of creativity and self-expression and communication, often without words, 
where individuals are able express their feelings, opinions and values.

Music making incorporates listening, creation and performance. It is a process 
where individuals create meaning by reacting to and working with sounds, 
pitches and silence alone or in groups. Music making also demands bodily 
coordination, analytical thought and emotional engagement.
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Music creates a strong sense of community and has been used throughout 
the ages as a force to unite or divide people.

Music can be a part of a particular culture or it can define a particular cul-
ture in itself. In the latter case a musical movement dictates individual dress 
codes, demeanour and more within the context of a certain culture. Musical 
culture will therefore dictate how we relate to, use, compose and think about 
music” [1].

Again, it is clear that the educational board of the Ministry of Culture gives 
a lot of weight to the importance of the arts and recognises the role of music 
in shaping today’s society.

When it comes to dictating how public schools should teach music the syllabus 
is more vague. This is what is said on the subject:

“Musical education in public schools should develop students’ sensitivity 
to and knowledge of the basics of music (pitch, rhythm, colour, dynamics, 
chords, expression and form) so that they can develop their own opinions 
on different styles of music and its worth in their own culture and life, and 
enjoy music in a positive, constructive and personal way” [1].

In the quote above the syllabus not only states that the most rudimentary basics 
of music are to be taught, but once again emphasises the role and philosophy 
of music in general in our society. The following stipulation of the syllabus is 
more difficult for teachers to realise:

“Because music is so complex it is important that it be connected to all school 
life independently of individual subjects. In this way students will get to know 
different varieties of musical styles and their connection with life and work 
via different routes” [1].

In my opinion music is not connected to Icelandic school life in an overarching 
way. It is hardly ever present in core subjects such as Mathematics, Biology, 
Icelandic, English or Sports (although it would be a great opportunity for the wind 
band to perform at sports events). The reason for this is probably that teachers 
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to inject music making into their lessons.

This said music’s contribution to school life is always very successful and enriching 
when it comes to festivities where students shine playing instruments or singing 
in choirs or smaller groups at events such as Christmas plays or end of year parties.

But what precise aspects of music education is the student supposed to learn 
within the arts in general (music, visual arts, and drama) and the overall cre-
ative life of a public school?

The “National Curriculum Guide” of Iceland’s Ministry of Culture requires that 
upon the completion of the 4th grade the student should be expected to:

» Be able to work within a process from an initial idea to an end product
» Be able to use the abilities that he/she has gained from doing simple tasks
» Work with rudimentary tasks in a group
» Explain in a simple way how his/her work affects his/her surroundings
» Explain the concept of technique and how it relates to his/her work
» Express in a simple way factors within a project that touch his/her culture
» Describe his/her musical work
» Tidy up after the music session
» Be able to judge or evaluate his/her own work” [1]

These criteria seem quite advanced for 10-year olds but let us compare them with 
the abilities in music expected of them and described in the same prospectus.

“» Be able to pick out instruments and timbre in composition and whilst listening
» Distinguish different voices and use one’s voice as an instrument in group 

singing and improvisation
» Play simple rhythms and ostinati on percussion and other school instruments
» Participate in creating and performing a simple composition and notate 

it in a simple manner
» Distinguish between simple styles of music (for example Icelandic folk tunes)
» Talk about one’s own music and the music of others with regard to one’s 

own tastes and experiences” [1].
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When I compare the two separate sets of criteria regarding the skills and knowl-
edge that a 4th grader is supposed to have learned, that is in relation to arts 
and creativity in general on one hand and music education on the other, I find 
the comparison revealing.

The Icelandic vision is that being creative and valuing the arts is a key value 
and is both at the heart of children’s education and one of the cornerstones 
of the school system’s very existence. In my opinion the skills and understanding 
that 10-year olds are expected to have developed by that age are very demand-
ing. If they are fulfilled, we really will have an army of artistic “Wunderkinds” 
and conceptual thinkers. However, when looking at the specific requirements 
of music education with regard to singing or playing an instrument the require-
ments are very low. I would think that most 1st graders could master them easily.

So how does this impact on Icelandic children’s development? Does this way 
of teaching influence society? The research says it does.

2.	How	the	emphasis	on	creativity	and	arts	moulds	
children	and	society

Picture 7.1. Ateria, the winner of the 34th youth band competition “Musical Experiment” 
(Músíktilraunir)
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tir Iceland’s population is staggeringly creative. Iceland has consistently ranked 
amongst the most innovative countries in the world. Indeed, one in four people 
there work in creative careers, and an impressive one in 10 people have pub-
lished a book. This small nation boasts some 7,000 creative companies and 
a growing number of creative jobs, despite the massive impact of the 2008 
economic crisis.

In 2017 the University of Kansas professor and psychologist Barbara A. Kerr 
gave some answers to the subject in question in a research study entitled “Cre-
ativity and Innovation in Iceland. Individual, environmental, and cultural vari-
ables: Why is Iceland so innovative?”

“Both in school and at home, it’s common practice to give children the space 
for play and exploration”, which “encourages both imagination and the cre-
ative process,” the study found. In schools, which are free and public, testing 
is de-emphasised, and students engage in hands-on learning and free play. 
Over the past two decades, the dominant curriculum has been innovation 
education (IE), which originated in Iceland in 1991, and is also used in other 
parts of Scandinavia and the United Kingdom. Students are given oppor-
tunities to apply creativity to everyday life, and teachers act as “facilitators 
rather than lecturers,” the researchers wrote, “serving to support students 
in generating high-quality, novel ideas through their work” [2].

We have discussed here one fundamental factor: the fertile soil for creativity 
in Iceland. Since alternative rock icon Björk caught the world’s eye in the early 
90’s there has been a steady stream of people from the tiny nation of Iceland 
following in her footsteps, becoming famous all over the world with their unique 
home-made sounds and compositions.

3.	A	look	at	the	more	specialised	and	non-compulsory	
music education in Iceland

There are quite a few alternatives available to Iceland’s school children in order 
to help them gain a more traditional and specialised music training. All of the alter-
natives involve tuition that is subsidised by the county or government.
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Wind	band

The smallest-scale tuition is to be found in the school wind bands that have 
become more and more common during the last 50 years. There are now 30 
wind bands present in most schools in Reykjavík and in the larger towns all over 
the country. All of the students get private lessons, music theory classes and 
band practice sessions. Tuition in 2020 in the school bands of Reykjavík costs 
only 14800ISK or 91€ per term. On top of that no-one needs to buy an instru-
ment as the instrument rental charge per term is only 4.500ISK or 28€ [3].

Picture 7.2. Children from Vesturbyggð. Photo: Sæbjörg

The goal and role of this type of musical education is explained in the prospec-
tus of Reykjavík’s school bands:

“» To build the ability of students to perform, create and analyse music and 
to listen to music and enjoy it.

» To provide possibilities for all to have access to music education.
» To boost social interaction
» To boost self-discipline, collaboration and an independent work ethic 

(homework)
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tir » To increase musical knowledge and to give students a platform for per-
formance

» To expose other students (that are not in the band) to music education 
during school concerts” [4].

It is of course invaluable for children to have access to a private teacher, music 
theory and ensemble playing for such a low fee. This being said, there is a very 
long waiting list to get into band at least in Reykjavík.

Personally however, I think that the syllabus could give more importance 
to the fundamentals of music and add more purely musical aspects such as music 
theory, music history, and first and foremost different aspects of playing such 
as rhythm, intonation, ensemble playing and quality of sound.

Parents also have the information included in this prospectus. I think that many 
might understand from it that the student is not obliged to do very much home-
work, and regretfully parents do not always pay the same attention to their chil-
dren’s daily music homework as for other subjects. Of course, this can result 
in less enjoyment for the student and he/she will not reach her full potential.

Children’s	choir

Picture 7.3. Children singing in Heiðarskóli

There is a long tradition of choral singing in Iceland. According to KórÍS, 
the National Association of Children’s and Youth Choirs of Iceland, there are 
at least 250 children’s choirs in Iceland. The education they offer children is very 
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varied as is their structure. Some choirs are connected with public schools, some 
are connected to the church and others are private institutions. Most are free 
of charge, but some are set up as fee paying choir schools such as the Kórskóli 
Langholtskirkju which was founded in 1991.

It is very nice when a tuition-free school choir like the Kór Menntaskólans við 
Hamrahlíð (founded in 1967) gains a high reputation and becomes the leading 
choir in premiering and recording new Icelandic music. This choir has travelled 
the world and performed many times with the Iceland Symphony Orchestra.

I think that Icelanders have the choral tradition to thank for the many excellent 
Icelandic opera singers that perform at the Iceland Opera and beyond, be it at la 
Scala or at the Met.

Music	schools,	primary	and	secondary	cycles

Today, specialised music training takes place in around 90 partly subsidised 
county music schools in Iceland’s 79 municipalities, with about 900 teachers 
and 15000 students. There are also 3 specialised Suzuki schools and some 
Suzuki training is also available in 11 of the county music schools.

The first upper-secondary music school specialising in classical, jazz and pop 
music, the Iceland College of Music (Menntaskóli í tónlist), was established 
in 2017 enabling music students to obtain a high school diploma (stúdentspróf) 
with music as a core subject. This school receives funding from the Icelan-
dic government and not the municipalities as the students hail from all over 
Iceland. The same applies to the Iceland University of the Arts (Listaháskóli 
Íslands) established in 1999. There is a thriving music department there, 
but I will not discuss this institution as primary and secondary education is 
the subject of this paper.

The first legislation to provide financial support for Icelandic music was passed 
in 1963. This was a turning point in Icelandic music history, which produced 
such great results that now “by world standards, Iceland has very high-quality 
arts education that is valued by parents and pupils and is given a core posi-
tion within Icelandic society and education” [5]. Ann Bamford points this out 
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tir in her very detailed research paper “Arts and Cultural Education in Iceland”, 
written for Iceland’s Ministry of Culture in 2009; she also notes that it is partly 
thanks to this that “Iceland has the highest percentage in Europe of ‘artis-
tic and culturally active’ citizens with a just under 86% activity rate reported 
in 2006” [5].

The importance of music schools in Iceland is also very well described by Freyja 
Gunnlugsdóttir, vice principal of The Iceland College of Music (Menntaskóli í tón-
list). “In recent years, much has been said about the flourishing music scene 
in Iceland and the success of Icelandic musicians abroad. Countless bands 
have sprung up and young musicians seem to be unafraid to take to the stage 
and show what they have to offer. Many of them have been given invaluable 
opportunities and gradually become Iceland’s most important ambassadors 
around the world. They are the ones who have changed the image of Iceland 
for the better and drawn attention to Icelandic culture, nature and society, while 
financial institutions have torn down the country’s trust and image in the inter-
national community.

It is important that we realise the important role that Icelandic music has played 
in building a positive image of the country after the economic downturn of recent 
years. People all over the world listen to Icelandic music and this is reflected 
in a positive presentation of the country and an improved image of the nation.

Although we are a small community, there is a lot of growth and the Icelandic 
music scene seems to be flourishing despite the difficulties of recent years. 
There is a good symphony orchestra and opera, and a number of concerts 
are advertised in Reykjavík every week. The music industry in Iceland is large 
in per capita terms, equivalent to at least 1500 man-years, and returns consid-
erable income to the national economy each year, not to mention the riches 
that money can’t buy.

This growth is due to the powerful work that is done in the country’s music 
schools” [6].

But Freyja goes on to warn that “the cost of tuition at some music schools has 
reached 150.000
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ISK (929 €), creating a clear distinction or class division” [6].

Regrettably costs keep going up and have now been increased to up to 180.000 
ISK (1114€) in some schools.

Inequality is a real issue as there are a lot of families in Iceland who are not so 
well off as to be able to afford such levels of fees and also buy an instrument, 
especially if they are single parents or have more than one child.

The	Music	School	Prospectus

All of the municipal music schools follow the same general prospectus published 
by the Ministry of Culture. Although students have a choice of a broad range 
of music education, the curriculum is generally based on classical music and 
traditional approaches to instrumental teaching.

Picture 7.4. Three hundred young instrumentalist and singers perform Beethoven’s 9th 
symphony at the Iceland Symphony Orchestra Youth Symphony in 2019
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tir The very beginning of the prospectus is very different to, if not in contrast with, 
part of the public schools’ prospectus concerning music education. It is a very 
useful and practical message:

“To parents / guardians of students in music schools

» It is important that students have a positive attitude towards their music 
studies, that parents / guardians show interest in this study and that they 
monitor its progress.

» Music learning is largely based on daily and regular training and is therefore 
largely home-based. Without targeted training, results will be poor.

» It is necessary for students to be able to practise where they are least dis-
turbed and do not have the feeling that they are disturbing others.

» Young students need help to plan their practice time.
» It is more effective for young students to practise more often and for shorter 

periods, than less often and for longer.
» Studying music must be enjoyable and the satisfaction lies not least in the stu-

dent’s pride in his or her own progress and increased skills.
» It is natural that students’ interests are not always the same.
» If a student shows signs of giving up, it is important that the teacher and 

parents / guardians look for causes and solutions. Sometimes it is enough 
to change subjects to rekindle interest.

» Listening is a very important part of all music studies. By listening to well-per-
formed music, students gain the necessary role models. Parents / guard-
ians can contribute by encouraging students to listen to a variety of music 
in a variety of situations and by taking them to concerts when the opportu-
nity arises, both inside and outside the music school” [7].

I think that it is very good that this practical advice comes before the manifesto 
about the goals of music education. It first describes what needs to be done 
in order for the student to improve. It lets music speak for itself and not 
be explained in words. As Heinrich Heine said: “When words leave off, music 
begins.”

The prospectus then follows with a description of the main goals of the Icelan-
dic music school system (these are explained in depth later in the prospectus). 
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The educational and social goals, as well as creative factors (that are not always 
followed up in in schools due to lack of training of the teachers in improvisation 
and composition) and social development in this prospectus are in harmony with 
the National Curriculum Guide (Compulsory Schools) of the Ministry of Culture.

“The main goals are divided into three categories: educational goals, mastery 
and understanding goals and societal goals.

» Educational goals contribute to increased student emotional development, 
artistic development, attitude formation, collaboration and discipline.

» Mastery and comprehension goals mainly contribute to students’ increased 
skills and knowledge.

Social goals promote participation in diverse educational and cultural activities.”

Mastery and comprehension goals:

Independent work ethics:

» learning and practising reading music and sight reading
» practising playing and singing using aural skills and memory

Listening and understanding:

» learning to hear and understand the fundamental as opposed to the inter-
pretive aspects of music

» acquiring knowledge, acquiring the ability to analyse and explain different 
musical movements, styles, styles and eras

Students’ own composition:

» learning and training in presenting students’ own musical ideas, both written 
and improvised

» learning and training in producing traditional or unconventional compositions
» learning and training in improvising from a given beginning, chord-progres-

sion or by other methods

PLAYING INSTRUMENTS AND SINGING 
AS A FORM OF POSITIVE, BALANCED 
DEVELOPMENT OF CHILDREN...
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» training in interpreting music according to the era and style of the musi-
cal work

» learning to perform and interpret music through analysis of the relevant works
» training in performing music with regard to its emotional content

The character and impact of music

» learning to use subjective vocabulary to describe formal concepts, original 
and interpretive elements and styles of music

» training in expressing the emotional effects of music
» learning to comment on the role of music and its influence” [7].

4. Conclusion

Musical education in Iceland is so varied that every child should hopefully be able 
to find something that they can enjoy. One can have a classical musical train-
ing in a county music school or a Suzuki school training from the age of three, 
or play in a garage band using the musical fundamentals learned in public school.

I believe that children who have no wish to make music in their free time will 
gain much from their exposure to music education in compulsory public schools, 
and that music making as well as an emphasis on creativity, emotional devel-
opment and social skills there will be enriching.

I feel a grants system is needed to lower the tuition costs of specialised music 
schools for musically gifted children from underprivileged families. It would 
be a tragedy to lose musical talent due to poverty. I also think that there could 
be a limit on how long a student within the same type of school can benefit from 
partly subsidised tuition without working sufficiently.

It seems that the future of tiny musical Iceland is bright. We have built the grand 
scale, award-winning concert hall Harpa that houses the Iceland Symphony 
Orchestra and has attracted 10 million guests since its opening in 2011. In the last 
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few months we have witnessed two former students of the Icelandic music 
education system shine on an international stage like none of their compatriots 
before them. Last year the Icelandic composer Hildur Guðnadóttir won a Golden 
Globe, BAFTA, Emmy, Grammy and an Oscar for best original score. We have 
also enjoyed the Deutsche Grammophon recording artist, pianist Víkingur Ólafs-
son, winning Artist of the Year at the Gramophone Awards 2019, and are eager 
to hear his Carnegie Hall debut recital from February 2014.

No more impressive evidence is needed to support the belief in the value of con-
tinuing and bettering the Icelandic music education system.

It is good to end this essay with wise words from the Icelandic Ministry of Culture.

“For centuries, music, the queen of the arts, has been a rich factor in human 
life and work, joys and sorrows. Music is an integral part of the cultural her-
itage of nations” [7].
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Introduction

It is not easy to define what culture is. In its widest defi-
nition, culture is the creative entirety of the human race. 
In the narrower sense and taking into account the unique-
ness of each society or nation, culture is the language, 
artistic values, historical experience, customs and symbols 
of any given community. The culture of a nation or community 
represents its sense of belonging; its identity. This cultural 
identity is passed down from one generation to the next 
but also in changed through interactions between people; 
it grows and thrives through internal and external influences. 
In the past few decades, during times of globalism, social 
media and the internet, communication between people 
has increased enormously. Furthermore, with trans-national 
mobility of people and cross-border migration, we meet and 
get to know other cultures more frequently than before.
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tion. The transculturation process – the term transculturality was first used 
by the Cuban anthropologist Fernando Ortiz in the 1940s – has both positive 
aspects but also some traps, as is the case with all communications between 
people and societies. It is very important to constantly monitor and re-evaluate 
this process to filter out harmful elements, such as inequality or jealousy. Soci-
eties with different cultural values and identities need to converge and connect 
in a positive way to avoid repeating some of history’s mistakes. Sadly, there 
are too many examples in our past where international relations developed into 
extreme nationalism, chauvinism or fascism.

We can term the process of different cultures meeting and communicating 
as intercultural, multicultural or transcultural.

Whilst multiculturality focuses on how distinct social groups and ‘cultures’ 
live alongside one another, transculturality focuses on shared experiences. 
An emphasis on experiences that connect us, rather than ‘cultures’ that divide 
us, could perhaps be the key to shifting the terms of this debate [1].

The negative political discourse of the past decades does not help us overcome 
problematic obstacles between various cultures. These meetings can be tense 
and negatively charged. An example of this can be the discourse surrounding 
the influx of refugees to Europe in recent years.

A key issue for transculturality to work successfully is the openness of all partici-
pants to engage with new social and cultural contexts. There are many possible 
reasons for openness or “closedness”. Our historical experience, our geographi-
cal position and economic situation and, last but not least, our political and social 
orientation can greatly influence the emerging relationship. After the first steps 
of interest and curiosity, we usually need time and a lot of energy to get to know 
and understand the “foreign” culture. Perhaps much later, with time and space, 
a common experience, a cohesion, a new transcultural value can emerge. This 
new set of values should nevertheless not destroy the existing culture.

In my opinion, it is important when people live together that they are allowed 
to retain their identity whilst at the same time not being isolated from the influence 
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of others. The integrity of the minority becomes key to retaining culture and 
identity, but the majority also needs to respect and be willing to understand 
the minority’s perspective.

It is our communal duty to pass on our knowledge and cultural values to future 
generations. Various media and institutions are needed to preserve and dis-
seminate this knowledge, such as schools and research institutes, social media 
and other meeting places. When communicating knowledge via education and 
upbringing, language is a key factor. Arguably, the aesthetic value of a nation’s 
culture can be linked to language, as it is only possible to get to know literature 
and appreciate many other artistic subjects deeply in one’s mother tongue. 
It is important that people understand the subject in a profound way and here 
linguistic ability plays a key role. If we lack cultural understanding or sensitiv-
ity to language, we can misunderstand key concepts. In the 21st century many 
understand and speak more than one language, but the knowledge of a for-
eign language does not guarantee an understanding of that nation’s culture. 
(Millions around the world speak English without understanding the history and 
culture of the UK or the US).

The main aim of this article is to highlight some issues within multicultural edu-
cation and compare school systems and other social learning environments 
in Iceland, the Czech Republic and Slovakia. I will discuss positive develop-
ments and examine some obstacles which may arise in educational settings 
when confronted with potentially dissimilar language skills. As a musician and 
music teacher I have found personally that learning arts subjects such as music 
can ease anxieties about language skills and encourage shared experiences.

The findings mostly draw on my personal experience. I have worked in various 
cultural and linguistic spheres as a musician and teacher and have been influ-
enced by various teaching methods and approaches. I have lived in Iceland for 30 
years, but I was born in Czechoslovakia, I attended a Hungarian primary school 
and a Slovakian music school and college before entering the music academy 
in Prague. I have personal experience of encountering new cultures repeatedly, 
having to navigate a society which I do not fully understand, and in some cases 
struggling with regional dialects or a new language. I felt removed from the cultural 
world of these new places, not always understanding local conventions or humour, 
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or common points of reference. My personal approach to these circumstances 
was to be open to the new cultures and as a result I have gained new knowledge 
and friends which have enriched my life and shaped me a person.

Iceland

Due to its geographical location the small Icelandic nation has had a strong, homo-
geneous culture for many centuries. Icelanders cultivated their own language and 
cultural heritage thousands of miles away from the battlefields of the European 
continent and the antagonism which sometimes characterised the atmosphere 
there. For a democratic nation, literate since the Middle Ages, the European con-
flict was far away. Icelanders have seldom experienced a serious cultural emer-
gency or the danger of losing their national identity. Due to these factors, I think 
the Icelandic nation has been friendly towards new, foreign influences. Iceland 
was a Danish colony until 1944 and, until the end of the 19th century, received 
most of its foreign cultural influences from Danish merchants, politicians and other 
influential people. It is not surprising that Denmark and Copenhagen have been 
seen as Iceland’s window to the outside world. It is still compulsory to learn Dan-
ish in primary and secondary schools in Iceland today. Perhaps this is not only 
done for linguistic reasons but is also a way to strengthen the shared experi-
ence of Nordic kinship and fellowship. In my experience, Icelandic society dis-
plays positive attitudes towards newcomers, whether they be immigrants, tourists 
or migrant workers who stay only a short while in the country. The Icelandic people 
allow newcomers to learn local habits, language and culture and expect a curios-
ity and willingness to understand national life in return. After this general introduc-
tion I will now move on to a discussion about the Icelandic education system and 
give examples of different approaches taken to multiculturalism within society.

The Icelandic education system emphasises non-academic skills (so called “soft” 
skills) in its pedagogical approaches. The traditional European system, where 
lexical knowledge is important, is rarely popular in Iceland. Emphasis on social 
aspects of life, especially in primary schools, encourages the integration of chil-
dren into the school environment and later into society. This kind of pedagogical 
approach not only assists non-Icelandic children, but also native children who 
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for some reason struggle with learning (for example those with ADHD, anxi-
ety or dyslexia). Specialist teachers are provided for children in need of fur-
ther assistance to reach their best learning outcomes. In a small society, such 
as Iceland, with its 364.000 inhabitants, and especially in small towns around 
the country, personal and friendly interaction between pupils and teachers has 
a positive and successful impact. A special programme for children of foreign 
origin includes Icelandic lessons every school day.

The largest group of children with a non-Icelandic background is in the capital 
Reykjavík, where they constitute around 18% of the school population. In some 
schools and preschools, the ratio is much higher and therefore it is important 
for teachers to be well prepared for this and have a clear and active education 
policy to manage the situation. The City of Reykjavik and the Icelandic govern-
ment have placed emphasis in recent years on their multicultural policy. Meet-
ings, conferences, presentations and courses have been offered to politicians, 
educators and other interested parties. Various publications can be found which 
result from this recent work. One example is the report “The World is Here” 
which is the Reykjavik City Department of Education and Youth policy on mul-
ticultural education and leisure [2]. On the webpage of the City of Reykjavík 
it is stated in Icelandic, English and Polish:

The City of Reykjavik has issued a policy on the subject of children who have 
Icelandic as a second language. Emphasis is laid on well organised integra-
tion, multicultural teaching methods and the great value of cultural diversity. 
In every school there is a host programme for children of foreign origin and if 
needed an individual plan is made for each pupil. It is important that parents 
support their child in developing their language abilities, Icelandic as well 
as their mother tongue, cultural understanding and social integration. In order 
to ensure successful integration parents and schools also need to work closely 
together. Every school has an active parents´ association and, within every 
class, parents elect class representatives. Foreign parents are particularly 
encouraged to participate in this work [3].

I would like to give two further examples of specific case studies which could 
be seen as examples of “best practice” in how to nurture a positive relationship 
with children who have Icelandic as a second language. In the primary school 
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on the wall of the classrooms which house children of foreign origin. Teachers 
sometimes use a few words, such as “good morning” or “thank you” in the child’s 
native language, ensuring that the whole class understands the different cul-
tural backgrounds of their classmates. An active translation feature which offers 
translation in about 70 languages can be found on the school’s homepage. 
On the school’s webpage it is stated: “There is a strong emphasis on individu-
alised learning and student cooperation, inclusive schooling, student well-be-
ing, school independence and good co-operation with the local community” [4]. 
I believe that this policy can make immigrants feel welcome and supported.

The second case study looks at an immigrant family in a small village in the West-
fjords of Iceland. The children receive all information from the school translated 
in their native language. Thus, parents can have an interactive relationship with 
teachers and the school fulfils its educational and social function in connect-
ing people. An uninhibited atmosphere and friendly interactions ensure a real 
dialogue takes place between people with different languages and cultures.

It is important that children feel at ease within their new society. Their futures 
are impacted by their parents’ decision to move to a new country. Children 
learn a new language quickly but nevertheless need a lot of help from both 
the school and their parents to adjust to the new environment. Research shows 
that “having a strong mother tongue foundation leads to a much better under-
standing of the curriculum as well as a more positive attitude towards school, 
so it is vital that children maintain their first language when they begin school-
ing in a different language”[5]. It will never be possible to teach all children 
their native language in the same institution. That is why private societies and 
associations can have a key function in supporting native language education. 
In 1994, an informal project commenced entitled “mother tongue” (i. móður-
mál) which is an association for bilingualism. Today about 1000 children attend 
these classes in their native language and the association covers 20 different 
language groups. The native language teaching takes places on Saturdays 
or Sundays in schools, preschools, cultural centres, churches, mosques and 
other community spaces. This association has been awarded several awards, 
the last one in 2019 being the Human Rights Award of the City of Reykjavík, 
for teaching children in their mother tongues [6].
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The Reykjavik City Library is a key institution in intercultural projects. Leitir.
is, the country’s library database, has both an English and a Polish interface, 
in addition to an Icelandic one. In the database one can find 6000 books in 50 
different languages and have books delivered to all libraries in Iceland. Librar-
ies and book shops also have a multicultural and social role. There people 
meet and can talk in their own language. The projects which the library hosts 
include The Flying Carpet which is designed for pupils in kindergartens, ele-
mentary schools and high schools. During this event, children share their inter-
ests and introduce their country and culture. Storytelling in various languages 
aimed at children and their families is also offered in the City Library. Café 
Lingua – living language is a collaboration between the Reykjavík City Library 
and The Vigdís Finnbogadóttir Institute of Foreign Languages and the aim is 
“to activate the languages which have found their way to Iceland through people 
from around the world. Visiting the Café Lingua offers an opportunity to meet 
people, learn about other cultures and also practise languages in a relaxed 
coffee house atmosphere” [7].

The Government of Iceland recently (in May 2020) published a draft of a revised 
strategy for the education of children and young people with a foreign language 
and cultural background. The new strategy underlines the need for a positive 
attitude towards diversity, continuity between different school levels and indi-
vidually tailored support for the children in learning Icelandic in collaboration 
with their parents.

The Icelandic education system is relatively new to supporting newcomers, but 
rapid developments have taken place in the last few years. When my family 
and I arrived in Iceland 30 years ago, this diverse system and inclusive policy 
did not exist. The goodwill and support of local people was the biggest help 
for us (as for many newcomers at the time), enabling us to happily settle into 
the new environment and be a part of Icelandic culture.

Trends	in	the	Czech	Republic	and	Slovakia

I was born in a part of the world which has been extremely volatile for centuries. 
Eastern Europe is for me not only a geographic or political entity. From a historical 
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an area of conflicts, wars and revolutions. The borders of the states in Central 
and Eastern Europe have always been in flux; wars, political and economic 
interests and powerful monarchs have all impacted on the area. One can see 
a Turkish minaret in North-Hungarian Eger, palaces of the Hungarian aristoc-
racy in Prague and German theatres and Jewish synagogues in dozens of cit-
ies. Because of political or economic crises and wars, one can see thousands 
of graves of people who were born hundreds of kilometres away.

Nations have transformed into separate countries and smaller ethnic groups 
have sometimes moved hundreds of kilometres away from their original home-
land. Examples of these minorities are to be seen in the many hundreds 
of thousands of Hungarians in Slovakia, Romania and Serbia, the 50,000 Slo-
vakians in Serbia or Germans (Swabs) in many Central and eastern European 
countries. These minorities have kept their language and culture for decades 
or centuries in dialogue with other nations. Nevertheless the “new country” 
has become their motherland and cultures have bonded together. Examples 
of this fusion include the mutual transfer of particular words between lan-
guages, folk songs (melodies) and dance motifs or steps. Writers and poets 
create works that grow out of this shared life. Food cultures are sometimes 
also influenced by one another.

Having discussed the relations between nations which have shared citizens 
for decades or centuries, I would like to move on to the issue of immigration 
in the area. Immigration to and from Eastern Europe was very small until the fall 
of Communism. Once the borders opened up, many companies began employing 
migrant workers, though they mostly came from neighbouring countries. Today 
about 50% of immigrants in the Czech Republic and Slovakia come from neigh-
bouring countries due to job opportunities. Most of the migrant exchanges are 
between the Czech Republic and Slovakia, followed by Ukrainians and Poles. 
All these nations belong to the Slavic language group and their communications 
are easier as a result. The percentage of foreign-born populations in the Czech 
Republic and Slovakia are low compared to western European nation states, 
according to Eurostat in 2019. The Czech Republic had 4,7% foreign born res-
idents and Slovakia had 3,5%. In comparison, France had 13%, Germany 18% 
and Iceland 16% [8].
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The Czech Republic and Slovakia are therefore not typically target countries 
for those searching for a new home. Part of the reason for this low immigration 
rate is the economic situation in these countries, where salaries are usually 
lower than in western Europe. Another reason could be that immigrants often 
seek out related groups of people or family members who have already settled 
in western Europe. It is a common phenomenon around the world that immi-
grants seek out proximity to others with a similar background and create their 
own communities in cities. This makes life easier; they can help each other, use 
their native language more often and retain their habits and cultures.

The largest non-Slavic nationality to settle in the Czech Republic comes from Viet-
nam. This immigration was the result of communist ideology; the system helped 
to educate young people from “friendly socialist states”. Many Vietnamese people 
learned the Czech language successfully and settled in the country. Since then, 
several generations have grown up and many Vietnamese-Czechs have thrived 
in Czech society and become well-known musicians, actors, journalists and ath-
letes. However, it was only in 2013 that the Czech Republic government formally 
accepted the Vietnamese community as a minority within the country. This formal 
recognition was needed in order to receive state funding to support minority cul-
tures. Schools, shops, sports grounds, doctors, places of prayer and other insti-
tutions were established in TTTM SAPA (Little Hanoi) in one of Prague’s districts.

Since the beginning of the 21st century, because of the free flow of workers 
within the EU, the number of foreign-born people is growing faster than ever 
before throughout Europe. According to statistics from the National Pedagog-
ical Institute of the Czech Republic (NPICR) about 78,500 children and young 
people attended preschool, primary school and secondary school in 2017 who 
had Czech as a second language. Recently, important conferences about mul-
ticultural society and tolerance have been organised by the Czech government, 
the Ministry of Education, Youth and Sports CZ. The NPICR has supported 
teachers in working with pupils who have Czech as a second language and 
from 2015 implemented a pedagogical policy which specifically supports this 
group. As a direct result of this policy, thirteen local support centres (Krajský 
centrum podpory) have been established. These centres assist teachers with 
information, provide advice and also support parents with translations, conver-
sations and the flow of information between schools and homes.
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porting immigrants. One very active organisation which supports this cause is 
the non-profit association META, society for young migrants, founded in 2004. 
This non-governmental association supports foreigners within the educational 
system, arranges Czech language courses, provides teachers and schools with 
counselling and also organises public activities such as trips, lectures and family 
afternoons. Their webpage https://www.inkluzivniskola.cz and their publications 
offer wide-ranging literature on the issue https://meta-ops.eu/clanek/o-mete/.

Another example of an organisation in this field is the Integration Centre, Prague. 
This is a non-profit organisation which “strives to make Prague a metropolis 
for all people” [9]. The ICPraha offers Czech language courses, socio-cultural 
orientation, and social and legal counselling amongst other things.

Many other associations or comparable projects support people to learn about 
the language, habits and culture of others. Some projects are multinational, and 
their actions and effectiveness can be found widely throughout Europe. Five 
cities from five countries (the Czech Republic, Slovakia, Serbia, Italy and Bul-
garia) participated in the project Integra which was funded by the EU (as many 
other projects in this field have been) and focused on the integration of third 
country nationals through urban partnerships [10].

Similar examples of initiatives found in the Czech Republic can be found in Slo-
vakia, as the countries have had a close relationship and coexisted for thou-
sands of years. The languages and culture of these nations are very similar. 
The countries were joined together in the Czechoslovak Republic (1918–1993) 
but after peacefully dissolving they still collaborate actively. They adopt shared 
attitudes towards foreign countries and cultures and have similar policies with 
regard to international relations.

In both countries approaches can be found which strive towards multiculturalism 
and support the integration of people from different cultures. Many projects are 
run by the government or are developed by the EU whereas others are more 
private endeavours. Rather than give specific examples of policies or initiatives 
in Slovakia I would like to discuss the situation there from another perspective. 
Slovakia has very established “minorities” which have lived in the country for 
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centuries and the country thus has a long history of multiculturalism. These 
communities have established their own institutions and infrastructure to sup-
port their culture.

I was born and grew in up in an area in the eastern part of Czechoslovakia, 
in the southern part of Slovakia where the Slovakian, Hungarian and Roma 
peoples had coexisted for centuries. This coexistence and mutual respect for 
different cultures was in my opinion always there and these were ordinary peo-
ple who lived peacefully, learned from each other and experienced joy and sor-
row together. At times, the relationship between different groups became more 
difficult due to political pressure and the impact of nationalism, but reason and 
benevolence overcame these difficulties in the end.

Arts festivals and various cultural events to support coexistence and the cultural 
life of these groups are common in southern Slovakia. Reciprocal respect for 
their cultural values was, and is, a part of their life. The nations of this area usu-
ally know each other’s music, songs or habits and switch between languages 
as needed, often creating new common values. However, some irresponsible 
nationalists occasionally poison the atmosphere and create tension between 
these nations.

Hungarian preschools are common in southern Slovakia and there are 600 Hun-
garian-language primary schools in the area. Dozens of secondary schools and 
a few Hungarian speaking universities can also be found. Hungarians (8,5% 
of the population) are the largest ethnic minority in Slovakia, with Roma people 
making up 2% of the population and Rusyns and Czechs present to a lesser 
extent. There are perhaps a higher number of Roma people than the official 
records show, and they have a tendency to speak the dominant language in their 
country of residence. The issues which Roma children face in education are 
therefore social rather than linguistic. A high portion of Roma children finish 
their compulsory education with poor results due to social and family circum-
stances. Lack of support from the family, difficult social situations and perhaps 
a lack of discipline within the community results in poor education and difficulty 
in entering the country’s workforce. The government has attempted to encourage 
education within the community through financial rewards with relatively little 
result. Perhaps other ways of supporting this group of people might be more 
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better suit each individual.

In 2005 an international foundation was established “dedicated to closing the gap 
in educational outcomes between Roma and non-Roma“: The Roma Education 
Fund (REF) “provides grants and scholarships to entities and individuals who 
share its belief in quality, inclusive education and desegregated schools and 
classrooms“ [11]. The REF is working in a network of representative offices 
in 17 European countries. This is an initiative aimed at supporting all Roma peo-
ple, but a unique Slovakian example is the establishment of the Private Music 
and Drama Conservatory, also called the Roma Conservatory. It was founded 
at the end of the 20th Century by the Cultural Association of Roma Citizens 
of the Košice Region. About two thirds of students are Roma and the conser-
vatory offers courses in performance, voice, drama and dance, language and 
civic education.

Music	as	a	universal	language

A study conducted at Harvard University and Pennsylvania State University 
shows the universality of music and how different cultural backgrounds do not 
limit musical understanding:

The findings show that by analysing a song’s acoustic features, such as tonal-
ity, ornamentation and tempo, it is possible for people to understand its 
meaning, regardless of its cultural background. So, whether you are listening 
to a dance track, love song, healing song or lullaby, it seems that a song’s 
psychological purpose can be easily identified”. “Music is in fact universal,” 
the study concludes [12].

It is undeniable that the expressive and emotional power of music is limitless. 
Musical language is not a concrete means of communication between peo-
ple and philosophers or linguists might not agree with the notion that music is 
a language. Nonetheless, music has an important communication value. When 
looking at different national musical styles, such as Indonesian Gamelan music, 
Japanese gagaku or European folk music, we can connect to music of a specific 
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culture, nation, country or perhaps religion. Western European music today is 
on the other hand a term which has developed for a thousand years and is not 
only the result of musical development over the last centuries in Europe but 
has also been enriched with music from other parts of the world. These influ-
ences have been come more apparent since the 19th Century. Two very different 
examples are the piano works Pagodes by Debussy (1903) and Dick Dale’s 
Misirlou. The former was a result of the Paris World Exhibition where Debussy 
heard Gamelan music from Java. Misirlou is based on a folk music motives from 
counties in the Middle East and the song was later used in Quentin Tarantino’s 
film Pulp Fiction (1994). Western culture has also influenced the development 
of music (both classical and popular) around the world. One important person-
ality in Western classical music was Ferenc Liszt. During the last 15 years of his 
life he described his way of living “vie triforquée” (a three-pronged life). He lived, 
worked and taught in Rome, Budapest and Weimar and his pupils disseminated 
his multicultural “pan-European” vision and new artistic ideas around the world.

I am sure that music education and music performance can be one of the most 
important ways of connecting nations and cultures. I have taught piano and 
chamber music for more than thirty years. I would rather use the word “influ-
encing” than “teaching” as I see the music learning process as a flow of ideas 
between the teacher and student rather than formal instructions from the “mas-
ter” to the “disciple”. Sometimes one encounters the old fashioned or even 
prejudiced approach that assumes that their nationality can control what music 
the student can understand or perform. For me it is nonsensical to claim that, 
in the 21st century, a piano student from Vienna would be more qualified to per-
form Mozart or Schubert than a student from Kazakhstan or Japan.

In the last thirty years I have visited numerous music schools and universities 
and met a great number of students from different parts of the world. Many 
of those were studying far away from their home country; Russians in Graz, 
Italians in Banská Bystrica, Czechs in Helsinki, Koreans in Oslo, Japanese 
in Budapest and Prague. On many occasions we began the lesson with a mutual 
apology for not speaking perfect English or German. Then our conversation 
moved to the language of music and soon all hesitation and diffidence was 
forgotten. These students, regardless of whether they go back home having 
acquired international experience or they become active participants in society 
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nation of their newly acquired experiences and their old culture.

In my work in Iceland, I have taught many students who did not have Icelan-
dic as a native language: young people who came from immigrant families 
or who had one foreign parent, students with different customs and cultural 
heritage. I have noticed that this group showed a greater interest in music 
which was connected to their cultural heritage and a willingness to perform 
it for others. These students have often been very successful in their music 
studies. Although some struggle with language they seem to become free 
when playing music.

