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Od redakcji

Mito nam odda¢ w Panstwa rece 10 numer rocznika , Edukacyjna Analiza
Transakcyjna”. Ostatni rok byt niewatpliwie ciggle trudny dla srodowiska nauko-
wego. Sytuacja epidemiologiczna na swiecie w znacznym stopniu ograniczyta
mozliwosci przemieszczania sie i kontaktu z innymi. Jednocze$nie zmusita do
wprowadzenia nowych, mocno absorbujgcych form pracy zdalnej. Tym samym
mozliwosci i czas, jaki naukowcy mogli przeznaczyé na prowadzenia badan nau-
kowych i publikacje, stat sie mocno ograniczony.

Z dumag i radoscig przekazujemy kolejny numer, ktéry sSwiadczy o ciggtym
rozwoju Czasopisma — zaréwno pod wzgledem merytorycznym, jak i od strony
estetycznej i formalnej. Z przyjemnoscig informujemy, ze poczgwszy od numeru
9/2020 ,,Edukacyjna Analiza Transakcyjna” stata sie czasopismem prawie w petni
anglojezycznym. Mamy nadzieje, ze w znacznym stopniu pomoze to w jej umie-
dzynarodowieniu oraz stopniowym pozyskiwaniu autoréw spoza granicy Polski.
Oczywiscie stale doktadamy wszelkich staran, aby podnosi¢ wartos¢ meryto-
ryczng publikowanych artykutéw. Jestesmy na liscie czasopism punktowanych
Ministerstwa Edukacji i Nauki z wynikiem 70 punktéw za publikacje. W roku
2020 wprowadzilismy ,Edukacyjng Analize Transakcyjng” do bazy DOAJ (Dire-
cory of Open Access Journals), a w 2021 do ERIH PLUS European Refrence Index
for the Humanities and the Social Sciences. Wszystkie artykuty publikujemy na
licencji Creative Commons, przyczyniajac sie tym samym do popularyzacji nauki
oraz koncepcji edukacyjnej analizy transakcyjnej.

Od tego numeru wprowadzamy mozliwos¢ zgtaszania artykutéw do nowego
dziatu — ,Inne koncepcje terapeutyczne w edukacji”. Mamy tym samym na-
dzieje, ze dzieki temu uda nam sie pozyskaé nowych autoréw, a koncepcje edu-
kacyjnej analizy transakcyjnej upowszechni¢ rowniez wéréd naukowcéw zajmu-
jacych sie innymi obszarami nauk spotecznych. Juz teraz serdecznie zapraszamy
Autordow do zgtaszania swoich artykutéw do nowego dziatu.

Zainteresowanych Czytelnikow zapraszamy do lektury numeru 10/2021.
Z catg pewnoscig kazdy znajdzie tu zagadnienia, ktore bedg dla niego inspiracja
oraz okazjg do polemiki lub przemyslen.

Redakcja
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Editorial

It is a pleasure to offer you the 10th edition of “Educational Transactional
Analysis” annual. The last year was still difficult for the scientific environment.
The epidemiological situation in the world limited our possibilities of traveling
and human contact to a large extent. At the same time, it forced us to introduce
new, time-absorbing forms of online work. Thus, opportunities and time that
scientists could devote to their research and publications were considerably
constrained.

We are, therefore, even more proud and happy to present the next maga-
zine issue, which shows its constant development, both from the factual, es-
thetic and formal point of view. We are glad to announce that beginning with
the issue no 9/2020, “Educational Transactional Analysis” becomes a publication
issued almost entirely in English. We hope that it will help to promote it inter-
nationally and gradually attract foreign authors. We make every effort to im-
prove the research content of published articles. We are on the list of journals
recognised by the Ministry of Education and Science, with the score of 70 points
for a publication. In 2020, we added “Educational Transactional Analysis” to the
Directory of Open Access Journals (DOAJ) and in 2021 to the ERIH PLUS Euro-
pean Refrence Index for the Humanities and the Social Sciences. We publish all
our articles on the Creative Commons licence, contributing in this way to the
popularization of science and the concept of educational transactional analysis.

From the actual issue, we shall have a call for papers for a new section —
Other therapeutic concepts in education. Thus, we hope it will help us acquire
new authors and popularise the concept of Educational Transactional Analysis
also among researchers dealing with other areas of social sciences. We already
kindly invite all the authors to submit their articles for the new section.

We invite all interested readers to enjoy the content of the issue no 10/2021.
Undoubtedly, everyone shall find here a source of inspiration and an oppor-
tunity for further discussion or reflection.

The Editorial Team
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“School Tutoring — pedagogy of dialogue
programme” as a recommended preventive
programme. Assumptions and use in the light
of educational transactional analysis

How to cite [jak cytowac]: Sarnat-Ciastko, A. (20201). “School Tutoring — pedagogy of dialogue
programme” as a recommended preventive programme. Assumptions and use in the light of ed-
ucational transactional analysis. Edukacyjna Analiza Transakcyjna, 10, 15-32.

Abstract

In the middle of 2020, in the Polish system of recommending preventive programmes and pro-
motion of mental health, a new publication “School tutoring — pedagogy of dialogue programme”
was released. The programme was positively assessed by independent reviewers and obtained
the second out of three recommendation levels — good practice. In this way, the offer of educa-
tional institutions support and preventive-educational activities executed by them was enlarged.
The aim of this article is to present the assumptions of “School tutoring — pedagogy of dialogue
programme”, taking into account the presence and significance of the system of recommending
preventive measures itself. The article shall also contain a description of the procedure evaluating
the quality of the aforesaid programme. The evaluation was based, among others, on the concept
of educational transactional analysis.

Keywords: school tutoring, prevention, recommended programmes, educational transactional
analysis.
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Schools and prevention

“Contemporary times are full of opportunities, just like a jungle rich in vari-
ous species. They are what they are, but we cannot deny the fact that our chil-
dren have access to so many consumption options, to such advanced technology
their parents’ generation could not even dream of”" (Wojcieszek, 2016, pp. 13—
14). In such a metaphorical way, Krzysztof Andrzej Wojcieszek referred to the
conditions which children and teenagers grow in, emphasizing that it is easy to
get lost in such a jungle if one is lonely and surrounded by many creatures who
would like to devour them. What is more, the jungle makes many things look
different than they really are, at the same time being a place where everyone
can fight with everyone... To a great extent, wrong use of new media becomes
a catalyst for such issues as it leads the users to addiction and experiencing var-
ious threats, including Problematic Use of the Internet treated as behavioural
disorder (Tomczyk, 2019, pp. 95-99), crime or cyber violence (Bochenek, Lange,
2019, p. 6). Experiencing modern times in such a way seems more and more
risky. Police statistics of suicide attempts of people under 18 shown in table 1
are a good illustration of the issue.

Table 1
Police statistics of suicide attempts in age groups 7—18, in the years 2017-2019

Suicide attempts Fatal suicide attempts
Year Age group Age group Age group Age group
7-12 13-18 7-12 13-18
2017 28 702 1 115
2018 26 746 5 92
2019 46 905 4 94
2020 29 814 1 106

Source: https://statystyka.policja.pl/st/wybrane-statystyki/zamachy-samobojcze/63803,Zamachy-
samobojcze-od-2017-roku.html [Accessed on 27.03.2021].

Taking into account the aforesaid data, it is worth noticing that the conse-
guences of the COVID-19 pandemic have additionally made the situation of chil-
dren and teenagers more difficult. Isolation, no peer contacts or class rituals
connected with attending school and obligations deriving from it, the atmos-
phere of limitations and constant presence of other family members under one
roof led, among others, to a noticeable rise in violence they directly experience.
For example, it is reflected in the results of a study commissioned by the Em-
powering Children Foundation, which show that in a group of 500 respondents

*

All translations — E. Haberko.
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aged 13-17, 27.2% of them experienced at least one form of violence (during
the lockdown from March to June 2020).! Such experiences were connected
with living with a person overusing psychoactive means (50.7% vs 23.1%,
p<0.01) or suffering from mental issues (53.3% vs 24.6%, p<0.01) (Makaruk,
Wihodarczyk, Szredzinska, 2020, p. 12), whose symptoms and negative behaviour
might have intensified due to increasing stress triggered by the pandemic situation.

Searching for the reasons responsible for the statistics in table 1, a problem
that often resurfaces is no proper access to psychiatric support for children and
teenagers (Cwiek, Kowalska, 2021; https://www.rpo.gov.pl/pl/content/rpo-zly-
stan-psychiatrii-dzieciecej-jeszcze-sie-pogarsza). This also concerns psychologi-
cal and pedagogical help. According to the results of the analysis performed by
the Polish Supreme Chamber of Control, in schools in the years 2014-2016, one
full-time school counsellor was supposed to support 475 students, and one psy-
chologist was supposed to care for 1904 students (Tomaszczyk-Pacuta, 2018,
p. 44). Regardless of this shortage of specialists, pursuant to the assumptions of
education law, it is primarily school that should organize and adequately assess
the level of support its students might need. It derives from the fact that since
1999, each educational body has had an obligation to develop and implement
an individual school educational programme (cf. the Regulation of the Ministry
of Education (MEN) of 15.02.1999 concerning framework statute of public
school §2.1, §2.2; the Regulation of the Ministry of Education of 15.02.1999 con-
cerning the curriculum of general education), realized not only by school coun-
sellors and psychologists, but all teachers (Szymanska, 2002, p. 59). Joanna Szy-
manska remarks that the aforesaid programme, in accordance to the then edu-
cation reform, was not to be treated like a product developed by the principal
and pedagogical staff, but it was to become a planned process open to amend-
ments and updates. This initiative was to ensure activities that were of non-in-
cidental nature, integrating didactic and educational areas, additionally intro-
ducing “prevention as a fixed aim of each school [...]” (2002, p. 62).

The presence and noticing the value of prevention was strengthened by
changes in education law which imposed on each school an obligation to de-
velop its preventive programme (in the school year 2016/2017) and integrate it
with its educational programme in one document. It is worth remarking that the
latest assumptions pointed to developing a given school’s educational and pre-
ventive programme every year, based on “the results of an annual diagnosis of
students’ developmental needs in the school environment, including protective
and risk factors, with a special emphasis put on risk pertaining to using psycho-

1 Forms of violence against children include: violence executed by adults (family members), be-
ing a witness of violence at home, peer violence, sexual abuse with or without physical contact
(cf. Makaruk, Wtodarczyk, Szredzinska, 2020, pp. 7-8).
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tropic substances, their substitutes and new psychoactive substances” (Educa-
tion Law Act, art. 26). Taking such measures made pedagogical staff more sen-
sitive to the realization of appropriate steps. Since 2010, they have been sup-
ported by the system of preventive programmes recommendation.

Assumptions of the system recommending preventive
programmes and promotion of mental health

In 1982, Poland adopted the Upbringing in Sobriety and Alcoholism Preven-
tion Act whose initial aim was to limit alcohol consumption (Piekarz, 2019, p. 7),
but also to coordinate support for people who experienced the consequences of
alcohol abuse. The almost forty-year old act has been amended many times. That
time also meant the occurrence of a significant number of new threats that have
an impact on society and its functioning. In the 1990s, due to the need of new
measures precisely addressed to particular groups (especially children and teen-
agers), there was a rapid increase in bottom-up initiatives, to a large extent con-
sisting in developing and realizing preventive programmes. J. Szymarska draws
our attention to that fact, writing that “The 1990s in the system of education can
be safely called a prevention decade [...] as there were more and more various
preventive projects of good quality addressed to schools, including teachers and
parents. Unfortunately, the number of offers outweighed their quality” (Szy-
manska, 2002, p. 50). Embracing that tendency, in 2010 there was a decision to
make these actions subject to qualitative verification — by creating the system rec-
ommending preventive programmes and promotion of mental health. This task
meant the cooperation of four state institutions: the National Bureau for Drug
Prevention, State Agency for Prevention of Alcohol Related Problems, the Centre
for Education Development, and the Institute of Psychiatry and Neurology in War-
saw. Mutually complementing competencies of employees of these institutions
made it possible to create standards that preventive programmes had to meet if
they were to be recommended to obtain financial help from commune or city
committees for prevention of alcohol related problems. There were three quality
levels: a promising programme, good practice, and a model programme (cf. Ra-
domska, 2016, pp. 5-6). Reaching a given recommendation level means a pro-
gramme’s evaluation by two independent reviewers, checking its quality (includ-
ing its contractors’ experience) mainly based on conclusions deriving from a given
programme evaluation. Its scope is key to obtaining a given recommendation level
for a definite period of time. It is assumed that there are:

— process evaluation (basic activity) that takes into account the moment of
programme implementation, including implementation quality and partici-
pants’ satisfaction;
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— results evaluation, whose aim is to decide “[...] to what extent a given pro-
gramme has reached its goals or intermediate stages of planned changes”
(Radomska et al., 2010, p. 21);

— formative evaluation, verifying a programme’s efficiency at the stage of de-
veloping its final version.

It is worth noticing that whereas in case of a promising programme the pro-
cess evaluation is taken into account, in case of good practice it is results evalu-
ation and formative evaluation, a model programme means the confirmation in
the results of methodologically appropriate research of a positive impact “[...] of
a given programme on problematic behaviour at least one year after the end of
all activities (the so-called deferred effects)” (Radomska et al., 2010, p. 29). Thus,
the recommendation system linked activities undertaken by preventive pro-
grammes contractors to their solid scientific verification. Such an approach is
based on the belief expressed by Henryk Mizerek that “the main task of evalua-
tion is accumulating and communicating knowledge allowing for reasonable
evaluation of a given activity’s value. Knowledge that is accumulated, respecting
strict methodological rules binding in social sciences, has many functions. The
most important of them is providing data for reflection” (Mizerek, 2012, p. 46).

While presenting the system recommending preventive programmes and
the promotion of mental health, one also has to pay attention not only to the
aspect of these programmes’ quality, but also to their recipients. On the one
hand, these activities may protect groups that have not experienced this nega-
tive phenomenon, and on the other hand support those that to a lesser or
greater extent e.g. experienced substance abuse or unhealthy behaviours.
Therefore, we can distinguish:

— promotion of mental health, i.e. activities addressed to children, whose aim
is to support their mental wellbeing and interpersonal skills;

— universal prevention — addressed to all people “regardless of differences in
the risk level of problematic behaviour within a given group” (Radomska,
2016, p. 6), which is to prevent initiating hazardous behaviour or delay their
initiation;

— selective prevention —referring to groups of recipients living in the proximity
of risk factors or occasionally undertaking hazardous behaviour, undertaken
activities are to limit and prevent their occurrence;

— dedicated prevention — addressed to these groups that have already under-
taken hazardous behaviour to a considerable extent and need support in the
area of intervention and therapy, helping to stop destructive behaviour and
to recover.

Taking into account the aforesaid categorization, it is worth mentioning that
nowadays out of 25 programmes that are in the system of recommended pro-
grammes (data as of March 2021), 16 of them cover the area of promoting
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health and universal prevention, and among them we can find “School tutoring
— pedagogy of dialogue programme” (since May 2020).