The teacher needs to be sensitive to pupils’ different personalities. It should not 
be difficult to bear this in mind in one-on-one instrumental classes, chamber 
music or in small workshop settings. I feel that it can be positive if a teacher 
can use the pupil’s uniqueness in the classroom. I would like to mention a few 
examples relating to pupils’ national background. In a piano class, discussing 
one of the Hungarian Rhapsodies by Liszt, a Roma student enjoyed introducing 
his “genetic” sense of the piece, in terms of the interpretation, improvisation, vir-
tuosity and power of this 19th century Hungarian Gypsy music. Another example 
would be to ask the Norwegian student for his suggestions relating to the tempo 
or dynamics in Grieg’s Norwegian Dances. These teaching methods and ideas 
are not specifically focused on multiculturalism but rather encourage the stu-
dents to examine how their feelings and intuitions can be connected to their 
cultural identity. Later on, students can transfer their newly acquired knowledge 
to appropriate works. For example, a new insight from working on the Liszt 
Rhapsodies could be transferred to the interpretation of Ravel’s Tzigane, or from 
the Norwegian Dances to Grieg’s violin sonatas.

As an example of an event which I organised that united people with differ-
ent backgrounds and from different countries in a musical project, I would like 
to mention a music festival which focused on Bartok’s music in Reykjavík. Stu-
dents from Iceland, the Czech Republic and Canada sung in Hungarian during 
the festival, and a professor from Budapest gave a masterclass. Motivated by 
this event, one Icelandic composition student composed a “Bartok inspired” 
work. The piece was later premiered by a French-Icelandic piano student. I felt 
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this was a true meeting point of musical collaboration of different cultures and 
promoted transculturality.

It should be noted that intent is not the only thing needed for collaborations 
between schools, universities or institutions. Funding is a key aspect, and 
the EU’s Erasmus+ Programme and other grants play a key role in encourag-
ing collaborations of this kind.

What is unusual about music education in Iceland is that a very high propor-
tion of teachers have completed their studies abroad. For example, all my col-
leagues at the Department of Music at the Iceland University of the Arts and 
also at the Reykjavík Music School have received their degrees from acade-
mies or universities around the world. They have become acquainted with var-
ious national cultures and they contribute to a diverse learning environment 
for the students. The proportion of foreign musicians has always been high 
in the country. They took an active part in the founding of the first music school 
in the country in 1930, in the development of the Iceland Symphony Orchestra 
and in national artistic life.

During the last decade the university has hosted dozens of international guests. 
We have heard lectures on Latvian and Croatian music, held a Chopin master 
class with a Polish professor and a course in South American folk music with 
a teacher who is originally from Columbia but has settled here. These are only 
a few examples of how new multicultural relationships can be established. We 
will hopefully retain the new knowledge and experiences which we have gained 
from these exchanges and we will ensure that transcultural ideas will serve 
to influence future projects. Music is an art form of actions and reactions, con-
flicts and resolutions, and no person in the world can resist it.

Conclusion

In young people’s early life, especially when trying to reach a non-homogenous 
group, it is important that one takes an individual and transcultural approach 
to acquiring knowledge and building communities. It can sometimes be difficult 
but at the same time highly necessary for people to understand each other, 
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of a multicultural world, we need to learn from history, to meet other people 
with curiosity and an open mind, and to have great respect for our own culture 
and heritage and present it with love and pride.

Learning is the process of acquiring knowledge and skills. “Learning is a game” 
(i. Það er leikur að læra) is the beginning of an Icelandic children’s song. Though 
it is sometimes difficult, it is my belief that the key to a successful learning 
process is to ignite pupils’ interest in approaching it in a positive way. If there 
is not enough encouragement, we only learn superficially and forget what we 
learn easily. Another important aspect to a successful learning environment 
is that students receive material which suits their ability and that feedback is 
positive, even though that the end result is not perfect. The sense of accom-
plishment, enjoyment and useful self-criticism encourages students to continue 
and learn more.

In this article I have discussed the difference between three small European 
countries with regard to their approach to a multicultural society. There are 
many examples in our diverse and multi-layered world which we could discuss 
endlessly. I hope that I have raised interest in some of the intercultural inter-
actions in Europe and have pointed out some of the possible opportunities for 
coexistence between majorities and external groups, such as national minori-
ties or ethnic groups. Meeting new, different cultures is always a challenge. 
Often the first contact is positive, due to the fact that the human race is funda-
mentally curious. However, it is important that the next steps, daily coexistence 
and communications develop into a relationship of mutual appreciation. This 
process requires a constructive outlook and time and energy from all partici-
pants. It is not enough just to implement policies or programmes, even those 
which are very important. In schools and other institutions, purposeful deci-
sions and the emotional sensitivity of the educator towards the learner make 
all the difference in this field, as at the end of the day this is about communi-
cation between people.

Of course, people will have diverse opinions on certain political or historical 
events or on how to solve linguistic, cultural or societal differences. Hopefully 
we can agree on the importance of the collective effort we need to understand 
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and respect each other and our different cultural heritages to create a world 
which is understanding and caring. No-one knows if the world will undergo 
large transformations or whether cultures will disappear together. Transcul-
turality which respects all cultural identities should nonetheless not be seen 
as a merely utopian ideal.

Special thanks to: Þorbjörg Daphne Hall, John Speight, Vilborg Rósa Einars-
dóttir and Renata Emilsson Pesková.
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REFLECTIONS 
ON MUSIC EDUCATION 
IN A TRANSCULTURAL 
SOCIETY
Cultural, social, technical, and 
philosophical	aspects	of	transculturality	
in	the	music	education	systems	of	France	
and Iceland

In a rapidly changing world the values of equality, flexibil-
ity, adaptability, diversity and communication are becoming 
more important.

Music teachers and schoolteachers in France and Iceland 
reflect on their music education systems and share their 
personal experience of transculturality.

Social, technical, cultural, and philosophical aspects of trans-
culturality are analysed and discussed.

The noun “transculturality” is not yet easily found in dic-
tionaries but amongst other things transculturality could 
be said to be a fusion of ideas and behaviours which form 
a new identity of its own. It concerns the individual as well 
as society. In the complexity of our present world it can 
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Interconnectedness is everywhere, and intensive use of the Internet reduces 
boundaries and speeds up information flows.

Transculturality is often connected with pluriculturalism, interculturalism or multi-
culturalism. The subject of this article is not to describe the differences between 
these concepts but rather to consider cultural, social, technical and philosophical 
aspects of transculturality, along with some important values and behaviours 
connected to it in the music education systems of France and Iceland.

Music Education in France

In the Schemas of Pedagogic Orientation (2008) from the Ministry of Culture 
and Education in France we read about “the importance of open mindedness, 
curiosity, and the need for discovery and diversity”. It goes on to say: “French 
conservatories have to clear the path towards the complex reality of today´s 
artistic life and to favour connections between performing arts. Conservato-
ries have a public service mission and they have to put in place mechanisms 
to guarantee universal access to culture. This means cooperation with the main 
school system, with amateur music making and with the social and cultural life 
of each town” [3].

The French music education system is built in such a way that after a phase 
of initiation, the young music pupil enters the first “cycle” of studies. The teach-
ing of “Contemporary and World Music” (Musiques actuelles et Musique du 
monde) which is the study of different styles of music like classical, popular, 
folk or music from different parts of the world takes place in the solfège classes 
(formation musicale). Formation musicale is an open laboratory where young 
children learn to hear, appreciate, understand and create music. In the second 
“cycle” of studies the accent is on cultural openness and collective practice. 
And finally, during the third “cycle”, the music student can develop a personal 
artistic project.

Around the year 2000 new study programmes were created at university 
level to meet the changing cultural environment. Teachers and students who 
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specialized in “Contemporary and World Music” (Musiques actuelles et Musique 
du monde) began to graduate from universities or other institutions. At the begin-
ning jazz and electronic music was taught, followed later by World Music. These 
studies are more diverse than the usual form of “classical” study where the focus 
is almost entirely on one classical instrument or voice. One of the institutions 
which federates more than thirty schools via “Contemporary and World Music” 
is the Fédération Nationale des Écoles d’Influence Jazz et Musiques Actuelles, 
(Fneijma). This institution describes the seven tasks of the artist within Musiques 
Actuelles: creation, heritage preservation, communication, stage performance, 
recording skills, understanding the social and cultural environment and human 
resources. The teaching which takes place in these programmes puts emphasis 
on improvisation, memorisation, oral transmission, technical competences, cre-
ativity, communication etc... For example, a singer has to learn an instrument and 
an instrumentalist has to learn to sing. They all have to practise some dance [4].

I asked Philippe Defosse-Horridge, Secretary of the Association of Music School-
masters in France, Director of the Maison des Arts and of the Conservatoire 
of Aubergenville about music education today.

“We can say that the new generation of teachers is increasingly willing 
to develop this kind of pluricultural teaching. There is still resistance from some 
teachers who prefer to teach only scales, technique and the same repertoire 
constantly. We need to get rid of our fear of change. On the contrary we must 
accept and cherish it. I have faith in the new generation. At the music school 
we teach World Music in the solfège classes (formation musicale). There is 
one problem though: the Ministry of Culture and Education wants to promote 
multiculturalism but there is no financial budget attached to it. The municipal-
ities in France pay the salaries and running costs of the conservatories. City 
authorities are not obliged to follow the directives of the Ministry of Culture 
and this slows down the evolution.

After the decolonization which started in the nineteen sixties and the arrival 
of immigrants from North Africa, there are cities in France where children, 
parents and grandparents know very little about Bach, Mozart or Vivaldi. 
These composers are not at all part of their cultural heritage. Music teachers 
have to sometimes find different approaches for these students. This can lead 
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and fewer people go to concerts, but more and more people listen to music 
over the Internet and via social media. Even if the future seems to be a bit 
scary for the performer now, music and music education have a bright future 
in my opinion”.

Music Education in Iceland

There is no mention of pluriculturalism or multiculturality in the main programme 
of music education (Aðalnámsskrá tónlistarskóla 2000) published by the Minis-
try of Culture in Iceland. However, this programme says amongst other things 
that music schools should take into consideration the different and versatile 
interests of the pupils [5]. Additionally, the music theory part of this programme 
mentions some interesting possibilities, as will be seen later in this article. Work 
is being done currently to prepare a new cultural policy for 2030. The need for 
future multicultural or transcultural development will hopefully be addressed.

In order to understand the situation of music education in Iceland we should take 
a rapid look at its population and culture. Icelandic settlement began in 874. Until 
recently the Icelandic population remained mostly Icelandic. In 1944 the country 
became a republic and developed rapidly socially and culturally in the following 
decades. During the last twenty-five years or so, many foreigners have come 
to Iceland for work and have settled in the country. In January 2019 foreign-
ers represented 14% of the total population. In some fishing villages and small 
towns, the percentage approaches 30%. Most immigrants come from Poland, 
Lithuania and the Philippines [6].

Furthermore, a brief résumé of the history of music in Iceland helps us to under-
stand the musical environment of today. In the Middle Ages, music and literature 
flourished in the Catholic bishoprics and monasteries of Iceland. Singing, compos-
ing and solfège were taught along with mathematics, Latin etc... Examples of once 
flourishing medieval music are still to be heard in the songs in parallel fifths of Ice-
landic folklore. After the Protestant Reformation, Denmark became Lutheran, 
and Iceland asone of the Danish colonies did the same in 1550. This turned out 
to be in many ways a setback for the cultural development of the country, and 
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many cloisters and centres of education were closed down. In addition, volcanic 
eruptions followed by famine struck the country for almost three centuries. By 
the beginning of the 19th century the population had decreased to only 30 000, 
but Iceland slowly emerged from these dark centuries. It was only around 1840 
that the first pipe organ was installed in Reykjavik Cathedral. The first brass 
band was founded in 1876 and Reykjavik Conservatory in 1930. The first Ice-
landic music students went to Denmark around 1840 and then later to Ger-
many [7]. After Icelandic independence in 1944, one could say that a musical 
boom took place. Young aspiring musicians went to Europe and the USA and 
brought back cultural influences which form the basis of Icelandic music today. 
This is similar in a way to the Icelandic Vikings bringing back foreign influence 
and culture many centuries earlier.

Today the rapid change in the student populations at music schools has led to new 
strategies. The need for change is met in cooperation with the public-school 
system. According to Karen J. Sturlaugsson, Assistant Principal of Reykjanes-
bær School of Music, some of the music school’s lessons take place in public 
schools and it happens frequently that public school teachers ask the children 
who practise an instrument to perform in school. In her experience pupils of for-
eign origin are sometimes very motivated and become outstanding perform-
ers. They practise a lot, get wholehearted support from their parents and have 
a good influence on their peers. The trumpet player Jóhann Már Nardeau, a for-
mer student of the Conservatoire National Supérieur de Paris and a soloist and 
teacher in Sèvres (France) was born in Iceland. He studied at the music school 
of Kópavogur, the wind band school-orchestra of Kópavogur, the Jazz School 
of Reykjavík and the Conservatory of Reykjavík. He tells us that the wind band 
school-orchestras (Skólahljómsveitir) which cooperate with the public schools 
play an important role in the social and cultural development of young wind 
players in Iceland, the repertoire of these orchestras often being quite diverse. 
According to Sóley Þrastardóttir, Director of Egilsstaðir School of Music, many 
music teachers now come from abroad, increasing cultural diversity. Some 
of them are even eager to publish books of World Music. Foreign teachers 
represent half of the teaching staff in her music school.

Kristín Stefánsdóttir, the Chairman of the Examination Committee of Music 
Education in Iceland, reveals that the programme for teaching solfège 
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cal styles and instruments from around the world. For instance, she mentions 
that in some places in Iceland, marimba orchestras have been founded with 
instruments coming from Zimbabwe. These schools have cooperated with Nor-
wegian artists of African origin and the children have played with them regularly.

As an example of a multicultural way to teach very young children, I found it inter-
esting to follow my grandchildren´s experience at their kindergarten in Kópavogur/
Iceland. They have an imaginary puppet friend who travels all over the world 
with them. The children learn the songs and customs of each visited country 
through the relation to the puppet.

Travel and cultural exchanges have always been vital for the people of Iceland. 
Chamber music ensembles from the music schools, wind band school-orches-
tras and children´s choirs visit foreign countries regularly. Children take an active 
part in raising funds for these trips abroad.

At the Iceland University of the Arts some study programmes are especially 
tailored to meet the needs of a changing world in the multicultural environment 
of today. They are called “Creative Music Communication” and “New Audiences 
and Innovative Practice – NAIP”.

Here is the description of the “Creative Music Communication” study programme, 
by its Director Gunnar Benediktsson:

“The programme is based on the various needs of the artistic and cultural 
scene and of the community as a whole. It is conceived as an avenue for ver-
satile, creative musicians who wish to use their musical abilities to give to oth-
ers, help others to develop their musical talents, and participate in wide-rang-
ing musical creation and performance. The department offers a threeyear 
programme of study leading to a bachelor’s degree (BA).

The programme is based on training in instrumental and/or vocal performance 
of both rhythmic music and classical and contemporary music. The course 
of study is structured so as to be useful to those with a wide range of abilities, 
interests and experience and to train them in all types of communication and 
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creativity. Some students in the programme have also studied composition 
and orchestral or choral conducting. Ensemble playing and singing, musical 
creativity in a group, and creative music workshops based on cooperation 
with schools and other institutions play an important role in the programme.

Emphasis is placed on sound general musical knowledge, with the aim 
of equipping students as well as possible to participate in various kinds 
of musical activity and communication in a constantly changing society that 
makes increasingly diverse demands on artists to help various groups to think 
creatively – a society that calls on a new generation of strong musicians who, 
to an ever-increasing degree, will work in equal measure as performers, cre-
ators, teachers, and communicators of various types“ [8].

The second programme is the “New Audiences and Innovative Practice” study 
programme:

“The Master of Music in New Audiences and Innovative Practice (NAIP) pro-
vides future professional musicians with the knowledge and skills to become 
artistically flexible practitioners able to adjust to a wide range of societal 
contexts. The programme is targeting students with high-level performance 
skills interested in reaching new audiences by learning to develop and lead 
creative projects in diverse artistic, community and cross-sectoral settings. 
As a result, they will develop their leadership skills and collaborative practice 
in a variety of artistic and social contexts“[9].

More on this programme:

“The Master’s degree is a collaborative programme offered by several Euro-
pean higher education institutions. Students apply to one of the participating 
institutions as their host institution, which will also award the degree. They 
can choose to take a part of their studies at one of the other institutions, or by 
other means of exchange as agreed by the programme, depending on their 
need and field of practice. The Master’s has received development funding 
from the European Union. The NAIP programme is offered at the Royal Con-
servatoire in the Hague, the Prince Claus Conservatoire in Groningen, and 
the Iceland University of the Arts in Reykjavik” [10].
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“Our opportunities to flourish as artists and human beings are based on coop-
eration and communication. NAIP is a learning centre where students are 
not afraid to share their ideas and thoughts with others, experiment and get 
support, feedback and develop new ideas. Whether students are working 
within the field of experimental music, performance, operas or baroque music, 
they can challenge themselves with the support of the group, take risks and 
make all the mistakes that are necessary to succeed. The programme pro-
vides students with enhanced selfesteem and independence, skills in music 
creation and skills of working and performing with others“[11].

Personal Thoughts

I have been teaching music for over forty years, first in France, and then mostly 
in Iceland but also as a guest teacher in Europe, Asia and the USA. Apart from 
teaching, I was a flutist in the Lamoureux Symphonic Orchestra of Paris (1979–
1983), in the Iceland Symphony Orchestra for decades, and a member of various 
chamber music groups. Being a “foreign” teacher myself, it might be interesting 
to share some thoughts and personal experiences on transculturality.

Teaching classical music to young students in music schools in Iceland and 
France usually meant teaching music from the Baroque, Classical and Romantic 
periods, music that came almost entirely from Europe. Music from other con-
tinents was occasionally played but not on a regular basis and ordering music 
from far away countries could be complicated. Also, there seemed to be an inher-
ent reluctance to study folk, jazz and other popular music in the music school. 
In recent years, the Internet, YouTube and other music channels have opened 
up a whole new world of music. Students are willing to listen and imitate, whilst 
teachers can help them find and perform their favourite music.

Teaching young children of mixed or foreign origin helps us to understand 
some aspects of transculturality. I still find today that too little is done to help 
these children. Promoting their music and culture does not always seem to fit 
into the study programme. Teachers should take extra care in teaching these 
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pupils because their social and family network is limited. In many cases they 
want to “forget” their origin and integrate as quickly as possible into the society 
they live in. They are sometimes a little too shy to bring or study music from 
their country. In my experience it is always easier to introduce and practise their 
music in chamber music classes.

However, at University level the foreign students are often proud to present their 
music. Their different backgrounds are also, in my opinion, a source of inspi-
ration for their fellow students and teachers. Jóhann Már Nardeau, a trumpet 
player, former student of the Conservatoire National Supérieur of Paris, and 
a soloist and teacher in Sèvres (France), told me how his music theory teacher 
at the Paris Conservatoire was quite impressed and inspired to discover that 
Jóhann had learnt from Schönberg ‘s “Theory of Harmony” method at the Con-
servatory of Reykjavik.

In France, the music education system puts much emphasis on competition. 
One striking example of that can be seen in the famous Summer Academy 
in Nice (Académie Internationale d´Eté de Nice), where nearly all students from 
Asia, America, Australia and Europe play the same two or three pieces because 
these works are compulsory at the competition to enter the prestigious Paris 
or Lyon Conservatories. A good opportunity to hear music from different parts 
of the world is lost in Nice every summer. Of course, pluricultural teaching does 
not mean that the teaching based on competition and extremely focused stud-
ies will or should vanish. We will always need outstanding artists at very high 
and specialised levels.

Nevertheless, new ways of learning are emerging today which focus on com-
munication, technical competences, the mixing of artforms, an understanding 
of the cultural environment, etc…which one could call transcultural ways of learn-
ing. I believe that music students both in Iceland and France have the desire 
to explore new horizons. At the Iceland University of the Arts in Reykjavik they can 
choose different paths, including ones that allow pluricultural experiences. They 
also meet students from other countries and share their insights. The boundar-
ies between different artforms are vanishing and interesting crossover concerts 
and happenings can take place. Erasmus, Fulbright and other international 
organisations help students as well as teachers and staff exchange ideas and 
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versities and conservatories offer new programmes which expand the cultural, 
social and technical horizons of students.

One important aspect in both countries is the fact that music education is also 
provided by different organisations, such as “Music for all” (Tónlist fyrir alla) 
in Iceland and “Jeunesses Musicales” in France. They organise concerts in the-
atres and concert halls where all types of music are represented. For instance, 
Jeunesses Musicales International (JMI) is the largest youth music non-govern-
mental organisation in the world, created in Brussels in 1945, with the mission 
to “enable young people to develop through music across all boundaries” [12].

In my opinion, progress in the understanding of multi- or pluricultural identity 
which feeds transculturality can only be conceivable if some fundamental val-
ues are reinforced.

Equality is one of these values: everyone should have the right to education 
no matter what their origins and background. In constantly changing cultural 
and social environments, it is important that children and students of foreign 
origin take part fully in society. Their complex identity helps everybody to grow. 
Of course, countries have different structures and strategies available to rein-
force equality. For instance, the financing of undergraduate and graduate stud-
ies in Iceland and in France is quite different. The scholarship system in France 
is quite well developed, supporting students from low income families, whilst 
in Iceland such students finance their university studies by taking loans and/
or getting summer jobs, even working whilst studying.

The tuition fees and living costs can also be quite different in these countries.

Flexibility or adaptability is another important value which should be reinforced. 
In a rapidly changing world, listening to the needs of the pupils and society is 
vital. Some conservatories in France have established special agreements 
with dance and/or music private schools which specialise in teaching what is 
not usually taught at the conservatory (for example hip-hop classes or Brazil-
ian music). The system of “horaires aménagés” (adapted timetable teaching) 
in the elementary and secondary schools of France helps motivated children 
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to schedule time for music or dance lessons from 3 up to 6.5 hours a week. 
In Iceland the Reykjavik College of Music (Menntaskólinn í Tónlist) was created 
in 2017 to allow music students from 16 to 19 years old to graduate in music.

Diversity is another essential value in a transcultural society. The mixing or blend-
ing of genres, experiences, competences and artforms is important. At university 
level, I find it useful to mix artforms like literature and music together. The Jap-
anese writer Murakami is a fan of classical and contemporary music. His works 
are a wonderful introduction to Japanese culture. As an example of this fusion 
of artforms it could turn out to be interesting to read one of his novels and practise 
a Shakuhachi inspired flute piece by Fukushima at the same time. When look-
ing into the blending of competences experienced during the Covid -19 period 
some new approaches in music teaching are worth mentioning. Besides online 
teaching some teachers asked their pupils to record their performances and 
send the recordings back by email or social media. The teachers then recorded 
and sent their feedback to the students. Pupils (and often teachers too) learned 
new recording skills and used the computer more extensively. The Covid-19 
period has been a trigger for new experiences in many other ways, as children 
had more time to listen to different types of music. Some students of mine 
became very curious and discovered new worlds (reggae music from Papua 
New Guinea or apps to learn the keyboard at home).

The use of electronics and computers in writing and performing music is becom-
ing more and more common. Loop recording stations allow the performer to play 
many voices at the same time. Musicians follow points of light on a screen 
instead of reading traditional music notation to play their part. Composers make 
pieces of music in real time with the help of an app which reads the movements 
of the dancers [13]. A lot of music today is a blend of genres: classic, rock, folk, 
pop, jazz, electronic, film music and computer game music etc...

This mélange or patchwork of artforms, competences and experiences leads 
to completely new ways of communication. In order to build better connections 
or cooperation between people we should try to diminish the confrontations 
which still persist today in the musical world. These conflicts can be between 
classical and popular music, between performance on a baroque instrument 
versus performance on modern instruments, between the music teacher and 
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putting aside these struggles and by working together we could well discover 
new perspectives and make life easier.

According to Catherine Baubin, Director of the Association of Music School-
masters of France,

“Art is like life: diverse, unexpected, contrasted and…. mixed-race” [14].

The study of multiculturalism and pluriculturalism reveals our shortcomings. We 
have great difficulty to accept what is different or “foreign”. Racism or homopho-
bia are only two examples of this. We can only hope that the ever growing mix-
ing of populations, cultures, competences, the increasing speed of information 
and communication, or the problems that the whole world is facing today such 
as Covid19 and global warming, will enhance the understanding of who we 
are and how we can live better together in a transcultural society. On a per-
sonal level we should also emphasise what unites us and relates to everyone 
in the world through music. Beyond words and forms music connects us all. 
Jessie Westenholz (President of Jeunesses Musicales Internationales JMI) 
says “Music can bridge social, geographical and cultural differences to create 
dialogue, learning and understanding” [15].

To end this article I present some philosophical reflections on transculturality. Focus-
ing on what we ARE and not only on what we DO might help us to understand each 
other and appreciate the beauties and universality of every culture. By doing so 
we inevitably shed light on our own identity and on our own culture. As the Indian 
mystic Sri Sarada Devi said: “Learn to consider that the whole universe is no dif-
ferent from yourself. No one is a stranger to you – the world and you are one” [16].
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Ruth Wentorf

MUSIC EDUCATION 
IN GERMANY
Political,	Social	and	Cultural	Aspects	
of	Musical	Life	in	Germany

Since reunification, Germany has been characterised by 
social and cultural diversity. This diversity is a constitutional 
component of a democracy. Federalism, a fundamental 
element of the social order in Germany, is a formative 
aspect of Germany’s socio-political and educational-cultural 
life. Educational and cultural autonomy lies with the indi-
vidual states of the Federal Republic. Public culture is 
financed by federal, state and local government funds 
as well as by private funding, foundations and sponsors, 
donations and membership fees, as well as funds from 
the Christian church.

In 2019 there were estimated to be about 14 million ama-
teur musicians* in Germany, of which 2.1 million singers* 
and 1.6 million instrumentalists* were organised through 
associations. 1.4 million pupils were taught in public music 
schools, many in private music lessons, and others were 
taught for instance in popular music groups and ensembles.

In the professional sector, there were 129 orchestras and 83 
music theatres, various freelance musicians and ensembles.
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mentally. In addition, there are professional choirs such as the Thomanerchor 
in Leipzig, the Dresdener Kreuzchor and the Regensburger Domspatzen.

In politics and society, the subject of education has gained in importance in recent 
years, and music education in particular is generally seen as part of the founda-
tions of a viable future society. There is however a lack of effective realisation 
of this vision. Music lessons in general education schools are often cancelled 
or taught by other subject teachers. The waiting list at public music schools 
is very long, with 60,000 pupils* waiting for a place in a class in 2019. Due 
to the fact that everyday school life is extended, for instance in all-day schools, 
and due to the increasing demands on pupils from both the school and the par-
ents, there is less and less time to practise an instrument. The cultural infra-
structure of education, relatively intact just a few years ago, is being greatly 
affected by a rigid policy of cutbacks. As a result, fewer and fewer people have 
quality access to music.

This situation is motivating more and more cultural institutions to start new 
projects. Numerous orchestras and music theatres are involved in the field 
of musical education. In addition, the project “JeKits – Instruments, Dancing, 
Singing for Every Child” was launched to enable as many people as possible 
to participate in culture, regardless of their social or ethnic background.

In spite of high tax revenues before the Coronavirus crisis there were cutbacks, 
mergers and closures of orchestras and cultural institutions, as well as an unac-
ceptably low level of pay for cultural workers and music teachers. The Coro-
navirus crisis has made this situation extremely serious, and it is to be hoped 
that Germany, the “cultural country”, will be able once again to reflect on its 
core values.

Music	Education	in	the	Normal	School	System

Music lessons are generally given in every grade. The Conference of Ministers 
of Education and Cultural Affairs states that “From a general educational per-
spective, the subject of music makes an indispensable contribution to the edu-
cation of young people. Practical experience of music, alone or in a group, 
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meets an existential need for expression, develops the ability to perceive and 
feel, promotes creativity and depth of experience as well as the ability to enjoy 
and create, imagination and tolerance”. Furthermore, the subject of music has 
the task “in view of today’s over stimulation to encourage a responsible handling 
by pupils of the media available to them”. In this way, music “creates the basis 
for an independent and self-determined life plan”. Generally, schools are the only 
place where all pupils can receive musical education.

Music is taught continuously from primary school onwards. Different regulations 
apply in the various federal states, whereby music can be voted out or replaced 
by other subjects. This can also vary from school to school, to some extent 
depending on the availability of funds or of trained specialist teachers.

Especially at secondary modern schools (Realschule, up to the 10th school 
year) and grammar schools (Gymnasium, up to university entrance qualification 
after 12 or 13 school years) there is the possibility of making music in choirs and 
orchestras in addition to school music lessons. Younger pupils (mostly in the 5th 
or 6th grade) have the opportunity to play in wind classes.

In some schools, additional aspects of music tuition are offered, especially 
in music grammar schools. These often also cooperate with music universities. 
Here, music theory and aural training are offered in addition to instrumental 
and vocal instruction.

Various general education schools cooperate with music schools. In 2017, for 
example, 80% of music schools within the Verband deutscher Musikschulen 
(Association of German Music Schools) cooperated with primary schools and 
45% with grammar schools.

Extra-Curricular Musical Education

Whilst school music lessons provide musical education for all, extra-curricular 
music lessons are voluntary and support individual specialisation.

Extra-curricular music education gives people of all ages the opportunity 
to acquire musical skills and abilities.
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mately 4000 locations with approximately 1.4 million pupils), organised by 
the Verband deutscher Musikschulen (Association of German Music Schools, 
VdM), are of outstanding importance. Teachers have usually completed 
a music education degree, the association develops curricula, conducts 
advanced training courses and conferences and develops special quality 
assurance programmes with schools.

 There are courses on early musical education for very young children. 
Approximately 10% of the pupils* are older than 19 years of age, of which 
approximately 1.8% are older than 60 years.

 Ensemble work in particular is a pillar of our public music schools. Each 
music school offers an average of about 20 ensembles, such as dance, 
body percussion, new music, old music, jazz or brass classes. There are 
also regular public auditions for schoolchildren.

 Public music schools often cooperate with kindergartens and general edu-
cation schools. The most frequently taught instruments are, in descending 
order, piano, guitar, violin, recorder, percussion and flute.

 Some of the specialist teachers in these schools are employed, of whom 
approximately 13% are full-time employees, but the vast majority work part-
time. About half of the subject teachers work as freelancers or as honorary 
teachers.

2. Private Music Schools are self organised. They are often affiliated to an instru-
ment shop and are coordinated via the Bundesverband der freien Musik-
schulen (Federal Association of Independent Music Schools, bdfm). Adult 
pupils in particular are to be found here. In terms of popularity, plucked instru-
ments are the most popular, followed by keyboard instruments, and in third 
place is elementary music making. These sessions are followed in popu-
larity by percussion, woodwind and string instruments, as well as singing 
and brass instruments.

3. Freelance Music Teachers are of essential importance and are usually highly 
qualified. For example, around one-fifth of all participants in the national 
Jugend musiziert competition are taught by private teachers. Many free-
lance teachers join the Deutscher Tonkünstlerverband (German Associa-
tion of Musical Artists, DTKV), which in turn is divided into regional associ-
ations. Only those who have professional music qualifications can become 
members. The DTKV concludes framework agreements with insurance 
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companies, organises courses and further training and represents its mem-
bers in the political arena.

4. In the Amateur Sector there are around 22,000 amateur choirs and around 
20,000 instrumental ensembles across Germany. Various music associa-
tions offer lessons, and they are represented within the Bundesvereinigung 
Deutscher Musikverbände (Federal Association of German Music Associ-
ations, BDMV). This organisation draws up guidelines for training, carries 
out evaluation and awards performance badges.

Special	Music	Education	Programmes

Special Music Education Programmes provide not only concerts for special target 
groups (for example children’s concerts), but also arrange concert introductions, 
interactive workshops and produce forms of media communication (for instance 
programme booklets, radio programmes or apps). In the German-speaking world, 
the Detmold University of Music first established a course in this field in 1998. 
This was followed by various music colleges and universities.

The Netzwerk junge Ohren (Network young ears), founded in 2007, organises 
specialist conferences and initiates online services. The Elbphilharmonie and 
the Körber Foundation in Hamburg organise the conference “The Art of Music 
Education” every two years.

In the last 20 years there have been an increasing number of concert educa-
tion “outreach” programmes. Symphony orchestras, opera houses, chamber 
orchestras, radio ensembles, independent ensembles, festivals and museums 
for instance all offer such programmes.

Probably the best-known education programme is that of the Berlin Philharmonic 
Orchestra (https://www.berliner-philharmoniker.de/education/). Other projects 
include the Berlin Children’s Opera House (https://www.staatsoper-berlin.de/
en/junge-staatsoper/kinderopernhaus/), the Berlin Music Kindergarten (https://
www.musikkindergarten-berlin.de/index.php/de/), education programmes for 
children and young people by the HR Symphony Orchestra (https://www.hr-sin-
fonieorchester.de/education/index.html) and others.
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There are numerous opportunies for further education and training in music, for 
example from the Deutscher Tonkünstlerverband (German Association of Musi-
cians), the Verband deutscher Musikschulen (Association of German Music 
Schools) and other music associations and music clubs. Several state acade-
mies are available for this training in various federal states. These are usually 
well equipped with concert halls, practice rooms and classrooms, instruments, 
a library, media and single or double rooms for conference guests. The acade-
mies can also offer independent courses and concerts. For example, in addition 
to master classes, projects involving orchestras and choirs as well as opera 
performances take place here.

Continuing education courses are offered providing qualifications for further 
professional development and promotion opportunities.

Training for the Music Profession

Training for the music profession in Germany is provided by specialised institu-
tions. These include colleges of music, colleges of education, universities, univer-
sities of applied sciences, colleges of church music and church music schools, 
conservatories, music academies and vocational schools (only in Bavaria), 
public or private special institutes (for example for popular music or the stage), 
as well as special training centres for musical instrument making.

General music education takes place exclusively at music academies and uni-
versities. Instrumental training can take place at various other institutions, in par-
ticular at music academies, conservatories or academies. Vocational colleges, 
academies or conservatories usually prepare students for music studies at a uni-
versity of music, where Bachelor’s and Master’s qualifications are offered.

Studies at a university of music take four years for the Bachelor’s programme 
(BA), and two further years of study lead to the Master’s qualification (MA). 
Several Master’s degrees are offered to those wishing to specialise in a partic-
ular professional area. In addition to instrumental and orchestral music, studies 
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can also be pursued in singing, composition, chamber music, vocal accompa-
niment, early music, new music, conducting, school music, elementary music 
education, music education/concert education, musicology, and music therapy. 
After successful completion of the Master’s programme, a concert exam can 
be taken by instrumentalists and singers.

Developing	young	music	profssionals

In the former German Democratic Republic, there were so-called special schools 
based on the Soviet model. They were located in Berlin, Dresden, Halle and 
Weimar. Here, young people from the 6th to 10th grades were able to receive 
professional instrumental training in addition to the general education subjects 
in cooperation with music universities. The teaching was characterised by inten-
sive individual supervision. Following graduation after the 10th class, there was 
the opportunity to study music further.

Today there are music grammar schools in Germany. Here, special musical 
subjects such as rhythmics, music theory, aural training etc. are taught from 
the very beginning. Likewise, every pupil must play an instrument. Here, too, 
there is close cooperation with music universities.

At the PreColleges of the music universities, highly talented young people who 
are still at school receive lessons to prepare them for studying music.

These young musicians have the opportunity to perform in various competitions, 
the first of which is the Jugend musiziert competition. Young people who are not 
studying music may also take part, and the competition is divided into three levels: 
the regional competition, the state competition and the national competition. The 1st 
prize winners of the different age groups may take part in the next level of competi-
tion. All prize-winners can introduce themselves in concerts and are supported for 
instance with the possibility to participate in courses and with cash prizes.

A competition exclusively for young, non-professional flutists is organised by 
the Deutsche Gesellschaft für Flöte e.V. (German Flute Society, www.floete.
net) annually.
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petition for young professionals in Germany. Numerous other competitions can 
be found at the Deutsches Musikinformationszentrum (German Music Informa-
tion Centre): info@miz.org.

In the federal states, the Landesmusikräten (music councils) have regional youth 
orchestras which regularly hold courses with top-class lecturers and conductors.

The Bundesjugendorchester is Germany’s national youth orchestra, which runs 
annual three to four-week courses with renowned conductors, ending with a con-
cert tour. Many ex-members today play in professional orchestras. The Bundes-
jugendorchester is supported by the German Music Council (www.musikrat.de).

The German Music Council also supports the Bundesjazzorchester, which 
accepts young jazz musicians for two years after they have passed their auditions.

The Bundesjugendchor is the third ensemble founded by the German Music 
Council to support young musicians. It consists of about 50 singers aged from 
18–26. The ensemble meets several times a year for rehearsals and concerts.

The symphony orchestra Junge Deutsche Philharmonie is made up exclusively 
of music students who have successfully completed auditions. Here too, there 
are courses with renowned conductors several times a year.

Associations

In Germany there are numerous associations and interest groups which are 
committed to all areas of social life, related to music in general and to music 
education in particular. First and foremost is the Deutscher Musikrat (German 
Music Council), founded in 1953 as a national committee, which, together with 
its member associations and regional music councils, sees itself as a guide and 
centre of competence in its dealings with politicians and civil society. Within its 
work it aims to provide initiatives to enable and promote access to music for 
young people and to build bridges of understanding. Musical education is seen 
as a central component of a humane society.
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Since the 1950s and 1960s, the work of music education has expanded into all 
areas of musical life as well as into institutions and society in general. This is 
evidenced by an increasing number of pedagogical music research fields and 
higher education programmes. The development of this field is supported by var-
ious music education associations and working groups. For example, the Arbe-
itskreis für musikpädagogische Forschung (Working group for music pedagogi-
cal research, AMPF), Verband deutscher Schulmusiker (Association of German 
School Musicians, VDS), and specifically instrumentally oriented associations 
such as the European String Teachers’ Association (ESTA), European Piano 
Teachers’ Association (EPTA) and the Deutsche Gesellschaft für Flöte e.V. (DGF).

Practically oriented music education work is also supported by associations 
dedicated to amateur music-making, such as the Internationaler Arbeitskreis 
für Musik (International Association for Music, IAM), Arbeitskreis Musik in der 
Jugend e.V. (Working Group Music in Youth, AMJ), Jeunesse Musicale and 
the Deutscher Sängerbund (German Singers’ Association).

Music	Education	Research

From 1970 onwards, a large number of music teaching concepts were devel-
oped, which not only offered music teachers a wide range of ideas for lesson 
planning but also required a high degree of competence as a reflective practi-
tioner. Against this background and new requirements in music teacher train-
ing, music education developed from purely methodical learning to a scientific 
college or university subject which also carried out targeted research. Thus, 
in 1968, Michael Alt presented a comprehensive conceptual system for music 
education in his book “Didactics of Music”.

When viewing music education as a science, the necessity arose to address 
new questions and adopt new research methods:

» Aspects of teaching research
» Reception Research
» Musical talent research
» Methods of musical learning
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been developed. Scientific associations have been founded such as the Arbeit-
skreis musikpädagogischer Forschung (Working Group for Music Pedagogical 
Research, AMPF), the Wissenschaftliche Sozietät Musikpädagogik (Scientific 
partnership in music pedagogy, WSMP), the Deutsche Gesellschaft für Musik-
psychologie (German Society for Music Psychology, BFG) and the Bundes-
fachgruppe Musikpädagogik (Federal specialist group for music education).

Research institutes for music education have been established. In 1992, for 
example, the Institut für Begabtenforschung und Begabtenförderung (Insti-
tute for Gifted Research and the Support of Gifted Students) at the University 
of Paderborn, the Forschungsinstitut für Instrumental- und Gesangspädagogik 
(Research Institute for Instrumental and Vocal Pedagogy) at the University 
of Music in Frankfurt am Main, the Institut für musikalische Volkskunde (Insti-
tute for Musical Folklore) at the University of Cologne, the Musiksoziologische 
Forschungsstelle (Music Sociological Research Centre) at the University of Edu-
cation at Ludwigsburg, and the Forschungsstelle Systematische Musikpäd-
agogik (Research Centre for Systematic Music Pedagogy) at the University 
of Potsdam in 2004.