“School Tutoring — pedagogy of dialogue programme”

Even though tutoring itself might be associated with academic didactics,
which is obviously justified by Oxford and Cambridge experience (Hejwosz,
2010, p. 198; Szala, 2015, pp. 255-265; Petczynski, 2007, pp. 31-34), since 2008
it has become a more frequent phenomenon noticeable at lower levels of edu-
cation. First of all, a project financed by the City Council of Wroctaw “Protective
tutoring in Wroctaw junior secondary schools” (Zambrzuska, 2011), experience
of Original Artistic and Academic Secondary Schools ALA are worth mentioning.
The process of adapting tutoring to the conditions of the Polish education sys-
tem was based on qualitative and quantitative change in the teacher/ educator/
tutor — student/ charge relation. In mass education institutions, tutoring was to
introduce individualised and personalised, long-term contact of an adult (pro-
fessionally prepared for their role of an educator or a counselor) with a child or
a young person. According to the assumptions and observations of tutoring pro-
moters, it was to contribute to improving the school atmosphere, student per-
formance using their potential to a greater extent, learning how to be independ-
ent, experiencing the feeling of strengthened self-esteem. Tutorial activities un-
derstood in such a way unveiled their psycho-preventive potential, which be-
came part of general prevention aims presented by Maria Deptuta, Alicja
Potorska and Szymon Borisch, addressed to school children, such as “supporting
the psychosocial development of children in relation to their life environment
and: [...] the feeling of causation in the area of their own development (e.g.
achieving desirable school results, mastering particular knowledge and/or skills)
[..]” (2018, p. 66).

“School tutoring — pedagogy of dialogue programme” registered for recom-
mendation combines tutorial activities with the assumptions of pedagogy of di-
alogue. Thus, school tutoring is “a form of pedagogical work realized in direct
and individual contact with a student, with a special emphasis put on the stu-
dent’s and educator’s integrity deriving from their being human; inter- and intra-
activity of the educational process and its anchoring in a given life reality”
(Budzynski, 2009, p. 31). Additionally, one can list the following indicators of
such work:

— long-term nature (tutorial work shall last at least one semester),

— systematicity (regular meetings build up relations),

— purpose (the whole process and every meeting shall have a well-defined
purpose and shall discuss it — it can be a school or non-school purpose),
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— using strong sides [...]” (Zwolska-Ptusa, 2018, pp. 11-12).

Preventive measures realised within the aforesaid programme engage
teachersin a direct way as they are invited to participate in a 64-hour tutor train-
ing (tutoring course of the 1°* degree), giving an opportunity to initiate a process
of building their identity/ role as a tutor, which is not tantamount to their func-
tion of a head teacher, counsellor or teacher. The course is divided into 8 train-
ing modules, whose content introduces the participants into the tutorial pro-
cess.? According to the programme description, content covered in particular
training modules refers, among others, to: the assumptions of tutoring and ped-
agogy of dialogue, relation-building training, discovering and working on one’s
charge’s strengths, professional support of tutor charges in establishing and re-
alizing their developmental goals, monitoring and evaluation of tutorial work,
creativity training and aspects of tutoring ethics (cf. https://programyrekomen-
dowane.pl/strony/artykuly/tutoring-szkolny-program-pedagogiki-dia-
logu,46#wiecej-informacji-na-temat-programu-). All the activities undertaken
during the realization of the “School tutoring...” programme also include a one-
year tutor supervising care, where the supervisor in question supports a given
school in the implementation of tutoring by individual work with its principal,
and also by providing support to its tutors.

While describing the “School tutoring...” programme, it is worth noticing
that in the suggested model of support (whose detailed formula is each school’s
independent decision) a tutor should not work with more than 10 charges, who
in this way become indirect recipients of the project. What is important, this
strategy goes hand in hand with thinking about legitimacy of realizing preventive
programmes by teachers who are trained to realise them, which J. Szymanska
remarked on. The author emphasized the value of running preventive pro-
grammes realised by people connected to a given school, understanding its re-
ality, which finally might mean concentrating on the school’s everyday educa-
tional work without filling this void by preventive programmes run by external
bodies (cf. Szymanska, 2002, pp. 56, 63). In this way, tutors immersed in the area
of their charges’ existence® could, by means of systematic, personalized and in-
dividualized contact, complete their tasks that M. Deptuta thinks should be re-
alized in the area of early prevention of psychosocial development issues and
hazardous behaviour of children and teenagers. On the one hand, it refers to
supporting the child’s psychosocial development by “strengthening individual

2 During the training, the participants are engaged at the same time in their own tutoring prac-
tice by mutual tutorials (participants working in pairs) and initiating cooperation with charges
in their institution.

3 The term of existence, next to humanity, permanence, inter- and intra-activity, nondescriptive-
ness, transgression — constitutes a feature attributed to pedagogy of dialogue (cf. Sliwerski,
1998, pp. 68-69.)
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protective factors and weakening risk factors and supporting parents/car-
ers/teachers in developing competencies that enable to create better develop-
ment conditions for children — strengthening protective environmental factors
and weakening environmental risk factors” (Deptuta, Potorska, Borsich, 2018,
p. 69). This last aspect she mentions in case of the “School tutoring...” pro-
gramme is linked with recommendation of close, also individualised and person-
alised tutor’s cooperation with parents/carers of a given charge, which should
be based, among all, on meetings organised at least three times per year
(Zwolska-Ptusa, 2018, p. 20).

Tutoring evaluation and references to educational transactional
analysis

The perspective of psycho-preventive resources that are used in tutors’ work
was noticed and used in the realisation of the project entitled “To raise a smart
man. Introduction of educational and resocialisation work model with the use
of school tutoring as a positive prevention of problems at Polish school”. The
project made it possible to implement school tutoring based on the assumptions
of pedagogy of dialogue in 79 educational institutions in Poland in the years
2016-2018.* The possibility of performing a thorough evaluation not only of the
process itself but of the results turned out to be an added value of this project.
It shall be noticed that in this case evaluative activities were supposed to cover
all the participants of the project, i.e.

— training participants (teachers and head teachers) and their trainers and su-
pervisors of project implementation in particular institutions — process eval-
uation;

— tutoring relation partners (tutors/teachers/head teachers and their charges)
and their parents — result evaluation.

Table 2 below shows the number of the recipients of the project subject to
evaluation, in addition to whom 339 parents also participated in these activities.

The undertaken activities were based on the assumptions of social studies
methodology and were performed by the Project Evaluation Research Group
“To raise a smart man”, which functioned at Jan Dlugosz University, but its mem-
bers were also employees of other tertiary education institutions.” The Research

4 The project “To raise a smart man. Introduction of educational and resocialisation work model
with the use of school tutoring as a positive prevention of problems at Polish school” was fi-
nanced by the Ministry of Education (http://www.tutoringszkolny.pl/o-projekcie).

5 The Project Evaluation Research Group “To raise a smart man” consisted of employees of Jan
Dlugosz university — prof. Jarostaw Jagieta, doctor habilitatus, Zbigniew teski, PhD, Anna
Pierzchata, PhD, Dorota Gebus, PhD, Beata Zajecka, PhD, Anna Irasiak, PhD, Karol Motyl, PhD
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Group’s conceptual work on methodology used during the evaluation process
led to the conclusion that results evaluation should be based on the pretest and
posttest procedure.® The research was conducted online, at the beginning and
the end of the school year 2017/2018 (the implementation year). It should be
emphasized that results evaluation itself that was supposed to control to what
extent implementation had an impact on the project participants was based on
the observation of the following dependent variables: school atmosphere,
school passivity and life positions of tutors and their charges (cf. Sarnat-Ciastko,
Gebus, Zalewski, 2018, pp. 108—109). In this way, two theoretical constructs de-
riving from transactional analysis found their way into the conducted research
— personality theory and psychotherapy system directed at personal develop-
ment and personal change (Stewart, Joines, 2016, p. 467), which may be also
used in the area of education.

Table 2
Participation in project participant evaluation of the project “To raise a smart man”

1ststage of the  2nd stage of the

Group research research
Students 5540 4833
Primary school
Teachers 758 687
. Students 1865 1403
(Junior) secondary school
Teachers 338 274
Charge 591 485
Centre for Education Development or
Youth Sociotherapy Centre Headteachers/ 201 167
teachers
Total 9293 7849

Source: Cf. Sarnat-Ciastko, Gebus, Zalewski, 2018, p. 182.