The close connection between musicology (the theory of music and musical 
concepts) and music education (the methodology of music teaching) has been 
expanded to include other related sciences in the new subject Music Education:

» Historical musicology
» Sociology of Music
» Music psychology and music aesthetics
» Music Ethnology
» Educational Sciences
» Music Policy

The Institut für musikpädagogische Forschung (Institute for Music Education 
Research, ifmpf) at the University of Music and Theatre in Hanover was cre-
ated in this context. One focus of the research is on the history of musical 
pedagogy. A reference library is being built up, which aims to record and make 



10 Music education in Germany

191

Part II  »  Transculturality – music and history

accessible German music pedagogical literature, including teaching materials 
from around 1750 onwards.

Since 1970 chairs for music education and music didactics have been estab-
lished at colleges and universities.
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CHANGING 
CULTURAL VALUES 
IN THE MULTICULTURAL 
ENVIRONMENT 
OF NORTHERN NORWAY 
AND THEIR EFFECT 
ON EDUCATIONAL 
INSTITUTIONS

Introduction

Northern Norway has been a meeting place of highly diver-
gent cultures and peoples for over a thousand years [3]. 
These include the Norwegian and Sami populations as well 
as people of Finnish and Russian extraction. Although Nor-
wegian mainstream culture has increasingly been the major-
ity denomination, other groups have maintained all or parts 
of their cultural identity and language. In later years, mod-
ern migration has introduced new populations from diverse 
backgrounds into this mix [10].

The aim of this paper is to show how the juxtaposition 
of very different cultures in the northern areas, their mutual 
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from that in the south of Norway. I will try to describe the historical background 
for this and how the multi-ethnicity of the north has ensured that regional trans-
cultural movements and attitudes are very different to those in the south. As far 
as possible within such a short text, I will attempt to outline the historical back-
drop of Norway as a cultural entity, emphasising the cultural history of the north. 
The historical developments in relationships between cultures in Nordland, Troms 
and Finnmark have a bearing on the way trans- and intercultural relations func-
tion in Northern Norway today, and influence cultural and educational policies 
in Norway in general and their introduction into the school system.

Historical	Background

It is very difficult to establish the exact chronology of the settlement of the north 
of Norway. Traces of humans have been found that date back 10,000 years [3]. 
It is quite remarkable that the northernmost “fylke” (county) in Norway has such 
a long history of settlement (Komsafolket). The general belief is that the first 
humans in the areas north of the Arctic Circle came from the east, from what 
is now Russia, Sweden and Finland.

It is equally difficult to know if there is any direct influence of the Stone Age 
settlers on the ethnic groups of Sami, Kven, and Norwegians [13]. Norwegians 
were probably the last of these ethnic groups to arrive in Northern Norway. 
The Germanic “Norwegians” started their migration north from southwest Nor-
way in the second and third centuries AD, slowly edging the Sami populations 
away from the coastline.

The most important natural resource of the north was (and still is) the fish from 
the extremely rich fishing grounds of the Barents Sea. These fisheries were also 
the most important reason for the increasing colonialisation of the north coast 
by Norwegian settlers (and also by migrant workers and fishermen).

The conflict and interaction between the highly divergent cultures and lan-
guages in the north have not only greatly contributed to the special cultural 
identity of Northern Norway but have also contributed to mainstream culture 
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in Norway as a whole and to the way that Norwegian society has approached 
modern immigration.

Before the founding of the modern Norwegian nation in 1814, the interaction 
between Sami, Norwegians and Kven was rather pragmatic. Due to the nomadic 
structure of Sami groups, there was little room for open conflict. From the mid-
19th century, a Norwegian policy of national unity led to discrimination against 
the Sami and Kven populations. The ideal was seen to be a total assimilation 
of minority populations. The Sami and Kven (Finnish speaking) populations 
were forced to adopt the Norwegian language, Norwegian customs and Norwe-
gian cultural identity. Children were taken away from their parents and placed 
in boarding schools, their own language and customs deemed inferior to main-
stream Norwegian culture [8, 13, 14].

The conflict concerning the building of the Alta River dam (1979 to 1982) is 
an important crossroads in the relationship between the Norwegian government 
and the indigenous peoples of the north. Sami and Kven groups were opposed 
to this industrial encroachment on their territory and living conditions. 10% 
of the Norwegian police force was sent to Finnmark to quell protests against 
the building of the dam. The hydroelectric dam was finally built in 1987, but 
nonetheless subsequently more focus was put on the rights of minority popula-
tions. The Sami parliament (Sametinget) was established in 1989 and the rights 
of Sami, Kven and other minority peoples were established as an important 
part of Norwegian law.

The	Present	Political	and	Cultural	Situation	in	North	Norway

Politically, some unique facts about the northern regions need mentioning. 
Troms and Finnmark is the only “fylke” (county) in Norway that borders on three 
different countries: Sweden, Finland and Russia, countries with very different 
languages and traditions. Borders have been historically imprecise in the region 
(the Norwegian-Russian border was only drawn up in 1926) and the indige-
nous people of the area were able to travel across the subarctic regions of Nor-
way, Sweden, Finland and the Kola peninsula of Russia without impediment. 
The Sami parliament has, since its founding, tried to develop strategies that 
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settlement areas. The organisations “Foreningen Norden” and “Barentsrådet” 
are also committed to strengthening ties across the northern borders.

Resolusjon fra Nordkalottkonferansen 24. – 25. august 2018 (utdrag)

Nordkalottkonferansen oppfordrer regjeringene og sametingene i Finland, 
Norge og Sverige til å gjøre Nordkalotten til Nordens best integrerte region. 
Det er først når vi ser forbi landegrensene at vi kan utløse vårt felles potensi-
ale og fjerne hindre som i dag bremser utviklingen, og de nordiske regionene 
i nord bør fungere som spydspisser i arbeidet med å forme det nye grenseløse 
Norden. Det samiske perspektivet må stå sentralt i samarbeidet på Nordka-
lotten. (Foreningen Norden)

[Resolution from the Nordkalotten-Conference 24. – 25. August 2018 (excerpt)

The Conference urges the governments and Sami parliaments of Finland, 
Norway and Sweden to make Nordkalotten (Cap of the North) the best inte-
grated region of the Nordic countries.

It is only when we look past national borders that we can unleash our common 
potential and remove barriers that hinder further development. The north-
ern regions must be the spearheads in the work to create the new border-
less “Norden*”. The Sami perspective must be central in the Nordkalotten 
cooperation.]

* Norden (the North) – the Scandinavian term for Denmark, Sweden, Fin-
land, Norway and Iceland

https://www.norden.no/artikler/vil-gjore-nordkalotten-til-nordens-best-inte-
grerte-region

Since the Norwegian membership of NATO and its association with the EU 
through the EEA (European Economic Area), its relationship with Russia has 
become more tense. Nevertheless, Norwegians and Russians within a 30 
km radius of the Norwegian-Russian border can apply for a special passport 
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(grenseboerbevis) [16] which will give them nearly unlimited access to the simi-
lar area on the other side of the border. This is especially important for the Sami 
and Sametinget would very much like to have this arrangement expanded [12].

In later years, the Sami and Kven populations experienced a wider acceptance 
of their history, language and culture at national level. The Norwegian govern-
ment has accepted responsibility for historic cruelties and injustices towards 
minorities in the northern areas and has passed laws to ensure that indige-
nous languages and traditions can be culturally and economically preserved. 
On a slightly anecdotal level though, I would like to add that many North Norwe-
gians (including Sami, Kven and others) [3] have strongly antagonistic feelings 
towards the government in Oslo in particular and towards Norwegian “south-
erners” in general. They feel economically exploited and culturally neglected 
by the government, despite the subsidies and special treatment awarded by 
the central administration.

Norwegian	Immigration	Policy	since	1970

Modern immigration to Norway after World War II started in the 1960’s. In the fol-
lowing years, the flow of migrant workers (mainly from Asia) increased until 
the Norwegian government implemented a halt on immigration from February 
1st, 1975. The ensuing years introduced a new wave of immigrants, mainly refu-
gees and asylum seekers. After 2004, there has been a further wave of migrant 
workers, this time from eastern Europe, alongside refugees from war, natural 
catastrophes, political persecution, discrimination and poverty [1].

The influx of people from distant parts of the world necessitated new government 
policies on how to deal with the situation of people of foreign cultures staying 
in the country for longer periods or even settling permanently. As in most west-
ern societies, Norway has seen a shift in policy from segregation (in the belief 
that migrant workers would return to their original countries) through attempts 
at assimilation towards the present policy of integration (or the widely used 
term “inclusion”). The policy of integration follows a philosophy of keeping 
as much of one’s original culture as possible whilst still being a functioning 
participant in Norwegian culture and social life. Different governments have 
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up to the present day. It is interesting to note that the change towards a more 
multicultural society has coincided with an increasing tolerance towards the cul-
tural identity of Norway’s indigenous northern peoples.

The Language Situation

Norway is not the only multi-lingual country in Europe, or indeed the world. 
In fact, two thirds of the world’s population speak more than one language. 
Nevertheless, as language is such an important element of cultural identity – 
and also in the transportation and communication of culture – I will try to give 
a short outline of the present situation.

» The official language of Norway is Norwegian, a language belonging 
to the North Germanic branch of the Indo-Germanic language tree. All Nor-
wegian citizens are expected to master this at an adequate level of pro-
ficiency.

» Spoken Norwegian has a great variety of dialects. It is considered both polit-
ically correct and socially acceptable to speak your own dialect as authen-
tically as possible.

» Written Norwegian comes in two standardised forms: Bokmål and Nynorsk. 
These are quite similar, but students learn and practise both languages 
in school and citizens are entitled to a reply in their own vernacular when 
corresponding with the government bureaucracy, nationally or locally.

» Within Norway, several minority languages are spoken. Some of them have 
a protected status, especially the different Sami languages (of which there 
are several) and the Finnish dialects of the Kven.

Recent research [17] suggests that a bilingual upbringing will lead to better 
language skills overall but will also induce a higher level of creativity as well 
as the ability to perceive and navigate different social and cultural codes. Although 
for many years bilingualism was considered a disadvantage in early school life, 
modern research indicates that the opposite might be the case. The special 
language situation in Norway could explain why Norwegians take to foreign 
languages easily and seem to be quite open to influences from other cultures.
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Transculturality

Before attempting to approach the cultural changes in the northern regions, 
I need to discuss the diversity of influences before deciding which will be nec-
essary or relevant within the framework of this paper. Electronic media are 
becoming more ubiquitous in societies across the world and their influence on us 
as individuals and on our culture is becoming not only more pervasive, but also 
(simultaneously and paradoxically) diversifying and unifying at the same time. 
No more is it possible to perceive the range of influences to which an individ-
ual is exposed. North Norway is a part of the global communications network 
and the global economy and is thus exposed to the same influences as most 
of the world. I will try to describe and deal with the transcultural phenomena 
that are typical of, or special to, the region. This will include government-spon-
sored initiatives and policies as well as phenomena belonging to less regulated 
social and cultural activities.

Transculturality	in	North	Norway

The origin of clearly identifiable cultures in the north is very hard to establish. 
The cohabitation of diverse groups seems to have been relatively peaceful 
due to the relative richness of local natural resources (giving them protein) and 
the vastness of the landscape. There were no national borders until the establish-
ment of the Swedish-Norwegian border in 1751. Around this time, Thomas von 
Westen’s attempts at the Christianisation of the Sami represent early examples 
of documented central Danish-Norwegian influence on the Sami population. 
Up until World War II, Swedish-Norwegian (from 1905 Norwegian) government 
policy was the complete assimilation of all northern minorities. After the 1980’s, 
elements of Sami culture started to make their way into Norwegian mainstream 
culture, predominantly via handicrafts and music [20] but also via an interest 
in the spiritual tradition of Sami shamanism. As late as 2009, the Norwegian 
prime minister Jens Stoltenberg finally saw it both necessary and opportune 
to publicly endorse the Sami nation. Some would say however that this was 
at the expense of other Norwegian minorities.
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erkjenner at Norge er et land der det bor to folk, det norske og det samiske, 
sier statsminister Jens Stoltenberg.

NRK 4.8.2009

[ – We will, also in the next 4-year period, show that we are a government 
that fully acknowledges that Norway is a country with two peoples, the Nor-
wegian and the Sami, says prime minister Jens Stoltenberg.

Norwegian Broadcasting Association August 4th, 2009]

As I have previously stated, the Alta River conflict in the 1980’s represented 
a watershed in relations between the Norwegian state and the Sami people. 
Sami activists organised sit-down strikes on the construction site and hunger 
strikes in front of the Oslo parliament building, as well as attempts to blow up 
strategic bridges in the construction area. The protests generated wide support 
within the general Norwegian population and strong statements of solidarity from 
indigenous peoples world-wide. The Sami’s rights have since been strength-
ened and transcultural skills have become an important feature of the training 
of North Norwegian educators as well as health and social workers.

A general change internationally in the attitude towards indigenous peoples 
world-wide can help to explain the shift in Norwegian policy, but other factors 
might be interesting to consider. Norway has experienced a great rise in tour-
ism in recent years. The spectacular beauty of the northern landscapes has 
been a central selling point, but Norwegian exoticism and cultural variety is also 
a big draw. In other words, the preservation of Sami culture is not only politically 
correct but also has an economic value. Even though the previous assimilation 
policy has been halted, the Sami way of life has changed and some of their 
languages and dialects are now threatened. This has made the study of Sami 
culture and its preservation more urgent.

Since the mid 19th century, intercultural influence has been a one-way street from 
the Norwegian to the Sami population and other minorities. These minorities were 
the groups that had to develop transcultural competence. Today, we can see 
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that this is changing. Sami culture is finding its way into the school curricula and 
teachers, doctors and other professionals that work in North Norwegian institu-
tions are expected to have at least some transcultural training and knowledge 
[15]. Signs and public information are offered in Norwegian and Sami and a Sami 
interpreter will be offered if asked for. Today, the most prevalent signs of Sami 
influence in mainstream culture is found in music and handicrafts (joik and duodji).

Joik

Joik is a unique musical expression in Sami culture. To a non-Sami listener, 
the joik can sound weirdly monotonous, but closer study will reveal surpris-
ing nuances and variations no less sophisticated than in the “classical” music 
of other cultures [20, 4, 5]. The Sami create joiks for people, places or institu-
tions and these songs represent the object that is being sung about. The Sami 
may have their own personal joik that will accompany them over their entire 
lifetime, almost like a calling card. Joik could also function as a memory aid for 
a people that traditionally did not know written language. Joiks can be created 
to commemorate special occasions or events. When the Sami parliament was 
established in 1989, Ánte Mihkkal Gaup created Sametingets joik. This joik is 
sung every time the plenary assembles. In the process of Christianisation, ele-
ments of Sami shamanism were declared taboo. Joik, whether spiritual or trivial, 
was considered heathen and forbidden, either in all settings or at least in church 
and at other public gatherings.

After World War II joik was not specifically forbidden, but rather ignored. Main-
stream Norway took very little notice of the Sami traditions and Sami culture 
was not a part of the public-school curriculum until 1974, when the Mønsterplan 
for grunnskolen (general curriculum) indicated that simple Sami songs could 
be included in early classes.

Ola Graff describes a curious episode in his book Joikeforbudet i Kautokeino. 
The township of Kautokeino is one of the cultural centres of the Sami in Finnmark. 
The local school council decided to ban joik in the Sami school in 1953. This ban 
was upheld by later council decisions and was never really resolved until the 1987 
edition of the Mønsterplan for grunnskolen removed all justification for such a ban. 
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that it was mainly the Sami members of the council that promoted the ban on joik. 
The belief that joik was deeply sinful had obviously been ingrained in the Sami 
population through the Christian missionisation of Nordkalotten [4].

Today, joik is considered an integral part of Norwegian culture. It is included 
in the general school curriculum and is an important cultural export through art-
ists like Mari Boine. A joik by the Sami artist Nils Aslak Valkeapää was included 
in the opening ceremony of the Winter Olympics in Lillehammer in 1984. The Nor-
wegian 1980 Eurovision entry included joik and did again in 2019. The Norwegian 
classical composer Lasse Thoresen has included joik elements in works such 
as “Emergence – Luohti Boade!” and the epic “Lyden av Arktis”. Joik courses 
and seminars have become quite popular amongst the non-Sami population 
and although this recognition has been a long time coming, joik is now consid-
ered as an enrichment of mainstream Norwegian culture.

Duodji

Duodji is the word for Sami handicraft. Traditional materials used are leather 
and fur, wood, textiles, bone, horn and metal. Duodji skills were taught as a nat-
ural part of a Sami upbringing, and today duodji is taught as a part of handi-
crafts (shop) in secondary school and can be studied at the community college 
of Kautokeino, which offers master’s degrees in duodji. Products marked Sámi 
duodji guarantee that they are crafted using traditional Sami handicraft and 
traditional materials.

The	Kven	situation

The situation of the Kven is in many ways different from that of the Sami. The Kven 
have not been considered indigenous to North Norway although they, as a group, 
have been present in the area from before the time that national borders were 
established. The Kven are Finnish-speaking people that migrated westwards 
from the northern parts of Sweden and Finland. They were not nomadic, but 
settlers looking for better living conditions. Migrating from a more continental 
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subarctic climate, the Kven brought different farming skills to Finnmark and 
Troms. The pressure by the Norwegian government to assimilate has also 
affected the Kven language and culture. Although more people in North Norway 
are of Kven than of Sami origin, they are less recognisable as such. The change 
in governmental attitude towards the Sami population has also led to an awak-
ening of cultural identity within the Kven community. Kven as a language is 
a variation of Finnish and Kven must be offered as a second language in school 
if three or more students wish to study it. In addition to the Kven community, 
North Norway has a sizable Norwegian-Finnish population as well as newly 
arrived Finns. It should not come as a surprise that many families in the north 
have any combination of Finnish, Sami, Norwegian and Kven roots [14, 8, 13].

Russia

The Russian revolution in 1917 almost completely stopped all Norwegian inter-
action with Russia until the collapse of the Soviet Union during the 1990s. Before 
1917, there was a lively trade between North Norway and Russia although this 
was not always legal. The so-called pomorhandel or “pomor”-trade (pomor=-
coastal dweller) was an important trading connection between Russian-White-
Sea region and Finnmark und Troms [2]. For around 200 years, a lively barter 
economy around the Barents Sea provided the North Norwegian population 
with flour and other agricultural produce in exchange for fish. This barter trade 
was also important for the Sami, as they had little currency to speak of. Lacking 
a common language, the Russian and Norwegian traders developed a Rus-
sian-Norwegian pidgin: Russenorsk or moja på tvoja. This vernacular has died 
out, but some Russian words or expressions have remained in local dialects 
or sociolects. The pomor-trade ended with the Russian revolution in 1917. After 
the revolution, Russia (now the Soviet Union) was a closed country until Gor-
bachev’s Perestroika and Glasnost in the late 1980’s and early 1990’s.

Russian-Norwegian	student	exchange

Kongsbakken high school in Tromsø started an exchange program with a school 
in Murmansk on the Kola-peninsula in Russia in 2008 [18]. The programme allows 
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with Russian students that receive a crash course in Norwegian language and 
culture from a Norwegian teacher accompanying the group. Initially an exclusive 
offer to Kongsbakken students, the programme is now open to high school stu-
dents from all over Norway. Up to now, around 170 students have participated 
in the programme. The goal of the programme is to reduce linguistic and cultural 
barriers between the two countries in order to improve economic and cultural rela-
tions between Norway and Russia. The common northern border with Russia 
makes good neighbourly relations a much greater concern in North Norway than 
in the much more distant south. On the musical side, the Tromsø music school 
and the music conservatory have cultivated relations and exchange with the con-
servatories of Arkhangelsk and Petrozavodsk [19]. Both cities are situated within 
the Nordkalotten area. This cultural exchange was especially active after the open-
ing up of the Soviet Union in the early 1990s and has continued to the present day.

Modern Immigration

Around half of Norway’s population lives in the greater Oslo area. Oslo is the eco-
nomic and cultural centre of the country and hosts the largest media compa-
nies. There is some migration within Norway from the rural areas to the bigger 
cities (predominantly Oslo) and from the north to the south. Without the influx 
of employees and students from abroad, North Norway would see a decline 
in its population. In contrast to the perceived saturation of immigrants in the Oslo 
region, North Norway relies on a continued influx of immigrants to compensate 
for the people that leave. This is especially true for the tourist economy, but 
people are also needed within education, child-care and the health sector. It is 
my impression that the multicultural history of the region and its reliance on for-
eign help has created an atmosphere of relative tolerance and “laissez-faire” 
that makes the region resilient and open in times of change.

Transcultural	Influence	in	North	Norwegian	Education

It seems clear to me that new cultural influences are always introduced into 
the school curriculum and into teaching methodology and didactics after political 
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and cultural changes have manifested themselves in a society. On the other 
hand, higher education institutions can be the drivers and instigators of social 
change, either at the request of the government or through independent research.

Norway has a centralised school system. When changes are made, they apply 
to the entire country. Thus, some changes may take some time before they 
are implemented. The school curriculum is presented in the Mønsterplan for 
grunnskolen which applies to the first ten years of school in Norway and is 
the same for all students. In this curriculum, we can observe such changes as: 
Norse (old Norwegian) has been taken out, Romance languages such as French, 
Spanish and Italian have gained in importance and popularity at the expense 
of German, more exotic languages such as Chinese and Russian are being 
offered and local minority languages are better represented. Physical Education 
has also changed from a physical skills activity into a more knowledge-based 
subject and Religion has been transformed into a life, philosophy and ethics sub-
ject. It is curious that although aesthetic subjects have declined in importance, 
they have become more culturally diverse. All of this reflects social changes 
and “Zeitgeist” shifts.

A special cultural institution in the Norwegian educational landscape is Den kul-
turelle Skolesekken (The Cultural School Bag) [6]. This institution has evolved 
from Rikskonsertene, a publicly financed concert promoter that would deliver 
school concerts all over Norway. Den kulturelle Skolesekken has a stronger 
pedagogical mission and will encompass a greater variety of art forms. A reflec-
tion of social changes, minority and immigrant culture is increasingly contained 
within its mixed bag.

North Norwegian schools share the national curriculum. The biggest difference 
is that minority cultures are much more prevalent, and this is especially true for 
the Sami influence. Sami schools are to have a special Sami Mønsterplan and 
many communities will have Sami or mixed language kindergartens. On the other 
hand, the North Norwegian multi-ethnic population has had a strong influence 
on national cultural politics and debate concerning the inclusion of immigrants.
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Jørn Eivind Schau

ALL ABOARD! 
ASPECTS OF INCLUSION 
IN NORWEGIAN MUNICIPAL 
CULTURAL SCHOOLS, 
EXEMPLIFIED WITH CASES 
FROM TWO TOWNS
Introduction

The 1960s saw the first organised arts and cultural train-
ing programmes for children and young people in Norway. 
These were either run by the municipality or by the private 
sector and mainly involved music. Because of Norway’s 
geography and relatively small population, the different 
municipalities and districts quite naturally operated within 
different frameworks. This diversity of approach was partly 
a question of funding and partly due to the local availability 
of teachers for recruitment, which resulted in a less than 
homogenous range of arts and cultural training activities 
being offered to children and young people. In rural areas, 
particularly, recruitment of local teachers could be a signif-
icant challenge.

Norwegian cultural schools were established in June 1997, 
when the Storting (the Norwegian parliament) adopted 
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‘[a]ll municipalities, either alone or in collaboration with other municipalities, must 
provide courses in music and other cultural activities for children and young peo-
ple, organised in association with the school system and local cultural life’ [1].

Since then we have seen an increasing number of mergers of existing schools 
and broader collaborations between municipalities to comply with the Act and 
offer the highest quality education. Today, most of the municipal providers of cul-
tural schools are members of the higher-level, umbrella organisation Norsk kul-
turskoleråd (the Norwegian Council for Schools of Music and Performing Arts, 
hereafter NCSMPA). Owned by the Norwegian municipalities and designated 
as competence centres by the national parliament’s education committee, their 
main task is to assist its member municipalities in the development of their 
cultural schools as local resource centres. In 2018, more than 96% of these 
schools were registered members [2]. The subjects covered by Norwegian 
cultural schools today include dance, music, circus, creative writing, theatre 
and visual arts. In order to strategically support the curriculum within municipal 
cultural schools, the NCSMPA’s work is currently guided by the self-published 
and self-authored ‘Curriculum Framework for Schools of Music and Performing 
Arts: Diversity and Deeper Understanding’ [3].

Ola K. Berge, Elin Angelo, Mari T. Heian and Anne Berit Emstad’s report Kul-
tur+skole=sant: kunnskapspgrunnlag om kulturskolen i Norge 2019 (Culture + 
school = true: A basis of knowledge about the cultural school in Norway 2019) 
[4] is the latest and, to date, the most comprehensive report on municipal cul-
tural schools (hereafter MCS) in Norway. They argue that MCS’s perceived role 
as cultural centres governs much of their interaction with external bodies and 
influences their role both as a local cultural resource centre and as a catalyst 
for community development. The NCSMPA’s vision of ‘a cultural school for all’ 
(my emphasis) further supports and enforces this understanding [5]. As a con-
sequence, the running of an MCS also involves inclusion and integration, as well 
as the recruitment of marginalised groups often falling outside the mainstream 
school intake. Several issues contribute to segregation and discrimination, includ-
ing poverty, socio-cultural status, vulnerability and minority-related problems. 
Because the national MCSs are less rigidly controlled by national performance 
indicators than other institutions within the education system, they have much 
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more freedom to define their vision. In practice, this means that they function 
more as an active member of society than an instrument of government. As such, 
it becomes essential to raise the issue of inclusion and integration in the cul-
tural school sector to provide nuanced perspectives on its aims and objectives.

Inclusion, as a theme, has to be seen in a different context in today’s society 
than was the case in the 1960s when the Norwegian music, arts and cultural 
training programme emerged. Arguably, today’s many challenges relating to com-
munity, tolerance and integration have become an important part of everyday 
discourse (most recently through the public #metoo and Black Lives Matter 
initiatives). In general terms it seems that the number of people falling outside 
the community collective and its structures continues to increase. In such a cli-
mate, with a clear social mission, the municipal cultural school now faces addi-
tional responsibilities to address these issues through their aim of contributing 
to a more inclusive society. This chapter seeks to help pinpoint and emphasise 
these issues from a legislative and strategic perspective.

Material

Existing research covers the inclusion of young people at Norwegian primary 
schools relatively well [e.g. 6,7,8], but there is less to be found relating to inclusion 
in municipal cultural schools (a notable example studying the cultural school and 
issues of poverty, for instance, is [9]. One plausible reason for this may be that 
the main school system and the cultural school may appear to be superficially 
identical, and the specific context of the cultural school can easily be overlooked.

Geographical, demographic and socioeconomic conditions vary between regions, 
municipalities and counties in Norway. There will be differing assumptions, 
needs and priorities within individual cultural schools, and more general dif-
ferences between rural and urban areas. What we know from other research 
is that many Norwegian towns and cities share many of the same challenges 
regarding inclusion, poverty and groups that can easily be marginalised.

For the purposes of the following discussion, we will focus on young people 
from non-native and/or marginalised cultural backgrounds. We choose to adopt 
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nitions – e.g. multicultural and fremmedkulturelle (alien-cultural) – may be too 
imprecise, and other options may be easily perceived as stigmatising, alienat-
ing and/or provocative [10].

This article examines two cases drawn from medium to large Norwegian towns 
(about 60,000 and 112,000 inhabitants respectively in 2020): (1) Skien Kultur-
skole (Skien Municipal Culture School; hereafter Skien MCS) in Vestfold and 
Telemark county which was awarded the prize for ‘Norwegian Cultural School 
of the Year 2006’ [11]; and (2) Kristiansand Kulturskole (Kristiansand Munici-
pal Culture School; hereafter Kristiansand MCS) in Agder county, which was 
established in 1962 and can be considered one of the country’s oldest cul-
tural schools. To support its arguments, this article draws on (1) public statis-
tics, documents, reports and data made available by respondents; (2) publicly 
available publications; and (3) anonymised, semi-structured conversations with 
the employees and management teams of both institutions. The conversations 
were centred on four themes:

1. How does the respondent’s MCS-employer address and promote integra-
tion and inclusion of young people from a foreign cultural background?

2. Have the topics of integration and inclusion led to political and strategic 
changes within the local MCS?

3. In general terms, how does the MCS work as a multicultural environment, 
and what economic constraints does this impose?

4. Would the local MCS-employee care to comment on or review the proj-
ect data?

Within MCSs young people are engaged in voluntary learning activities designed 
to stimulate creativity, independence and the creation of an identity. Further-
more, artistic activity is perceived as promoting unity amongst participants [3]. 
Keywords and concepts from everyday vocational and policy discourse sur-
rounding the MCSs include pleasurable, creative, individual facilitation, diver-
sity and co-creation (currently a buzzword in Norwegian policymaking; orig.: 
samskaping). In addition to the overarching objectives relating to the develop-
ment of the “whole” person that is present at all levels of the national education 
system, the MCSs have been assigned a central role in supplementing and 
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complementing the compulsory primary education trajectory in relation to these 
perspectives [3].

In 2019, Statistics Norway estimated that 14.7% of Norway’s population has 
an immigrant or non-native cultural background [12]. In legislative and policy 
related material (such as those cited in this chapter), it is repeatedly emphasised 
that immigrants and those of a non-native cultural background run an increased 
risk of suffering various degrees of poverty due to integration-related issues. 
Although the UN describes Norway as one of the best countries in which to live, 
marginalisation and exclusion remain unresolved challenges in need of atten-
tion in vocational and academic environments [13].

Inclusion,	Integration	and	diversity	as	policies

The Learning Environment Centre at the University of Stavanger – the national 
centre for learning environments and behavioural research – defines inclu-
sion thus:

“Being included means participating in the school’s learning community 
together with all the other students. (…) The individual pupil experiences 
a sense of common identity and solidarity with their peers, whilst the training 
is adapted to [their individual] abilities and needs [to ensure that they] learn 
and develop both in human and professional terms.” (my translation) [14]. 

Whilst referring to what they term the Norwegian ‘political consensus’ and the Sal-
amanca Statement… [15] – from the UNESCO’s World Conference on Special 
Needs Education: Access and Quality in Salamanca, Spain of the same year 
– they stress how a school should be fully inclusive for all. This ideal has imple-
mentational consequences, an understanding that differentiation and diversity 
must be understood as values, strengths and resources:

“From an inclusion perspective, particular emphasis must be placed 
on strengthening the school’s capacity to accommodate and provide a fel-
lowship for pupils with different learning behaviours. It is about developing 
a school where employees and students acquire and use competences where 
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inclusion, the school must continuously work to counteract potential margin-
alisation and exclusion wherever it exists.” (my translation) [14]. 

Whilst the Learning Environment Centre focuses on the general, public school 
system (notably, compulsory primary and lower secondary education), the same 
ideology also extends to the MCSs. It is most prominent in the NCSMPA’s cul-
tural school strategy which emphasises cultural activities as an essential and 
effective instrument in achieving inclusion, unity and a sense of belonging. They 
do so by highlighting ways of getting acquainted with each other’s cultures and 
building respectful relationships with their fellow citizens [3]. In the strategy’s 
paragraphs § 1.2 and § 1.3, we find two key passages which manifest this view:

1.2. The core values of Schools of Music and Performing Arts
Schools of Music and Performing Arts are based on a humanistic perspec-
tive on life, and on social values such as community, freedom of expression, 
human dignity and democracy. Norwegian society is home to a growing diver-
sity of cultural expression. By acknowledging and raising awareness of this 
diversity, schools of music and performing arts can contribute to maintaining 
and renewing our cultural heritage. To respect someone else’s culture, one 
needs to know one’s own, and have a strong sense of identity…

1.3. The purpose of Schools of Music and Performing Arts
… Training must contribute to children and young people’s self-development, 
growth and education; promote respect for other people’s cultural identities; 
promote awareness of one’s own identity, and foster critical reflection and 
general life skills…. [3].

Additionally, NCSMPA’s resolution of 2016, adopted by KS (The Norwegian 
Association of Local and Regional Authorities; cited in [16]), states that munic-
ipalities are requested to utilise the local MCSs to build social networks aimed 
at the inclusion of refugees in the Norwegian society. What is more, Skien 
municipality states:

“The Cultural School creates valuable meeting places. [… Emphasis] is 
placed on the fact that the cultural school contributes necessary academic 
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competence, creativity and development opportunities for children and young 
people. The committee will work to ensure that the cultural school increas-
ingly has an integrated and inclusive function and develops new offerings 
for vulnerable children.” (my translation) [17]. 

This passage can be seen together with Skien’s Chief Municipal Executive who, 
in an impact assessment in connection with integration and inclusion in Skien 
MCS of 2018, states that: ‘[a] priority for the cultural school in the future will 
be to make their activities more visible, especially to groups in need of inclu-
sion’ (my translation) [18].

In Kristiansand, the municipality’s Utviklingsplan for Kristiansand kulturskole 
2015–2019 (Development Plan for the Kristiansand Culture School 2015–2019; [19]) 
maintains that the Kristiansand MCS should be a cultural school for all (directly 
echoing the formulation in the NCMPA’s vision mentioned above) and an insti-
tution which is respectful to the cultural heritage of others. Moreover, we read: 
‘during the planning phase, one or more low threshold offerings should be con-
sidered and planned to reach users and environments other than those from 
which the cultural school usually recruits’ (my translation) [19] . In 2018, the Cul-
ture School in Kristiansand was assigned additional funds to hire a Develop-
ment Advisor, whose role would be to design and implement projects targeting 
a broader spectrum of the population, including vulnerable sections of the com-
munity and children with non-native cultural backgrounds.

Back in 2012, however, Agderforskning, now NORCE, published the report 
Inkluderende kulturskole: utredning av kulturskoletilbudet i storbyene 2012 
(An Inclusive Cultural School – An Examination of the Cultural Schools’ 
Offer in the Large Cities; [20]). Here, it is maintained that cultural schools 
in general still have some way to go to reach all groups in society with their 
services. Since then, we have seen significant developments in the cultural 
school sector with a much higher focus on inclusion. For the cultural schools 
referenced in this article, this is documented through the guidelines and 
measures referred to above. With this background in mind, I will now sum-
marise the current status of two cases, the Kristiansand and Skien MCSs 
respectively, to assess how these issues are currently dealt with in day-to-
day practice.
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In the report Kultur + skole = sant … (Culture + School = true … ) [4], it is claimed that 
‘the cultural school is Norway’s best-kept secret’ (my translation) [4] . A representative 
of the Kristiansand MCS management adds that ‘this is to an even greater extent true 
within minority cultures’ (personal communication, 26 May 2020), referring to citizens 
with varying degrees of cultural and linguistic connection to Western culture. He also 
points to challenges concerning communicating and reaching out with information 
about the cultural school’s offerings to families with foreign cultural backgrounds.

In 2019, Statistics Norway estimated that approximately 18.8% of Kristiansand’s 
general population are of foreign cultural background [21]. Young people 
(of school age) of non-native descent make up approximately 10% of Kris-
tiansand’s population, while Kristiansand MCS achieves a proportion of 7–8 % 
non-native descent of their intake (according to personal communication with 
the Kristiansand MCS representative, 26 May 2020).

Fairly comprehensive measures have been initiated to address the situation 
through the use of interpreting services and translation of information about 
the cultural school into no fewer than 23 languages. Language barriers can 
be an important factor that must also be taken into consideration when imple-
menting other public service measures.

Additionally, they strive to achieve a close dialogue with external, local and 
regional associations and organisations such as religious communities and 
other groups for communication, involvement and access to municipal services. 
Kristiansand MCS also sends delegates and presenters to conferences and 
seminars on inclusion and integration.

Collaboration also extends to the private sector (for example the privately funded 
Posebyen Cultural School which welcomes young immigrants from Syria, Kurd-
istan and Turkey and also offers scholarships [by application] to those who 
cannot afford the service [22].

To further support the local community, the MCS employs musical directors 
or conductors assigned to amateur wind bands in the region (currently there 
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are nine) to promote cultural activities and community presence. These bands 
are based on the ideals of social inclusion and tolerance and report to Kris-
tiansand MCS that their recruitment from local minorities is at a satisfactory 
level. In addition to hosting local dance groups for children, a dedicated dance 
group for immigrant women is offered as a collaboration between Kristiansand 
MCS and a local youth club. Other collaborators include the Kilden Performing 
Arts Centre which houses a professional symphony orchestra and theatre and 
opera productions. Through their dedicated outreach department, Kilden Dia-
logue, productions are presented annually to highlight topics such as inclusion 
and integration. Notable productions include Fargespill (Colour Play) and Spor 
(Traces) which join together MCS pupils, various minority groups, professional 
musicians, actors and other contributors from the voluntary, as well as the pro-
fessional, cultural sector.

The most targeted and comprehensive work has its roots in a collaboration 
between the Kristiansand MCS and ordinary, compulsory primary schools. This 
selects schools in particular with a higher proportion of pupils from non-native 
cultural backgrounds on the one hand, and a significant proportion of low-in-
come families on the other. In these instances, the MCS offers instrumental 
training (including the clarinet-like dood and various bowed string instruments 
traditionally offered only through the MCS), drama classes, visual arts activities 
and facilitates school choirs which, because of their wider reach within the local 
population, appeal to a broader palette of native and non-native pupils.

This work is greatly enhanced by a dedicated set of resources and by teach-
ers investing their own time – over and above their contract of employment – 
to establish a close relationship and dialogue with the families involved.

Case	2:	The	status	of	Skien	MCS	inclusion	work

Skien has a similar demographic composition to Kristiansand. In 2019, Sta-
tistics Norway estimated that approximately 17.4% of Skien`s general pop-
ulation are of foreign cultural background [21]. Young people (of school age) 
of non-native descent make up approximately 11% of Skien`s population, while 
Skien MCS achieves a proportion of 10.5% non-native descent of their intake 
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tive, 26 May 2020).

Inclusion and integration have been an essential part of the MCS’s agenda for 
a long time, and they continuously seek to extend their services to vulnera-
ble social groups. In 2017, Skien municipality decided that young people with 
a non-native cultural background and/or with special needs should be prioritised 
when recruiting and offering places at the local MCS. Emphasis was placed 
on reaching the Arabic-speaking, Middle Eastern community as it represented 
a majority of the priority group (personal communications, 30 April 2020).

Skien MCS implements a service similar to Kristiansand MCS in hiring out musical 
directors, as the local wind bands attract many participants from minority groups. 
Wind bands are a popular leisure activity for many young people in Skien, which 
make them an important tool in general inclusion and integration work. They 
also have a close collaboration with the compulsory primary school through 
themed projects aimed at highlighting their artistic and inclusive offerings, as well 
as an Etterskoletilbud (after-school offering). These initiatives have had a pos-
itive effect on recruitment. Furthermore, Skien MCS offers a dedicated wind 
band for newly arrived refugees (16 years of age and older) in cooperation 
with Norges Musikkorpsforbund Syd (the Norwegian Wind Bands’ Association 
South) and Voksenopplæringen (Adult Education). An important aspect here is 
the MIKS-initiative – mestring, inkludering, kultur og samhold (Mastery, Inclu-
sion, Culture, Unity) – whose central aim is to promote the same values among 
young people participating in cultural and artistic activities, regardless of their 
parents’ economic circumstances and background. As such, Skien MCS works 
hard to implement this strategic initiative through both their established and 
newly developed activities. Through dance, theatre, music and visual arts, proj-
ect participants will be given opportunities to explore alternative paths to devel-
oping skills and integration.

Moreover, it is crucial to create a sense of the relationship between artistic 
practice and contextual cohesion and make sure that all participants become 
acquainted with people of a different cultural background than their own. The proj-
ect results have been publicly displayed through school productions, school dis-
semination activities and a large-scale evening event in Skien Culture centre, 
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Ibsenhuset. The MIKS-initiative aspires to open doors for future leisure activities 
for young people and to be a place where the MCS can discover talent while 
mirroring the multicultural and multifaceted Skien municipality.