Defining passivity strategies understood as “behaviour consisting in not solv-
ing problems” (Stewart, Joines, 2016, pp. 239-240) deriving from lack of “[...]

and Adrianna Sarnat-Ciastko, PhD (group leader), University of Lower Silesia — Agnieszka Zem-
brzuska, PhD, Maria Sitko, PhD, Kazimierz Pulaski University of Technology and Life Sciences in
Radom — Katarzyna Nowak, PhD, University of Opole — Stawomir Kania, M.A. and University of
Silesia — prof. US Edyta Widawska, doctor habilitatus.

6 According to Zbigniew Ga$, this procedure can evaluate effectiveness of preventive pro-
grammes and consists “[...] in conducting studies in the group covered by preventive interven-
tion twice: before and after the intervention. This procedure makes it possible to assess
changes that took place between two measurements (performed by the same tools in the same
way). The condition of its use is the belief that preventive intervention lasted long enough for
such changes to occur [...] (2006, p. 218). Additionally, it should be pointed out that the scope
of the research did not include any research on a control group.
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responsibility for one’s thinking, actions and feelings” (Jagieta, 2012, p. 141) was

verified on the basis of an original questionnaire “l and my teachers/ students”

developed by Anna Pierzchata and Dorota Gebus. This tool included categories
evaluating the respondents’ creative approach, which was the result of the
guestionnaire’s authors’ earlier studies that let them combine these two areas

of human activity as complementary categories (cf. Gebus, Pierzchata, 2016).

The aforesaid tool was used in the group of all the teachers and educators, and

also 4" graders of primary school (taking into account a simplified version of the

tool for the charges of Youth Sociotherapy Centres and Centres for Education

Development). It made it possible to determine an extent to which five types of

passivity strategies were present in school experience, i.e.:

— passivity, meaning lack of reaction to a given situation;

— overadaptation, i.e. adapting too much to one’s environment;

— uncontrollability shown in aimless behaviour, which wastes energy and does
not put one any closer to task realization;

— aggression and incapacity, occurring as a result of increased tension deriving
from experienced difficulties; while aggression certainly means letting one’s
anger out, incapacity is inner lack of strength to act, depreciating “[...] one’s
abilities to solve a problem [...], which can take a form of psychosomatic
symptoms, nervous breakdown or addiction to alcohol or drugs” (Pierzchata,
2013, p. 107).

Another concept of transactional analysis used during evaluation were the
respondents’ life positions. Their activity was analysed with the help of a tool
“School situations”, which was developed by Jarostaw Jagieta. Contrary to the
aforesaid questionnaire including 30 items and based on a five-degree Likert
scale, this tool included a description (adjusted to a given recipient) of 8 situa-
tions which could develop in a way pointing to activation of a given life position,
i.e. fundamental beliefs “[...] of a person concerning oneself and others, which
are used to justify decisions and behaviour” (Stewart, Joines, 2016, p. 475), that
is positions in which a given person assumes that:

— lam OK, in a situation where another person/others is/are also OK;

— lam OK, in a situation when another person/others is not / are not OK in
their opinion;

— lam not OK, when another person/others is/are OK;

— lam not OK and another person/others is/are also not OK.

It should be emphasised that this tool was used among all the researched
teachers/ educators and 4" graders and older students of primary school.
A slightly simplified version was given to be completed by the charges of Youth
Sociotherapy Centres (MOS) and Centres for Education Development (MOW).

As a detailed presentation of statistic analysis results for the research in
guestion was included in the publication “To raise a smart man” Final report of
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the evaluative research for the Polish project of school tutoring implementation,
this article shall only focus on the most crucial aspects linked with the conducted
research and using TA concepts. The research conducted on such a big number
of respondents made it possible to verify, among others, tendencies connected
with the tutors’ charges’ and tutors’ opinions on themselves, or ways of entering
into interpersonal relations. Tables 3 and 4 can be a good example — they pre-
sent a picture of activated passivity strategies and choosing certain life positions

by the researched primary and (junior) secondary school students.

Table 3

Passivity strategies among primary and (junior) secondary school students in the second stage of

the research (generalised data)

c 2
o =
Median (M) = B E § Z
No of stu- and standard S 2 3 a S
School Grade . @ © 5 o %
dents deviationvalue @ §] € by 8
(sD) - g g < =
© =1
M 2.82 2.83 2.74 2.38 2.43
V-V 1941
) 1.04 097 1.16 1.13 1.09
M 3.17 3.05 3.03 2.71 2.60
Primary school Vi 574
SD 1.05 1.02 1.18 1.18 1.11
M 3.27 298 3.11 2.73 2.55
VIl 624
SD 1.04 1.08 1.13 1.16 1.12
M 350 3.19 344 279 2.62
| 62
Junior secondary sD 096 110 110 1.09 115
school M 347 302 335 3.02 259
1] 63
SD 094 1.12 1.10 1.15 1.17
M 3.45 3.03 3.12 2.65 2.52
| 830
SD 0.96 1.02 1.10 1.08 1.01
M 347 291 3.27 2.76 2.44
Secohndalry " 299
schoo SD 095 098 111 117 1.02
M 3.62 3.12 3.20 2.82 2.59
1] 210
SD 0.94 1.00 1.10 1.16 1.09




26 Adrianna SARNAT-CIASTKO

Table 3
Passivity strategies... (cont.)

Median (M)
No of stu- and standard

Passivity
Overadaptation
Uuncontrollability
Aggression
Incapacity

School Grade dents deviation value
(sD)
M 335 317 311 286 2.62
167
sD 090 098 106 1.15 1.09
M 360 335 334 304 275
I 121
Technical sec- sD 098 1.04 112 127 114
ondary school M 336 327 302 300 251
Il 39
sD 078 078 086 113 092
M 382 338 326 292 251
W, 35
D 101 105 122 1.02 1.01
M 337 335 325 285 277
69
D 085 1.08 098 117 113
Vocational M 315 294 305 278 251
I 55
school sD 096 092 113 111 114
M 320 281 267 262 211
I 40
sD 089 104 122 126 111

Source: own materials on the basis of the data from the publication by Sarnat-Ciastko, Gebus,
Zalewski, 2018.

Referring to the data above, one should pay attention to high median values
attributed to passivity and overadaptation among final exam takers (from sec-
ondary school and technical secondary school), uncontrollability among junior
secondary school students, aggression and incapacity noticed in technical sec-
ondary schools, and incapacity among 6™ graders of primary school (whose per-
spective was not to go to a junior secondary school but to continue their educa-
tion in the 7™ grade of primary school — as a result of education reform imple-
mentation). Thus, this data can clearly show what the activation of passivity
strategies is like, depending on the stage of school education and challenges de-
riving from it, which seem to grow together with these strategies.
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Table 4
Life positions of primary and (junior) secondary school students in the second stage of the research
(percentage)

school Grade No of Life positions
students |, you+ I+ You- 1-,You + 1-, You -
\ 574 41% 27% 18% 14%
Primary school

Vil 624 42% 24% 20% 13%
Junior secondary | 62 42% 24% 19% 15%
school 1 63 42% 28% 16% 15%
| 830 50% 17% 21% 12%
Secondary school 1] 299 39% 25% 22% 13%
1l 210 37% 26% 22% 15%
| 167 29% 28% 22% 21%
Technical secondary I 121 23% 27% 28% 22%
school i 39 28% 29% 19% 23%
\Y) 35 31% 26% 22% 21%
| 69 31% 26% 20% 24%
Vocational school I 55 27% 27% 25% 21%
1l 40 27% 35% 14% 24%

Source: own materials.

Table no 4 shows the percentage of responses in a given group, where
a given respondent would demonstrate a given life position. It can be noticed
that while passive strategies seem to get activated with age to a greater extent,
in this case, age, and primarily school type, show decreasing self-esteem. The
life position | am OK, you are OK was most frequently shown by primary school
students and 1° graders of secondary school, in the situation where in technical
secondary schools and vocational schools each life position was evenly chosen,
which also refers to the position | am not OK, you are not OK. This observation
showed first of all how important it is to realise preventive or educational pro-
jects in schools as not only do they decrease the use of passive strategies but
also strengthen students’ self-esteem and teach them how to appreciate other
people’s value.

Conducting the research on such a large scale made it possible to notice sev-
eral issues existing in Polish schools, which might have impacted the implemen-
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tation process. It referred not only to the state of these institutions, but also the
education reform realized at that time: closedown of junior secondary schools
and restoration of 8-grade primary schools. The data analysis showed that the
students who directly experienced this change had worse results in all re-
searched parameters in the second stage of the research than in the first one —
despite of a tutor’s presence. The presence of a tutor in direct comments (open
questions) of the researched students was important and had a mainly’ positive
impact. Against this background, it is worth adding that the research confirmed
a special value of tutoring implementation for primary school students (grades
1-5), students of big schools or those from big cities. It proved especially valua-
ble for the charges of MOW-MOS. From this perspective — though in the tutors’
direct comments (open questions), tutoring also played a mostly positive role,
parameters studied in the quantitative analysis of the 15 and 2" stage of the
research did not show a particularly positive change here (cf. Sarnat-Ciastko,
Gebus, Zalewski, 2018, pp. 284-294).

Conclusion

While describing the assumptions of the most efficient, in her opinion, pre-
ventive programmes realised in schools, Joanna Szymanska paid attention to
a few criteria, including:

— teachers’ engagement in programme realisation;

— giving freedom to teachers and encouraging their creativity as far as task
realisation is concerned;

— providing teachers with training and materials that make the realization of

a given method possible;

— possibility to refer to authentic and appropriate data deriving from work in

a given environment and being familiar with it;

— parents’ engagement in programme realisation (cf. 2002, p. 63).

The “School tutoring — pedagogy of dialogue” programme meets all the cri-
teria mentioned above, which was confirmed in the conducted evaluative re-
search. Using school tutoring in primary schools also offers the beneficiaries of
this implementation an opportunity to develop skills that Zbigniew Gas paid at-
tention to as the ones constituting key aspects of realizing educational pro-
grammes. It means, e. g. “[...] taking decisions, handling stress, solving problems,
interpersonal communication or provoking motivated activities” (Gas, 2006, pp.
26-27). It may be stated that it is particularly important for students entering

7 It concerned 62.1% of opinions provided by primary school students (6-8 grades) (cf. Sarnat-
Ciastko, Gebus, Zalewski, 2018, p. 206).
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the age of adolescence, described as the age of risk (Szymanska, 2002, p. 49),
but also for younger students, for whom a relation with a wise, accompanying
adult becomes a valuable, protective factor (cf. Ostaszewski, Rustecka-Kraw-
czyk, Wojcik, 2009, p. 12), modelling safe growing up.
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»Tutoring szkolny — program pedagogiki dialogu”
jako profilaktyczny program rekomendowany. Zatozenia
i zastosowanie w swietle edukacyjnej analizy transakcyjnej

Streszczenie

W potowie 2020 roku w polskim systemie rekomendacji programoéw profilaktycznych i promo-
cji zdrowia psychicznego pojawita sie nowa propozycja: , Tutoring szkolny — program pedagogiki
dialogu”. Program ten zostat pozytywnie oceniony przez niezaleznych recenzentéw i uzyskat drugi
z trzech poziomoéw rekomendacji — dobrg praktyke. Tym sposobem poszerzyta sie oferta wsparcia
placéwek oswiatowych w realizowanych przez nie dziataniach profilaktyczno-wychowawczych.
Celem niniejszego artykutu bedzie przyblizenie zatozen , Tutoringu szkolnego — programu pedago-
giki dialogu”, z uwzglednieniem tta zwigzanego z obecnoscig i znaczeniem samego systemu reko-
mendacji dziatan profilaktycznych. Artykut zawiera¢ bedzie takze opis, istotnej dla przeprowadzo-
nej procedury weryfikujgcej jakos¢ omawianego programu, ewaluacji, ktéra w swoich zatozeniach
opierata sie m.in. na koncepcji edukacyjnej analizy transakcyjnej.

Stowa kluczowe: tutoring szkolny, profilaktyka, programy rekomendowane, edukacyjna ana-
liza transakcyjna.
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Abstract

This article is a case study of coping with the challenge of change at Primary School No. 6 in
Wrzesnia from October to December 2021.

Underlying the intervention work described in the case study was the model of implementing
change in an organization proposed by Kurt Lewin (Lewin, 1951; Bhayangkara, 2020) and John
Fisher’s approach to individual coping with change (Fisher, 2012). In this paper, we look at the
process from the perspective of educational transactional analysis.

The purpose of the process was to increase the sense of psychological and content security of
the 7th and 8th grade community during the period of December 2021.

630 individuals actively participated in the process. The analysis was based on qualitative re-
search in 5 groups of school community members: teachers (N = 45), students (N = 300), parents
(N =280), a group of psychologists and educators (N = 3) and school management (N =2). The
process included: observation, in-depth interviews, group work, and discussion. Participants also had
an opportunity to individually analyze conclusions and proposals developed during the process.

As a result of the actions taken, comprehensive solutions and recommendations were pro-
posed, which were communicated and implemented in the community of classes VIl and VIII,
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among students, teachers and parents. In this paper we show that and why parallel work with all
major stakeholder groups is necessary to effect change in the school.

Keywords: implementing change, Lewin model, passivity, systemic solutions, rapid response
system, educational transactional analysis

Introduction — an outline of the situation

During the pandemic period, i.e. from March 2020 to June 2021, Polish edu-
cational institutions switched to remote teaching, interchangeably with offline
and hybrid teaching. Upon returning from the vacations, there were calls in the
media, social media, and in official communications from public institutions and
professionals for the post-holiday time in schools to be spent on reintegration,
back to building relationships, rather than on learning itself. Throughout the pe-
riod of the pandemic, international organizations, such as UNICEF (The State of
the World’s Children 2021), as well as individual countries, including Poland,
have conducted research and published reports on aspects of mental health of
children and adolescents, especially on the impact that limiting social contact may
have on it (Buchner, Wierzbicka, 2020; Buchner, Majchrzak, Wierzbicka, 2020;
Grzelak, Zyro, 2021; tuczynska, Pyzalski, 2021; Ptaszek et. al., 2020; Pyzalski, 2021;
Plebanska, Szyller, Siericzewska, 2020; Sobiesiak-Penszko, Pazderski, 2020).

Avyear and a half later, around October 2021, both in the media and in direct
communication with schools, voices were heard about an exceptional intensifi-
cation of difficulties in students — even those who had managed without any
particular problems so far. Difficulties were pointed out both in terms of behav-
iour and content competence, i.e. the knowledge that teachers expected after
a few months of online work.

The theoretical assumptions of the process, the perspective of Transactional
Analysis, the case study with recommendations, the juxtaposition of theoretical
assumptions with implementation, and the final conclusions are presented in
this paper.

The decision to present the topic as a case study stems from three key mo-
tives:

1. The challenge faced by the described school is a common one, affecting
many institutions which, if they have identified the difficulty at all, are look-
ing for solutions on their own. It is useful to show a possible way, probably
not the only way, to deal with the difficulties.

2. The process was planned and carried out on the basis of research and the-
ory, grounded in science, about which those involved were kept informed.
Awareness and transparency of actions taken, drawing on proven methods
and tools in organic ongoing work in schools is not standard. Meanwhile,
understanding the processes that occur between people, in the process of
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learning, or in the process of communication allows, on the one hand, for
their more conscious application both at the level of the individual and the
group, and on the other hand allows for their application in other contexts.

3. Itis worth appreciating and popularizing the openness of the headmasters,
teachers and the not inconsiderable school community that engaged in co-
operation, looking for common solutions.

Theoretical framework

At the core of this work is a holistic approach to both the student and other
members of the school community as individuals for whom the roles they play
in that community are only one role, often distinct from those outside the
school (Sills, Fish, Lapworth, 1999). Equally important are the principles of
working with groups already proposed by Berne (1966) and the aspect of sys-
temicity — both at the level of process implementation and at the level of so-
lutions.