Concluding discussion

Both Kristiansand and Skien MCS’ inclusion and integration strategies seem 
quite similar, as do the municipal frameworks for inclusion work in both set-
tings, and both schools report that they find outreach communication quite chal-
lenging. It is hard to reach families and young people with non-native cultural 
backgrounds as effectively as the native population. There are, however, some 
notable differences between the two towns.

Whilst both schools’ target percentages for pupils of non-native descent align 
well with their corresponding percentages of such groups in their local popula-
tions, Kristiansand MCS reaches a smaller percentage of this target group. So, 
whilst young people of non-native descent make up 11% of Skien’s population 
and Skien MCS achieves a proportion of 10.5% of their intake, Kristiansand 
achieves 7–8% against a backdrop of their comprising 10% of the general pop-
ulation. (Such calculations are obviously troublesome due to possible statistical 
misrepresentations and quantity vs quality anomalies).

One possible explanation for the difference between the two, may stem from 
Skien MCS’s decision to establish a quota for non-native cultural background 
young people, which Kristiansand MCS has not done. What is interesting to note 
here is that both schools have waiting lists, and there are more applicants than 
available seats.

Moreover, it may be that this discrepancy follows on from a greater political 
focus on poverty in Skien municipality compared with Kristiansand. As men-
tioned above, poverty is both a prominent societal problem and a leading 
cause of marginalisation. Skien and Kristiansand MCSs’ actions and initiatives 
to address the issue seem to fit the state, municipal and the NCSMPA frame-
works well, although they still do not yet achieve their targets fully. However, 
it must be acknowledged that strategies and goal-definitions alone do not exactly 
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to consider as Norwegian MCSs operate with set budgets provided by higher 
authorities. Their efficacy in reaching their goals is therefore not only deter-
mined by their efforts and creative abilities, but also by their financial position. 
One of my MCS respondents commented as follows:

“To gain a better reach and expand our offers to ‘vulnerable groups’, the cul-
tural school must have the ability to invest more time than usual, and have 
the opportunity to operate on less income from student fees than we do 
today… for the 2020 budget; instead, we have indeed received less funding.” 
(personal communication, 10 August 2020; my translation).

Herein lies the problem: whilst Skien municipality clearly demands that vulner-
able groups must be prioritised and be given new services, the MCS is also 
told that they should not expect much additional funding to meet the demand. 
That is clear from Kommunens konsekvensutredning for inkludering og integre-
ring i Skien kulturskole (The Municipality’s impact assessment of inclusion and 
integration in Skien cultural School): ‘one should not expect increased budgets 
for the cultural school. When there is a desire to increase the cultural school’s 
inclusive and integrational function with more offerings for vulnerable children, 
the cultural school’s priorities will be challenged…’ [18].

This situation, and the debates that follow, are not new, and the municipalities’ 
budgets follow the reduced economic allocations of the state. Hence, where 
higher authorities do not have enough funds to redistribute, it falls on the shoul-
ders of the lower ranks to resolve the situation. Their efforts to fulfil the frame-
work expectations happen at the expense of other priorities.

Returning to Berge et al., [4] we learn that ‘analyses of [their] comprehensive 
interview material show that today’s cultural school is often described as “doing 
the splits”, “trying to have it both ways” and as an institution trying to “ride two 
horses at the same time”’ (my translation). Furthermore, the cultural school should:

“…be both broad and specific, centralised and decentralised, operate both 
inside and outside the school, be unique as well as reflect local culture, 
be artistic and pedagogical, an educational and leisure facility, both part-time 
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and full-time; it must offer traditional crafts and new technologies, classical 
and popular music, be academically specific and non-specific, externally 
controlled and self-governed.” (my translation) [4].

For obvious reasons, cultural schools struggle to achieve an equilibrium in their 
everyday practice. The mandate for Norwegian cultural schools is imbalanced, 
in the sense that it will often be necessary to prioritise resources in one direction 
or another, striving to nurture individual talents on the one hand, and inspire 
the mainstream collective on the other, without one overshadowing the other.

Additionally, there is the challenge of the range of contrasting genres which 
must be accommodated: hip-hop and theatre, classical music and folk-music, 
drawing and writing, dancing and computer technology, and so on. That means 
that their ability to meet the substantial framework expectations on continuously 
decreased budgets has a direct impact on the learning situation and what areas 
are prioritised. There is a prevailing risk that extending an offer to one part 
of the social community reduces another sector of theirs.

The concepts of inclusion and integration must be ever present, and they need 
time to become effective. As such, they are also dissimilar to the explicit, aca-
demic content of cultural schools’ provisions. It is not realistic to force an inclu-
sive approach within academic disciplines; inclusion must find its roots and 
crystallise through the academic activities.

On the one hand, then, we have the framework inclusion and integration incen-
tives which focus on the visibility and promotion of services and for recruiting 
new pupils. On the other, we have the real-life situation on the ground where 
inclusion and integration are supposed to be clearly evident. Hence, a line must 
be drawn to separate the discourse into intent and effect, communication and 
implementation. It is to be assumed that political initiatives will not diminish over 
time – rather the opposite – and, subsequently, that they will continue to chal-
lenge and potentially dilute the cultural school’s priorities.

Nonetheless, we are of the opinion that as long as the two sides of the situa-
tion‚ suggested here, are interchangeably confused with one another, we risk 
achieving nothing (or at least very little in relation to the effort expended) as long 
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viding the necessary support and infrastructure for goal-realisation.

Another problematic issue is who to include in a definition of ‘non-native cultural 
background.’ For instance, do we treat all non-native groups the same, or are 
some more ‘non-native’ than others? And when we use the term ‘vulnerable 
adolescents,’ which vulnerabilities do we mean, and do certain factors (such 
as poverty or domestic violence) carry more strategic importance and weight 
than others? To what extent do for instance children and young people with 
non-diagnosed handicaps receive the same attention as the LGBT community 
or those from ethnic minorities?

None of these matters can be quickly addressed, of course, but they do empha-
sise the strategic tensions involved. We think questions such as these enable 
us to approach the core of the problem and also the necessity of drawing a dis-
tinction between strategy and implementation.

Although we have become better at inclusion and integration, we are still facing 
an increasingly unforeseeable future (in terms of expectations versus resources) 
whereby the better inclusion of one group also potentially causes the greater 
exclusion of another and, hence, does not really solve the problem but simply 
moves it around. Future debates are therefore needed to establish not only 
how we assess and reach some predefined goals, but also at what cost and 
to what effect.
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Natalia Kłysz-Sokalska

PLAYING INSTRUMENTS 
AND SINGING 
AS WAYS OF SUPPORTING 
THE SUSTAINABLE 
DEVELOPMENT 
OF A CHILD FROM 
A POLISH PERSPECTIVE
Introduction

Music education “develops in a special way the child’s audi-
tory perception, active creative attitude, emotional sphere 
and aesthetic sensitivity, which in turn contributes to achiev-
ing increasingly improved learning outcomes” [1]. In this 
article I will discuss the importance of musical activity in kin-
dergartens and general education schools in stimulating 
the general development of the child. In my reflections I will 
focus on selected developmental areas: physical, cognitive, 
social and emotional development, especially in relation 
to activities based on instrumental playing (school instru-
ments and percussion instruments) and singing. The results 
of the research and the reflections of Polish educational-
ists and music education researchers will make up most 
of the article. A separate section of the article will be devoted 
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I will refer to various scientific and educational projects conducted in Poland 
aimed at broadening knowledge and skills in a multicultural context.

Public	music	education	in	Poland	–	transformations,	
assumptions,	theoretical	concepts

The term “public” is used in the sense that it is accessible to the general public, 
i.e. music education in general educational institutions. Maria Przychodzińska, 
one of the leading representatives and propagators of public music education 
in Poland, divides the development of music education in general education 
institutions into three stages resulting from political, social and cultural changes 
in Poland: firstly during the Second Polish Republic in the years 1918–1939; 
secondly in the years 1945–1989 during the People’s Republic of Poland; thirdly 
after 1989 during the political, social and cultural transformation in the Third Pol-
ish Republic [2]. Due to the two reforms of the educational system carried out 
after 1989, we can distinguish two subsequent processes of change in Polish 
music education: firstly after 1999, and secondly after 2017 (the latest reform 
of the educational system in Poland). Not wanting to repeat all of the thinking 
in the publications dealing in detail with changes in Polish music education, 
in this article I will refer only to the most important aspects of these changes, 
focusing on the most recent (after the reform of 2017).

Music education, which was introduced in general education schools after 1918, 
was centred on the centuries-old tradition of singing as an activity providing 
aesthetic experiences, as well as inspiring patriotic, religious and moral feel-
ings [2]. The main goal of music education in school at the time was to learn 
how to sing. The next step, closely related to changes in social and pedagogi-
cal ideas aimed at popularising education, was to introduce listening to music, 
which was to be linked to the development of appreciation of high quality art 
music [2] and linking music with other artistic media (aesthetic education). After 
the Second World War, Poland experienced a significant revival in the field 
of musical education, which also included preschool children [3]. After 1963, 
general musical activities, previously referred to as “singing” or “music”, were 
defined as “music education”, whithin whose aims and schemes of work the first 
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influences of foreign systems of music education can be recognised [2]. The pre-
viously dominant vocal work became as important as listening to music, playing 
instruments, knowledge of musical culture and music theory, creative activities 
or movement with music [4]. The radio was extremely helpful in supporting musi-
cal education at that time, especially in the early stages of education. The music 
programmes for children were distributed via radio and were based, amongst 
others, on the ideas of Emile Jaques-Dalcroze.

The political changes that took place in Poland after 1989 introduced into the Pol-
ish educational system the notion of the “core curriculum”, which included gen-
eral music education. Within the changes in the educational system, the num-
ber of hours devoted to the music education of children and young people was 
adversely affected. Due to the integrated nature of early school education, 
music classes could be taught by a class tutor and the number of music les-
sons in higher grades was reduced to one hour per week. The subject “music” 
in secondary schools (high schools) completely disappeared from timetables.

The reform of the education system introduced in 2017 initiated a change 
in the structure of education, which was essentially a return to the structure which 
existed before the 1999 reforms (including the closure of junior high schools 
in favour of an eight-grade elementary school, and the extension of the period 
of education in secondary schools by one year). The structural transforma-
tion had a slight impact on the number of hours devoted to music education 
at subsequent educational levels. At the level of early school education, music 
education can still be delivered by a “generalist” teacher (the decision is left 
to the headmaster), whilst at the higher grades music lessons are delivered by 
a professional once a week from the fourth to seventh grade. The reappear-
ance of music in secondary schools (high schools and technical colleges) is 
an innovation, but the headmaster may still decide to choose another subject, 
such as art or philosophy. Regardless of what is chosen, the subject is only 
taught in the first grade of secondary school for one hour a week.

Without going into details of the core curriculum and the guidelines for teach-
ing music in a public school, it can be seen from the documents produced by 
the Ministry of National Education that the main purpose of music lessons is 
to develop pupils’ understanding as recipients and participants of musical culture, 
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In music lessons at elementary school level a student should have the opportunity 
to express music individually and in groups through singing, playing instruments, 
movement with music, and listening to and understanding music. The student 
should also use musical language, know the functions of music, think musically, 
as well as act creatively in the area of music. Amongst the tasks related to music 
is included the development and awareness of the importance of musical cul-
ture, with an emphasis on our national and world cultural heritage [5].

Tasks related to the broadly understood musical development of a child and 
the guidelines in educational legislation are based on core concepts. The con-
temporary model of general musical education is based on the so-called Polish 
concept of musical education developed in the 1970s by Maria Przychodzińska. 
The variety of methodological aspects put forward by Maria Przychodzińska 
made music educators combine ideas from other systems, methods and the-
ories, whilst adapting them to the needs, abilities and interests of their own 
pupils. Amongst the most popular of these are Emile Jaques-Dalcroze’ eurhyth-
mics (used primarily in pre-school and early childhood education), Carl Orff’s 
“Schulwerk” (mainly in relation to the use of Orff’s instruments), Zoltan Koda-
ly’s work (with emphasis on phonogestics) and Edwin Elias Gordon’s music 
learning theory (used primarily in the education of young children). The method 
of active music listening created by Batia Strauss, as well as Lidia Bajkowska’s 
recently rediscovered method, are also extremely popular, especially in pre-
school education [6].

Amongst Polish prophylactic and therapeutic exercises using musical activ-
ity, Maciej Kierył’s Mobile Musical Recreation and Elżbieta Galińska’s Method 
of Musical Portraits are worth mentioning. The first one is a set of movement, 
rhythm, percussion, breathing, imaginative and relaxation exercises, carried out 
whilst accompanied by art music. The exercises proposed by the author are 
arranged according to the following stages: activation, rhythmisation, recov-
ery, sensitisation, relaxation, mild activation, dynamic activation, each of which 
achieve specific goals. This method has a positive effect not only on the reduc-
tion of psychophysical tensions, but also reduces anxiety, contributes to better 
communication with other people, helps to motivate rehabilitation and increases 
life activity [7]. In turn, the aim of the psychotherapeutic concept of Elżbieta 
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Galińska is to try to present your own “self” through three aspects: the “open 
self”, the “hidden self” and the “future self” [8]. Musical instruments, by means 
of which the participants express themselves as well as communicate with others, 
play an important role in the creation of a musical portrait. The main aim of these 
classes is to prepare the patient emotionally for further therapeutic activities, 
however positive changes in the area of the participant’s sense of identity are 
already noticed during and after the applied exercises (harmonising the “self”).

Playing	instruments	and	singing	in	general	child	
development	in	the	light	of	research

General music education is delivered mainly through forms of musical activity, 
the diversity of which positively influences the child’s learning process. In addi-
tion to the specifically musical benefits, the child’s active contact with music 
can stimulate their general development. Musical activity appears not only 
as a form of striving for musical development, but also as a tool for supporting 
non-musical spheres of young people’s learning environment. There is much 
written evidence to support the idea that musical activities strengthen and sup-
port various aspects of the child’s development. It has been noted that music 
allows pupils to learn faster, influences the developemnt of personality, involves 
the whole brain, the conscious and subconscious, the imagination, the senses, 
the emotions and the whole body [9].

In this article I will present selected results of research carried out in Poland and 
worldwide, which notes the correlation between musical activity and the stim-
ulation of physical, cognitive, social (also in terms of multiculturalism, which 
I understand multiculturalism as a social situation consisting of the presence 
of many different cultures within one country or socjety, and interculturalism, 
which I understand interculturalism as a social situation consisting of conscious 
interaction between different cultures living within a country or society. Intercul-
turality is accompanied by exchange and mutual respect, understanding par-
ticular lifestyles as well as recognised values and norms, all of which allows 
the creation of a harmonious environment [10]) and emotional development. Due 
to the established thematic scope of the article, I will focus on two forms of musi-
cal activity: playing instruments and singing. Other forms of musical activity, 

PLAYING INSTRUMENTS AND SINGING 
AS WAYS OF SUPPORTING...



ON THE NEED FOR TRANSCULTURAL EDUCATION

232

Na
ta

lia
 K

łys
z-

So
ka

lsk
a such as movement with music, creative music making and listening to music 

will appear marginally in the article. Due to the limited form of the text, I will 
refer only to selected, and in my opinion the most interesting, research results.

Physical	development

For a child developing normally, the benefits of contact with music arise primarily 
from participating in music and movement activities. Activities related to movement 
to music and dance and improvisation of movement and gesture help to shape 
healthy habits, influence the development of motor skills, encourage a correct 
body posture and shape their consciousness [11]. Strength, speed, endurance, 
auditory-motor and motor-spatial coordination, an increase in body awareness 
(both of the whole body and individual limbs), and the involvement of visual and 
auditory perception [12] are the basic aspects of physical development observed 
during music and movement classes. Whilst listening to music, the influence 
of sound on the processes taking place in the human body is observed. Music, 
regardless of style or genre, causes changes in heart activity, in the gastrointesti-
nal system, in the nervous system and in the activity of the endocrine glands [13].

However, other forms of musical activity also have a positive impact on the phys-
ical development of a child. Thanks to vocal exercises and singing, the chest 
develops properly, breathing becomes conscious and deep, lung diseases are 
eliminated [14]. It has been observed that during singing the nervous system is 
strengthened, heartbeat is regulated, and blood pressure normalised [15]. More-
over, and something that is extremely important in relation to the development 
of a child at preschool and early school age, singing positively influences speech 
development by improving its basic organs: lips, tongue, palate, mandible and 
cheeks [16]. The results of research in this area can also be found in the work 
of Mirosław Kisiel, who demonstrated a strong relationship between singing and 
the development of a child’s voice and speech. The researcher noted that sing-
ing strengthens correct accentuation and articulation [17], which is undoubtedly 
related to the fact that speech and music have a common source, both being 
based on sound. Logorhythmics are also worth mentioning, being a compilation 
of logopedic and musical activities carried out individually or in groups and used 
for the prevention and elimination of speech disorders [18]. This form of work 
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with children is appreciated not only by music educators, but also by speech 
therapists and kindergarten and early childhood education teachers.

With regard to the second thematic aspect of this text, the influence on children’s 
physical development is also noted. Playing instruments helps in the develop-
ment of manual skills, shaping the grasping movement and in stimulating reflexes 
[19]. This benefit occurs not only in the process of development of a young child 
who has just started aquiring fine motor skills, but also in children of different 
ages whose physical or psychophysical development is disturbed. It has been 
observed that the use of musical instruments to support psychomotor develop-
ment increases the child’s motivation to act during therapeutic and rehabilitation 
activities. Exercises and activities devoid of music (in this case, playing instru-
ments) may be performed by the child reluctantly or with less commitment [20].

Cognitive	development

The concept of cognitive (mental and intellectual) development is a broad one- 
it includes changes in the pupil’s knowledge of the surrounding world, cognitive 
processes, speech and thinking [21]. Childhood is a time when strong and rapid 
mental change takes place in a young person, connected with social and emo-
tional changes. The child begins to create mental pictures of events and situa-
tions, their memory, attention and concentration are strengthened, their ability 
to analyse and synthesise is improved, and their dictionary of words and mean-
ings is deepened. All these processes can be stimulated by contacts with music.

For instance, the child can develop their perception of changes in acoustic pro-
cesses. This requires the child to notice the changing characteristics of the sound, 
e.g. its pitch, timbre, intensity, consonance with other sounds, speed, rhythm, 
rests [22]. “Acoustic features – quality of sound and quality of movement – can 
be perceived in their diversity during elementary exercises in the perception 
of the features of the acoustic environment (...), when children listen to different, 
contrasting songs (...), when children create small programme pieces (...)” [22]. 
The need to focus on and follow acoustic perceptions requires the child to focus 
[23] and encourages maximum emotional involvement. The active contact with 
the musical material also favours such tasks as comparison, abstraction and 
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ities, for example in mathematics, whose relationship with musical activities is 
indicated by experimental [25] and comparative studies [26].

A relatively large number of studies indicate that active participation in musical 
activities influences the creation of new nerve connections in the brain. This was 
shown, amongst others, by the results of an experiment conducted by Laurel 
Trainor. The researcher compared the results between experimental groups which 
experienced musical activities, and control groups which did not. Differences 
between the groups were observed after just four months. The experimental 
groups exposed to musical activities showed higher levels of memory, language 
(including verbal memory), mathematical and visual-spatial abilities [27].

The role of musical activity in stimulating the cognitive development of a child 
is most noticeable whilst learning to play instruments. When learning to play 
an instrument, a child acquires a number of specific musical skills, which are not 
shown by students who do not play instruments but who are musically trained 
in other areas. This is confirmed by the results of research conducted by Marie 
Forgeard, who noticed the relationship between playing instruments and improving 
children’s verbal and logical thinking skills [28]. Moreover, playing an instrument 
stimulates the development of abstract thinking as the child thinks musically (that 
is extraverbally) whilst learning musical notation. This acts to overcome difficul-
ties in learning the differences between sounds and their duration, via material 
that cannot be defined in a typical conceptual and representative framework [29].

Interesting research results on the benefits of early music education for levels 
of cognitive ability in later life were published by Brenda Hanna-Pladdy and 
Alicia MacKay, amongst others. The researchers conducted a comparative 
study of two groups of older people (60–83 years old), firstly with people who 
learned music in childhood, and secondly with people who did not experience 
such education. The research showed that people whose musical education 
in childhood lasted for at least 10 years had a much higher mental capacity 
than those who did not participate in music education. The authors emphasised 
the importance of learning to play the instrument (regardless of what the instru-
ment was), which supports the development of brain plasticity and the formation 
of additional nerve connections [30].
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A child’s musical activity also promotes the development of their language 
skills. Singing, rhythmic speaking and listening are experiences that support 
the development of communication abilities. During music classes, the child has 
the opportunity to develop phonological and phonemic awareness, visual and 
spelling identification and language fluency [1]. Amongst the studies confirming 
these assumptions, the experiment conducted by Katie Overy can be cited. 
The results of the study indicated the positive effect of music on improving 
language skills in children at risk of dyslexia. The study used various forms 
of musical activity, including singing and playing percussion instruments. 
The final conclusions stated that music lessons in the classroom had a pos-
itive impact on both phonological and spelling skills. [31]. Another extremely 
interesting area is the use of singing activities to aid the learning of a foreign 
language, as Karen Ludke writes, amongst others [32]. The author points 
out that the increase in foreign language competence (in this case, French) 
is relatively higher when singing activity is used in the learning process than 
when supported by artistic and theatrical activity.

Social	and	emotional	development

Making music together enables the development of social skills, for exam-
ple cooperation within a group, taking responsibility for the group’s success, 
focusing on a single goal and satisfaction when this has been achieved. 
Musical activity carried out during classes, thanks to making music together, 
becomes “a form of understanding, reflecting mental states and various situ-
ations: that is, the language of social communication” [33]. Musical activities 
support the reduction of both social inhibitions and the level of aggression 
[34], and the playful nature of making music encourages greater spontaneity 
and creativity in actions. Music has the value of sincerity – the expression 
of feelings as well as community spirit, being a sign of social bonding [34]. 
Such activities “socialise, teaching understanding of the senses and the need 
for collective effort, counteract the feeling of loneliness and support the assim-
ilation of norms of collaboration in a group, e.g. discipline, responsibility, soli-
darity in a joyful, unforced atmosphere (...) teaching the ability to share space 
with other people and establishing close contact with them, using non-verbal 
communication” [11].
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and playing instruments already contribute to the emotional and social devel-
opment of the child. “By participating in music activities, children become more 
confident, make friends more easily, integrate better with the group. Making 
music together creates a positive atmosphere amongst children which helps 
them to focus on the efforts of the whole group [35].

In terms of singing activity, one of the most socialising forms of musical activity 
is singing in a choir or vocal ensemble. In the case of school choirs, which con-
tain mainly amateurs filled with the desire to sing in an ensemble and realise 
their passions, working on songs with a theme they can identify with closely 
becomes a moment of rest, relaxation and joy. The student’s realisation that 
in this environment, at some point the participants become one instrument, 
induces discipline in pursuing a common goal [36]. The individual perception 
of musical activity is gradually replaced by reacting to other participants, accept-
ing their sensitivity and performance capabilities.

School music education can also strongly stimulate emotions, which appear 
“in the form of feelings awakened by the music and developed in parallel with 
it: feelings, sensations and emotions” [37]. Enabling children to have contact 
with music is achieved by skillfully strengthening their experience of it, devel-
oping their sensitivity to it, awaking the need for this contact along with respect 
for its value. Wiesława Sacher, analysing the results of her research, stated 
that “children’s musical activity and emotional world are interdependent, and 
this relationship grows stronger as their music education progresses” [38]. 
The researcher noted that musical activity has an influence on stimulating 
positive emotions in a child, for example joy, curiosity or pride. A child feeling 
positive emotions during musical activity aims to repeat them, and these states 
can be transferred to other types of activities. There are also emotional traces 
left after having contact with music, which further strengthen emotional devel-
opment over the longer term [39].

Aesthetic experience or aesthetic sensitivity is also associated with emo-
tional development in the context of recognising and naming emotions. 
Mirosław Grusiewicz’s research suggests that public school students show 
a high level of ability to evaluate the emotional impact of the music they 
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listen to. Students were able to correctly assess and verbalise the character 
and mood of music [40]. These conclusions are consistent with the results 
of a study I conducted amongst school-aged students with regard to the ver-
balisation of emotions resulting from hearing a piece of music. The study 
involved 47 students from the sixth grade of elementary school. The task 
of the participants was to respond to the presented works in an emotional 
context, in other words to describe what emotions a given piece evokes. 
When describing their feelings towards the music, the students referred 
to such notions as joy, anger, calmness, anxiety, sadness, horror, indiffer-
ence, agitation or euphoria [41].

I also obtained interesting results via research into the correlation between 
children’s verbalisation of emotions and musical activities whilst working 
on the experimental studies that were the basis of my doctoral dissertation. 
The aim of the research was to verify to what extent the educational activ-
ities developed and proposed to students in the form of an experimental 
programme containing original songs can stimulate skills related to iden-
tifying their own and other people’s emotions and influence their ability 
to verbalise this process. The study involved four groups of students: two 
experimental and two control groups. The results of the research showed 
that an educational programme based on musical activities, amongst which 
the basic didactic tool was a song, had a positive influence on the devel-
opment of their ability to verbalise emotions. These skills included defining 
emotions, verbal emotional expression based on recording the emotions 
felt, understanding, recognising and naming emotions based on the content 
of a poem and a story.

The place of music is not only defined within the context of pleasure and aes-
thetic and emotional experiences. It is also a cultural sign, which character-
ises attitudes towards other people and the outside world. Therefore, within 
intercultural education the social functions of music are emphasised [42]. 
The inclusion of music from other countries, for example folk melodies and 
songs, folk and national dances, in teaching is an activity that extends cog-
nitive, didactic and educational goals to other cultures. Stimulating interest 
in other musical cultures is a positive process which leads to greater under-
standing and less prejudice.
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Music “is one of the basic ways to communicate and allows us to convey emotions, 
intentions and meanings” [43]. A musical work, thanks to its specific sound struc-
ture and in spite of cultural and linguistic differences, is often understood in a sim-
ilar way by different societies. Thanks to its universal form, music can become 
a communication tool by integrating, combining and uniting seemingly different 
realities. As Elżbieta Szubertowska notes, “contact with music to a greater or lesser 
extent remains of interest to most people around the world, who treat it above all 
as popular entertainment, filling their work or leisure time. From an overall cultural 
perspective, this art form constitutes a relatively narrow yet extremely important 
current and is considered as an educational tool” [44]. In terms of intercultural-
ism, Jarosław Chaciński points out that “teaching music is usually a compromise 
between what is native and what is foreign. We start by understanding our musi-
cal identity in order to understand other cultures, identifying both similarities with 
our own culture and sometimes significant differences” [45]. In Poland, the most 
frequently used term in defining this area is “intercultural musical education” 
or “interculturally oriented musical education” [46, 47]. “Therefore, in the Polish 
understanding of this discipline, the emphasis is placed on both the intercultural 
educational influences and the study of other musical cultures” [45].

“One of the educational challenges of today is the cultural diversity of societ-
ies” [10], therefore in this part of the article I will refer more broadly to the issue 
of the importance of musical activity, particularly in the area of playing instru-
ments and singing, in the process of strengthening intercultural awareness, 
drawing on the example of selected activities implemented in Poland.

One of the educational and research projects carried out looking at the influ-
ence of musical activity on intercultural awareness was the important proj-
ect of Jarosław Chaciński, pointing to the importance of using musical activity 
to strengthen intercultural awareness: Intercultural Teaching of Music at School 
as a Form of Dialogue and the Meeting of Young People from Neighbouring 
Countries: Poland, Germany and the Ukraine [48]. In this project the students 
of a junior high school (around 14 years old) would get to know four musical cul-
tures – Polish, German, Ukrainian and Jewish. During the experiment singing and 
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listening to music were the dominant musical activities. Amongst the expected 
results were a change in intercultural attitude, the shaping of the ethical-moral 
attitude in relations with the Other, raising the level of knowledge and skills 
about other cultures and artistic fields with particular emphasis on music, and 
expanding aesthetic identity in the context of other cultures.

Elżbieta Frołowicz notes that “in Poland, Pomerania is one of the regions where 
multiculturalism has the strongest historical roots, and this is one of the most 
important foundations of its identity” [49]. The unique Kashubian culture has 
been present in this region for several hundred years [50]. The author refers 
to the results of her research carried out as part of her original programme in two 
third grade groups of two different elementary schools in Gdańsk. The programme 
was based on music classes, the aim of which was to build relations based 
on empathy and understanding of the “Other” [49]. In addition to familiarising stu-
dents with a variety of musical literature from North American countries (including 
Native American and Inuit music), music from Central Africa, Australia, China, 
Bolivia, Japan, Thailand and Tibet, as well as from Poland (Kashubia, Podhale, 
Lesser Poland and Greater Poland), children had the opportunity to learn about 
regional instruments and play so-called “primitive” instruments (via an improvised 
accompaniment played simultaneously with original ethnic music from Central 
Africa and the music of Aboriginal Australians). Another activity was learning 
folk songs and dances from different regions of Poland, as well as movement 
and instrumental improvisation [49]. In the summary of the results obtained by 
means of the survey and observations, the author notes that the attitude of chil-
dren after and during the classes indicated a sincere interest in Otherness and 
a lack of prejudice towards its manifestations as well as natural curiosity and 
openness to what is foreign or little known to them [49].

Another project aiming at strengthening intercultural awareness amongst chil-
dren was the use of the popular music genre called world music as an element 
of intercultural musical education conducted in the non-public Art and Theater 
Kindergarten “Dorotka” in Olsztyn. According to Marcin Michalak, the author 
of the research conducted within the project, “the most important feature of world 
music is the use of elements (rhythmic and melodic motifs, forms, and instru-
ments) of folk, traditional and ethnic music from various countries outside 
the European or Euro-American environment” [51]. The author, presenting 
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2001–2016 in the “Dorotka” kindergarten there was an experiment entitled Art, 
creativity and elements of intercultural education in the process of shaping 
the personality of a child of preschool age, during which “the openness of chil-
dren to cultural and ethnic otherness, as well as towards conditioned disability 
was studied” [51]. The musical activities used in the project were dominated 
by singing and movement with music. Playing instruments and actively listen-
ing to music were also used. In the final observations after the survey, it was 
noted amongst other things that intercultural activities based on world music 
strengthened children’s openness and tolerance for foreign cultures in com-
parison with the attitudes adopted by children from other centres. Summarising 
his own research, Marcin Michalak points out that “world music can be treated 
as a kind of cultural borderland, where dialogue and the exchange of values 
between children and representatives of other cultures can take place” [51], 
which is the essence of the purpose of intercultural education.

Conclusion

Despite the multitude and versatility of musical activities carried out within music 
education, as well as the proven efficacy of music in supporting other educational 
areas, music education in Poland faces many problems. From a systems per-
spective, the most important problem is the gradual and systematic downgrading 
of the significance of music in a child’s life expressed in the decreasing number 
of hours of music classes in general education schools, or in the delivery of such 
classes by people who lack appropriate qualifications and skills [52]. In spite 
of numerous studies pointing out the unique support that musical activity provides 
to a child’s development, Polish music education in general education institutions 
is more and more frequently reduced to entertainment and folk activities, which 
do not require much effort on the part of the participant. A change in this situation 
is both necessary and urgent. An increase of social awareness of the importance 
of music education, both in terms of its role in the general development of a child 
and the support it provides in the process of progressive globalisation, the mixing 
of cultures, and an understanding and tolerance for otherness, may have positive 
consequences in shaping one’s own identity whilst respecting both native culture 
(in micro and macro terms) and the culture of others.
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INSTITUTIONAL 
COOPERATION IN POLAND 
FOSTERING A CHILD’S 
DEVELOPMENT AND 
BUILDING A CIVIL SOCIETY

Introduction

The issue of cooperation between many institutions 
in Poland, in the context of support targeted at a child’s 
development and the building of a civil society, is a truly 
complex and multi-facetted problem. There are many types 
of cooperation that might be researched: from a strictly epis-
temological point of view attempting to figure out the princi-
ples governing the recognition and comprehension of applied 
terms, to psychological, sociological, pedagogical and oth-
ers, such as legal or political science. My arguments are 
therefore structured as follows: firstly, via an explanation 
of the concepts and secondly via a presentation of exam-
ples of the concepts in institutional activity in Poland. This 
being the case, the study is intended to be one of many 
approaches to the issue, based on selected concepts, their 
meanings and operational patterns.
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The scope of the concepts and topics for discussion in this article is seemingly 
broad and ambiguous. It covers numerous fields of human activity and touches 
many spheres, whose ambiguity may both lead to obvious disputes over con-
clusions and raise justifiable concerns about bias stemming from the complex-
ity of the question discussed. Therefore, it seems essential to try to determine 
the meaning of the most important terms such as “institutional cooperation”, 
a child’s development and a “civil society”.

Institutional cooperation in Poland, or rather inter-institutional cooperation, can 
and does take various forms, may be located in different sectors of the country’s 
social and economic life and have various goals. Particularly important in this 
multitude of ‘co-operations’ is the one in which we are most interested, having 
an educational dimension and fundamentally boosting the development of both 
the child and, in consequence, a civil society. Child development is fundamen-
tal due to the role and importance of children as recipients of previous gen-
erations’ heritage at various stages in their development, as well as their role 
and importance in the building of a new society. The creation of a civil society 
is also an outcome of effective institutional cooperation [1]. It can be assumed 
that institutional cooperation relies on cooperation both within and between 
institutions, be they state, private or social, which shares resources, knowledge 
and competences in order to achieve consistent objectives in whole or in part. 
Institutional cooperation, the importance of which will be further discussed, 
may naturally have different meanings, but here the term refers to the joint 
understanding of the objective (or objectives) of cooperation between different 
institutions. Even though both the object and the subject of this cooperation 
may seem a little unclear, one can easily notice that both terms refer to peo-
ple, both in terms of the collaborating institutions and the reason for a specific 
institutional cooperation leading to individual and social development. What 
is this development then? How should we comprehend the notion of a child’s 
development? The answer to this seems to be critical.

General child development has for a long time been the subject of discourse 
in philosophy and psychology; it also is relevant in terms of economics and ped-
agogy– one might even say to the entire material and non-material world [2]. 
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Since a general theory of development from both a historical and epistemo-
logical perspective goes beyond the scope of this study due to its complexity, 
we propose to adopt the definition of Hans Thomae, a German developmen-
tal psychologist, who stated that it is “a series of mutually occurring changes 
occurring in an orderly manner at particular times in an individual’s life” [3]. Such 
an understanding of the notion of development, conditioned by accepted val-
ues, allows us to see the child’s development as a process of episodic changes 
through personal experiences targeted at and leading to the formation of a com-
plete human being [4]. Now that we understand the idea of institutional coop-
eration and we have defined the concept of child development, we will move 
on to examine the concept of a civil society.

The term ‘civil society’ can be interpreted in many different ways. These include 
pejorative links to an unspecified idea of community and citizenship used 
in the language of politics or politicians, certain areas of philosophy regard-
ing government (from republican to liberal) and a sociological perspective that 
defines some states or spheres of public life [5]. No matter how interesting and 
useful each of these approaches sounds, they still slightly hinder our attempt 
to show a consistent definition of the term in an unbiased way. It might make 
sense, then, to look for the historical origins of the term and to find there its fun-
damental and possibly neutral meaning. One can find two classical approaches 
to the idea, presented by Aristotle and Cicero. In his Politics, Aristotle uses 
the expressions koinonia polityke and zoon politikon, the first being associated 
with the perception of a state as a community with high-level objectives and 
the latter as a particular prototype of the citizen [6]. Cicero, in turn, in his treatise 
De republica applies the notion of societas civilis, usually translated as a ‘civil 
community’ which is not just political, and which both determines the position 
of an individual citizen within a state’s structures and defines a ‘law-based com-
munity, consisting of free people’, evolving towards the contemporary notion 
of ‘civil society’ [7]. Both approaches refer to the very core of what constitutes 
a civil society, the highest level of a society’s moral development, including both 
the state’s role in its overall institutional representation and a citizen’s active 
role in state-building and shaping the future. What links these two approaches 
more than anything else is the conviction that the free human (both in individual 
and social terms) can proceed with their self-development, or gradual self-ful-
filment, which is accomplished both through active engagement in communal 
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to the enrichment of society as a whole.

One can say therefore that the notion of a civil society applied in this article 
concentrates on the three fundamental parameters of freedom, action and com-
munity, the existence of which in the author’s opinion guarantees both effective 
and creative self-fulfilment and the development of genuine common welfare. 
Freedom – understood literally as a nation’s freedom of self-determination but 
also as the personal freedom to preserve one’s own values and beliefs. Action 
– as the possibility and willingness to find the space to express and meet one’s 
personal and social needs. Community – understood not only in terms of one’s 
identity based on a shared cultural-historical heritage, but also in terms of values 
and shared ownership, the preservation and deepening of which may addition-
ally foster active social commitment.

This attempt to determine the meaning of the more important terms, that is 
institutional cooperation, development (including child development), and civil 
society, is intended to both clarify and introduce the analysis presented further 
in this article. It is also the basis for a discussion within a specific Polish context.

The	significance	of	institutional	cooperation	in	Poland	
with	examples

Assuming that the term “institutional cooperation” should be understood 
as overall cooperation within and between institutions (state, private and 
social ones, which share their resources, knowledge and expertise in order 
to achieve consistent objectives), one can now identify its specific meaning 
within Poland. Naturally, an overall picture of this cooperation taking into 
account all institutional elements (that is state, private and social), along with 
a detailed description of mutual dependencies, would probably require a sep-
arate study. Therefore, we wish to focus our attention mainly on examples 
of inter-institutional cooperation that in the author’s view both complete and 
complement the two areas of development suggested in the chapter’s topic – 
a child’s and civil society’s development. This naturally includes cooperation 
between developmental processes related to education. It would be pointless 
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and unjustified to separate the significance and essence of education from 
its social role, that of fostering the idea of an active and responsible civil 
society in the future.

The importance of institutional cooperation in Poland, supporting both a child’s 
and civil society’s development, seems to be identical or at least very similar 
to those observed in many other parts of the world [8]. It is based on the deep 
need of most Polish state and private institutions (close to the idea of the Latin 
res publica and including the fundamental role of a family), to provide resources 
ensuring the development of common welfare in a positive manner, taking into 
account the diversity of the population towards which this process is aimed [9]. 
In other words, it concerns possibly the most fundamental and desirable strategy, 
combining objectives and forms of collaboration that maximise the effectiveness 
of a process of multi-layered changes via sequences of personal experiences 
throughout one’s life, targeted at and leading towards the formation of the com-
plete human being [10]. All these activities lead to the future final active and 
responsible engagement of the adult citizen within multiple social contexts 
of the nation state, this being the overall aim and culmination of an interinsti-
tutional effort in Poland.

To what institutional cooperation in Poland are we referring, then? What are most 
typical examples? What are the key and auxiliary activities involved? Naturally, 
we are unable to list all of them as the sum of their effectiveness is greater that 
their individual parts and unpacking them would possibly result in a lessening 
of their importance both for a child’s and civil society’s development or for other 
aspects of social development [11]. Therefore, we wish to focus only on those 
that, in the author’s view, are key, necessary for mutual openness to devel-
opment and guaranteeing educational success in the process of the citizens’ 
growing social activity.