The basis of the work was to stop and look at the situation for the here and
now. Each group was invited to look not only at themselves, but also at other
actors in the situation. The participants used and developed competences in
building self-awareness, empathy (role playing) and perspective.

The process described in the case study was based on Kurt Lewin’s model of
implementing change in organizations (Lewin, 1951; Bhayangkara, 2020) and
John Fisher’s approach to individual coping with change (Fisher, 2012), which
will be briefly presented below.

The author’s introversion activity presented here has not been previously
implemented or described. It was designed at the executive level based on the
facilitator’s years of psychological, coaching, mediation and intervention expe-
rience and good knowledge of the school environment.

Lewin’s model

One of the key challenges from the beginning of the process was to achieve
the goal while providing the process participants with a sense of security and
empowerment. Hence, at the organizational level, Lewin’s (1939, 1951) pro-
posal was applied, for which these needs are an integral underlying value.
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According to Lewin’s conception, effective and safe implementation of
change in an organization involves 3 phases:

Unfreezing, the change itself and freezing, initiating the change unfreezing
includes: a. building awareness of the need for change, b. determining what
needs to be changed, c. motivating to change old behaviors and attitudes,
d. providing support from change leaders, e. managing doubts and fears, f. talk-
ing about emotions, g. verification.

Change, including: a. planning the change, b. implementing the change,
c. expanding awareness of the change, d. incorporating and communicating dif-
ferent perspectives, e. maintaining motivation, f. talking about emotions, g. be-
ing open to failure, h. verification.

Freezing: a. reinforcing and stabilizing change, b. integrating change into
daily functioning, c. developing ways to sustain change, d. verifying that change
is valid, e. celebrating success.

Process of personal transformation

From the beginning of the process, it was obvious to the implementers that
the implementation of the recommendations, whatever they might be, would
evoke different reactions from the school community not only at the system
level, but also at the individual level. Therefore, from the very beginning of the
process, both its plan and —as a part of micro-education —the mechanisms likely
to be triggered in each of the participants were communicated. To this end,
Fisher’'s model was used, with an attractive visualization designed to inform
about the stages of coping with change without imposing an additional burden
on the audience.

An important element that Levin did not include in his model and that Fisher
writes about (Fisher, 2005; Fisher, 2012) is the aspect of time — the importance
of the past and future to the change processes that occur in the here and now.
Fisher cites Mahoney (Mahoney, 2003), according to whom we are all “con-
servative” in our way of thinking and thus more or less resistant to change. We
need order in our lives and seek it in the familiar (whether it is most effective
and efficient is not as important as the fact that it is familiar). Mahoney (2003)
goes on to state that all change occurs in the context of interpersonal interac-
tions, so for an organization to change, individuals must be taken into account -
understanding at the very least that change can mean something different to
each individual and his or her environment and its impact on a person’s situation
can vary.
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The Process of Transition - John Fisher, 2012
(Fisher's Personal Transition Curve)
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Fig. 2
Personal transition curve
Source: Fisher, 2012.

Fisher’s proposed personal transition curve was helpful for the process
(Fisher, 2005; Fisher, 2012; https://www.r10.global/wp-content/uploads/2017/
05/fisher-transition-curve-2012-1.pdf).

He distinguishes 12 phases in which we can find ourselves (or get stuck) go-
ing through change:

Anxiety phase — the realization that events lie beyond the reach of anyone’s
understanding or control. Top, how a person handles this phase affects the rest
of the curve, and finally, self-esteem.

Happiness phase — the realization that one’s point of view is recognized and
shared by others, there is relief that something will be corrected (regardless of
how the person perceived the previous situation), and a kind of satisfaction that
any of the personal reflections on the previous system were accurate (again,
regardless of how the person likes the status quo, there are usually elements to
change). One can have a sense of “Thank God, finally something is happening!”
here, and an awareness of control over one’s own life if one will only engage.
The trap in this phase can be unrealistic expectations, which is why management
is so important here: mindfulness and making things real.

Fisher writes: “if we can start an intervention at this stage, we can minimize
impact of the rest of the curve and virtually flatten it. Through engagement, in-
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forming, getting «acceptance» at this time, we can help people move through
the process” (Fisher, 2012).

Fear phase — awareness of an impending change in a person’s core behav-
ioral system — the person will behave in a different way and this will affect their
perception of themselves, but also other people’s perceptions of them.

Feeling threatened phase — awareness of an impending complex change in
what a person considers to be their core identity and what constitutes their
sense of self-worth. The person does not know how they will behave when the
old rules no longer apply and new rules have not yet been established.

The guilt phase — the awareness of the movement of our self away from our
core self-perception, when a person examines how they have behaved in the
past and looks at alternative interpretations, they begin to redefine their sense
of self. Recognizing the inappropriateness of one’s past actions and their conse-
guences can trigger feelings of guilt.

Depression phase — the realization that our past actions, behaviors and be-
liefs are inconsistent with our basic construction of our identity. General lack of
motivation and confusion. The person does not know what the future will be or
how they will cope in it.

Phase of gradual acceptance — the person makes sense of the situation and
his or her place in the change is at the beginning of the process of managing his
or her own control over the change, making sense of it, the background of the
“light at the tunnel” stage.

The phase of moving forward — the person begins to exert more control,
regains a sense of self. He or she knows who he or she is again and begins to feel
comfortable acting in accordance with beliefs.

Disillusionment phase — the realization that your values, beliefs and goals
are inconsistent with those of the organization. This is characterized by a lack of
motivation, focus, dissatisfaction and gradual mental withdrawal (working at
a minimum) or actively challenging the change through criticism/complaints.

Hostile phase — the person continues to operate old unreliable processes
that are no longer part of the new situation. New processes are ignored or ac-
tively undermined.

Denial phase — lack of acceptance of any change and its impact on the indi-
vidual. The person acts as if the change has not occurred, they follow old prac-
tices, ignore evidence or information that contradicts their belief system. “l can’t
see it, so it doesn’t exist.”

Anger phase — people who have had the change imposed on them direct
their anger outward, at other people who are blamed for the situation. Later,
the anger moves inward and there is a danger that this will lead the person into
stages of guilt and depression or anger for lack of knowledge or determination.
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The complacency phase (King, 2007) — the person has survived the change,
rationalized the events, incorporated them into their new system and become
accustomed to the new reality. This is the sense that the person is back in their
own comfort zone and does not encounter any event that is outside of their
system of constructs. She knows what decisions are appropriate and can predict
future events with a high degree of certainty. This is the phase of attending to
other matters, where the completed change process is seen by the person as
natural and unnecessarily arousing so much emotion.

The phases, as presented by Fisher, allow the person to find their current
position in the change process and verify the status quo - do | want to be here?
what’s ahead for me?

Transactional analysis

Both Lewin’s model and Fisher’s proposal have been shown to resonate with
the tenets of transactional analysis. Transactional analysis can provide a starting
point and support for this work, and it can also be a reference point in terms of
the attitudes and values it promotes.

positive positive
S &
Control | Nuture
Parent | Parent
. A ~ .
negative : negative
Response and Choice Adult Here and Now
positive positive
'd
Adapted| Free
Child Child
negative A B negative

Fig. 3
A functional model of transactional analysis
Source: Stewart, Joines, 2016.

During the process we look at in this case study, transactional analysis was
not named as an integral part of the planned and implemented activities, but
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looking at the process in its context allows for interesting observations and
questions.

At the core of transactional analysis is a model of ego states. The first-order
structural model assumes 3 ego states: Child, Parent, and Adult (Stewart,
Joines, 2016; Emmerton, Newton, 2004; Vos, van Rijn, 2021). Child state — be-
haviors, thoughts, and feelings, reproduced from childhood. Parent state — be-
haviors, thoughts, or feelings, copied from parents or persons with an adequate
function. Adult — behaviors, thoughts, and feelings that are direct responses to
the here and now.

Of particular relevance to the case study presented here is the functional
model of Self states, which refers to behaviors and only describes behaviors.

The model remains uniform only at the level of the Adult Self, while the
Child Self and Parent Self have their own sub-representations. The Adult Self is
considered here to be any behavior that responds to current challenges (here
and now), using all the resources of the adult.

The Child Self state includes both the Free Child and the Adapted Child.

State of Self — Free Child is a state in which a person engages in those child-
hood behaviors in which he or she does not benefit from parental commands
and prohibitions.

The Free Child Positive (OK) is triggered in situations that are appropriate
for such behaviors, e.g., fully engaging in a board game, venting anger in a con-
trolled safe environment.

The Negative Free Child (not OK), on the other hand, is triggered when the
behaviors are not appropriate, e.g., intense play on public transportation.

The state of the Self — the Adapted Child, which is responsible for finding
oneself in norms and rules, but also in expectations from the outside, can man-
ifest as:

The Positive Adapted Child (OK), whose behaviors respond to the expecta-
tions of the environment, such as following the rules of savoir vivre.

The Adapted Negative Child (not OK), whose behaviour is unfavourable
both for the actors of the situation and for him/herself, e.g. taking offence in-
stead of giving clear information, not taking action due to destructive beliefs
about oneself or the world, e.g. “l am hopeless. | won’t even try.”

Similarly, the Self-Parent state, may be the Normative Parent or the Caring
Parent, roles heard/observed in childhood, whereby, as Stewart and Joines
(2016) point out, a distinction can be made:

Normative Positive Parent (OK) in whom the Parent’s directions/commands
are driven by the protection or well-being of the other person, e.g. Please stop
smoking, It’s not good for you.

The Normative Negative Parent (not OK), whose behaviors belittle the other
person, e.g., “You made a mistake again,” “Is it really that hard to grasp?”
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On the other hand, there remains the Caring Parent, a state in which the
behaviors of the parents/caregivers from whom we experienced caring are re-
produced. Here, too, a distinction can be made:

The Caring Parent Positive (OK), combining care and respect, for the person
they care for, e.g. “If you need help, let me know.”

The Negative Caring Parent (not OK) who cares while placing themselves
above the person they care for while undermining the person’s worth, e.g.,
“I see | have to help you again,” which may be accompanied by taking over the
task without getting the person’s permission.

Jack Dusay (1972), who formulated the energy balance hypothesis, assumed
that when one state increases its activity, the others are naturally withdrawn.
Thus, if a person makes the decision and effort to use the state of Self — the
Caring Parent more often, one of the consequences will be a reduction in the
behavior of the Normative Parent.

The aforementioned theories and models provide a reference point for the
presented case study. This paper does not presume to address each of their el-
ements, but rather to illuminate certain relationships:

1. Decision-making model — people decide their destiny and these decisions
can be changed (Stewart, Joines, 2016).

2. Influenced by experiences and observations, we can change our own pat-
terns of behavior. Other people can put pressure on us, however, the deci-
sion — as to the choice of our behaviors or emotions — remains with us. At
the same time, we actively decide to change (Stewart, Joines, 2016).

3. Increasing the activity of one state, reduces the activity of the others
(Dusay, 1972).

4. Taking care of a person in the happiness phase allows the curve of the per-
sonal transformation process to flatten out (Fisher, 2012)

Case study

In October 2021, i.e. approximately 1.5 months after students returned to
full-time schooling after the pandemic and summer vacation, teachers, parents,
and students in the community of the Elementary School No. 6 in Wrzesnia,
western Poland drew attention to the intensification of disturbing behaviors and
phenomena. Informal signals reported to the headmasters, teachers, psycholo-
gists and pedagogues during informal meetings, corridor talks, conversations
with parents, concerned, among others, decreased motivation of students, in-
tensified difficult behaviours, lowered level of learning and its results. These re-
ported phenomena had occurred at the school before, but not in such intensity
and not as commonly.
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The first intuitive concept focused on the need for intervention among stu-
dents. The school principal, Dariusz Andrzejewski, in consultation with the
school psychologists and educators, decided to invite an external facilitator to
look at the situation. The facilitator — author of this article, a psychologist and
coach specializing in dealing with difficult situations — had already worked with
the school and had an understanding of its resources and challenges. Finally,
after the initial assessment, the school management decided on systemic ac-
tions based on inclusive leadership, i.e. a process of cooperation of the commu-
nity of stakeholders, starting from the analysis of the situation and learning
about it from different perspectives, to the development of countermeasures,
their implementation and monitoring.

The school did not focus on interventions among students, but approached the
problem systemically, despite the increased response time this way, because:

a) students are only part of the situation. While it is their behavior that is nor-
mally subject to observation and evaluation, both teachers and parents, as
well as other members of the school community, have important, some-
times crucial, influence over the working conditions and decisions of other
groups, including students;

b) the challenge itself stemmed from the general situation-it affected many
schools that have struggled with pandemic, online, and hybrid learning in
recent months. Knowledge of the prevalence of the problem came from con-
versations, experiences with other schools, and own research of the author.
Systemicity, in this particular situation, involved preparing and implementing:

a) communication process, including all school stakeholders;

b) a way of working that engages and involves different points of view;

c) realistic and effective proposals that are acceptable to each group;

d) an effective system for monitoring the situation.

The process involved 5 stages:

I.  First signals;

Il. Initial situation analysis and strategy development;

lll. Consultation with stakeholders:

A) determination of spheres of influence of individual groups;

B) definition of problem sources from the perspective of each group;

C) formulation of needs of each group from the perspective of each group;
IV. Conclusions and recommendations:

A) formulation of proposals for supporting actions;

B) consultation of proposals;

V. Implementation, monitoring and evaluation:

A) implementation of the proposal in classes 7—8 with the prospect of ex-

tending it to other groups;

B) monitoring and evaluation.



44 Justyna JOZEFOWICZ

| first signals Il preliminary analysis ll. consultations with stakeholders IV. conclusions and recommendations V. implementation,
of the situation and monitoring and evaluation
development of the
strategy

® o 0° 0% o~
> A ~

-0 - -00 " -0@ " -0O
S/‘"

S - students (7th, 8th grade), T - teachers, P - parents, PP - psychologists and pedagogues, H - school headmaster, F - facylitator

Fig. 4
Planned and implemented process structure
Source: own study.
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Communication of current activities was an important element at each stage
of the process.

Ad L. First signals

Informally reported observations appeared from the end of September.
They were heard and taken into account due to 2 types of premises:
1) intensity (severity and the fact that they also affected students who had

been coping well with difficulties so far);

2) the school’s previous experience in working with the community. The school
has been active for several years, both locally and thematically, nationwide,
with an emphasis on increasing the proficiency of students and teachers by
developing their competence in new technologies. Of particular importance
here is the school’s participation in the Code for Green project of the Social
Initiatives Forum Foundation?, where students, based on the Design Think-
ing method and C4G methodology, develop locally implemented environ-
mental protection solutions. As part of the project, both the school head-
master and some staff members develop soft competencies, including ex-

cellence in building a supportive community.

Ad Il. Initial situation analysis and strategy development

Letter to parents of students (e-mail):

Among students of grades 7 and 8 of our school we observe an increase in fatigue, prob-
lems with motivation to learn and difficult behavior. These are currently common phe-
nomena and occur in many schools in the country. Some of them are the result of the
intense and multidimensional impact of pandemonium and, above all, of being closed
and living online. These include reduced motivation to learn, unstable social lives, a re-
duced sense of security, and thoughts of an increasingly unclear future. This is com-
pounded by uncertainty about how the situation will develop further.

In such conditions the sense of security can be shaken in everyone, both adults and
children.

That’s why we have taken preventive measures — we have already started working
with the teaching staff and now we invite you to take a look at the situation together
and identify the areas that we — as a school and you as parents — can influence.