What constitutes the basis for institutional cooperation in Poland in relation 
to the presented thesis is undoubtedly the family and the school. These two 
institutions create an environment that contributes to further openness to and 
legitimises collaboration with other institutions [12]. The family presents the first 
opportunity to definine the values required to make sense of life and guides 
one’s first essential developmental changes [13]. The school channels these 
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as well as experience in the use of knowledge. One could say that these two 
places constitute a specific primary institutional cooperation, compared to oth-
ers that may be called a secondary institutional cooperation. Secondary coop-
eration may include first and foremost examples pursued by school as part 
of their everyday activities. Amongst these interactions are units of local gov-
ernment (for example communal, municipal offices and their organisational 
units), other institutions belonging to the education system (local education 
authorities, psychological and pedagogical counselling centres, in-service 
teacher training centres), law enforcement agencies (police, municipal guards, 
courts), social welfare institutions (communal or municipal social welfare cen-
tres, community day care centres), other schools (pre-schools, primary schools, 
secondary schools), cultural institutions (such as philharmonics, museums, 
theatres or cinemas), public cultural–educational institutions (libraries, commu-
nal or municipal culture centres), sports clubs and sports facilities (swimming 
pools and playgrounds), organisations managing the state forests (landscape 
parks, forestry management), Church and religious organisations, selected 
businesses, non-governmental organisations (such as foundations and asso-
ciations), Volunteer Fire Brigades and other rescue services (The State Fire 
Brigade and the Emergency Ambulance Service), higher education institutions, 
health care facilities, media (local press, radio and TV), parents’ boards and 
student councils, various foreign partners and many others [14]. Each one 
of these examples contribute to supporting the Polish family and the school 
with regard to the child’s developmental process, and as a result contrib-
ute towards the building and enrichment of a civil society. The opportuni-
ties created by this mutual cooperation must ensure that resources are opti-
mally used and that common objectives are properly implemented. There 
are also however threats that may slow down, hamper or sometimes even 
prevent this cooperation as it develops. Examples are presented in a gov-
ernmental document from 2008, which lists such barriers as a) the unwilling-
ness of some local government bodies to acknowledge non-governmental 
organisations’ equal rights to influence the development of local and regional 
communities, partially or completely excluding them from decision-making 
processes, b) the dissonance in terms of organisational maturity between 
small and large organisations, contributing to the so-called “oligarchisation” 
of the third sector, c) unsatisfactorily institutional and legislative structures 
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to support the development of participatory democracy, manifesting itself 
through the limited participation of civil groups and communities in the state’s 
decision-making processes, d) the dysfunctional nature of social organisations’ 
ability to hold authority to account, resulting from a lack of balance between 
them and the powerful institutions on which they are dependent at a number 
of different levels [15]. Obviously, these and other obstacles or threats are 
still to be overcome. On the other hand there appear to be more and more 
opportunities and forms of institutional cooperation resulting from the world-
wide pandemic (related to the COVID-19 virus), which relocated a large part 
of cooperation to the Internet in Poland (for example numerous webinars, new 
forms of online training and the unprecedented scale of activity of organisa-
tions from the cultural sector). There is no doubt that in the near future there 
will appear new forms of institutional cooperation, demonstrating the Poles’ 
special creativity as regards fostering a child’s and civil society’s development 
based on agreed values. The aforementioned examples are not exhaustive. 
Even if it were possible based on today’s Polish practice, a more complete 
analysis should probably be done as part of a separate, more extensive study 
with additional research, more completely classifying both the scope of and 
mutual dependencies within current institutional cooperation.

Conclusions

The above considerations, due to their complexity, do not fully cover the topic 
and undoubtedly require further, more extensive reflection. The overarching aim 
of this study was to try to present the role of institutional cooperation in Poland 
in fostering a child’s development and building a civil society related to the cer-
tain concepts (the first part of the chapter), the choice of which later determined 
the method of depicting their meanings and the selection of examples derived 
from Polish experience (the second part of the chapter). It is noteworthy that both 
the concepts themselves and their particular exempli are evolving as regards 
both their semantic essence and the opportunities available to apply them. There 
may also appear new, previously unknown, dangers that require addressing, 
given that the world is changing so quickly. Hence, we can be quite sure that 
the discourse introduced in this article will occupy an important place in research 
within many scientific disciplines both now and in the future.
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Małgorzata Sierszeńska-Leraczyk

THE ROLE 
OF THE ENVIRONMENT 
IN DEVELOPING 
CHILDREN’S TALENTS 
IN VIEW OF MODERN 
KNOWLEDGE AND SOCIAL 
CHANGES
Introduction

Gifted children learn quickly and effectively so they have 
good chances to succeed in adult life. However, success 
is not always connected to the level of talent as sensi-
tive teachers and researchers dealing with giftedness tend 
to observe. Research results show that what plays a role 
is the interplay between personality, motivation and sub-
sequent results that impact on one’s efforts and intensity 
of work. Nevertheless, a talented child’s development and 
achievements are, above all, conditioned by their family 
and their educational environment.

This article summarises the most recent published and 
unpublished studies and perspectives on giftedness which 
are currently being discussed at international conferences.
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Nowadays, psychology divides abilities into two basic types: 1) elite, of excep-
tional talent (approx. 3–5% of the population), and 2) a much wider category 
which is still gifted (25–30% of the population), so generally speaking every 
third or fourth pupil is talented.

Until the late 1970s gifted children and their education were heavily linked with 
concepts of high IQ. Therefore, the main method of identifying abilities comprised 
individual or group intelligence tests, which often became the basis of curricula. 
Abilities were deemed to be permanent, even though it was obvious that high 
intelligence test results were not automatically reflected in real life achievements.

Renzulli was the first to question IQ as a basis for identifying abilities. He claimed 
that giftedness was an interaction of three aspects, that is above average – but 
not necessarily outstanding – abilities, output, and motivation, which resulted 
in effectiveness, that is outcome or success. This concept inspired other research-
ers and in the 1980s many models appeared that questioned giftedness as mea-
sured by IQ. Many of these models are still relevant, for instance those of Tanen-
baum and Sternberg. Further theories have been proposed in the 21st century, 
in particular the actiotope model of giftedness and the model of psychosocial 
skills development, called master effectiveness [1,10,13,19,28,30,32,38,39,46].

In 2011 a research team (Rena F. Subotnik, Paula Olszewski-Kubilius and 
Frank C. Worell) reviewed the whole literature on the psychology of giftedness. 
Not only did they combine earlier models unsing traditional research methods 
dealing with expertise and high achievements in sport and art, but also tracked 
the development of outstanding scientists. As a result, they developed a Mega 
Model, a name that emphasised the input of numerous researchers and ear-
lier theories. Consequently, a new and relevant definition of giftedness was 
formulated thus:

Giftedness is a developmental	process, which is domain	specific and mal-
leable. Although a developmental path may start with a potential observed 
in childhood, talents must be cultivated and supported by practice and integration 
with domain specific skills, programmes and deliberate	psychosocial	skills, 
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all of which are indispensable in traversing new and difficult pathways. This 
developmental process aims at the transformation of an early potential talent 
into eminent achievements and innovativeness in adulthood [40,41,42,43,44].

Giftedness	–	personality	–	sensitivity

The concept of giftedness that describes the process of forming an integrated 
and mature personality, enabling high-level achievement, was proposed by 
Kazimierz Dąbrowski who called it the theory of positive disintegration. 
Although it was formulated in the first half of the 20th century, its value as a the-
ory of the development of talent and creativity has only been recognised in recent 
decades, becoming one of the most popular notions amongst academics and 
practitioners worldwide.

Having analysed biographies of outstanding artists including Franz Kafka, 
Michelangelo and Ludwig Wittgenstein, and conducted regular tests amongst 
his patients, both adults and children, Dąbrowski distinguished developmen-
tal features that marked prodigious talent and creativity. He combined these 
features with the individual’s developmental potential, which he had evaluated 
himself, and split the potential into three elements:

1. Innate and hereditary factors, which manifest themselves in intense mental 
excitability, early interests, abilities and talents;

2. The influence of the environment;
3. Internal dynamism, leading to autonomous, conscious decisions about 

one’s development, including self-tutoring, self-education, and a resilience 
in the face of environmental pressures.

According to Dąbrowski’s theory, development takes place on five levels:

1. Primary integration,
2. Single-level disintegration,
3. Multi-level spontaneous disintegration,
4. Multi-level organised and systemic disintegration,
5. Secondary integration.
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is reached in a visibly accelerated way. Those who have achieved it develop 
harmoniously at the heights of their creative, emotional, moral and aesthetic 
abilities. Not only are their interests, talents and abilities crystallised, but also 
their personal relationships are stable and enduring. Moreover, they are highly 
conscious of their identity, and as adults they tend to be empathetic, responsi-
ble, autonomous, authentic, and socially conscious.

Dąbrowski’s initiative to popularise mental hygiene changed views on the crises that 
humans go through over their lifetime, and gave a new perspective on education 
and therapeutic activities. In all his concepts, Dąbrowski emphasised the positive 
role of sensitivity in the development of a mature and positive personality thus: 
‘(…) It seems there is no other way of development, no other way of discovering 
new and richer realities than via disintegration, suffering, positive incompatibility, 
inhibition, internal creative conflict, nervousness, suicidal tendencies, and – above 
all – various neuroses and pseudo-neuroses’ [5,15,16,17,19,35,47].

Indeed, it is Kazimierz Dąbrowski who draws attention to the fact that sensitiv-
ity is not a weakness that has to be treated with a therapy. It is a sine qua non 
condition for gifted, especially artistically gifted, individuals whose sensitivity 
surpasses the average.

According to Zofia Konaszkiewicz, ‘Sensitivity is a great gift. One who possesses 
it can see more, hear more, perceive more, feel more, and experience more. 
It lets one encounter unique intensity and a variety of experience. The mental 
life of a sensitive person is very rich. (...) When sensitivity is matched with intel-
ligence, it may lead to great subtlety of thinking, and unusual ingenuity of anal-
ysis. (...) Sensitivity opens a person to the stimuli of the surrounding world and 
lets them experience beauty with an extraordinary intensity and incomprehen-
sible subtlety’ [15,16,17].

Teacher	–	Authority	–	Master

We live in a rapidly and intensively changing world. Change appears to be a basic 
characteristic of our reality, but human development requires a foothold that 
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ensures security and continuity of tradition. Amongst elements which are con-
stant, role models or authorities stand out. They have been present in every 
epoch and at every stage of human development.

Current pedagogical literature, discussions, unpublished papers, and presen-
tations at conferences, for example the World Council for Gifted and Talented 
Children, the European Council for High Ability, and Asia-Pacific Gifted, show 
that what goes on between the pupil and the teacher is amongst the most vital 
issues. The teacher – who should be a role model – is perceived through their 
educational and tutoring activities.

The traditional and unquestioned position of role models and authorities has 
been strongly affected by postmodernism, which has denied the need for them. 
Konaszkiewicz says that ‘It is easily noticeable that people existing within this 
pseudo-freedom increasingly undergo influences and manipulations of authorities 
that they are unaware of. This phenomenon is characteristic of the present day 
where the media with their real and considerable power play a key role in mod-
ern society. In the place of genuine authorities, they create idols (…). Besides, 
our life is guided by experts who say that we are unable to cope on our own 
with our problems or the problems of those we are close to. (...) It can be said 
that we live in a particular culture of experts who invade every realm of human 
life, including the most personal ones’ [1,2,6,7,8,15,16,17,20,37,45].

Authors dealing with the topic hold the opinion that young people in the present 
day are members of a generation of fear. They reject the authority of adults and 
institutions, and they face a new danger: a bondage that is both self imposed 
and experienced through peer pressure. As Henri Nouven puts it, the majority 
of young people are mostly motivated by a need to conform with their peers. 
For this reason, authority based on traditional values of many years’ standing 
tends to be denied, even though it is still expected to exist, especially in schools.

The literature on pedagogy offers various concepts to help define the authority 
of the teacher. It is firstly a social phenomenon; secondly, it is a feature of per-
sonality; thirdly, it refers to a dual-level interpersonal relationship, based on ques-
tions of who has authority and why, and who respects authority and why. Many 
studies focus on elements of authority such as intellect, character, competence, 
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David Fontana’s research results are especially interesting as he points out 
that the main feature of a good teacher is passion. Passion can be infectious. 
A person with a passion does not get bored because the subject they teach is 
always fascinating for them, and is thus likely to involve the pupil.

Konaszkiewicz suggests that a teacher should not only be an authority, but also 
a master. However, to earn the title of a master, a number of conditions have 
to be met, for example a hierarchy of values and methods of conduct which 
are not imposed upon others, kindness and a readiness to assist pupils and 
spend time with them. What also matters is the feeling of joy at pupils’ suc-
cesses and appreciating the time spent with them. Therefore, ‘The teacher’s 
authority is anchored in values. Without the teacher’s authority we cannot talk 
about a pupil’s full development’ [14,15,16,17,25,26,29].

A good example of a master – pupil relationship is to be found in the music 
education system in Poland. In state music schools this approach is based 
on individual lessons. The progress a pupil makes whilst at school, and their 
future musical career, greatly depends on their relationship with the teacher, and 
on the teacher’s competence and personality. Manturzewska calls it a master – 
pupil relationship. Studies of the biographies of Polish musicians show that this 
relationship is the key to outstanding achievement in musical performance and 
pupils’ artistic development. The teacher often has such a close and multi-lay-
ered relationship with the pupil that it often touches all aspects of the pupil’s life. 
Apart from teaching music technique, the teacher – master influences the pupil’s 
choice of books and free time activities, and assists in vital personal decisions. 
Additionally, the teacher helps the pupil enter a professional environment with 
its own values and rules, make a stage debut, choose repertoire, and manage 
concert schedules. This relationship continues many years after graduation. 
Unsurprisingly, the absence of such a relationship and deep emotional bonds 
with the master or masters is detrimental to the pupil’s future career on stage, 
its duration and quality. Naturally, the master – pupil relationship starts with 
a meeting of minds. In a way, the teacher looks for pupils just as pupils look 
for the right teacher. In music education this is a common phenomenon, due 
to an old tradition of apprenticeship in crafts, music and other disciplines, espe-
cially at an eminent level [4,13,20,21,32,33,36,45].
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Family	environment

According to modern research, achieving maturity used to be easier and more 
timely, although the past with its different problems should not be idealised. 
Generally in Western culture one’s upbringing was based on warm relationships 
with family members of various generations, such as parents, grandparents, 
siblings, and cousins. If there was any discord between parents and children, 
in big families living under the same roof the gap would be bridged quite naturally 
by another family member. A child knew it was loved without sentimentality, and 
it had its place in the family. In this way appropriate relationships were forged 
within a certain hierarchy. A similar model of family relationships still occurs out-
side Western culture, in particular in Asia, South America, and the Middle East.

A child’s unformed nature used to be consistently developed through duties, 
chores and service for close and distant family, the community, the country 
or the church. Likewise, the school offered knowledge and upbringing in the same 
way as the family operated, something which was both expected and accepted. 
Nowadays, immaturity tends to be ascribed to the crisis within the traditional 
family, because many children grow up in dysfunctional environments. Jadwiga 
Izdebska distinguishes several characteristics of such families: the disintegration 
of interpersonal contacts resulting in child loneliness; structural disintegration 
via orphanhood; the pathological family involving abuse or neglect; media-rid-
den families addicted to TV; families adopting a consumer lifestyle, leading 
to laziness and passiveness [12,27,31,46].

Psychological studies on the influence of the family and the family environment 
on a person’s development, achievements and career have appeared over the last 
130 years in hundreds of publications. Sir Francis Galton was the first to notice 
the influence of family environment in his studies on hereditary talent. He tested 
997 eminent people from 300 families, of 7 diverse disciplines, including 120 
outstanding musicians. Research results revealed that the number of gifted and 
related persons within families was much higher than could have been expected 
from random distributions. Galton concluded that at the core of human achievement 
lies a general intellectual ability or intelligence which is genetically determined. 
He further recorded that in the families of geniuses there were people with spe-
cial mental attributes that preconditioned success in a given discipline. In these 
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energy, vitality, dynamism and perseverance to achieve a goal, as well as an inde-
pendent intellect and personality, often accompanied by extraordinary interests. 
Such families approved, supported, and developed the child’s predilection, whilst 
the father or uncle would often create a close emotional bond with the gifted child 
and oversee their development. Furthermore, these families valued work and 
vocational activities, cherished intellectual values, and got emotionally involved 
in the given field. Interestingly, Galton observed that older parents created better 
conditions for the child’s intellectual development [32].

More recently Katarzyna Cox considered the role of the family and the family envi-
ronment in the development of individuals whose work and achievements were 
remarkable. She studied the intellectual development of 300 brilliant represen-
tatives of various scientific and artistic disciplines, recording the characteristics 
of families that have discovered a child’s talent and spurred on their achievements:

1. interests are stimulated early,
2. the child can experience aspects of their future career,
3. patterns, stimuli, and possibilities within the family environment help the child’s 

emotional development [32,34].

Another author that pays attention to the vital role of the family environment 
when it comes to individual choices and achievements is A. Roe. In her research 
on eminent American scientists and artists, she observed the impact of the family 
on such things as self-esteem, reliability at work, motivation, ambitions and inter-
ests. Having analysed high level professional accomplishments, Roe describes 
family environment as beneficial for achieving success if:

1. it pays a lot of attention to studying and learning;
2. it is educated;
3. it has warm and friendly relationships;
4. it is consistent in its requirements and emotionally stable;
5. the parents’ education is relatively good, which affects self-esteem, high 

ambitions, and resilience under peer pressure;
6. it enjoys a relatively high socioeconomic status, and promotes social respon-

sibility and individuality [30,32,34].
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Next, Roe observed that what parents of brilliant American artists and scientists 
had in common was considerable intellect, high sociocultural status, a belief 
that a developmental path was based on learning, and the cultivation of skills 
and abilities, which were seen as values per se. Other traits included an early 
participation in cognitive activities, marrying late, having a creative personality 
and above average intelligence, a delayed socio-emotional and sexual develop-
ment, limited social contacts in adolescence, difficulties in interpersonal skills, 
as well as limited and controlled opportunities to relax.

Furthermore, observations and experiments carried out by D. Super over many 
years, as part of his research and counselling, let him design a model of career 
development. Again, the family environment plays a crucial role, which he per-
ceived from two perspectives: 1) the subjective (interpersonal relationships, 
values and stance), and 2) the objective (family structure, parents’ professions, 
socioeconomic status). According to Super, positive elements that enhance 
development and achievements occur when a family:

1. enables the early assimilation of patterns, behaviour, work style, and experience;
2. inspires preferences and interests, often in the area parents work in;
3. controls the child’s peer environment, play and class groups;
4. stimulates particular needs and forms values;
5. provides opportunities to gain experience in a given area;
6. provides opportunities to acquire knowledge, skills and abilities connected 

with a given domain;
7. enables personal contact with the professional environment so that the voca-

tion is seen as attractive and achievable;
8. sticks to religious and moral values [32,45].

In Super’s view, the family influences achievement (both educational and pro-
fessional) because it forms the child’s needs and values, models of behaviour, 
including their future profession and their view of themselves. The family offers 
opportunities and possibilities, and imposes pressure by favouring certain 
schools, positions, social roles, and types of professional accomplishments.

On the other hand, in the 1950s McClelland, Baldwin, Bronfenbrenner and Stro-
beck conducted studies on immigrants in the USA, which came to the unsurprising 
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was the parents’ attitude towards education. These parents were willing to move 
home and sacrifice time and money to provide their children with the best edu-
cation, even at the cost of isolation from the rest of the family [32].

A study performed by Bloom and Sosniak on five groups of talents, such 
as pianists, athletes, sculptors, mathematicians, physicists and neurosurgeons, 
observed the following aspects of parents and families with a talented child, 
even though their educational background, professions, interests and type 
of work performed differed:

1 parents were child centred in their thinking;
2 the family valued work;
3 the family held a view that work was more important than entertainment;
4 mealtimes were observed and chores performed;
5 parents engaged in areas where children demonstrated talent [9,18,22,32,37].

M. Csikszentmihalyi, a distinguished academic studying giftedness, performed 
studies on adult artists, recipients of international awards such as the Nobel 
prize, and talented young people. Using a variety of tools, such as quantitive 
and qualitative methods, tests, questionnaires, interviews, observations and 
experiments over a number of years, he concluded that links between family 
type and a child’s educational or professional achievements were not unequiv-
ocal. He distinguished two dimensions, support and stimulation, and four types 
of families that:

1. support and stimulate.
2. support, but do not stimulate.
3. stimulate, but do not support;
4. neither support nor stimulate a talented child.

Following this Kevin Rathude, a student of Csikszentmihalyi, designed a family 
questionnaire (CQF) with 13 questions about emotional support, five of which 
concerned domestic harmony (reliability alfa=0,72), and eight which concerned 
helpfulness (alfa=0,78); then eleven questions were asked about stimulation, out 
of which seven dealt with involvement (alfa=0,5), and four dealt with freedom 
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(alfa=0,62). The questionnaire was used to test a group of 210 teenagers (aged 
13–17) who were gifted in mathematics, science, music, art and sport. The aim 
of this longitudinal study was to define how young people perceived their family 
environment, and why some developed their abilities, whereas others did not. 
The CQF tested relationships within particular family types as well as a number 
of variables, such as success at university, well-being, activeness, and read-
iness to undertake new tasks. Research results demonstrated that the best 
results at school were gained by pupils who enjoyed both support and stim-
ulation; the second most successful were children from families where they 
received support, but no stimulation; the third most successful were children 
who received stimulation but no support; and the least successful were pupils 
who were both unsupported and unstimulated [3,4,32].

Slightly different results concerned well-being or life satisfaction. In first place – 
as with the case of success at university – were those who received both support 
and stimulation. However, the least happy teenagers turned out to be those who 
were from families that stimulated them, but failed to support. Another tested 
element, that is a readiness to undertake new tasks, showed that the most 
successful were those who enjoyed both family support and stimulation, and 
the least successful were those who were stimulated but unsupported. In conclu-
sion, Csikszentmihalyi said that children from the first family type were the most 
ready to undertake new tasks, had the best school results, and demonstrated 
the highest level of well-being.

The so-called ‘good’ supporting and stimulating family enhances achievement, 
but it also happens that high results may be reached owing to a ‘bad’ family, 
when a child escapes from trauma into artistic or scholarly activities. Csikszent-
mihalyi provides examples, both historic, such as Leonardo da Vinci, Michel-
angelo, Sartre, and more contemporary, such as Linus Pauling (Nobel Prize 
winner), and Wayn Booth (literary critic and philosopher), whose families were 
incomplete or even pathological. For him, adversities made the children develop 
extreme emotions, and thus unconventional thinking. If a child grows up in unfa-
vourable conditions, they invest all their energy in their interests and their moti-
vation to succeed. Although childhood difficulties may motivate a gifted person, 
the creative life the child embarks on is often marked by unhappiness. Instead 
of joy derived from work and discoveries, the genius may be ed with a high 
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prize winner in physics, who concluded in his biography: ‘The chase in science 
rarely brings one peace and satisfaction.’ For Einstein also science and art were 
a way to escape from reality [3,4,32].

A similar inference is made by Koestner, Walker and Fichman in their studies 
on creativity. They refer to Rogers’ idea that a creative individual must experience 
unconditional acceptance within their closest environment (that is their family). 
Security is a sine qua non condition for self-fulfilment and creative achievements. 
Nevertheless, these authors claim that family conflict is not always destructive. 
True, it can undermine security, but it can also stimulate an inner drive and 
openness to new experiences, and instil a sense of the relativity of concepts, 
which – in Rogers’ view – may impact creativity [32].

On the other hand, Therival has a different perspective (following Subotnik, 
Olszewski–Kubilius, Arnold, 1997) when he says that conflict and tragedy are 
not indispensable in the stimulation and development of talent. In his model 
of creativity, he describes three factors: genetic basis (G), family or other sup-
port (A), and misfortune (M). Therival claims that people suffering a tragedy 
can be creative as long as they simultaneously receive strong support. This 
is not only a characteristic of ‘devoted’ creators whose genetic background 
is rich, support significant, and who are not struck by misfortune, but also 
of ‘challenging’ creatives with a high genetic level of talent, a certain amount 
of support and some misfortune. The latter tend to seek recognition and are 
more self-centred.

Why then is support – especially parental support –of prime importance for 
a gifted child and in the focus of research on giftedness? It enables the child 
to find their identity, develops an ability to express their thoughts and opinions 
openly, and reduces stress in the case of a tragedy or misfortune. What is more, 
proper parental support reduces the identification with parents, but does not 
decrease mutual feelings and a sense of belonging.

Yet another impact of the family on the development of the gifted child concerns 
their ability to build social interactions, which has also been studied. Initially, 
a child’s world is limited to the family, expanding with time to encompass peers, 
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teachers, and a wider community. Naturally, parents guide their child to develop 
social skills and they may do so in such a way that their talent is further developed 
by enrolling in out-of-school activities, arranging holiday and leisure activities, 
and encouraging them to enter competitions, whilst at the same time carefully 
choosing the child’s peer environment [23,32,40,41,42,43,44].

Moon, Jurich and Feldhusen analysed in detail factors contributing to the devel-
opment and the level of achievement amongst children with a high IQ, and 
concluded that indeed the family was the most critical element. They described 
it as a ‘cradle of development’ and defined its dynamism and typical features, 
which include a system of values that revolves around high standards of learn-
ing and achievement, involvement in homework, and engagement in cultural 
and educational activities. Again, such families are child-focused and the child 
receives strong support and emotional attention. In the case of artistically tal-
ented children, parents, who tend be unconventional, appreciate independence 
and the open expression of feelings and emotions. Generally, talented children 
come from well-adapted families, in which parents form lasting marriages. Par-
ents are prone to self-sacrifice in order to provide their children with optimal 
conditions so they can develop intellectually, emotionally, and socially. These 
children and their families are also more resilient to stress, even though a gifted 
child itself poses a challenge to the family’s lifestyle, because the place of res-
idence sometimes has to be changed and expenses incurred in order to rise 
to the challenge of bringing up a talented offspring [23,32].

The Value of Artistic Education

The statement that a teacher is the co-creator of both their pupils’ success and 
failure is a universal truth. However, only recently did researchers conclude 
that the attitude and emotions of both teachers and pupils were as important 
as the teacher’s professional training. The so-called hidden curriculum is an inten-
tional or unintentional element of a teacher’s attitude which forms the emo-
tional basis of student-teacher relationship and their everyday interaction. It is 
responsible for the atmosphere in the classroom and leads to the transmission 
of values and attitudes not only towards learning but also towards oneself, and 
hence one’s personality.
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development, whose aim is to nurture the autonomous person. This goal can 
be achieved through art, that is through artistic and aesthetic education. This 
distinction is not a simple matter of terminology, but the difference between two 
complimentary notions, namely teaching aesthetics, and developing an individ-
ual’s entire personality through art. The latter concerns intellectual, creative, 
moral and social development, but also compensation processes. Although for 
years artistic subjects at school have been marginalised, they seem to be cur-
rently being revived along with bygone theories such as the Confucian idea 
of talent development. Nowadays, we are aware that artistic education teaches 
discipline, self-presentation, self-awareness, and self-study. It also enhances 
psychological resilience and prevents depression [24,32,34,35,36].

That is why art is indispensable in education. Harnoncourt’s comment on music 
can be applied to other artistic disciplines: ‘A modern person values a car 
or a plane more that a violin, cherishes an electronic device more than a sym-
phony. However, the price we pay for what is convenient or indispensable is too 
high, because we deprive our lives of intensity for the sake of the lure of comfort. 
Once something is lost, it can only be retrieved with difficulty’ [11].

Conclusions

Research results on giftedness emphasise the role of the family in the devel-
opment and achievements of the talented child. Both parents and teachers 
should become increasingly aware that a child’s success depends on an inter-
play of factors. Their ultimate goal should be to raise and educate a gifted child 
in such a way that their potential is nurtured and their mental health preserved.
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Adam Czabański

SUICIDE IN CHILDREN 
AND ADOLESCENTS: 
SOCIOLOGICAL 
AND CROSS-CULTURAL 
ASPECTS
Introduction

Suicide, identified as a borderline behaviour, affects people 
of various origins and social backgrounds and disturbs soci-
eties shaped by particular ethical and moral frameworks. 
The cultural context of suicides is particularly interesting 
to analyse. It is known that the human inclination to decide 
about the moment of one’s death is common to all cultures 
and is seen in children and adolescents, too [1, 2, 3, 4, 5, 
6, 7]. It can thus be viewed as a cultural universal. Suicide 
disturbs local communities and whole societies. Mass media 
play a significant role in shaping the perception of the phe-
nomenon; sometimes reporting the tragic events objectively, 
but sometimes stirring up uncalled-for emotions. The phe-
nomenon then upsets many people who did not know the sui-
cide victim directly but feel grief and trauma over the tragic 
event. Numerous studies indicate that such empathy and 
communal experience of the tragedy is especially strong 
when the victims are children or adolescents [8, 9].
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may turn to self-harm. Such behaviour is a reaction to an external world which 
seems ominous, deprived of values and cruel to them. Struggling young peo-
ple who sometimes lack appropriate support from the adult world try to get 
along on their own, possibly by engaging in risky behaviour. Growing frustration 
leads to self-harming acts over time, connected with a lack of selfacceptance 
in in the face of the challenges of the contemporary world. These young people 
then become involved in suicide-related behaviour.

In suicidology, suicidal behaviour includes suicidal thoughts, sometimes referred 
to as suicidal ideation, suicidal statements, suicidal threats, suicide attempts and 
completed suicide [10]. The goal of this article is to describe suicide in children 
and adolescents, its character, and sociological and cross-cultural aspects.

Issues related to suicide amongst children and adolescents are of major impor-
tance to every society. Regardless of the sociological profile of a given soci-
ety or particular cultural influences, suicide amongst children and adolescents 
raises reasonable concerns and generates preventive action.

The	contemporary	generation	of	children	
and	adolescents	and	the	risk	of	suicide

It is worth noting that we are dealing with an unusual generation of children and 
adolescents. They almost perfectly internalise the constantly developing world 
of technological innovation. According to Klaus Hurrelmann’s theory of social-
isation, the clarity of social expectations relevant to time and situation is low 
in today’s world. This causes modern individuals to develop and maintain a high 
level of flexibly self-adjusting adaptability skills. These skills surface especially 
in young people; usually in contact with state-of-the-art communication tech-
nologies (computers, new generations of smartphones, the Internet or neu-
ral networks). However, what emerges is a certain paradox. Despite having 
the adaptability skills to use modern equipment or information technology, these 
young people are often unable to overcome the barriers of their psycho-physi-
cal development. Young people who are only modelling their adaptability skills 
to the world of current social behaviours and related moral imperatives frequently 
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experience episodes of deep frustration. Consequently, young people may resort 
to retreatism or innovation, discussed more broadly by Robert Merton [12].

Attitudes of rebellion and resistance to the moral world are thus becoming more 
and more widespread among today’s young people, because this world seems 
to them to be entirely shaped by adults. Such defiance may (and often does) 
culminate in suicidal behaviour.

Emotional immaturity and weak internalization of moral rules, which are typical 
of teenagers, coexist here with remarkable skills in using modern devices that 
enable them to receive and transfer information remotely [13]. These processes 
contribute to the emergence of individuals estranged from the real world but 
adapted to being users of the virtual world. A feeling of dichotomy and weak-
ening of one’s own sense of inner direction (Riesman) / inner containment 
(Reckless) arises. What appears as a result is a combination of circumstances 
provoking escapist attitudes in many young people. In extreme cases, these 
attitudes may manifest themselves in suicidal behaviours.

Suicide amongst children under the age of 10 happens rarely. The idea 
of death develops in late adolescence, when the child is capable of grasping 
all of its aspects intellectually [8]. Other studies suggest that children who 
reach the chronological or developmental age of 9 develop the capacity to fully 
understand the essence of death. Before that, death is perceived as a reversible 
phenomenon [14]. Psychiatrists occasionally report seeing 7- and 8-year-old 
children who wish to take their own lives. If children do commit suicide, how-
ever, it happens due to susceptibility. It is captured by the theoretical model 
of early-onset suicidal behaviour. According to this model, susceptibility begins 
with hereditary risk factors such as mood disorders, impulsive aggression 
or suicide attempts; these factors are then transmitted from a parent (or par-
ents) to the child [15].

Young people experiencing biological and psychological transition may some-
times be faced with an identity crisis. This is present in 10–20% of young people 
and it is manifested by irritability, impulsivity, hostility, aggressiveness, negativ-
ity and ambivalence [16]. Impulsivity and aggressiveness in adolescents are 
in fact regarded as independent risk factors of suicide [17].
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by adolescents and a family history of suicidal behaviour, psychoactive sub-
stance use and the parents’ legal separation or divorce [18].

Causes of suicide amongst children and adolescents

A variety of factors can determine the emergence of suicidal behaviour in chil-
dren and adolescents, including a dysfunctional family environment, an unstable 
and inconsistent upbringing, the disintegration of the parents’ marriage, emo-
tionally cold relationships in the family etc. [19]. Researchers also acknowl-
edge the role of a lack of social integration and isolation as factors producing 
suicide among adolescents [20]. As regards developing a personality with sui-
cidal tendencies, childhood is a particularly significant period. Following suicide 
attempts, young people pointed out the following traumatic experiences they had 
suffered in childhood: their father’s or mother’s leaving, quarrels in the family, 
the father’s drunken brawls, corporal punishment, being expelled from home 
or being called names [19]. Besides inner family conflict and parenting mistakes, 
parents’ alcohol addiction substantially contributes to creating an inadequate 
family environment. Parental alcoholism aggravates the feeling of frustration 
in children and adolescents, reinforces the lack of stability and consequently 
leads to developing an ambivalent attitude towards the father [19].

Leading causes of suicide amongst young people include family quarrels, heart-
break or academic difficulties. A large number of adolescent suicides are impul-
sive acts, without a plan or forethought. They fall into the pattern of stimulus 
and response [18], where suicidal behaviour is an instant, escapist reaction.

The period of adolescence is characterised by the prevalence of emotions over 
rational action. Young people aged 14–15 go through a “storm of emotions” 
resulting from the development of sexual drive and the experience of love. 
Teens notice their helplessness induced by a growing complex of frustrations, 
revealing itself in their constant searching for their psycho-physical defects. 
The helplessness of people under 20 (and slightly older, defined as young 
adults) stems from facing completely new situations in life, which they do not 
know how to manage. They see environmental obstacles preventing them from 
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fulfilling their aspirations [21]. That being so, young people, made sensitive by 
ongoing psycho-physical changes, are exposed to numerous traumatising sit-
uations. Irena Obuchowska resolved to classify these situations with regard 
to the different environments in which a young person lives and singled them 
out with respect to the school and the family environment. In terms of the school 
environment, she pointed out to the following traumatising situations:

» excessive schoolwork
» negative relations with teachers
» a fear of school, more specifically recognised as a fear of a poor academic 

result, a fear of social exposure, a fear of teachers, a fear of competition – 
the perceived uselessness of school knowledge [19].

Authors from Japan [22], China [23], South Korea [24, 25] or Singapore [26] 
emphasise the role of oppressive school systems and a peculiar “rat race” which 
alienates particularly vulnerable individuals, driving them to suicide.

In the family environment, on the other hand, one can distinguish:

» the heightened expectations that parents hold about the adolescent’s role 
as a child and as a student

» a negative family atmosphere (a tense or noisy environment)
» the personal influence, especially of the mother, when the mother starts 

to be negatively perceived (which then causes a deep sense of regret) [19].

Studies from the English-speaking world have presented other examples of sit-
uations traumatising young people. They include a significant loss; that is, 
the death of a close person, not necessarily a parent or family member, but 
an emotionally significant person. David Lester demonstrated that experienc-
ing the death of a parent by a child aged 6–14 leads to subsequent teenage 
suicide [27]. Other traumatic events that may become risk factors for young 
people’s suicide include exposure to violence and sexual abuse [28, 29, 30, 
31, 32] as well as the parents’ divorce.

Other researchers identify a wide range of stress-inducing factors that affect 
young people and may contribute to suicidal decisions:
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parents’ divorce, violence, the death of a parent/parents),

» chronic circumstances (strict or rejecting parents, repeated physical abuse, 
family conflict, a constant rift between the parents),

» a dominating feeling of being emotionally rejected by the parents and socially 
isolated [33].

Suicide	pacts,	the	Werther	effect	and	suicide	amongst	
children and adolescents

A suicide pact is a phenomenon connected with a fear of death and an attempt 
to overcome it by an artificial unity. Studies indicate that suicide pacts rarely 
occur among children, and more often among adolescents [34].

As mentioned above, studies suggest that suicide pact (that is, two or more 
people committing suicide together) are most common amongst teens. It can 
be safely assumed that the suicide pact is the type of suicidal behaviour typ-
ical of adolescence. In the years 1986–1998, there were 43 cases of suicide 
pacts recorded in Poznań. The data collected and the results of studies that 
followed led to the conclusion that suicide pacts were usually made by gender-
homogeneous dyads [35]; most often by girls aged 17–18 (heterogeneous-gen-
der pacts were less common). Research showed that suicide pact members 
knew each other very well: they went to the same school or even class, and 
often lived in close vicinity. Adam Czabański distinguished between dyadic 
and multi-personal suicide pacts. He noticed that in dyadic pacts the suicidal 
intent is rarely symmetrical. They are also characterised by a greater aware-
ness of the act; in multi-personal pacts, in turn, verbal pressure gives way 
to provocative exploratory gestures. “In this type of pact, the members felt as if 
swept away by the course of events. Their actions preceded their thoughts.” 
When explaining the phenomenon of suicide pact, one can refer to the mech-
anisms of the spread of responsibility and an emerging liberation effect [36]. 
Young people participating in suicide pacts spoke of their loyalty and solidar-
ity with the other members of the pact. During research into teenage suicide 
pacts, Adam Czabański reached groups of adolescents after suicide attempts 
who spontaneously formed support groups for themselves. He noticed that 
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these groups, devoid of rational or professional control, can easily transform 
into further suicide pacts. It is predominantly young people who take part in sui-
cide pacts concluded over the Internet. What is surprising about such pacts is 
the fact that these people did not know each other before. It rejects the tradi-
tional model of the suicide pact, which is based on strong emotional ties and 
friendship between members of the pact. Young people pursuing a pact of this 
type are not closely connected by a particularly strong internalisation of their 
mutual loyalty. Instead, there emerges an impression of similar chains of cir-
cumstances prompting these youngsters to undertake suicidal behaviour. We 
are therefore dealing with completely different motivations and social factors. 
Amongst the new elements that constitute “modern” suicide pacts, the desire 
to die seems to be the major and only one that really brings the participants 
together [37]. Similar analyses have been performed by researchers in other 
cultural circles [38, 39].

At this point, another phenomenon that triggers an increase in adolescent suicidal 
behaviour should be briefly discussed. It is the impact of the so-called suicide 
contagion. It refers to cases of suicide occurring close in time and space and 
sharing certain similarities, for example of method. The existence of such links 
implies that some suicides influence others and spark future suicides. American 
suicidologists concluded that such suicide clusters can be defined as conta-
gious when there are three or more successive suicidal acts. The Werther effect, 
which refers to the association between the media and suicide, is also a term 
for copycat (imitative) suicide. Imitation in this case means that a certain suicide 
exerts a modelling influence for others to follow. Suicidologists define conta-
gion as a process in which one suicide inspires another; regardless of whether 
a person committing the subsequent suicide directly or indirectly knew about 
the earlier one [40, 41]. Both children and adolescents are especially suscepti-
ble to this effect. One of the mechanisms driving the impact of this phenomenon 
on adolescents is the so-called romanticisation of death.

Young people turn out to be highly prone to suggestion and copycat behaviour, 
as these are primary patterns of social learning and identity formation. It is esti-
mated that for a young person with a history of previous suicide warning signs, 
focus on a publicised suicide may lead to utterly irrational behaviour. Copycat 
suicides are most likely to occur within 1–2 weeks following the media coverage 
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tion suicides triggered by a contagious (model) suicide amongst teens can 
also be explained in terms of a bond existing between young people – mem-
bers of a peer group [42, 43]. Sometimes these young people are so closely 
attached that the death of one of them leads to others’ deaths. These others 
feel somewhat coerced into suicide by the feeling of responsibility and guilt 
for not having prevented their friend’s death. Some attempts at explanation 
of the phenomenon of suicide contagion suggest a false belief acquired by 
adolescents that suicidal tendencies are “transmissible”, which manifests itself 
in the mechanism of self-fulfilling prophecy. Cases of suicide contagion have 
also been studied in Poland [44].

Child	and	adolescent	suicide	prevention

Following on from the above, questions emerge about possible ways of pre-
venting suicidal behaviour in adolescents. Whilst being aware of cultural dif-
ferences between societies, it is worth noting that certain solutions for child 
and adolescent suicide prevention can be offered in order to effectively reduce 
this socially harmful phenomenon. An interesting example is engaging young 
people – the failed suicide victim’s peers – in preventive activities. Develop-
ing the interests of adolescents with suicidal tendencies is also a noteworthy 
idea [45]. Dispensing medications in pharmacies should definitely be more 
strictly controlled. Young people after suicide attempts, having undergone 
therapy and appropriate training, can find the meaning of life in voluntary 
work (care for people with disabilities or orphaned children etc.) [36]. More-
over, the grave risk of suicide inspiration among adolescents seems to justify 
increased surveillance of suicide discussion forums on the Internet [46]. This 
issue is dealt with by a newly developed subdiscipline of suicidology, namely 
cyber-suicidology.

Another solution, gradually introduced in Poland from 2018, lies in launching 
a pilot scheme for environmental psychiatry [47] dedicated to both children and 
adolescents. Child and adolescent psychology in Poland faces many challenges. 
Nationwide, there are only slightly over 400 practising child and adolescent 
psychiatrists, which is totally inadequate considering the scale of the problem. 
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The pilot scheme for the development of environmental psychiatry, commenced 
in late 2018, assumes a three-level care system aimed at children and adoles-
cents. The first level is a psychologist who solves the problems not requiring 
psychiatric consultation. The second level involves community mental health 
centres, which provide psychiatric advice. The third level is a psychiatric ward.

It is estimated that children and adolescents most frequently commit suicide by 
using chemical agents and around 13% kill themselves using firearms. In coun-
tries where children and adolescents commit suicide by means of firearms 
(for example the USA), effective gun access control as well as public edu-
cation on gun storage and security of access are urgently needed [48, 49]. 
In the United States, over one thousand people aged 10–19 commit suicide 
with a gun each year. Between 1999 and 2014 the number of firearms suicides 
tripled in the 10–14 age group and increased by 50% amongst young people 
aged 15–24 [49]. Scientists’ involvement in expert bodies developing child and 
adolescent suicide prevention programmes is now a crucial area of their activity 
in many countries. It is notable that Polish suicidologists affiliated with the Polish 
Association of Suicidology and other similar expert organizations from different 
European countries and from outside this cultural circle now collaborate within 
the International Association for Suicide Prevention.

As regards cyber-suicidology, the new media can now be said to be used 
for the prevention of child and adolescent suicide. Modern societies cannot 
do without smartphones, laptops, apps, video links or Facebook. It therefore 
comes as no surprise that these new technologies can also be applied to pre-
vent child and adolescent suicide. Making use of the new media may encom-
pass the following forms: blogs and Internet discussion platforms; e-therapy 
or psychotherapy online; self-help online programs (numerous programmes 
that help overcome suicide crisis); e-learning (Internet courses); suicide crisis 
chats; mobile crisis plan apps; computer games with an anti-suicide message; 
online suicide hotlines. A Norwegian project “Min plan” (“My plan”) is an exam-
ple of a mobile crisis plan app for people in a suicide crisis. It was introduced 
in one of the local hospitals in Norway. It is accompanied by an information 
package on emergency centres for people at risk of suicide and in mental cri-
sis, numbers of crisis hotlines for children and adolescents and phone numbers 
of mental health centres. The app is free and open access [50].
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grammes is the Dutch website www.113online.nl. It offers a variety of services: 
a crisis chatline or phone call, a direct online talk with a trained volunteer or pro-
fessional therapist, as well as chat and email therapy. There is also a discus-
sion forum, self-help courses, e-mail consultations, telephone consultations 
and self-assessment tests [50].

It should be emphasised that the effective prevention of child and adolescent 
suicide requires systemic measures to develop social education highlighting 
the services and benefits that children and their parents or guardians are enti-
tled to as far as psychiatric, psychological, educational, social and legal care is 
concerned. Rehabilitation facilities, solid family support and better opportunities 
on the labour market should not be overlooked in this context.

Present-day psychologists, psychiatrists and psychotherapists, irrespective 
of their location, have at their disposal a variety of tools that enable the assess-
ment of suicidal behaviour in children and adolescents. Such assessment scales 
used by professionals worldwide include: Beck Scale for Suicide Ideation (BBSI), 
Child-Adolescent Suicidal Potential Index (CASPI), Reasons for Living Inventory 
for Adolescents (RFL-A), Child Suicide Potential Scales, MultiAttitude Suicide 
Tendency Scale (MAST) and Positive and Negative Suicide Ideation Inventory 
(PANSI) [51].

It should be borne in mind that macro-level phenomena are constantly evolving 
and radiating down to meso- and micro-structures. In many countries, the eco-
nomic situation brought about by the Covid-19 pandemic is causing unemploy-
ment to surge. It is obvious that unemployment and the ensuing financial prob-
lems hit not only adults, but also children and adolescents within their family. 
The correlation between the economic health of a society and the occurrence 
of suicide, among children and adolescents included, is particularly strong [52].

Anti-suicide activities primarily focus on preventing youth suicide and they seem 
to generate positive results. Irrespective of cultural pressures influencing given 
societies, young people need the right moral frameworks and a strong sense 
of being loved unconditionally. It is the parents’ responsibility to create positive 
role models and concentrate on supporting the emotional and communication 
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needs of the family. For the preventive measures to be successful in curbing 
suicidal behaviour, integrated actions must be taken across different fields; by 
psychiatrists, psychologists, therapists, doctors, teachers, educators, clergy 
and by young people themselves.

Conclusion

The information presented in this article shows suicide among children and 
adolescents is provoked by numerous crises in their social microstructure. Par-
ticular combinations of circumstances that induce young people to suicide form 
unique patterns. This is why preventive strategies, constantly developed and 
refined, are not always efficient. It must be emphasised that all this is happen-
ing in a rapidly changing world. Cultural differences observed within individual 
countries also influence the nature of suicide amongst children and adolescents 
there. The differences exist in the methods and the dominating causes of these 
tragedies. Certain sets of circumstances on a social macro-level can be regarded 
as common, such as a lack of economic opportunities, severe youth unemploy-
ment, unrestricted access to guns or highly oppressive school systems.

It should be noted that regardless of cultural differences, certain macro-level cir-
cumstances may occur which affect the dynamics of suicide. On the one hand, 
we see the ongoing change in the area of information technology (the emergence 
of new media) that enables children and adolescents from around the globe 
universal access to information; and on the other hand, the fact remains that 
in biological and mental terms, adolescents everywhere face similar obstacles, 
experience comparable humiliations, traumas and socially stigmatising situations.

Suicide amongst children and adolescents is a phenomenon which destroys 
the demographic potential of every society. It calls therefore for continuous 
efforts and the implementation of systemic measures. Preventative action must 
be taken in multiple areas, combining the inputs of experts from culturally diverse 
countries and regions.
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CHILDREN AND 
TEENAGERS WITH FETAL 
ALCOHOL SPECTRUM 
DISORDERS IN A SCHOOL 
ENVIRONMENT AND 
IN A PEER GROUP
Introduction

According to the World Health Organization (WHO) social 
alcohol use in pregnancy is a relatively common phenom-
enon [1]. It is claimed that worldwide as much as 10% 
of women consume alcohol whilst pregnant [2]. The highest 
alcohol consumption by pregnant women can be observed 
in Russia, the UK, Denmark, Belarus, and Ireland; the low-
est in Oman, the United Arab Emirates, Saudi Arabia, Qatar, 
and Kuwait [2].

Alcohol is a teratogenic substance that diffuses through 
the placenta and thus damages the brain and other organs 
of the developing embryo and fetus. Alcohol remains much 
longer in the baby’s blood than in the blood of its mother. 
This is caused by the immaturity of the liver that is respon-
sible for alcohol detoxification. Alcohol consumption whilst 
pregnant is a risk factor that could lead to such complications 
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of serious neurodevelopmental disorders – Fetal Alcohol Spectrum Disorders 
(FASD) and the risk of developing the most extreme form of the disorder – Fetal 
Alcohol Syndrome (FAS) that accounts for between 10% and 30% of all FASD 
[7]. Thus far, a minimum safe dose of alcohol for the fetus has not been defined, 
meaning that women planning to become pregnant or already pregnant should 
refrain from drinking any alcohol at all.

It is estimated that in Poland children with FASD account for 3–5% of live births 
[8]. Research performed in 4 regions of the United States proved a prevalence 
of FASD amongst first-grade children of between 1.1–5% [9]. The prevalence 
of FASD in Canada amounts to approximately 2–3% of children [10]. The high-
est number of births of children with FAS is recorded in Belarus, Ireland, Cro-
atia, and South Africa [2]. In South Africa FAS/FASD affects up to 29% of live 
births [11]. The fewest children with FAS are born in Oman, the United Arab 
Emirates, Saudi Arabia, Qatar, Kuwait, and South-East Asia [2]. A lot of (if not 
the majority) of countries do not present any data about alcohol consumption 
by pregnant women or FAS incidence. Moreover, the fact that different coun-
tries apply different diagnostic criteria makes reliable assessment of FASD/FAS 
incidence difficult. As a consequence, a lot of people with FASD still remain 
undiagnosed or are misdiagnosed [10], which means that in spite of displaying 
severe cognitive and behavioural deficits they do not receive any appropriate 
support. A lack of suitable therapeutic activities at the early stages of develop-
ment leads in turn to secondary disturbances in adolescence and adulthood.

The brain is most vulnerable to the toxic effects of alcohol and its metabolite – 
acetaldehyde. It seems that alcohol consumption during the 1st trimester of preg-
nancy gives rise to even more serious effects than cannabis, cocaine, or heroin 
use [12]. Alcohol consumption in the early stages of pregnancy is associated 
with such consequences as the decreased cortex volume of frontal, parietal and 
prefrontal lobes, plus changes in the size and structure of the corpus callosum, 
cerebellar vermis, basal ganglia, and hippocampus [13]. Exposure to the effects 
of alcohol at later stages of pregnancy affects how a child accomplishes their 
so-called developmental milestones, leading to gross and fine motor skills dis-
turbances, cognitive and executive functions disturbances, and problems with 
psychosocial functioning [14].
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Exposure to the effects of alcohol during the life of a fetus disturbs not only 
prenatal development but also postnatal development. These disturbances are 
irreversible and untreatable. Relief of the effects of these disturbances is the only 
possibility. Disturbances in cerebral and central nervous system development 
during the fetal period manifest themselves after birth in difficulties in all areas 
of the child’s functioning. This being so, it is necessary to provide the child with 
multidimensional specialist support (amongst others a psychologist, a psychi-
atrist, an educator, a speech therapist, a physiotherapist, and an occupational 
therapist) supporting their particular deficiencies, problems and needs.

It is also necessary to emphasise that each person with FASD is unique, and 
despite their deficiencies they also show many abilities [15] that their carers, 
teachers and therapists should take into account during their upbringing, educa-
tion and child development stimulation. Thus, “FASD is only one part of a per-
son’s identity. People with FASD have the same hopes and fears as others” [15].

Fetal	Alcohol	Spectrum	Disorder	(FASD)	
and	Fetal	Alcohol	Syndrome	(FAS)	as	the	consequences	
of	exposure	to	alcohol	in	the	prenatal	period

Deficiencies in physical, cognitive and behavioural development that can 
be observed in people whose mothers drank alcohol during pregnancy are not 
dichotomic in nature. Consequently, these people may be within the normal 
range and may also display clear and characteristic abnormalities [16].

FASD is used to describe the full range of prenatal alcohol exposure conse-
quences such as: fetal alcohol syndrome (FAS), partial fetal alcohol syndrome 
PFAS, and neurobehavioral disorder associated with prenatal alcohol exposure 
(ND-PAE) [17]. The issue is so broad that it is not applied to clinical diagnos-
tics. FAS, on the other hand, is one of the possible clinical diagnoses, the most 
serious and clearly recognisable form of disturbances connected with alcohol 
consumption by pregnant women [16].

FAS is manifested by a prenatal and/or postnatal deficiency of growth and/
or weight gain, the presence of particular abnormalities in facial features (short 
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or disturbances of the central nervous system (CNS) functions. FAS manifests 
itself in some serious abnormalities including: “microcephaly, cognitive and 
behavioural impairment (intellectual disability, a deficit in general cognition, 
learning and language, executive function, visual-spatial processing, memory, 
and attention)” [18].

Given the fact that alcohol consumption by pregnant women may result in seri-
ous complications (fetal death, premature birth, and so on) as well as the distur-
bance of embryonic and fetal development, FAS should be regarded as a devel-
opmental trauma. There are three categories of early developmental trauma 
[19]: 1. trauma in utero (intrauterine, prenatal); 2. perinatal trauma (at the time 
of birth, related to delivery); 3. postnatal trauma (occurring after delivery). Chil-
dren with FAS often experience trauma at each stage.

FASD is a lifelong disability, although in general it is not visible [7]. In the majority 
of children with FASD it is impossible to notice conspicuous, attention drawing 
abnormalities of the face and body features perceived as characteristics typical 
of the clinical image of a somatic disorder (genetic syndromes) or intellectual 
disability. Their physical appearance does not differ from the appearance of their 
peers, so these children are usually perceived as “difficult”, that is insubordi-
nate, presenting behavioural issues, not following the rules for functioning within 
a social group. This being so, it is possible to talk of this as a hidden disability. 
The majority of children and adolescents with FASD experience severe difficulties 
in cognitive and emotional functioning that manifest themselves in dysfunctional 
behaviours. The reactions and behaviours of children and adolescents with 
FASD are often inappropriate to a particular stimulus, situation or age group, 
and so do not meet social expectations. Accordingly, those close to the child 
see such behaviour patterns as incomprehensible, childish or bizarre, and this 
leads to stigmatisation, peer rejection, and the use of inappropriate behavioural 
interventions by teachers.

Brain damage, the most serious aspect of FASD, results in difficulties in learn-
ing, behaviour and functioning within a peer group. Seeing FASD as a condition 
resulting from brain damage makes it possible to introduce changes in the com-
mon interpretation of the child’s difficult behaviour patterns as purposeful and 
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intentional [20]. It is worth noting that many behaviour patterns displayed by 
children with FASD do not respond to any corrective measures. This in itself 
stems from the child’s limited ability to understand and react to a verbal mes-
sage. Therefore, such influencing strategies as persuasion, referring to their 
imagination, and pointing to the long-term consequences of unwanted behaviour, 
are often ineffective. The ability to differentiate between disturbances resulting 
from the malfunctioning of the nervous system and behavioural difficulties typical 
of a child at a given development stage is one of the challenges that teachers, 
tutors and carers of children and adolescents with FASD face.

The	cognitive	functioning	of	children	and	adolescents	
with FASD

The deterioration of the cognitive and executive functions results in serious 
difficulties in school. Children exposed to the prenatal effect of alcohol expe-
rience difficulties in learning and acquiring new skills – for example reading 
and writing, and elementary mathematical functions. Difficulties in learning 
mathematics (dyscalculia) result in a lack of the ability to count money, change 
money, plan expenses, or tell the time [20]. Long-term and short-term memory 
deficiencies manifest themselves in difficulties in memorising (despite numerous 
repetitions), storing and recalling knowledge. Children with FASD also have 
difficulties with absorbing and processing information quickly enough. They 
are consequently not able to carry out multiple consecutive requests or orders, 
as these are complex messages containing time-sequence information. Many 
children use so called objective memory related to a particular situation that 
makes it difficult for them to use the memorised piece of information in a dif-
ferent context. Likewise, they experience difficulties in drawing on experience 
and learning from mistakes [20]. Children with FASD are often unable to focus 
on one activity and/or have difficulties with switching attention from one activ-
ity to another. They are easily affected by distractors, that is disturbing stimuli 
(both visual and auditory) [21]. The thinking of adolescents with FASD is usu-
ally specific, and their ability to understand abstract concepts (for example time 
or a calendar), generalise, disregard, and compare is significantly reduced. 
There is also a deficiency in “cause and effect” thinking that makes children and 
adolescents with FASD unable to foresee the consequences of their behaviour 
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is also decreased. As a result, children and adolescents with FASD encounter 
problems performing complex activities, setting and meeting goals, and man-
aging their time [16,20]. It is also possible to notice some deficiencies within 
the areas of visual perception, orientation and spatial memory. Children with 
FASD have problems recognising objects they have seen before, often get 
lost and frequently cannot reach their destination. They also have difficulties 
defining and mapping spatial relationships [16,20]. A decreased ability to make 
decisions and choices and to come up with new ideas makes it extremely dif-
ficult for people with FASD to function autonomously, especially in new and 
vague situations, when previously known and learnt coping strategies can-
not be implemented or are ineffective. Children with FASD may present with 
receptive and expressive speech delays [22]. Their understanding of speech 
is much lower than their ability to formulate messages. Difficulties with formu-
lating complex sentences – both in speech and in writing – can be observed. 
There is a decrease in their verbal fluency and their ability to communicate and 
understand concepts. Speech prosody, that is the intonation, stress, rhythm, 
tone and pace of speech, is disturbed too. Children with FASD have trouble 
in meaningfully following other people speaking, understanding context, com-
prehending hidden meaning and reading social messages, especially those 
containing a joke or parody or those which use metaphors. They often tend 
to use words of which they do not understand the meaning [20]. Children with 
FASD present with a disturbance of large movements (movements of the whole 
body) and fine movements (precise movements of arms, hands and fingers) 
[16]. An Australian study looked at children with FASD of aboriginal origin who 
presented poor graphomotor skills (for example they gripped the pencil and 
pressed too hard while writing) and handwriting difficulties (their handwriting 
was difficult to read, they used an across-thumb pencil grip that was typical 
of younger pupils, pressed too hard on their pencils whilst performing grapho-
motor assignments, were unable to write a sentence, and wrote a smaller num-
ber of clear words in composition assignments [23]. Some children displayed 
some more specific handwriting problems, for example they wrote some let-
ters backwards or upside down, they changed the size of letters, they skipped 
letters or chose them incorrectly, and did not use spaces between words. 
In some children it was also possible to observe immature styles of drawing, 
most probably mirroring delayed development [23].
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The emotional and social functioning of children 
and adolescents with FASD

In children and adolescents with FASD there are problems with emotional 
self-regulation (understood as the ability to control emotions and to express 
them in a socially acceptable way). These children often achieve a high level 
of arousal and experience difficulties controlling emotions, that is going back 
to their emotional balance. Problems with emotional self-regulation are expressed 
through sudden mood swings, a lack of emotional stability (which means moving 
easily to emotionally extreme states – for example from excitement to anger), 
irritability, fits of anger and/or aggression, inadequate reactions to stimuli, and 
impulsive behaviour patterns. Mood disturbances may lead to risky behaviours 
that are dangerous to health and/or life. Difficulties coping with negative emo-
tions (anger or sadness), frustration and emotional tension may trigger self-de-
structive behaviours in the absence of constructive problem-solving strategies 
or support from educators and carers. Many adolescents with FASD inflict self-
harm by cutting their skin or scratching wounds. The inappropriate reactions and 
behaviours of children with FASD are more spontaneous than purposeful and 
occur as a reaction to stimuli that are misinterpreted (for example as danger-
ous) and thus trigger a reaction that is perplexing for people within the child’s 
immediate environment. People with FASD may also present with a higher 
risk of developing attention-deficit/hyperactivity disorder (ADHD), depression, 
psychotic disorders, bipolar disorder, anxiety disorders, post-traumatic stress 
disorder (PTSD), and attachment disorder [24].

Attachment disturbances in children with FASD

Attachment is a biologically conditioned ability to create strong and long-last-
ing emotional bonds with carers during the very first years of life. Experienc-
ing early attachment relationships creates a frame of reference which is then 
moved and generalised in all relationships and individual experiences at later 
stages of development such as adolescence and adulthood. An advantageous 
attachment is formed with a carer who is emotionally responsive and physically 
available, understands and meets all the needs of the child, and provides them 
with a sense of safety, stability, and predictability. A scarcity of these factors 
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[25]. In addition, limbic area structures responsible for performing attachment 
behaviour patterns are visibly impaired in children with FASD [25]. As a result, 
children often do not display typical attachment behaviour patterns such as cry-
ing, eye contact, striving to establish a close contact with the carer or clinging. 
They rather show atypical behaviour patterns that arise from the specific brain 
damage caused by alcohol, high stress hormone levels, and sensory and emo-
tional isolation in the first months of life [20]. Prenatal exposure to alcohol is 
related to an insecure attachment style [26] presenting as anxious behaviours, 
dysphoric reactions, an aversion to physical closeness, a difficulty in express-
ing positive feelings and emotions, and in crossing other people’s boundaries. 
Insecure attachment patterns of a pupil with FASD are also present in their rela-
tions with teachers and therapists who have to accept the fact that the child’s 
emotional reactions are unpredictable, extreme, difficult to guess, inappropriate 
for their age and unrelated to the situation.

Poor social skills are characteristic of children and adolescents with FASD. They 
often tend to reduce distances in social situations or do not respect other per-
sons’ private space (for example they touch other people without being allowed 
to do so, cling, comment on someone’s appearance, ask private or even intimate 
questions). They have some difficulties following the rules for a group and so 
they may for example take other people’s belongings without asking permis-
sion or indulge in inappropriately intimate activities (for example touching their 
underwear or stripping naked) [20]. Because of their difficulties in comprehend-
ing social situations they often misinterpret the behaviours and motives of other 
people and hence are often susceptible to manipulation and abuse.

Unintegrated	Moro	reflex	and	emotional	functioning	
disturbances in children with FASD

The Moro reflex is a reaction to an unexpected sensual stimulus (visual, audi-
tory, sensory or kinaesthetic). This is connected to a sudden stress hormone 
surge (via adrenaline and cortisol) that triggers the child’s automatic reaction 
to a fearful situation [20]. The Moro reflex should become supressed within 
the first 2–4 months of life and should gradually develop into a more mature 
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fearful reaction to a sudden loss of balance [27]. Children with an unintegrated 
Moro reflex are in a continuous state of increased readiness to react with fear. 
They are over-reactive to certain stimuli and are also oversensitive to stimuli, 
events and situations that may trigger a fearful reaction [27]. For most of the time 
they feel very tense and react with either a scream and/or a fit of anger or with-
drawal (via an avoidance of changes, new activities and experiences, and con-
tacts with strangers). Unpredictability is characteristic of their behaviour. Some 
children with FASD present with a very weak Moro reflex, which means that 
to cause any emotional reaction very strong stimuli are needed. It seems they 
experience neither anxiety or fear nor do they notice any dangers. They have 
difficulties identifying and naming their own emotions as well as the emotions 
of other people [20].

Sensory	processing	disorder	in	children	
and adolescents with FASD

Sensory processing disorder (SPD) is observed amongst people with FASD. 
Abnormalities in the reception and processing of stimuli by the nervous system 
cause the children’s reactions – both motor as well as emotional – to be inad-
equate in reference to a stimulus. For instance, they can be very strongly 
expressed (even excessive) in relation to a stimulus or, alternatively, they can 
be virtually absent in response to a strong stimulus. In consequence, the reac-
tions and behaviours of children/teenagers are viewed as inappropriate or incom-
prehensible, which negatively influences their relationships with their peers, 
teachers, or guardians. Children with SPD are characterised by hyperrespon-
siveness or under-responsiveness in their contact with sensations which are 
triggered by sensory stimuli [31].

Children with a hypersensitivity of the vestibular system avoid motor activities, 
especially those which require balance; they exhibit a fear of heights as well 
as of climbing the stairs. Children with an under-responsivity of the vestibular 
system constantly seek motor sensations which stimulate the equilibrium organ: 
they eagerly swing, sway, whirl around their axis, run, jump in the air, hang 
upside down, climb wall bars, have difficulty with staying in one body position 
for a longer period of time (that is sitting or standing) [25,32,33].
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one’s ears with one’s hands, producing one’s own sounds (singing or droning) 
in order to drown out the surrounding sounds or the sounds coming from inside 
one’s own body, and speaking quietly.

Children and adolescents with hypoactive hearing frequently do not react 
to orders, requests, and questions, they are fascinated by certain sounds, 
they generate noises (for instance, by hitting one object with another) and talk 
loudly [25,32].

Pupils with visual hypersensitivity feel discomfort when they look at contrast-
ing colours (such as black letters on a white background) and are distracted 
because of the influence of visual stimuli. They feel bad in full light and prefer 
subdued light instead. Pupils with visual under-responsivity experience difficulty 
with finding objects or following objects with their eyes (guardians or things 
in general). They frequently touch objects which they look at, and they also 
omit words whilst reading and get lost in the text [25,32].

Tactile under-responsivity means that children like a strong touch or squeeze. 
They have a high tolerance for pain as well as an abnormal perception of tem-
perature (for example, they do not feel when they are burned or cut). They are 
characterised by low body awareness, and they prefer tight clothes. A child with 
tactile hypersensitivity avoids touching and hugging, and they have a strong 
reaction to a sudden or weak touch. Such children refuse to play with certain 
materials (such as plasticine), they do not tolerate certain fabrics (for instance 
wool), labels, threads or seams in clothes, and also have a defensive reaction 
whilst combing or washing their hair, and cutting their nails [25,32,33].

Children with taste hypersensitivity can refuse to eat certain types of food 
and frequently react to them with nausea and vomiting. Children with taste 
under-responsivity eagerly try hot spices; they enjoy dishes which contain 
monosodium glutamate, and also frequently try to eat inedible things. Olfac-
tory under-responsivity is more frequently observed than olfactory hypersen-
sitivity among children with FASD. They usually search for strong olfactory 
experiences, they do not react to unpleasant smells, and they smell objects 
which they handle [25,32,33].
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Secondary	disturbances	in	people	with	FASD	
as	a	consequence	of	the	absence	of	professional	support

The absence of appropriate support and therapeutic activities aimed at children with 
FASD is linked to an increased risk of developing secondary disturbances in ado-
lescence and adulthood. We refer to such undesirable yet often critical life experi-
ences as abandoning school, becoming unemployed or homeless, using alcohol 
or drugs, attempting suicide, conflicts with the law and institutionalisation (frequent 
hospitalisation at psychiatric wards, addiction treatment wards, juvenile detention 
centres or prison). It is important to emphasise that institutionalisation is an expe-
rience often present in the individual lives of children with FASD – many of them 
stay with foster families or in orphanages or residential homes from their early child-
hood. The exposure to the effects of alcohol in prenatal development is not the only 
cause of serious problems in childhood, adolescence and adulthood. Apart from 
prenatal alcohol exposure there are other factors, amongst others genetic condition-
ing, potential exposure to other harmful substances (such as medicines or drugs), 
perinatal complications, difficult pregnancies, or unfavourable incidents, especially 
traumas, that a child experiences later on during their life that may cause difficulties 
in their functioning [16]. Children with FASD comprise a high-risk group that may 
experience neglect and physical and emotional abuse [28]. It is worth mentioning 
that exposure to childhood trauma (CT), including sexual, physical, and emotional 
abuse and/or neglect, brings about an increased risk of mental health problems 
in adulthood, for example through major depression, bipolar disorder, post-trau-
matic stress disorder (PTSD), mood and anxiety disorders, alcohol and drug abuse, 
schizophrenia, as well as many other health problems [29]. It has to be also said 
that the life expectancy at birth of people with FAS is 34 years. Amongst the major 
causes of death of people with FAS are suicide (15%), accidents (14%) and illegal 
drugs or alcohol abuse leading to lethal intoxication (7%) [30].

Recommendations	for	the	arrangement	of	work	and	rest	
areas	with	pupils	with	FASD

A general recommendation is that visual chaos should be restricted or avoided. 
Children and adolescents with FASD have considerable difficulty in focusing 
on a task or an activity for a long time and are easily disturbed. Thus, all 
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ented activities (for example writing, reading, counting, and so on) should 
be restricted as much as possible. Consequently, it is worth considering the fol-
lowing rules when arranging spaces within the child’s work and rest areas:

1. Use bright, gentle wall colours (it would be best if all the walls were painted 
one colour).

2. Choose neutral colours for furniture, avoid vivid, bright patterns and colour 
contrasts (the rule applies to wallpaper, curtains, blinds, bedspreads, car-
pets, and so on).

3. Choose furniture equipped with lockers and drawers (a great number of open 
shelves cluttered with plentiful distractions creates or exacerbates the feel-
ing of chaos).

4. Restrict the number of objects in the room (especially those that cannot 
be stored in lockers or drawers).

5. Remember to leave out only objects necessary for doing a certain activity 
on the table or desk where the child works or does their homework (it is necessary 
to avoid amassing tiny knick-knacks, lucky charms, toys, and so on in this place).

6. Avoid hanging a great number of posters, pictures, photos or other deco-
rations on the walls.

7. In order to put up information that is important for the child, for example 
the school timetable, therapeutic classes schedule, hang a cork or magnetic 
note board above the table or desk.

8. Bear in mind the problems of these children/teenagers in the field of sen-
sory processing (hypersensitivity/under-responsivity).

Recommendations	concerning	communication	with	
pupils	with	FASD

1. During a conversation with a child/teenager, one should use specific wording and 
avoid expressions (phraseological expressions) which are ambiguous in meaning, 
are metaphorical in character, or require abstract thinking.

 The message “Prepare for school tomorrow” should be substituted with 
the following sentence: “Put your notebooks, schoolbooks, and pencil case 
into your backpack”.
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 The message “Clean your room” should be substituted with the following 
sentence: “Put the board games and jigsaw puzzles which you have fin-
ished playing with into the box and put them on the shelf”.

 The message: “You have to get to the bottom of this” should be substituted 
with the following sentence: “Start at the beginning and see what happens 
later in this story”.

 The message: “I see that you speak the same language” should be substi-
tuted with the following sentence: “You seem to enjoy talking with Annie”.

2. Messages intended for the student should be short, concise, and unambiguous. Chil-
dren/teenagers with FASD experience difficulty in following complicated statements 
uttered by adults. As a consequence, it can lead to a defensive switching off, with-
drawing from contact.

3. It is worth remembering that, despite an apparent ease in communicating with their 
surroundings, children/adolescents with FASD have difficulties in articulating as well 
as understanding various terms. Moreover, they frequently use them in an incorrect 
context. It should be assumed that their linguistic competence and their communica-
tive competence are on a lower level than their age suggests.

4. Children and teenagers with FASD function better in an environment which is ordered 
and predictable. The permanence of rules as well as recurrence and regularity 
(of actions and activities) lower the fear level amongst students with FASD.

5. Children and teenagers with FASD require the constant supervision of their guardians. 
However, this does not mean that guardians should do the youngsters’ daily chores 
for them or that they should not encourage them to be self-reliant. An overprotective 
adult attitude makes it more difficult for children/teenagers to complete their devel-
opmental tasks as well as to form new competences. Moreover, this attitude makes 
it impossible to satisfy important psychological needs (of autonomy, the sense of con-
trol and individuation).

6. Use messages which indicate what students should do rather than what they should 
not do: “sit at your desk” instead of “do not disturb others”.

7. Remember that a child with FASD should sit in the front row of the classroom – this 
reduces the number of potential stimuli which make it more difficult for the child 
to concentrate their attention on the task at hand.
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Patrycja Marciniak-Stępak

CHILDHOOD CANCER 
PATIENTS AND SURVIVORS 
– DIFFERENT ASPECTS 
OF COMING BACK

The aim of this article is to introduce basic concepts of pae-
diatric cancer from a medical as well as a human perspec-
tive – it will throw light on the difficulties which childhood 
cancer patients and/or survivors together with their families 
may face, and suggest solutions helpful in preventing them 
being excluded from mainstream society.

Although childhood cancers are relatively rare amongst 
the paediatric population (less than 1% of all diagnoses 
involve children), within developed countries cancer is still 
the second most common cause of death amongst children, 
after trauma and accidents. Therefore, early diagnosis is 
essential, because rapid treatment of the cancer at an early 
stage is a very important factor influencing prognosis and 
overall survival [1].

Childhood cancers are very different from cancers seen in adult 
patients. First of all, the aetiology in the majority of cases is 
different (that is, the causes are more linked to genetic fac-
tors and/or disruptions during a child’s development than 
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k environmental factors) and therefore there are many dissimilarities in paediat-
ric cancer cells’ behaviour (that is, less differentiated cells can rapidly grow and 
disseminate giving metastases) which influence their response to treatment, 
for example their sensitivity to chemotherapy or multimodal therapy consisting 
of chemotherapy, surgery and radiotherapy. Intensive treatment is tolerated by 
children because of the high regenerative potential of their body cells – surpris-
ingly they can sustain higher doses of chemotherapy and/or radiotherapy with 
less severe acute side effects and faster healing than adult patients. Another 
important difference is the better general condition of the whole body and fewer 
concomitant diseases. All of the above considerably affect overall survival rates, 
and nowadays approximately 80% of children with cancer are cured. This figure 
may differ depending on the specific cancer type (for example Hodgkin lymphoma 
as opposed to neuroblastoma) and the stage of disease.

There are some important differences between children and teenagers in the inci-
dence of cancer types. For children 0–14 years old approximately 23% of can-
cers are leukaemias (amongst which acute lymphoblastic leukaemia is the most 
common type) and approximately 22% are central nervous system tumours. 
The rest of so called “solid tumours” differ in distribution depending on specific 
age: in small children the most common is neuroblastoma, whereas in teen-
agers the most common are lymphomas. Cancer types frequency differs sig-
nificantly in teenagers up to 15 years old and is more similar to the incidence 
of cancer found in young adults. (Hodgkin lymphoma and germ cell tumours 
as the most common) [2].

In the majority of cases, the diagnosis of childhood cancer is a shock for a patient, 
especially given that early symptoms are not very specific and may mimic 
more common diseases seen in the paediatric population. Therefore general 
practitioners and/or paediatricians should bear in mind that if symptoms such 
as fatigue, weight loss, recurrent fevers and infections, headache, vomiting, dif-
ficulties with passing stool and/or urine, a visible lump and many others persist 
for more than two weeks or recur, and there is no relief with normal treatment, 
a more detailed examination and additional tests may be needed to exclude 
the possibility of childhood cancer. It is also important to listen very carefully 
to parents/carers, because their observations of changes in behaviour and/
or a deterioration of skills may also be a very valuable hint [3].
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Receiving unwelcome news about a suspicion and/or a diagnosis of cancer 
is always challenging for the patient and their family and immediately leads 
to changes in their everyday life. After confirmation of the disease, the child 
should commence treatment as soon as possible, which may require a long 
period of hospitalisation. Taking care of medical aspects is of course the main 
issue, but whilst the child is in the hospital they are also removed from their 
normal routines. It has to be remembered therefore that their other needs 
have to be met as well. It is crucial from a psychological perspective to discuss 
what needs to change with patients and their families, hopefully strengthen-
ing the patient’s hope and motivation and helping to decrease their fear and 
feelings of exclusion. To cover as many of the patient’s needs as possible, it is 
extremely valuable if they remain under care of an interprofessional medical 
team, consisting not only of physicians but also nurses in hospital and district 
nurses whilst at home, psychologists, social workers, physiotherapists, occupa-
tional therapists, pharmacologists, dietitians etc. Each of these specialists will 
suggest practical solutions (for example stress reducing techniques, social sup-
port, modifications in diet or physical exercises) helpful in dealing with the new 
realities of the patient’s life and decreasing possible feelings of despair [4].

Although it would be difficult to discuss within the scope of this article all of the difficul-
ties and needs that the childhood cancer patient faces and that should be addressed 
to prevent their exclusion, the most important ones are highlighted below.

Depending on the patient’s age they may have a different understanding 
of the risks connected with their cancer diagnosis and treatment. There are 
still numerous myths and stigmas relating to cancer and even children may 
be aware of these. It is crucial to always be honest with patients and explain 
medical issues in a way appropriate to the child’s ability to comprehend. It is 
helpful to present cancer treatment as a football match, which can be won but 
during which it is crucial to work as a team. It would thus be worth speaking not 
only with the patient’s family but also their friends because it could help them 
understand the patient’s new situation, decrease their fears and show how they 
can support their sick classmate [5].

Because the diagnosis of cancer is very difficult to cope with and coming to terms 
with it requires time, patients should have access to psychological support, 
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difficulties with innumerable anxieties and difficult emotions. It is important to high-
light that such support is also necessary for carers as well as for the patient’s 
brothers and sisters, whose needs very often go unrecognised.

It may be worth introducing the patient to patients’ support groups. Sharing 
experiences of the disease with fellow patients and survivors helps motivation 
and enhances the hope and belief that cancer is curable disease [6].

Young patients should continue their education but on an individual basis, either 
at the bedside with a visiting teacher or as an online session. On the other 
hand, teachers should keep in mind that lesson schedules may require flex-
ibility if the side effects of the treatment become more problematic. As one 
of the main side effects of oncological treatment is immunosuppression, which 
can cause dangerous complications, education should not be continued with 
peers in the classroom. Even typical seasonal infections like a runny nose 
or the flu may become very dangerous for a person whose immune system is 
impaired, and they should limit live contact with others as much as possible. 
On the other hand, it is important to motivate the patient to carry on with their 
education during the oncological treatment, showing that after completing it they 
may continue schooling in the same way as the other classmates.

To prevent a feeling of isolation from their friends or even abandonment (which 
appears to be particularly important for teenage patients), it is advisable that 
childhood cancer patients have access to social media. If the patient is back 
home between hospital stays, it is worth creating “live” individual meetings with 
their peers who should respect the rules and be aware of the fact that they are 
responsible for not harming their sick friend.

Outdoor activities may also be important for many oncological patients. This 
should be discussed with a physiotherapist and will always depend on the patient’s 
general physical condition. It is nonetheless strongly recommended that they 
maintain some form of physical activity. Sometimes parents prefer to reduce any 
additional physical effort of their children because they are seriously sick and 
weak. In such situations it should be explained that outdoor activity within appro-
priate limits may actually help patients during treatment. It may also be a way 
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of maintaining social contacts and preventing exclusion from their peer groups: 
being out in the fresh air has a therapeutic effect in reducing stress.

In the 19th century Jean Anthelme Brillat-Savarin said, “tell me what you eat, 
and I will tell you what you are”. When discussing childhood cancer patients’ 
needs it is crucial to consider the importance of an appropriate diet. Many par-
ents struggle with their children being fussy eaters. For children with cancer 
a well-balanced diet is essential. Because of the disease itself, the ongoing 
treatment and its side effects (such as vomiting, the destruction of mucosae 
in the mouth or changes in their sense of taste), these patients are more prone 
to being malnourished. Meals should be fresh and preferably boiled, not fried, 
easily digestible, with an appropriate amount of fruit and vegetables. Therefore, 
dietary support is very important in maintaining a balanced diet, as appropriate 
nutrition helps faster regeneration. For many parents it may be a good idea 
to introduce dietary modifications into the family menu [7].

It has to be emphasised that the diagnosis of childhood cancer affects the life 
of the whole family, imposing many changes to the existing daily routine. Some 
families call it “an earthquake”, because after the diagnosis nothing is the same 
as it used to be, and the disease of the child actually becomes the disease 
of the whole family. One of the most significant changes needed is the constant 
presence of adult carers, both during sometimes extended hospital stays of hos-
pitalisation and at home. As a result, one of the parents may not be able to work 
or will only be able to work part-time. A “full-time job” for a parent as a carer 
impacts on many aspects of daily life. Their relationships with their other children 
and the relationships between other siblings may change and lead to feelings 
of abandonment and jealousy. It may also impact on the relationship with and 
needs of the second parent, leading to feelings of guilt, sorrow, remorse and 
fear, and seriously affect the financial situation of the whole family. Therefore, 
siblings and carers may also need support from psychologists and/or support 
groups: a lot of different emotions can occur, and the patient’s relatives have 
to learn how to cope with this challenging situation. Individual care, good quality 
food, drugs and additional supportive therapy are expensive, and the affected 
families may have difficulties affording them. To prevent the family being fur-
ther removed from normal life, support from other family members, friends and 
the social security system is needed. To design support appropriately, each 
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family. This is a complex situation and needs the coordination of teams of indi-
vidual helpers and charity supporters, and it has to be stressed that this sup-
port should be provided in a tactful and subtle manner, preserving the dignity 
of the patient and their family [8].

As it has been mentioned before, nowadays the recovery rate in childhood can-
cer patients is approximately 80% as a result of more than 40 years’ experience 
in oncological treatment and a better understanding of cancer. Other improve-
ments include the rapid development of supportive therapy helping to deal with 
acute side effects, including antibiotics, antifungal drugs, antiemetics, blood prod-
ucts supplementation and parenteral nutrition. On the other hand, this improve-
ment in treatment has also led to a rapid increase in the childhood cancer survi-
vors (CCS) population, along with the new difficulties which these patients may 
very well face as adults. When starting treatment, patients and carers naturally 
have to be informed about possible long-term side effects but in most cases 
future problems will not be so important at the time. Survivors become more 
aware of these issues many years later, after suffering further health problems. 
One of the worst long-term side effects (LTEs) is subsequent primary cancer 
(also called secondary malignancy). CCS are significantly more prone to this 
due to their earlier oncological therapy, such as chemotherapy or radiotherapy, 
which is well known for increasing the risk of cancer in the future. Other LTEs 
depend specifically on the treatment received, and it is known that some drugs 
are responsible for typical side effects. For example, anthracyclines lead to heart 
toxicity, alkylating agents to bone marrow toxicity and cisplatin to hearing defi-
ciency. LTEs which may be devastating in CCS’ later life and cause exclusion 
from mainstream society include fertility issues (impaired fertility, premature 
ovarian failure, recurrent miscarriages, etc.), cognitive and psychosocial effects 
(depression, anxiety, post-traumatic stress disorder, etc.), cardiac problems, 
growth impairment, a number of endocrine deficiencies, and many others [9].

Currently paediatric oncologists are more aware of the long-term side effects 
which lead to premature deaths as well as many persistent health problems 
as compared to the general population, limiting survivors’ quality of life and caus-
ing long-term exclusion from mainstream society. Because of this, oncological 
therapy is being continuously modified to tailor it more to the individual patient, 
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and to avoid some long-term side effects without decreasing the rate of recovery. 
Regrettably, many CCS as adults need support due to chronic problems. There 
is more and more data confirming that a life-threatening diagnosis and inten-
sive treatment during one’s early life may significantly affect some socio-eco-
nomic aspects of adulthood (for example in education, employment, eligibility 
for health and life insurance or when applying for loans). It is thus important 
to raise awareness of these issues not only amongst patients/survivors and 
their families but also amongst “adult” physicians and society as a whole. This 
must surely help survivors to be understood and accepted better within society 
and decrease the feeling of exclusion from everyday life.

In conclusion, paediatric oncological patients are an exceptional group of children 
who, together with their relatives, and after a serious diagnosis and intensive 
treatment, face a very high risk of becoming excluded from society at different 
levels. To prevent this, society should be more aware of difficulties which they 
may encounter: better understanding should lead to more appropriate and tar-
geted support in the future. It must be remembered that being diagnosed with 
cancer is not the end of one’s life. It is a battle which can be won, but which 
obliges all of us to be willing to help, not to look away…
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Anne Randi Haugejorden

LEAVING TRACKS: 
CO-CREATION 
OF ART EXPERIENCES 
IN A SOCIETY FOR ALL
Introduction

For Norwegian institutions to qualify for state funding and 
to fulfil their role as cultural mediators, professional arts 
and cultural institutions must offer a broad and relevant pro-
gramme targeting all of society’s communities and social 
groups. Situated in the regional capital of Southern Nor-
way, Kristiansand, the state funded Kilden Performing Arts 
Centre opened its doors to the public in 2012. It serves 
as the regional centre for professional performance art and 
music and employs about 220 people, 70 of whom are 
employed in the Kristiansand Symphony Orchestra.

In common with many countries, Norway has had gov-
ernments of different political complexions, but despite 
differences of opinion there has been a consensus since 
World War 2 on the need to build a robust social profile –
the so-called ‘Scandinavian model’ – built upon the ideology 
of not letting anyone fall by the wayside. Accordingly, arts 
and performing arts institutions embrace the entire spec-
trum of the population, including minorities.



ON THE NEED FOR TRANSCULTURAL EDUCATION

316

An
ne

 R
an

di 
Ha

ug
ejo

rd
en In Kristiansand, the Kilden Performing Arts Centre has a department dedicated 

to initiating and staging productions particularly targeted at minorities as well 
as the broader public, Kilden Dialogue. By incorporating the professional staff 
at the Kilden Performing Arts Centre (including musicians, actors, scenographers 
and costume designers), Kilden Dialogue works to accommodate and contrib-
ute to various community-targeted productions. In collaboration with schools, 
hospitals, non-profit organisations and others, Kilden Dialogue aims to create 
projects using the arts as a tool for acquiring skills (mastery) and promoting 
tolerance and inclusion, centred on a collaborative approach. One notable pro-
duction has been Spor (Tracks), which received high praise from its audiences 
(as well as its participants) and serves as a prime example of inter-institutional 
collaboration. The production drew upon school aged pupils with varying levels 
of disabilities, their classmates and professional staff from the Kilden Perform-
ing Arts Centre. This article will focus on this production as a best practice case 
study, and will hopefully inspire similar projects elsewhere.

Purpose

I aim to exemplify how professional institutions (in this case a symphony orches-
tra) can draw upon their expertise to develop diverse opportunities reaching dif-
ferent audiences with engaging experiences – not only by interpreting and con-
veying historical works to interested listeners, but also through collaboration 
– joining the forces of professionals and amateurs from various social groups 
within the same arena. I will attempt to illustrate how this partnership can combine 
to produce something valuable, and how everyone involved can bring their individ-
ual stories and communicative skills to a common project. The professional partici-
pants provide a professional framework and share their expertise with the others.

Underlying such professional-amateur initiatives is a view of art as something 
universal that should be accessible to all individuals in society; something that 
opens up our senses and perceptual apparatus, which releases something 
in us, and which helps us become more rounded individuals. These experiential 
and developmental opportunities are essential to all human beings, regardless 
of their physical and mental aptitude. To exemplify what I mean, I will share 
the process and experiences behind Spor.
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Background	to	the	project	and	its	process

In Kristiansand, the initiative to use art as a tool for developing skills, understand-
ing and inclusion originated in the local high schools’ student performances, and 
cooperation with Kilden Performing Arts Centre began in 2013, as well as the high 
schools Kristiansand katedralskole Gimle (Kristiansand Cathedral School Gimle) 
and Kvadraturen skolesenter (Kvadraturen School Centre). These schools offer 
preparational and vocational studies and are also qualified as Everyday Life Train-
ing facilities (hereafter HT, from the Norwegian acronym for hverdagslivsmestring, 
coping with everyday life) for young people with disabilities. Students at these 
departments have various types and degrees of disability (for example Downs 
syndrome, Autistic Spectrum Disorder or various types of brain damage).

Norwegian high schools cater for young people aged from 15–16 to 18–19 
years of age and function as a bridge between lower secondary school, higher 
education and the labour market. There are two main routes to choose from 
(or a combination thereof): (1) a university preparatory Programme of General 
Studies and (2) a Programme of Vocational Studies.

Norwegian high schools must comply with the 1998 Education Act [1]. Of par-
ticular relevance for initiatives such as Spor is the stipulation that ‘…[t]he pupils 
and apprentices must develop knowledge, skills and attitudes so that they can 
master their lives and participate in working life and society. They must have 
the opportunity to be creative, committed and inquisitive…’ [1].

The process leading up to a Spor performance takes about 18 months, and 
within the reassuring school environment students are divided into the groups 
in which they will work right up to the première. These groups are composed 
of students with disabilities from the HT-department, students of music, dance 
and drama, P.E students and others volunteering to participate. Disabilities 
previously encountered in Spor include Down’s syndrome, autistic spectrum 
disorder, brain damage, cerebral palsy, visual impairment and complex disabil-
ities with no ability to move or speak.

As preparation prior to the creation of Spor, several pedagogical tools are used, 
including drama exercises, improvisation, musical games, writing assignments, 
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rity in which the participants are comfortable enough to engage personally, 
which is crucial both in bringing the group together and because Spor is based 
on the students’ personal stories and framed around their abilities. In this con-
text, there is no differentiation between disabled and able-bodied students, so 
someone in a wheelchair may find themselves dancing alongside someone 
who is not (see fig. 1 below). The focus is on the notion that everyone is good 
at something, and the motivation is to showcase the full spectrum of young peo-
ple’s lives. Getting to know each other well is of key importance in this phase, 
and openness is emphasised, so everyone is seen clearly together with their 
unique abilities and challenges. Socialisation is also important and is under-
pinned by common activities such as going out to concerts or dining together, 
ensuring that everyone involved perceives themselves to be valuable contrib-
utors to a greater whole, as well as achieving a sense of confidence and inclu-
sion at an individual level.

Picture 19.1. Two students performing together in Spor. Photo: Kilden Performing Arts Centre

A professional team nurtures and contextualises the students’ contributions 
(e.g. poems, singing, dance, etc.) – within an artistically unifying framework 
of tableaux, scaffolding, choreography, audio-visual presentation and music 
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– to improve the artistic quality before the performance is presented to an audi-
ence. Key people in this work have been Mette Midling-Jensen, Rigmor A. Stak-
keland, Vidar Bø and Beate Fosselie from Kristiansand Cathedral School Gimle; 
director and scriptwriter Elisabeth Lindland, composer Stig Nordhagen, sce-
nographer Ryall, choreographers Tomos Young and Karen Høybakk Mikalsen, 
and the Kristiansand Symphony Orchestra from Kilden Performing Arts Centre.

The music consists of original and arranged works uniting the artistic media 
of dance, song, choral singing, sound design, acrobatics, poetry and literature 
(The balance between popular music and so-called classical music has been 
a matter for debate. As an employee at the Kilden Performing Arts Centre 
however, it seems to me that there has been some general consensus that 
the Kilden’s mandate and role in society is better expressed when focusing 
on so-called art music than on pop music arrangements. However, matters relat-
ing to style and genre of this kind are always complex and unsatisfactory and 
a more comprehensive debate must be reserved for other publications). A key 
point here is that the professionals are not only there to accompany the stu-
dents passively, but to participate actively and contribute with them. As such, 
the orchestral music by Stig Nordhagen is composed for a professional orches-
tra (whilst not excluding amateur youth performers) in which selected profes-
sional soloists appear side by side on stage with the youth performers (see fig. 
2 below), meaning that professional musicians are also challenged to move 
beyond their everyday routines and comfort zones. They, too, make a personal 
effort and share their vulnerability.

Spor performances were arranged in 2015, 2017 and 2019. Whilst some 
of the musical works remain as common foundational building blocks for all 
three shows (with varying choreography), others are chosen from year to year 
based on their suitability, ensuring that the production maintains relevance 
and impact, according to composer Stig Nordhagen (in conversation with me 
in July 2020).

The diverse nature of the project participants places additional demands 
on the composer, as the requirement to accommodate performers with special 
needs means that the score must be near finalised early in the process with little 
room for significant revisions further down the road. In instances where learning 
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tern acquisition), incorporating revisions must also allow time for the process 
of un-learning the previous version. When further considering that the whole 
consortium must put all the pieces together during only one week of rehearsals, 
the need to do it right first time becomes even more important. The final week 
of rehearsals places great demands both on logistics and the on participants’ 
patience, in particular those who react strongly to stimuli and need frequent 
pauses to re-gain their strength, or those reliant on predictability and consistency 
to function well. The professionals must prepare themselves for much more wait-
ing and repetitious work than they are accustomed to. To secure predictability 
and consistency, it is important to have all participants present at all times, and 
one consequence of this is the need for a full orchestra during all rehearsals, 
rather than assigning preparational work to repetiteurs, playback or similar.

Picture 19.2. Danny Tran Kien performing together with solo-double-bassist 
John W. Harrison in Spor 2017. Photo: Kilden Performing Arts Centre
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Results

In this section, I will review the effects of the Spor-collaboration from three per-
spectives: personal growth, social mission and artistic criteria.

Personal growth

The use of art to promote skills development, tolerance and inclusion is not 
only the goal of Spor but also of Kilden Dialogue in general. Spor attempts 
to tear down barriers between “them” and “us”, and whilst young people with 
disabilities are its main focus, it also aims to show that apparently well-adapted 
and successful young people seemingly well within the statistical norm may 
also have hidden vulnerabilities, and that appearance does not necessarily 
reflect reality. This is precisely where Spor has its greatest impact; where 
people with or without disabilities and challenges, amateurs and profession-
als alike can inspire each other and develop themselves further. It seeks 
to foster care and an increased understanding of the needs of others whilst 
inviting a multitude of emotions, laughter, tears and gratitude. We become 
better acquainted with the diversity of what it can mean to be human and are 
reminded that all of us have things we can master or that challenge us. We 
all have good and bad days.

Not long ago, many diagnoses and disabilities were considered shameful. Peo-
ple who didn’t fit the norm were hidden away, or worse, deemed lesser humans 
with nothing to contribute to the community. Although we still have work to do, we 
are thankfully in a far better position in today’s Western societies. The debates 
relating to the need for inclusion and to the acceptance that there are many 
individual ways of contributing to society have reached the highest-level author-
ities and governments and are expected to be considered in political and cor-
porate strategies and white papers. A project like Spor will showcase these 
initiatives to a general audience (and, hopefully, also change attitudes within 
that audience). One of the founding members of Spor, Mette Midling-Jenssen, 
says: ‘[t]hey gain an interactional competence [i.e. collaboration skills], an ability 
to adapt, and an insight. I have worked with young people for almost 30 years, 
and I have never seen a generation so inclusive and generous. This is the gen-
eration of tolerance.’ (My translation) [2].
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I would like to share a poem. Spor alumnus of 2015 and 2017 Nicolai Myhre 
(fig. 3 below) wrote a poem to share what the project meant to him (cited in [3]):

Norwegian original
Alle mennesker er mennesker 
Alle mennesker setter spor fordi alle 
mennesker er mennesker.
Alle mennesker lever i det samme 
landskap.
I landskapet finnes det annerledes 
mennesker overalt.
Jeg fikk nye venner, det var trygt på 
scenen og på skolen.
Dagene mine ble gode og trygge.
Jeg ble en ungdom.
Spor har gitt meg mot til å gå videre 
i livet mitt.
Hvis jeg blir redd og lei meg, og 
gjemmer meg bak steinen i landska-
pet nå, 
så klarer jeg selv å velte steinen 
vekk.
For Spor lærte meg at jeg kan klare 
det selv,
Fordi alt er mulig hvis du har mot 
og styrke til å finne din egen plass 
i landskapet.
Da tør du alt.
Alle mennesker er mennesker.
Alle mennesker setter spor.
Jeg lager mine egne spor nå.
De annerledes menneskene gjem-
mer seg bak store steiner.
Steinene er så tunge at de trenger 
hjelp for å dytte dem vekk.

My	translation
All people are people
All people leave tracks because all 
people are people.
All people inhabit the same 
landscape.
In the landscape, there are different 
people everywhere.
Tracks gave me freedom.
Tracks gave me the courage 
to move on with my life.
If I become afraid and hide behind 
the stone in the landscape now,
I will manage to push it aside.
Because Tracks taught me how 
to do it on my own,
Because everything is possible if 
you have the courage and strength 
to find your space in the landscape.
Then, you dare do anything.
All people are people.
All people leave tracks.
I make my own tracks now.
The different people hide behind 
large stones.
The stones are so heavy that they 
need help to push them away.
I am a different person because 
I have brain damage.
I hid behind a large stone from 
an early age.
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Jeg er et annerledes menneske fordi 
jeg har en hjerneskade.
Jeg gjemte meg bak en stor stein fra 
jeg var liten.
Derfor var jeg usynlig i landskapet.
Spor hjalp meg å dytte vekk den 
store tunge steinen jeg gjemte meg 
bak.
Spor gjorde meg synlig i landskapet, 
ikke bare litt av meg, men hele meg.
Spor ga meg frihet.
En del av hodet mitt er friskt, en del 
av hodet mitt vil alltid være sykt.
Da Spor dyttet vekk steinen jeg 
gjemte meg bak, lærte jeg at jeg kan 
bruke hele hodet mitt,
selv om jeg alltid vil være 
annerledes.
Spor gav meg plass i landskapet 
sammen med alle.
Det som jeg trodde jeg aldri ville 
klare i livet mitt, det har jeg klart 
likevel.
Da ble jeg trygg og glad i hjertet mitt.
Spor ga meg mot til å være den jeg 
er, og tørre å gå videre i livet mitt.
Det ble lettere å gjøre nye ting.
Spor hjalp meg.
Jeg ble en del av fellesskapet med 
de friske elevene.

Therefore, I was invisible 
in the landscape.
Tracks helped me push away 
the large, heavy stone I hid behind.
Tracks made me visible 
in the landscape, not just a part 
of me, but all of me.
A part of my head is fine; a part 
of my head will always be ill.
When Tracks pushed the stone I was 
hiding behind away; I learned that 
I could use all of my head,
even if I will always be different.
Tracks gave me a space 
in the landscape, together with 
everyone else.
What I never thought 
I would manage in life, I managed, 
nonetheless.
Then, my heart became safe and 
joyful.
Tracks gave me the courage 
to be who I am and dare to move 
on with my life.
It became easier to do new things.
Tracks helped me.
I became a part of a community with 
the healthy students.
I got new friends, the stage and 
the school were safe.
My days became excellent and safe
I became a youth.
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Picture 19.3. Nicolai Myhre together with principal cellist of the Kristiansand Symphony 
Orchestra, Leonardo Sesenna in Spor 2017. Photo: Kilden Performing Arts Centre

Social mission

In 2018, the government white paper The Power of Culture: Cultural Policy for 
the Future. Meld. St. 8 (2018–2019) [4] was presented, which will guide the work 
of cultural institutions for the foreseeable future. According to this document, 
the national social mission is to produce:

“a vibrant democracy where all citizens are free to express themselves, and 
where diversity, creative power and creativity are highly valued. An inclusive 
society where art and culture of the highest quality inspire, unite us and teach 
us about ourselves and our surroundings.” [4]

and:

» …create[s] and disseminate[s] a cultural offering that is viewed as rele-
vant, and which represents the population
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» is available to everyone and encourages each person to experience and 
participate in cultural activities

» provides meeting places and builds communities… [4].

Moreover, diversity includes: ‘…dimensions such as social and cultural back-
ground, gender, functional ability, religion, sexual orientation and age’ [4].

Kilden Performing Arts Centre is mainly funded by government subsidy and by 
its owners, Kristiansand Municipality (60%), Agder County (37 %) and Grim-
stad Municipality 3% [2], and with the funding comes a strong expectation 
of fulfilling the social mission for cultural life as defined by the state. For exam-
ple, the national budget allocations of 2016 which also lay the foundation for 
the Kilden Performing Arts Centre’s 2017–2020 Strategy:

“The overarching goal for allocations to cultural initiatives is to contribute 
to making high-quality art and culture available to everyone and to promoting 
artistic development and renewal. In a society full of contrasts and diversity, 
it is important to facilitate and promote broad and multifaceted offerings. 
Government-subsidised cultural services must, accordingly, be available 
to the public so that all who so wish are given the opportunity to participate 
in and experience a diverse cultural life.” (my translation) [5].

Not surprisingly, such views are echoed by Kristiansand Municipality in their 
2015–2022 strategy document Likestilling, inkludering og mangfold (Equality, 
Inclusion and Diversity) [6], in which they state: “[a]ll residents – regardless 
of their sex, ethnicity or religious background, functional abilities or sexual ori-
entation, gender expression or gender identity – must have the same opportu-
nities for participating in society’ (my translation). After all, they emphasise, “…
it is about the people” (my translation) [6].

Against this background, Kilden Dialogue aspires to be a competence centre 
for collaborative art and social practice:

“Through our projects we will include and promote the interests of amateurs 
and marginalised groups. Kilden Performing Arts Centre will enable them 
to explore their abilities and develop their talents through drama, dance, 
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and the Kilden Performing Arts Centre. When people can participate in pro-
fessional artistic productions, lasting impressions can be made on individ-
uals as well as on society. That is why we utilise art as a meeting place for 
dialogue and democracy” (my translation) [7]. 

This work has been rewarded in the form of additional national budget alloca-
tions for the last two years for their policy and alignment with the national social 
mission, as outlined in their strategy above.

Artistic criteria

When professional and amateur performers with varying levels of musical and 
artistic competence and maturity join forces in a large-scale project, we see 
impressive results in terms of artistic quality. Traditional parameters such as tim-
bre, intonation, rhythm – from a generic, professional, trained musician’s point 
of view – must often be reconfigured to fit other criteria. Where several partic-
ipants have severe cognitive and/or motoric challenges, it is a major achieve-
ment that they are able to participate as all.

Research into aesthetics has become widespread. However, to provide a defi-
nition of artistic expression for the purposes of this article, I will quote Aesthet-
ica, a research group based at the University of Stavanger:

“The moral-philosophical view of the arts will often focus on the aesthetic 
expression’s efficacy. The scope of art, however, extends far beyond the moral 
sphere: in the process of aesthetic reception, emotive and cognitive features 
are interwoven in such a way that our encounters with art can contribute 
to life-changing experiences and deep realisations, and by virtue of this, 
the arts have a strong potential for personal growth and development” (my 
translation) [8].

Art has always expressed humanity. It has engaged us with euphoria and joy; 
it has soothed us and comforted us in our suffering. We are often touched by 
the recognisable, and we accept it when someone gives of themselves.
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Accordingly, the performance of a musical work or project will often itself 
be the essence of the aesthetic experience for the audience and performers. 
The appreciation of experience will be more dependent on how something is 
performed than what is performed.

It is easy to see the profound aesthetic effect of Spor in concert critic Emil Otto 
Syvertsen’s report of the event in the newspaper Fædrelandsvennen, in which 
he exclaimed: “I experienced a show that moved me deeply, and I struggle 
to find the small words to describe it. It is too easy to yell ‘fantastic!’, but this is 
so much more and more important” (my translation) [9].

A review of a show four years later described it as follows:

“Competent soloists, an impressively large choir, behind which were the more 
than audible Kristiansand Symphony Orchestra consisting of 50 musicians. 
With Stig Nordhagen’s music and other works incorporated into the show, 
the other participants are given a timbral and rhythmic foundation from which 
they can draw energy and inspiration” (my translation) [10]. 

Conclusion

Spor is a collaborative project grown from the idea that art is a fundamen-
tally essential and developmental aspect of people’s lives to which all should 
have access. Likewise, all can contribute and have something worthy of shar-
ing, and we are often more alike than we first realise. We all have abilities, 
and we are all vulnerable. Spor has grown into a semi-professional musical 
event with lighting, sounds, choreography, direction, composition and arrange-
ments to increase the impact of the performance for the participants as well 
as the audience. Supported by conditional funding, the ensemble follows 
the state requirements to meet their social mandate in such a way that all 
layers of society are reached.

What makes Spor unique is that the professional participants are there 
on the same terms to perform with the young people, as opposed to mentoring 
and teaching them alone. In the words of Director Elisabeth Lindland: ‘many 
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ingful and valuable things we do…’ [11].

When creating artistic experiences together, we draw inspiration from one 
another. To convey something to an audience, one must first gain access 
to a state of recognition and emotional response within one’s self. A perfor-
mance such as Spor should be filled with both aesthetically appealing moments, 
humour and pain, and compelling stories. It will draw on familiar popular music 
and expose its subjects to newly composed art music. Spor provides that and 
works in two ways. Firstly, young people are given an uplifting experience and 
given the oppoertunity to develop as people. Secondly, the professional partic-
ipants experience valuable stimuli from the young people, and in this way they 
too grow as people and musicians. During a private conversation in July 2020, 
composer Stig Nordhagen described an episode he recalled:

“Two students, who were initially supposed to sing a song by Katie Melua, 
instead chose to use a lyric from a fellow student, to which I wrote some 
original music. It meant that they, in the process, had to learn something 
new that was not previously available through YouTube or Spotify. Instead 
of mimicking, they had to make their own version and make their own deci-
sions. It is in these situations that I think Spor is at its best. When you meet 
resistance, have to make choices and gain recognition and insight,” he says.

In this article, I have tried to highlight the social value of enabling personal growth 
whilst at the same time responding both to a social mission and to artistic criteria. 
I have also tried to emphasise the collaborative nature of a project that unites peo-
ple with differing backgrounds, contexts and mandates, to both give and receive. 
The keywords tolerance, inclusion and diversity run through the entire hierarchy 
– from the higher authorities to those on the ground doing the work – and are part 
of the strategies of all institutions involved. Spor presents us with a powerful way 
of addressing the Norwegian social mission; in practice, to include all.
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setter-spor/ (access date: 25.08.2020).
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Grażyna Teusz and Ewa Mojs

INTERPERSONAL 
RELATIONS IN EMIGRANT 
FAMILIES

Introduction

The shape and quality of family life are defined, to a large 
extent, by the mutual interactions and interpersonal rela-
tionships taking place among family members. The rela-
tional character of the family, reflected in its communication 
processes, is a major factor over time in shaping the iden-
tity of its members and its distinct shape as a community 
of persons, as a specific system.

The systemic perspective on the family, being according 
to such scholars as [3, 5, 7,8, 12, 13,14, 18], the optimal 
way of analysing and interpreting the family’s multidimen-
sional and complex structure, makes it possible to grasp and 
understand the world of meaning and the distinct “microcul-
ture” established by the family [3]. A systemic perspective 
emphasises the cohesion of the elements which constitute 
the family, in accordance with the principle that “the features 
of constituent elements can only be understood in the context 
of the dynamics of the whole” [16]. Therefore all the changes 
that take place in any part of the system are reflected in and 
influence its remaining parts. However this does not happen 
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of circular causality, understood as a feedback loop [3].

The functioning of the family system as described above rests first of all on con-
tinuous attempts to maintain a balance in the intra-family dynamics of inter-
actions among the specific subsystems: of spouses, parents, and siblings. 
Changes in one are reflected in the others. Various bonds criss-cross, and 
proper boundaries are established. A dynamic balancing system emerges, 
oscillating between stability and changeability, fluctuating between tendencies 
to maintain a degree of uniformity within a specific subsystem on the one hand, 
and processes directed towards openness, towards the different and the new 
on the other. At the same time an interaction with the environment takes place, 
a broadly understood influence of social, environmental and cultural factors, 
which can diversely affect the form of the family system and affect each of its 
subsystems and its particular members [7, 12].

During the life cycle of a family social life brings about all kinds of events and 
changing situations. These require the family as a community to master ade-
quate ways of reacting, to undertake specific actions, access suitable resources 
and acquire the ability to adjust to new conditions, to develop strategies to cope 
with life’s challenges. This becomes especially important in times of difficulty 
and crisis. The type and quality of responses to such events shape, as Miec-
zysław Plopa puts it, leading themes in the history of the family that build its 
identity. The influence of “broadly understood cultural or subcultural identifica-
tions” [12] is reflected in the ways in which family members understand them-
selves, each other and their environment, in diverse cognitive and emotional 
experiences of one’s own subjective self, and in the shape of interpersonal 
relationships. In this way, new dimensions of the sense and meaning of family 
life and of the individual’s perception of his or her role are revealed. This in turn 
means that the process of self-determination within the framework of the fam-
ily system, and of one’s relationships with other family members, undergoes 
dynamic changes and significant transformations [15].

An important factor affecting the identity of the family system, and of its individual 
members, can be the decision to emigrate, the implementation and components 
of the whole emigration process, and then emigration itself. The consequences 
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of emigration and related events affect the fate of the family as a whole and 
the inividuals within it [2, 10]. They determine the individual, unique history 
of the family and the lives of its members. Interactions with the external envi-
ronment become, as Richard S. Lazarus puts it [9], a specific transaction which 
is a conjunction of cognitive processes and emotional reactions. These pro-
cesses and reactions, in turn, significantly affect the form and shape of inter-
personal relationships.

Material and methods

The subject of this article is the character of interpersonal relationships within 
Polish emigrant families in Germany, with particular reference to eight families 
of the so-called second generation of emigrants, that is people who left Poland 
with their parents in the 1980s. When they left they were in early adulthood. 
Starting their own families as adult emigrants, they and their families were directly 
confronted with the socio-cultural realities and experiences of emigrant life. This 
context has a decisive impact on the whole family system as well as its members, 
and shapes the family situation and interpersonal relations within the family.

The adopted method – the autobiographical interview – serves to obtain data 
that is used to show those areas that are determined by specific conditions 
and realities of everyday life for emigrants. The conversations carried out with 
couples, married and forming families, are a testimony of their individual expe-
riences, and reveal the character and subjective meaning attributed to these 
experiences, what constitutes their personal and family life history, and what 
shapes and transforms their intra-family interpersonal relationships. All the fam-
ilies were in the second and third parental phase, that is they had small children 
or children of school age. The interviews were conducted in family homes, in their 
natural living environment. The qualitative research perspective emphasised 
the subject’s point of view, capturing sense and meaning through the personal 
perspective of experience and understanding. This made it possible to “see 
people acting together in places in which they live” [4]. The cognitive picture 
of the reality of the interpersonal relations that interest us, the ways of reacting 
and behaving, are rooted in real emigrant experience, in the processes of mul-
tiple intra-family interactions, as well as interactions with the external social 
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is the main, basic postulate of this method of direct conversation, its herme-
neutic usefulness.

Descriptive	section

The life and functioning of the emigrant family includes very diverse elements. 
A specific space of mutual interactions, interdependencies and interferences is 
created. The experiences and realities of everyday life, interpersonal relations 
and family relationships are constantly dependent on external conditions and 
the framework set by the reality of emigration. The intense influence of the exter-
nal context, broadly understood through dynamic interaction with the environ-
ment, on the one hand creates specific difficulties for the family and forces certain 
actions and behaviours, but on the other hand brings a certain range of potential 
opportunities and creative possibilities, and contains axiologically strong, axio-
logically weak or neutral components [11]. The concerns expressed by families 
relate primarily to: difficulties linked to the need to support the family, satisfying 
material needs, finding and keeping work, cultural differences between Poles 
and Germans, family roles and tasks, children’s education, language problems, 
and forms of spending free time. There is a close relationship between the qual-
ity and appropriateness of interpersonal relations in the family and a positive, 
progressive shaping and development of these spheres. The most constructive 
factor is open, direct communication. Openness and directness are the most 
important developmental factors of a relationship, increasing the effectiveness 
with which challenges are met. Its dynamics are not disturbed by tensions 
resulting from emerging difficulties. Effective interpersonal relationships build 
strong bonds and create a natural, primary network connecting the family sys-
tem, which allows for a significant reduction in the psychological costs of emi-
gration. For all people family ties and relationships are an important stabilising 
factor and also reduce possible tension and stress.

Special forms of challenges are faced by the emigrant family. Both individu-
als and the family system as a whole, its integrity and cohesion, face a kind 
of “quality test” in the process of emigration in terms of the roles played and 
tasks performed, as well as the ways of functioning, the strength of bonds and 
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the effectiveness of the family’s life strategies. All this is closely correlated to and 
determined by the personal resources that family members have at their dis-
posal, which constitute the overall potential of the family system as a whole [16]. 
These resources are often communicated and disclosed in the process of con-
versation and dialogue, which allows the family to develop effective strategies 
for dealing with what is new and unknown. These strategies refer to universal 
values such as: being a good person, being tolerant, empathetic, or holding 
strict religious beliefs. These values constitute an important factor that binds 
the family system together; they create a favourable climate of communication 
in the family; they allow the family unit as a whole to focus on the problem, and 
not be distracted by the differing views of individual family members. The pro-
cess of adaptating to the new émigré environment and trying to stabilise one’s 
status within a new socio-cultural framework are conditioned by many factors 
such as individual competences and skills and the immediate environment and 
location. A large city such as Berlin offers different opportunities to those avail-
able in a smaller town. Factors determining family status are related to spe-
cific acculturation strategies, namely integration, assimilation or separation 
[6]. These are various ways of overcoming and coping with diverse difficulties 
and barriers, such as the language barrier, culturally different ways of thinking, 
or a sense of alienation. None of the families mentioned a separation, isola-
tion, or alienation strategy. Acculturation, which emigrants pay attention to, 
can be described in psychological terms as a “cognitive process, an emotional 
coping with difference, and learning a new repertoire of behaviour and adap-
tation” [1]. All this is reflected in the space of interpersonal relationships, within 
which aspects of psychological adaptation come to the fore – aspects of posi-
tive adaptation, causing a general, clear increase in well-being, or of negative 
adaptation, which are sometimes expressed in anxiety, depression or other 
psychosomatic symptoms – determining a specific balance of gains and ben-
efits, or temporary failures and losses. The struggles related to the acquisition 
of essential competences necessary to function within the new reality deserve 
emphasis in this context. The most important of them is a practical knowledge 
of the new language, enabling one to function in the new environment, dealing 
with official matters or matters related to the widely understood educational 
reality connected with the school experiences of children. This last is import-
ant in allowing a proper understanding of the new education system and how 
it relates to the Polish system. For example, as emphasised by the interviewees, 
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that children meet peers from other countries. A frequently articulated issue is 
the dilemma of whether to raise children bilingually so that they have knowl-
edge of both languages – Polish and German. In intra-family relations, this is 
reflected, for example, in deciding on which language to use at home.

Over time there occurs a gradual acquisition of competences and specific skills 
that allow for better and better integration and social and cultural assimilation. 
An openness to the new context of emigrant life, a readiness to accept and 
identify with what is different, experiencing new social conditions, takes place 
both in the sphere of consciously made decisions and adopted solutions and 
patterns, as well as to some extent unconscious factors. It is the result of in some 
measure unconsciously adopted assumptions or beliefs, positions taken or deci-
sions made [17]. It should be emphasised once again that the most important 
dimension of assimilation, raised in almost all interviews, relates to a mastery 
of the new language, because this is followed by confidence, a knowledge 
of norms, customs, and the ability to understand and assess situations. Knowl-
edge of language allows one to establish and develop one’s sphere of formal 
and informal social contacts, but above all it becomes a means of acquiring 
a specific professional and social position.

Assimilation and integration, which are closely correlated with the prevailing 
conditions in the external environment, viewed from the perspective of the indi-
vidual’s family status quo are factors that significantly affect family and intra-fam-
ily relationships. They are a source of existential peace and provide the entire 
family system with a greater sense of stability.

In the interviews several levels of integration for emigrants in Germany were 
mentioned. These include professional integration, which means taking a place 
in the new society aligned to one’s education, skills and ambitions; cultural 
integration, which is reflected in active participation in society and an active 
response to proposals for participation in creative initiatives; social integration, 
which takes place outside of professional work in the form of freely chosen 
interpersonal contacts; normative integration, which includes full respect for 
officially binding legal, moral, ethical and religious norms, and integration that 
includes participation in various civic initiatives.
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All of these dimensions of integration, if they are successful and undisturbed, 
significantly reduce the stress of living in a foreign country and become a source 
of optimism and hope. They build a positive image and raise an individual’s 
self-esteem, which consequently shapes his or her place and role in the fam-
ily system and positively develops the sphere of interpersonal relations within 
the family. One’s public life to a large extent gives a positive form to one’s pri-
vate existence.

The two processes of adaptation and integration have a positive psychological 
impact. One’s quality of life is significantly enhanced, and this fundamentally 
influences a change in consciousness and behaviour, which is reflected in one’s 
interpersonal relations.

The patterns of transactions between members of the family system who belong 
to its various subsystems (spouses, parents, children, siblings), creating a con-
structive network of interpersonal relations, also shape effective ways of coping 
with the challenges of the reality of emigration. One of the elements which helps 
increase the quality of interpersonal relations is spending time together, which 
builds space for mutual understanding and increases empathy and a sense 
of belonging.

An important factor contributing to the positive quality of interpersonal relations 
is the sharing of responsibility for family life, the functioning of the home, and 
a sensible balance between household and professional duties. Synchronising 
various areas of life through open communication, full of understanding, helps 
to solve any difficulties that may emerge. Conversation, an exchange of opin-
ions and open communication, becomes an important determinant of the good 
functioning of the family as a whole system and within its subsystems.

An element that binds these factors together is the ability to listen, to tune in and 
to empathise with others. It can be said that the higher the competences that 
members of the family have in this regard, the more effective and satisfactory 
interpersonal relationships are. A look at the interpersonal relations within the emi-
grant family allows us to reflect on the highly differentiated ways of shaping 
them, depending on the individual resources of particular family members and 
the specific emigration context in which the family is to function. The network 
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lation, is a very important part of the intra-family capital that the family has at its 
disposal. This capital allows the emigrant family to function in a constructive 
manner and to improve the benefits and opportunities arising from emigration.

Conclusions

Interpersonal relationships are important and valuable in the context of emigra-
tion. Situations and events that emigrant families and their individual members 
have to confront affect the intensity of intra-family communication and the need 
to develop and use effective forms of communication within the family system. 
Good relationships and effective communication contribute to reducing tensions 
between family subsystems – of spouses, parents, and siblings – and to the con-
structive resolution of difficulties and conflicts. Positive shaping of interpersonal 
relationships increases the ability to cope with challenges generated by the real-
ity of emigration, and favours a good and purposeful use of specific resources, 
abilities and skills by individual family members. Interpersonal relationships 
influence both the shaping of the identity of the family as a whole system and 
of each individual person. Emigration in a sense “checks” and re-establishes 
the value and importance of interpersonal relationships within the family and 
makes people aware of the need to make efforts to increase their importance, 
significance and durability. Interpersonal relationships are an important element 
enabling each family member to shape their cognitive and emotional perception 
and interpretation of their own present and past existence in the face of events 
brought about by the complex reality of emigration.
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TIME SPENT IN EXILE AND 
APPLIED STRESS COPING 
STRATEGIES, RECEIVED 
SOCIAL SUPPORT 
AND THE MENTAL 
CONSEQUENCES 
OF EMIGRATION STRESS

Introduction

Coping	with	emigration	stress

Stress is an effect of the subjective assessment of var-
ious challenges, injuries or threats that triggers different 
behaviours in response to stressors and complex stressful 
situations. In other words, stress and coping strategies are 
inseparable [13].

Lazarus and Folkman (1984) defined coping with stress 
as: “constantly changing [that is dynamic] cognitive and 
behavioural efforts to manage specific external and/or inter-
nal demands that are appraised as taxing or exceeding 
the resources of the person.”



ON THE NEED FOR TRANSCULTURAL EDUCATION

342

Iw
on

a 
Bu

jek
, G

ra
ży

na
 Te

us
z a

nd
 E

wa
 M

ojs The ability to cope with stress may take two forms, either of management 
or of self-defence.

For the former, the objective is to maintain one’s efficient functioning despite 
the stressful situation.

On the other hand, defensive reactions to stress are characterised by low effi-
ciency and as a rule they lead to the abandonment of previously established 
goals [19]. There are different forms of defensive reactions to stress ranging from 
escape and withdrawal from a stressful situation through aggressive behaviour 
(attacking the source of the threat) to various symbolic actions, which assign 
a new non-threatening meaning to reality [6,7]. At different stages of coping 
with stress, an individual undertakes a series of actions: for instance, a person 
may assess the efficiency of the chosen coping strategy based on its “psycho-
logical cost” and on secondary threats. Such an appraisal may sometimes lead 
to a change of coping strategy [19]. From the cognitive and transactional point 
of view, coping with stress is understood as “constantly changing cognitive and 
behavioural efforts to manage specific external and/or internal demands that are 
regarded as taxing or exceeding the resources of the person.” In other words, 
it is a process involving the whole of the efforts aimed at coping with a given 
situation. This process is dynamic in that it is a response to a specific situation, 
and certain ways or forms of behaviour may be replaced with other behaviours.

Lazarus and Folkman (1984) distinguished two basic functions of coping, namely:

1) The instrumental function, linked with problem-focused strategies, and
2) The regulatory function, which is connected to emotion-focused strate-

gies [11].

The effects of coping with stress can be evaluated based on the observation 
of emotional symptoms, motor activity or physiological reactions.

Usually, the stress coping process has a complex structure. Over its course, 
it can be divided into smaller units of action similar to links in a chain. This com-
parison is not the most accurate when one considers that the units may differ 
significantly within the same process. The units themselves are different coping 
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strategies. The chosen coping strategy is related to personality traits determin-
ing one’s behaviour in a stressful situation. It is assumed that people vary with 
respect to habitual behaviours in stressful situations in general or in stressful 
situations of a specific kind. The concept of coping accounts for individual ten-
dencies to behave in a certain way [3]

Efficient stress coping, which is reflected in the harmony or compatibility 
of demands and resources, limits the biological consequences of stress. In turn, 
inefficient coping leads to increased stress. As regards subjectively experienced 
stressors, coping is seen as a process, an attempt to manage specific demands 
seen as taxing or exceeding the resources of the person [17].

A person can assess the efficiency of the chosen coping strategy based on its 
“psychological cost” and on secondary threats. Such an appraisal may some-
times lead to a change of coping strategy [18].

Social	support

In the literature, many resources used to cope with stress have been described. 
One of the most frequently researched and described is social support. This 
comes as a result of a person’s social interactions and is particularly associated 
with social intimacy and having close friends. When speaking of social support, 
it is emphasised that this can immunise against stress and act as a buffer, not 
because of the person’s widespread network of social interactions but because 
it implies an ability both to perceive and use the offered help [12].

Social support is variously defined, very often without relating the term to broader 
theoretical frameworks. General expressions such as ‘operational’ or ‘omniscient’ 
have been used. Amongst such wide and pragmatic definitions are those that 
interpret social support as help available to an individual in difficult situations 
or as a consequence of belonging to a social network. Other definitions put 
emphasis on the behavioural or process-oriented nature of social support and 
associate it with aid activities. Moreover, social support is sometimes defined 
as satisfying the needs of an individual in difficult situations, which is provided 
by loved ones or reference groups. Authors of theoretical and empirical stud-
ies distinguish:

TIME SPENT IN EXILE AND APPLIED 
STRESS COPING STRATEGIES...
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2) sources of social support,
3) types of support,
4) received and perceived support,
5) the need for support and support mobilisation [15].

Emotional support is an element of social support or one of the chosen aid 
activities directed towards people in need of such support [1].

Social support is also treated as a resource facilitating the use of specific coping strat-
egies. For example, myocardial infarction patients who received significant support 
were more likely to apply problem-focused and emotion-focused coping strategies [23].

Social support may be described as the kind of social interaction undertaken by one 
or both participants when a difficult, problematic, stressful or critical situation occurs:

1. during such interaction, emotions, information, tools enabling action and 
material goods are delivered or exchanged;

2. this can be either a one-way or mutual exchange and the giver-receiver 
relationship can be either fixed or fluid;

3. in dynamic interaction, different roles including the supporter, seeker and 
receiver of help can be distinguished;

4. for such a social exchange to be efficient, the compatibility between the kind 
and degree of help offered and the receiver’s needs is crucial;

5. the objectives of social interaction include general support, stress reduc-
tion, crisis control thanks to being together, creating a sense of belonging, 
security and hope and finally getting closer to a solution and overcoming 
difficulties [15].

When social support is mentioned in the literature, it is rarely specified whether 
the support is emotional or instrumental, who is offering the support, or if the sup-
port is perceived or received. Unless those aspects are precisely determined, 
a full understanding of the concept of social support can hardly be expected.

It is highly probable that since people choose different coping strategies, they will 
also prefer different kinds of support. It may be assumed that if a person prefers 
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problem-focused strategies, he or she would rather receive instrumental than 
emotional support. It is most likely the case that receiving support that is com-
patible with the preferred coping strategy is more beneficial to the person than 
receiving support that is incompatible with the preferred coping strategy [14].

The role of social support as an external source of coping has also been empha-
sised lately because of its potential for enhancing self-esteem [4].

Empirical findings prove that Polish economic migrants are usually lonely. This 
sense of loneliness is caused by the fact that they find themselves in a new 
environment and need to adapt to its rules and conditions. The life of a person 
going abroad therefore has two dimensions. Firstly, such a person is far from 
home and has spatially-limited contact with the family. Secondly, he or she has 
to settle into a completely unfamiliar environment. These people miss their fami-
lies, which results in a feeling of loneliness and poses many threats, out of which 
that of getting lost in one’s system of norms and values seems to be the most 
dangerous [21].

Material and methods

In the study, 96 Polish emigrants living in the Netherlands were included. The par-
ticipants were clients of the company Pomoc Nederland. The study was per-
formed from 12 July 2017 to 20 September 2017. The subjects had lived abroad 
for 1 to 3 years, 3 to 10 years and 10 to 20 years. At the time of conducting 
the study, all subjects were of the appropriate legal age.

The study was anonymous and did not require the respondents to reveal any 
personal details that would allow their identification in the future. All participants 
were informed about the purpose of the study, its anonymity and the fact that 
participation was voluntary. They were also informed that they could withdraw 
from the study at any time. All respondents gave written consent to their par-
ticipating in the study. All respondents filled in each questionnaire on their own.

The aim of the study was to find out whether time spent living abroad affects 
the choice of applied stress coping strategies or received help.

TIME SPENT IN EXILE AND APPLIED 
STRESS COPING STRATEGIES...
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» the Social Support Questionnaire (ISSE),
» the Inventory for Measuring Coping with Stress Mini-COPE,
» the Scale of Positive and Negative Experience (SPANE),
» the State-Trait Anxiety Inventory (STAI),
» the Satisfaction with Life Scale (SWLS).

The respondents were also asked about demographic data such as gender, 
marital status, educational background, place of residence, current employment 
situation, time spent living abroad, country of emigration, Dutch language pro-
ficiency, reason for emigration and net monthly income.

The mental consequences of emigration stress are expressed through positive 
feelings (positive reinterpretation, acceptance), negative feelings (dissatisfac-
tion, fear, anger), anxiety (as a trait or a state), as well as satisfaction with life. 
For evaluation purposes, three research tools were used, namely:

The Social Support Questionnaire was used to measure received social sup-
port. It includes 40 items, each with a 5-point response scale ranging from 
A (almost every day) to E (not at all). According to the questionnaire guidance, 
the help received over the last month should be taken into account [15]. The aim 
of the questionnaire is to determine if the evaluated person feels that others 
help or try to make their life better and how this person feels about it. Respon-
dents evaluate their feelings in four dimensions related to material, emotional, 
instrumental and cognitive support. In the questionnaire, there is also an addi-
tional question that asks whom the respondent relies on in a difficult situation 
and where he or she seeks help.

The COPE inventory is amongst the most commonly applied tools in the mea-
surement of stress coping [11]. The questionnaire consists of 28 statements 
which allow us to measure 14 strategies of coping with a difficult situation. 
The strategies include active coping, planning, positive reinterpretation, accep-
tance, humour, turning to religion, seeking emotional social support, seeking 
instrumental social support, competing activities, denial, the venting of emo-
tions, psychoactive substance use, restraint coping, self-blaming. The answers 
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are rated on a 4-point scale, where 0 means “I usually don’t do this at all” and 
3 means “I usually do this a lot”. The score is given as the sum of answers 
in different categories [23].

The Scale of Positive and Negative Experience (SPANE) is intended to measure 
overall effect. It consists of two subscales regarding positive (P) and negative 
(N) feelings. For the SPANE-P subscale, the answers are given on a five-point 
scale (1–5) and then summed up for 6 positive feelings: positive, good, pleas-
ant, joyful, happy, contented. For the SPANE-N subscale, the answers are given 
on a five-point scale (1–5) and then summed up for 6 negative feelings: neg-
ative, bad, unpleasant, sad, afraid, angry. To obtain the overall effect balance, 
the SPANE-P score is subtracted from the SPANE-N score [2].

The State-Trait Anxiety Inventory (STAI) is used to measure anxiety which is 
understood as a relatively constant personality trait [22]. It was developed by 
Spielberger, Gorsuch and Lushene and adapted to Polish conditions by Spiel-
berger, Tysarczyk and Wrześniewski. This research tool is composed of two 
scales, each including 20 items. The X-1 scale is for assessing state anxiety 
and the X-2 scale for trait anxiety. Answers are marked with values ranging from 
1 to 4. Respondents choose answers according to their feelings.

The Satisfaction with Life Scale (SWLS) evaluates satisfaction with one’s life, 
achievements and living conditions. The tool was designed by Diener et al. 
(1985) and adapted by Juczyński (2007). Based on the SWLS, overall satis-
faction with one’s life can be measured. It consists of 5 statements concerning 
a cognitive judgement of life as a whole. The first four statements are about 
the present, whereas the last statement encourages the evaluation of the past 
and the summing-up of one’s life so far [10].

Study	group

In the study, 96 Polish emigrants living in the Netherlands were included. 
The majority of the study group (63.5%) were women, whilst 36.5% were men. 
Respondents aged from 31 to 40 years (n=29) were the largest group. Less 
numerous were respondents aged from 25 to 30 years (n=21). Smaller groups 
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41 to 50 years (n=15). Those over 50 years of age were the smallest group 
(13.5%).

As far as the time spent living abroad is concerned, the largest group was com-
prised of participants living abroad from 3 to 10 years (52.1%). The next group 
(15.6%) had spent from 10 to 20 years abroad. As many as 11.5% of the study 
group had been abroad for less than a year, whereas 19.8% had been abroad 
from 1 to 3 years. Only one person had lived abroad for more than 20 years.

Amongst the respondents, the majority were in a relationship and shared a house-
hold with their partner (36.5%). 29 respondents were married (30.2%) and 
32 respondents were single (33.3%).

When it comes to educational background, most of the respondents had sec-
ondary education (n=39; 40.6%). There were fewer respondents with post-sec-
ondary education (n=22; 22.9%), basic vocational education (n=18; 18.8%), 
higher education (n=14; 14.6%), and primary education (n=2; 2.1%), and only 
one person had lower secondary education (1.0%).

Descriptive	statistics

The results presented in the tables below show the minimum and maximum 
scores, means, standard deviations and Cronbach’s Alpha reliability coeffi-
cients, as well as the Kolmogorov–Smirnov test results for analysed variables.

The results presented in Table 1 show that the reliability of applied scales 
is suitable for the scales to be used for further analysis. The variables such 
as Material Support and Instrumental Support were not normally distributed, 
whereas the variables such as Emotional Support and Cognitive Support were 
normally distributed.
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Table 1. Statistical description of independent variables – social support 

Variable Min Max M SD Cronbach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

Material Support 16 40 34.73 4.75 0.70 0.16** 0.000

Emotional Support 12 60 41.51 10.08 0.86 0.06 0.200

Instrumental Support 9 35 26.69 5.89 0.76 0.13** 0.001

Cognitive Support 22 65 48.57 10.88 0.89 0.07 0.200

* p < 0.05, ** p < 0.01; Source: authors’ research

The results presented in Table 2 show that the reliability of applied scales is 
suitable for the scales to be used for further analysis. However, the reliability 
coefficient for the Active Coping variable was moderate and close to alpha≈0.50. 
The value was not low enough to exclude the variable from further analysis. All 
analysed variables were not normally distributed.

Table 2. Statistical description of independent variables – problem-focused 
coping in an emigration-related stressful situation

Variable Min Max M SD Cronbach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

Problem-focused 
Coping 2 18 11.30 3.39 0.70 0.13** 0.000

Active Coping 1 26 13.66 4.96 0.50 0.20** 0.000

Planning 0 31 12.40 6.53 0.65 0.16** 0.000

Seeking 
of Instrumental 
Social Support

0 6 4.19 1.42 0.71 0.15** 0.000

* p < 0.05, ** p < 0.01; Source: authors’ research
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suitable for the scales to be used for further analysis. However, the reliability 
coefficients for the Acceptance and Humour variables were moderate and close 
to alpha≈0.50. The values were not low enough to exclude the variables from 
further analysis. None of the analysed variables were normally distributed.

Table 3. Statistical description of independent variables – emotion-focused 
coping in an emigration-related stressful situation

Variable Min Max M SD Cronbach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

Emotion-focused Coping 0 6 4.11 1.54 0.71 0.10* 0.018

Positive Reinterpretation 0 6 2.98 1.61 0.68 0.15** 0.000

Acceptance 0 6 3.38 1.57 0.51 0.18** 0.000

Humour 0 6 3.55 1.62 0.50 0.17** 0.000

Turning to Religion 0 6 2.09 1.49 0.88 0.26** 0.000

Seeking of Emotional Social 
Support 0 6 1.38 1.73 0.83 0.12** 0.001

* p < 0.05, ** p < 0.01; Source: authors’ research

The results presented in Table 4 show that the reliability of applied scales is 
suitable for the scales to be used for further analysis. However, the reliability 
coefficients for the Competing Activities, Denial and Venting of Emotions vari-
ables were moderate and close to alpha≈0.50. The values were not low enough 
to exclude the variables from further analysis. None of the analysed variables 
were normally distributed.
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Table 4. Statistical description of independent variables – dysfunctional coping 
in an emigration-related stressful situation

Variable Min Max M SD Cronbach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

Dysfunctional Coping 0 6 3.23 1.78 0.82 0.13** 0.001

Competing Activities 0 6 3.43 1.65 0.52 0.15** 0.000

Denial 0 6 1.71 1.62 0.52 0.19** 0.000

Venting of Emotions 0 6 2.54 1.38 0.50 0.17** 0.000

Psychoactive Sub-
stance Use 0 5 0.77 1.38 0.86 0.40** 0.000

Restraint Coping 0 6 1.37 1.44 0.65 0.23** 0.000

Self-blaming 0 6 2.56 1.92 0.85 0.14** 0.000

* p < 0.05, ** p < 0.01; Source: authors’ research

The reliability of each of the applied scales was assessed as suitable for 
the scales to be used for further analysis. The following variables were not 
normally distributed: Positive Feelings, Negative Feelings, Affect Balance and 
State-Anxiety. The variables including Trait-Anxiety and Satisfaction with Life 
were normally distributed.

Table 5. Statistical description of dependent variables – mental consequences 
of emigration stress

Variable Min Max M SD
Cron-
bach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

Positive Feelings 8 30 22.75 4.81 0.90 0.14** 0.000

Negative Feelings 6 26 13.99 5.44 0.88 0.12** 0.001

Affect Balance -24 18 -8.76 9.07 0.86 0.11** 0.006
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Variable Min Max M SD
Cron-
bach’s 
Alpha

Kolmogorov–Smirnov 
Z-Test

Z p

State-Anxiety 20 75 37.76 12.51 0.95 0.13** 0.001

Trait-Anxiety 21 76 40.42 12.30 0.93 0.08 0.096

Satisfaction with Life 5 34 22.15 6.64 0.82 0.07 0.200

* p< 0.05, ** p< 0.01; Source: authors’ research

Results

To test the hypothesis that different types of emigrants choose different stress 
coping strategies, the Kruskal-Wallis test was applied for individual pairs of vari-
ables (Table 6).

Table 6. Time spent living abroad vs. Stress coping strategies – Kruskal-Wallis test

Variable

Time spent living abroad

Kruskal-Wallis test statistics
Up to 3 
years

n=30

From 3 to 10 
years

n=34

Over 10 
years

n=32

Result 
analysis 
across 
groups χ2 p η2

M M M

Problem-
focused Coping 43.65 53.90 47.31 - 2.27 0.321 -

Active Coping 40.62 51.74 52.45 - 3.72 0.156 -
Planning 40.47 51.13 53.23 - 3.91 0.141 -
Seeking 
of Instrumental 
Social Support

47.80 52.76 44.63 - 1.49 0.474 -

Emotion-
focused Coping 37.57 54.07 52.83 1<2;1<3 6.79* 0.033 0.07
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Variable

Time spent living abroad

Kruskal-Wallis test statistics
Up to 3 
years

n=30

From 3 to 10 
years

n=34

Over 10 
years

n=32

Result 
analysis 
across 
groups χ2 p η2

M M M

Positive 
Reinterpretation 35.98 55.93 52.34 1<2;1<3 9.41** 0.009 0.11

Acceptance 42.33 54.71 47.69 - 3.31 0.191 -

Humour 43.47 50.53 51.06 - 1.49 0.474 -

Turning 
to Religion 46.78 43.15 55.80 - 4.01 0.135 -

Seeking 
of Emotional 
Social Support

46.68 54.74 43.58 - 2.92 0.232 -

Dysfunctional 
Coping 41.10 49.26 54.63 - 3.70 0.157 -

Competing 
Activities 35.92 49.59 59.14 1<3 11.19* 0.004 0.12

Denial 44.55 45.46 55.44 - 3.17 0.205 -

Venting 
of Emotions 40.43 55.99 48.11 - 5.22 0.073 -

Psychoactive 
Substance Use 53.70 46.59 45.66 - 2.29 0.319 -

Restraint 
Coping 42.97 47.38 54.88 - 3.14 0.208 -

Self-blaming 45.42 48.56 51.33 - 0.72 0.699 -

* p < 0.05, ** p < 0.01; Source: authors’ research

To test the H1 hypothesis, the Kruskal-Wallis test was used. The results 
presented in Table 6 show that the time spent living abroad differentiates stress 
coping strategies such as Emotion-focused Coping, Positive Reinterpretation and 
Competing Activities from other strategies. Emigrants who had lived abroad for 
over 10 years used Emotion-focused Coping and Positive Reinterpretation more 
often than those who had lived abroad for up to 3 years or from 3 to 10 years. 
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than those who had lived abroad for up to 3 years. The analysis of eta-squared 
revealed the great influence of the independent variable on dependent variables 
such as Positive Reinterpretation and Competing Activities.

The results obtained may imply that as the time spent living abroad gets lon-
ger, the choice of stress coping strategies changes. Those who lived abroad for 
a longer period of time are more likely to use emotion-focused coping strategies. 
Also, dysfunctional coping in the form of competing activities is more probable 
to occur in this group of emigrants.

To test the hypothesis assuming that different types of emigrants prefer different 
kinds of support (material, emotional, instrumental or cognitive), the Kruskal-Wallis 
test was applied for individual pairs of variables (Table 7).

Table 7. Time spent living abroad vs. Social Support – Kruskal-Wallis test 

Variable

Time spent living abroad
Kruskal-Wallis test statistics

Up to 3 
years

n=30

From 3 
to 10 years

n=34

Over 10 
years

n=32

Result 
analysis 
across 
groups χ2 p η2

M M M

Material Support 40.45 46.93 57.72 1<3 6.19* 0.045 0.08

Emotional Support 45.80 45.91 53.78 - 1.73 0.421 -

Instrumental Support 40.48 44.32 60.45 1<3 9.18* 0.010 0.10

Cognitive Support 43.67 42.43 59.48 1<3 7.50* 0.023 0.08

* p < 0.05, ** p < 0.01; Source: authors’ research

The results presented in Table 7 show that the time spent living abroad dif-
ferentiates the choice of Material, Instrumental and Cognitive Support. It may 
indicate that the emigrants living abroad for over 10 years more often receive 
social support from those living abroad for up to 3 years.
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To test the hypothesis assuming differences with respect to the mental conse-
quences of emigration stress, the Kruskal-Wallis test was applied for individual 
pairs of variables (Table 8).

Table 8. Time spent living abroad vs. Mental consequences of emigration stress 
– Kruskal-Wallis test

Variable

Time spent living abroad
Kruskal-Wallis test statistics

Up to 3 
years

n=30

From 3 
to 10 years

n=34

Over 10 
years

n=32

Result 
analysis 
across 
groups χ2 p η2

M M M

Positive Feelings 44.22 50.12 50.80 - 1.05 0.592 -

Negative Feelings 41.08 52.60 51.09 - 3.16 0.206 -

Affect Balance 47.05 49.87 48.41 - 0.16 0.921 -

State-Anxiety 46.87 48.49 50.05 - 0.20 0.904 -

Satisfaction with Life 46.68 46.40 52.44 - 0.96 0.618 -

* p < 0.05, ** p < 0.01; Source: authors’ research

The results presented in Table 8 indicate that time spent living abroad does not 
differentiate between the respondents as regards the mental consequences 
of emigration stress such as Positive Feelings, Negative Feelings, Affect Bal-
ance, State-Anxiety, Satisfaction with Life.

It may indicate that time spent living abroad does not affect the mental conse-
quences of emigration stress.
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The aim of the present study was to analyse if the time spent living abroad 
leads to different applied stress coping strategies, received social support and 
mental consequences of emigration stress.

The results point to differences in the stress coping strategies chosen by respon-
dents living abroad for up to 3 years, from 3 to 10 years and for over 10 years. 
The results obtained may imply that as the time spent living abroad gets longer, 
the choice of stress coping strategies changes. Those who had lived abroad for 
a longer period of time were more likely to use emotion-focused coping strate-
gies. In addition, dysfunctional coping in the form of competing activities is more 
likely to occur in this group of emigrants. This may be related either to more 
and more intense longing for one’s country and relatives or to adaptation diffi-
culties as the new environment and country pose new kinds of problems such 
as administrative matters or communication in a foreign language.

A Dutch report published on 24 April 2018 revealed that the majority of Polish 
immigrants struggle with the Dutch language and have a small number of social 
contacts. Only roughly 10% of subjects claimed they have never had any commu-
nication problems. Nevertheless, Polish migrants take Dutch classes more and 
more often and over two-thirds of them speak English. Also, Poles who decide 
to stay longer in the Netherlands and settle down are more fluent in Dutch and 
take language classes more often. As many as 25% to 30% of Polish migrants 
have never or almost never had any contact with native Dutch people. How-
ever, 44% would like to have more contact. Polish migrants have a strong bond 
with their country of origin, with as many as 83% declaring themselves patriotic. 
Almost two-thirds of Polish migrants watch Polish TV channels several times 
a week and 80% browse Polish websites. Based on the conducted research, 
1 in 10 Poles feels more Dutch than Polish.

Importantly, there is no basis on which to reject the H2 hypothesis. It turns out 
that there are differences between those living abroad up to 3 years, from 3 
to 10 years and over 10 years as regards different types of support needs (mate-
rial, emotional, instrumental and cognitive). The conducted analysis shows that 
the time spent living abroad differentiates the choice of Material, Instrumental 
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and Cognitive Support. Those who had lived abroad for over 10 years more 
often received social support than those who had lived abroad up to 3 years. 
It is most likely that those who have lived abroad for a longer period of time 
know more people than those who have lived abroad for a shorter period of time. 
They start to integrate and help one another, which makes living abroad easier.

During social interaction, emotions, information, and physical goods are deliv-
ered and received, perceived, assessed or used in various ways. Very complex 
mechanisms and correlations between the characteristics of a difficult situa-
tion, the person under stress or in crisis, and different helping groups or indi-
viduals determine the efficiency of social support [15]. Support “may function 
as a resource, a desire caused by one’s assessment of a situation or as an ele-
ment of a coping strategy, a moderator or mediator in the dynamics of coping 
with stress”[13].

Moreover, it seems that the time spent living abroad does not differentiate 
between the respondents as regards the mental consequences of emigration 
stress such as Positive Feelings, Negative Feelings, Effect Balance, State-Anx-
iety and Satisfaction with Life.

To sum up, the study group was comprised of a small number of participants. 
The conducted study does not reflect the feelings of the whole population of Pol-
ish emigrants. A much larger group of emigrants could be included in similar 
research which would allow us to present their feelings in a broader perspective. 
More variety within the group would better illustrate the correlations between 
time spent living abroad and kinds of emigration-related problems and applied 
stress coping strategies, and the consequences of emigration stress.

The presented results can be applied by any professionals involved in helping 
emigrants to adapt to living in a foreign country. Emigrants often feel lonely 
and have suicidal thoughts, which in the end can sometimes result in a suc-
cessful suicide attempt. This is why providing them with adequate psychiatric 
and psychological support could help them to adapt to a new culture and style 
of living. Such help would decrease the percentage of people suffering from 
various mental disorders, such as depression or anxiety.
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1. As the time spent living abroad gets longer, the choice of stress coping 
strategies changes. Those who live abroad for a longer period of time are 
more likely to use emotion-focused coping strategies. Also, dysfunctional 
coping in the form of competing potential solutions is more likely to occur 
in this group of emigrants.

2. The amount of time spent living abroad differentiates the choice of material, 
instrumental and cognitive support.

3. Those who had lived abroad for over 10 years more often received social 
support than those who had lived abroad for up to 3 years.

4. The amount of time spent living abroad does not affect the mental conse-
quences of emigration stress.
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Agnieszka Żok, Ewa Baum

APPLYING ELEMENTS 
OF YOGA ETHICS AND 
PHILOSOPHY TO SCHOOL 
CHILDREN’S EDUCATION

The combination of physical and spiritual aspects of yoga 
practice can be used in school education. Yoga exercises 
undoubtedly contribute to improving practitioners’ physi-
cal condition, but they also support concentration and can 
calm or energise. The philosophy of yoga teaches respon-
sibility and respect for yourself and others, whilst the prac-
tice of hatha yoga (dynamic yoga) teaches respect and 
responsibility for your body. In Hindu thought, from which 
the basic principles of yoga practice emerged, there is no 
strong division between body and mind as there is in Euro-
pean philosophy, and body work is part of mind work and 
spiritual practice. In modern vinyasa yoga practice, the con-
cept of freedom from compulsion is essential. Everyone 
voluntarily stands on a mat and performs the practice with 
full respect for their bodies and limitations. This approach 
is the opposite of competitive and record-based teaching. 
The article’s basic thesis is the assumption that the basis 
of effective education is to create a willingness to learn 
and to improve oneself, not a competition. In this context, 
the assumptions of yoga seem to be applicable.
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m Introduction

Providing educational opportunities is one of the essential duties of the State 
towards its citizens [1, 2]. In the European Commission’s opinion, the essential 
task of education is to help the individual develop his or her ability to become 
a complete human being and not merely a cog in a giant economic wheel. 
The acquisition of skills and competencies must go hand in hand with char-
acter formation, cultural openness and an awakening of social responsibility, 
and an understanding of change and an ability to adapt to new situations and 
conditions [3].

Education	as	the	pursuit	of	happiness

In Poland, a child is subject to compulsory schooling from the ages of 7 to 18 [4], 
yet most people continue their education. Surveys conducted by the Centre for 
Social Opinion Research (CBOS) indicate that 75% of parents would like their 
children to continue to higher education, and 86% of respondents believe that 
education is worthwhile [5]. Education is intended to provide a better paid or more 
rewarding job [6]. More and more often, such thinking is taught from an early 
age. Thus, we can say that we are educated in order to be happy. Donna Fahri, 
in her famous book Bringing Yoga to Life, notes that “Almost all action is based 
at its root on a spiritual impulse. However unlikely this might appear, when we 
delve deeper, we find that all people are motivated by the desire to be happy” 
[7]. Unfortunately however, young educated people are increasingly depressed 
[8, 9]. Ralph Waldo Emerson observed that “life is a journey, not a destination.” 
Can the learning process itself give happiness or even teach it? Education that 
instils happiness seems to be extremely important in the education of children.

The concept of happiness turns out to be extremely important for both West-
ern and Eastern philosophy; neither approach sees happiness in ignorance 
and thoughtlessness but rather in knowledge. According to Plato in the State, 
the notion of happiness is connected with citizens’ wisdom, knowledge, and 
education [8]. The Utopian, rather Platonic vision of the State, where happy phi-
losophers-lovers of wisdom were supposed to be in power in Poleis (cities), was 
both beautiful and useful. The Greek word eudaimonia literally means “having 



22 Applying elements of yoga ethics and philosophy to school children’s education

363

Part III  »  Health, Social and Ethic Aspects

a good spirit.” In an ethical context, this term is most often translated as “hap-
piness”. [10]. Aristotle nevertheless does not combine happiness with passivity. 
In “Nicomachean Ethics”, he defines the word “happiness”, which, according 
to him, “is the action of the soul in harmony with perfect virtue”. Above all, it is 
worth noting that happiness is not static, but active [11, 12].

A happy human in the Bhagavad-Gita looks similar. According to the teachings 
given to Ardjuna by Krishna, happiness cannot be found externally. It is born 
of wisdom (buddhi) and contemplation (bhāvanā). Wisdom is responsible for 
understanding reality, and contemplation is a tool to calm the mind. The devel-
opment of wisdom and contemplation leads to silence (śāntiḥ), or peace. Calm 
is the one thing without which there can be no happiness.

Krishna explains that:

There is no wisdom to the unsteady,
and no meditation to the unsteady,
and to the unmeditative no peace;
to the peaceless, how can there
be happiness? [13]

nāsti buddhir ayuktasya na cāyuktasya 
bhāvanā

na cābhāvayataḥ śāntir aśāntasya kutaḥ 
sukham[14]

Yoga teaches us that happiness can only be found in peace of mind. How-
ever, this does not mean that one should turn away from the world and retire 
to a hermitage; rather the contrary. Karma yoga is a path to liberation without 
running away from everyday life. In Bhagavad-Gita, Krishna reminds Ardhuna 
of the great rulers, such as Janaka, who achieved liberation through karma 
yoga (yoga of action).

By action only, indeed, did Janaka and 
others try to attain perfection.

Even with a view to the protection 
of the masses thou shouldest perform 
(action) [13]

karmaṇaiva hi saṃsiddhim āsthitā 
janakādayaḥ

loka-saṃgraham evāpi saṃpaśyan kar-
tum arhasi [14]

Therefore, it is not only knowledge (janka) that gives happiness, but the result-
ing actions (karma). In terms of Indian philosophy, the concept of karma means 
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m an intentional act/action, and karma yoga is the art of action [13]. However, one 
should not value too highly the fruits of this action: it will be easier to achieve 
happiness if one does not. Maybe this is where the problem lies in Polish edu-
cation, given that happiness relates to the effect of your actions – if you learn, 
you will have a good job and achieve happiness. This is the opposite of what 
comes out of the philosophy and practice of yoga. The concern is with action 
alone, never with results.

Let not the fruit of action be thy motive, 
nor let thy attachment be for inaction.

Steadfast in devotion do thy works, 
O Dhanaṁjaya, casting off attachment, 
being the same in success and failure. 
Evenness is called yoga [13]

karmaṇy evādhikāras te mā phaleṣu 
kadācana 

mā karma-phala-hetur bhūr mā te 
saṅgo’stv akarmaṇi yogasthaḥ kuru 
karmāṇi saṅgaṃ tyaktvā dhanaṃjaya 
siddhy-asiddhyoḥ samo bhūtvā samat-
vaṃ yoga ucyate [14]

A	short	history	of	yoga

Yoga is nowadays understood as a form of physical activity, through which 
practitioners mainly expect an improvement in the efficiency and suppleness 
of the body [14]. Although today’s exercise-based yoga practices are quite 
distant from its original form, some assumptions have remained unchanged. 
Furthermore, although the current practice of asana does not have to involve 
specific aspects of spirituality or religiousness, it is through yoga that a per-
son can find freedom by liberating himself from the samsara circle [13,16]. It is 
therefore a practice inextricably linked to the basic principles of Hinduism and 
Buddhism and the history of India. The concept of yoga itself is more than 5,000 
years old. Trying to systematise all its philosophical and literary representations 
is a difficult task, as yoga is continuously developing. The beginnings of yoga 
are described mainly in Indian mythology, which attributes yoga to divine origin. 
According to the texts, 8400000 yoga items correspond to all species of living 
beings inhabiting the universe. Only Mahadeva (Lord Shiva) knows all their 
varieties [17]. However, Lord Shiva was to give them to his wife Parvati to pre-
serve her eternal youth. The oldest documented evidence of yoga’s existence 
is in the 2500 BC clay figures and seals depicting characters in Harappa’s yoga 
positions on the Indus and in Mohendhos Daro. As Piotr Marcinów points out, 
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Proto-Yoga Wed is still an unstructured collection of practices that include con-
centration, breathing exercises, and asceticism.

The texts express the practitioners’ aspiration to achieve a state beyond the body 
and mind’s limitations [16]. In subsequent yoga development periods, the Upa-
nishads appeared, and these are considered the earliest philosophical texts, 
investigating our most profound nature (atman). During this time, the middle 
period Upanishads and the epic Mahabharata were created, including the most 
famous yogic text in the West, the Bhagavad-Gita, synthesising the yoga and 
spirituality trends of the epic period. In the following periods, Yoga Sutra was 
created, a work attributed to Patanjali, systematising the centuries-old tradi-
tion of yoga. [18, 19] Classical yoga is one of the six orthodox philosophical 
systems of Hinduism. The classical yoga system was collected and developed 
in the Yoga Sutra which was created in the 3rd century BC. The Yoga Sutra is 
the first uniform text on yoga consisting of 195 sutras (aphorisms).

What we call hatha yoga today is most likely to be derived from practices inspired 
by Danish primitive gymnastics. Mark Singleton [20] sees in this the roots of mod-
ern asanas, which appeared in different yoga systems as secondary, subordi-
nate practices to pranayama (breathing exercises – breathing is seen as life 
energy) or dharana (concentration). Focusing on positions would only begin 
at the turn of the 20th century. The cult of the body and the emerging popu-
larity of physical culture at this time did not bypass India. One of the pioneers 
of modern yoga was Tirumalai Krishnamacharya (1888–1989), who is known by 
many people as the father of modern yoga. His students, Bellur Krishnamachar 
Sundararaja (B.K.S) Iyengar or Krishna Pattabhi Jois, continued the tradition 
of teaching yoga based on a combination of asanas related to body position 
and breathing. Exercises using the Iyengar method consist of extended times 
holding positions using various aids (blankets, chairs, blocks, belts).

Despite the changes observed in yoga’s definition and practice, it is still clearly 
distinguished from other physical activities by its spiritual aspect and its insep-
arable connection to certain moral principles. The exercise of the body (asana) 
is only the third of the eight branches of yoga in Patanjali’s view, preceded by 
yamas and niyama, that is moral precepts and rules of conduct. Therefore, 
yoga may be understood to represent a physical component within a larger, 
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m all-encompassing spiritual system. Patanjali’s eight limbs of yoga give tips for 
yoga practice. These rules are so universal that they need not be linked to any 
particular religion (although their roots go back to the beginnings of Hinduism). 
They can be understood as the rules relating to a good and peaceful life.

The first limbs are Yamas – morals and rules of social behaviour. This includes 
controlling actions, speech, and thoughts concerning the external world and 
other people. The five yamas are Ahimsa – kindness, non-violence; Satya – 
truth, not lying; Asteya – not stealing, not coveting; Brahmacharya – continence, 
and Aparigraha – generosity, non-possessiveness.

The second limbs, Niyamas, are understood as rules of personal behaviour: 
self-discipline. The five Niyamas are Sauca – purity of body and mind; Santo-
sha – an attitude of contentment and serenity; Tapas – persistence, persever-
ance in one’s purpose, austerity; Svadhayaya – the study of self, self-reflection, 
introspection of one’s thoughts, speeches, and actions; and Iśvarapranidhana 
– worship of the Isvara (God).

Although these principles are based on ancient India’s ethical principles, they 
can be used in children’s education. They are universal principles that need 
not be linked to a particular religious system. It should be remembered that 
they come from Hinduism, so they do not only man concern but also other ani-
mals (non-human animals) and nature in general. On this basis, an educator 
can introduce children to both equality and human rights policies. The signifi-
cant concept of ahimsa is in line with the Anthropocene concept and the need 
to respect nature. For harm does not come only from inflicting pain. In the yoga 
tradition, the teacher is supposed to be both a person who conveys knowledge 
and a model of all virtues [13].

The body postures associated with yoga are ranked third and are defined 
as the physical aspects of yoga. Patanjali wrote: “Asana is to be seated in a firm 
and relaxed position. Asana becomes firm and relaxed by controlling the body’s 
natural tendencies and by meditation on the divine [21, 22].” In Yogabhashia 
[19], Yoga Sutra’s introductory commentary already mentions 11 examples 
of asanas, including the virabhadrasana (warrior position) and the chaturanga 
(four-limbed staff pose). According to the author of the text, the asana should 
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be stable and comfortable, and the most important thing is that it should not 
hinder practice. A feeling of discomfort in the position will distract the practitioner 
from the intended goal, achieving neither peace of mind nor a state of contem-
plation. [19, 23]

Next is pranayama (breathing exercises) and pratyahara (control of the senses), 
engaging in a searching self-examination, overcoming the attractive spell of sen-
sual objects, achieving purification of the mind by overcoming all desires and 
fears [25, 26]. Dharana and dhyana are states of concentration and contem-
plation. Samadhi is the yoga aim of pure, unbounded awareness [27].

Yoga has a clear goal for the practitioner: spiritual enlightenment and the dedi-
cated practice of yoga will put one on the path of self-realisation [13]. Although 
the state of enlightenment is relatively inaccessible to Western yoga practi-
tioners, it sets a particular goal, which is not only to build up body efficiency but 
also to observe certain ethical principles.

Patanjali claimed that none of the Ashtanga yoga branches would bring results 
if moral and ethical life virtues are not cultivated. This is deeply rooted in yoga 
thought and is not a dualistic perception of soul and body. These challenges and 
ethical dilemmas are experienced both in the practice of yoga and in everyday 
life. There are thus some links between the assumptions on which the teaching 
of yoga is based and, for example, the famous contemporary pedagogy based 
on the Montessori method. Maria Montessori’s pedagogical thought, which has 
been around for more than 100 years, clearly shows an emphasis on the child’s 
free development, which is supposed to give him or her the joy of learning, and 
the fundamental principle is the freedom of the student. According to Montes-
sori’s assumptions, a child is an active being, capable of building his or her 
personality, who uses his or her potential and strengths, can shape his or her 
individuality by himself or herself, and develop his or her abilities, interests, and 
skills. The child’s activity is the basis of their development and upbringing. Mon-
tessori emphasises that the child must have demanding work from the moment 
of birth, based on the stimuli coming from their surroundings [28]. Montessori’s 
pedagogy is based on a respect for children’s work and a belief in developing 
particular skills independently. This approach to education encourages indepen-
dent action, knowledge acquisition, and problem-solving. However, it requires 
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m commitment and a willingness to work from a child. Teaching aids and the child’s 
ability to move freely are also essential.

In this context, techniques taken from dynamic yoga can help teaching at every 
level (including rehabilitation). Education is the process of acquiring individual 
skills and competences and the ability to use them [29]. Therefore, the concept 
of education seems to be remarkably consistent with the Bhagavad-Gita’s defi-
nition of yoga. Yoga is an ambiguous term, meaning both the way (marga) and 
the goal to which it leads. Yoga is practice, experience, and wisdom gained 
on the journey [13]. Both education and yoga are, therefore, a process of con-
tinuous improvement, seeking optimal solutions. Unlike many modern psycho-
logical guides with seven-point repair manuals and quick recipes for solving 
every problem, the ancient science of yoga does not pretend to be simple, fast, 
or easy. It is a practice that respectfully considers the essence of the extremely 
disordered and complex phenomenon of a human being and deals with an equally 
ambitious task- that of managing everyday life [6].

Maria Montessori also drew attention to issues related to the child’s atten-
tion. The polarisation of attention is a process that is supposed to optimise 
the child’s development and is a consequence of a deep and long-lasting 
concentration. Polarisation is a “phenomenon of awareness” which results 
in linking developmental competence to an object, a movement, or a men-
tal process [30]. The most important issues are attention and concentration, 
as Piotr Marcinów notes [30]. These come from Vipassana practice. The word 
sati (smriti), which we translate into English as mindfulness and into Polish 
as attentiveness, literally means memory. The ability to accurately remember 
and to recall easily was of great importance in the Brahmin culture, where 
writing was not yet widespread. For thousands of years, the Brahmins were 
able to communicate the contents of holy books faithfully to future generations 
thanks to highly developed mnemonic techniques. The successful exercise 
of memory required them to develop their mindset and attention. Sati is about 
leaving something in the memory. Sati also means maintaining a focused mind 
and a constant awareness, otherwise described as concentration [30]. Sati’s 
yogic equivalent will be the previously mentioned dhāraṇa, which is most 
often translated as concentration, the concentration of the mind, or as an act 
of keeping in the memory, or memory itself.
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Conclusion

The principles of Hinduism’s history as the basis of the philosophy of yoga have 
taken on a secular character. The practice of yoga is now available to everyone. 
Its rules are not necessarily spiritual and do not necessarily indicate a particular 
religion. They necessitate the performance of particular activities with concen-
tration and passion. One focuses on oneself and one’s abilities, without judge-
ment or comparing oneself to others. On being the best you can be at a given 
moment. Although Poland, Europe and the USA have been overwhelmed by 
mindfulness and self-acceptance programmes, it is still difficult to see these 
as educational trends. The principles stemming from the philosophy of yoga are 
however suitable for implementation in school education. The benefits of doing 
this include learning self-acceptance, a skilful use of freedom, and a training 
in concentration of the mind. These principles are more and more important 
in a world filled with so many distracting stimuli of so many different kinds.
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