During the meeting we will present to you the effects of the teachers’ work, but also
invite you to think together about what further steps we can take.

1

https://ffis.edu.pl/
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Letter to students (e-mail):

The situation we have been living in for a year and a half (pandemic situation, online) is
different from what we have known. We are only now seeing what consequences it
brings. And we are only now learning to deal with those consequences — to anticipate
them and respond to them with care for ourselves and others.

That’s why we’ve taken precautions — we’ve started working with teaching staff and
parents, and now we’re inviting you to look at the situation together and identify areas
where we can make an impact.

During the meeting we will invite you to work together.

In order to gather signs of change, the school director invited an external
expert with knowledge of the school to collaborate. A preliminary strategy was
developed and implemented. The school manager invited an external expert to
work with him and an initial strategy for further action was developed and im-
plemented. The core and goal of the process has been defined and communi-
cated, but the management has also conducted an ongoing evaluation and has
continuously monitored the needs and signals regarding the subject matter and
the support process.

Ad lll. Stakeholder Consultation

Interested groups and individuals were invited. (teachers, parents, psycholo-
gists, pedagogues and students of classes VII and VIII). The process of analysis
began, organized by the school principal, with a series of short meetings during
which each group of school stakeholders: had the opportunity to present their
own perspective. Implemented were:

— online meetings with teachers;

— online meeting with parents;

— hybrid meeting with psychological-educational staff;
— hybrid meeting with students.

reafd reafe

rrean ranan

TYYY YYYY
45 300 280 3

TEACHERS STUDENTS FARENTS FSYCHOLOGISTS
& FEDAGOGUES

Fig. 5
Project participants
Source: own study.
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The director communicated and supported the process at all stages. Prior to
each meeting, the target group received an email with information about the
topic, purpose, and context of the meeting.

Each person had the opportunity to individually:

— present their picture of the situation,

— present their needs,

— propose solutions,

— refer to the worked out proposals for solutions,

— monitor the situation,

— raise comments and doubts.

The first one and a half hour online meeting with teachers was attended by 45
people, i.e. more than half of the school staff. Teachers were informed about the
purpose of the meeting and its agenda. Due to high activity of the participants,
the agenda items that were not accomplished during the first meeting (spheres of
influence and proposals) were discussed on the next date. Before the second
meeting, the results of each group’s work were organized into categories.

This material was the starting point for the second online meeting with
teachers, which was focused on identifying spheres of influence and directions
for seeking solutions to the areas that they felt they had influence on.

In this phase of the process, the purpose of the meetings with teachers was
to view the current situation and prepare to build strategies to support male and
female students, and indirectly, teachers and parents. A similar online meeting
was then conducted with the parents of the students. They were attended by
280 parents of students in grades VIl and VIIL.

In both groups, the agenda included:

1. A brief introduction of the context of the meeting and the process — school
principal.

2. Outline of context and reference to research, reports and situations in other
schools — facilitator leading the workshop.

3. Working in subgroups (56 people). Each group recorded their conclusions
and indications in an online sheet. The entries on the sheet were anony-
mous. A few participants decided to sign their conclusions. The participants’
task was to work on identifying students’ problems/challenges, needs, and
sources of difficulties. It was also important to point out difficulties which
the participants identified as new, ones they had not encountered before.
The work in both groups was summed up by discussing the developed con-
tent on the forum, making additions and announcing further developments.

4. The group of teachers also focused on the areas of influence:

— what | have influence on, what | don’t have influence on,

— that the school, but more importantly, | can and am willing to take steps

to help myself, other teachers, parents, and students,
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— preliminary recommendations — which of the proposed actions | can/we
can realistically implement,
— what do we need for this.

5. During each of the meetings, the facilitators spent a few minutes discussing the
context of those difficulties that were reported particularly often. The partici-
pants were initially introduced to the report Teenagers 3.0 (2021). Particular at-
tention was paid to fragments of the survey indicating discrepancies between
students’ and parents’ perceptions of the rules of technology use.

Wyzwania:

ORGANIZACJA
e przygotowanie do egzaminu E8 przy widocznych zalegtosciach wynikajacych z nauki
zdalnej (trudnosci w samodzielnym tworzeniu wypowiedzi pisemnej i problemy z
zapamigtywaniem stownictwa)

WYKONYWANE PODCZAS LEKCJI

e duzZe braki w wiedzy i umiejetnoéciach_

o |

e przemeczenie uczniéw “dobrych” po lekcjach zajecia dodatkowe, korepetycje- brak
czasu na odpoczynek

e brak czasu na utrwalenie materiatu

e ANALIZA ZAKRESU MATERIALU DO EGZAMINU E8- WYRZUCENIE ZBEDNEGO
MATERIALU

SKUPIENIE SIE NA PODSTAWACH

e INDYWIDUALIZACJA PRACY

s ZAPOZNANIE RODZICOW Z AKTUALNYM STANEM POZIOMU WIEDZY |
UMIEJETNOSCI

e EGZAMIN A OCENY (DLA RODZICA NADAL WAZNA JEST TYLKO OCENA)
powtarzanie najwazniejszych tresci materiatu, okrojenie tresci tylko do niezbednych

- ograniczenie tresci na przedmiotach ktorych nie ma na egzaminacyjnie do
niezbgdnych

- jasne okreslenie, co uczeri musi umie¢ na poszczegdlne oceny - dokonuje
wyboru - naile i czego chce sig uczyc

NORMY

e problem z przestrzeganiem norm lekcyjnych (duZzo rozméw, mowi bez zglaszania,
picie i jedzenie na lekcji- przekaski pod rekg) - USTALENIE JASNYCH GRANIC |
ZASAD ZACHOWANIA NA LEKCJI, NIE LEKCEWAZYC niepozgDANYCH
ZACHOWAN UCZNIOW (OMAWIANIE SYTUACJI TRUDNYCH, WAZNY
PRZEPLYW INFORMACJI MIEDZY NAUCZYCIELAMI)

e nieprzestrzeganie zasad zachowania na lekcji (picie, jedzenie podczas zajec)

e aroganckie odpowiedzi do nauczycieli -

¢ USTALENIE NORM, DO KTORYCH SIE ODWOLUJEMY
e ustalenie wspdlnie zasad zachowania nie tylko na lekcjach,wyrabianie dobrych
nawykow

Fig. 6
Review material — records of teachers’ workshop work
Source: own study.
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In most homes, there are no rules in place to limit the amount of time a teen
can use the Internet or rules regarding the selection of content they can access.
The most common form of “parental control” is talking whenever a child re-
ports a problem (teens — 17.2% vs. parents — 56.7%). Preventive talks to prevent
risks are declared by about 7% of teenagers, while at the same time about 60%
of parents and guardians declare conducting such activities.

The next group was composed of school psychologists and educators who
compared their experience, their own knowledge about the current situation of
students and teachers with the information gathered during meetings with
teachers and parents.

The preliminary recommendations developed by teachers and parents were
communicated to the other groups (online tools, meetings) with an invitation
for consultation, questions, comments and concerns.

Following step was a meeting with students, which took place in a hybrid for-
mat during one lesson. Each class of VIl and VIII, under the supervision of teachers,
stayed in classrooms, while the instructor connected with online groups. The
workshop was preceded by a short introduction — an outline of the situation,
a reference to the context and activities so far, as well as an invitation to partici-
pate in decisions concerning their own near and tangible future. Most of the stu-
dents signalled their awareness of the process. In the next step, each class (using
coloured stones) drew one of the three roles (pupils, teachers, parents) which
they were to play and discuss and answer questions from that perspective:

1. What challenges does this group have, what is difficult for them right now?
2. What would this group need?
3. What can | do to respond to these needs?

Pupils worked in groups of 4-5, wrote down their proposals and then
a group of delegates presented the results of their work on the forum. The meet-
ing ended with an outline of further work and an invitation to actively partici-
pate in consultations.

The meetings resulted in a series of recommendations, which were then
consulted. In addition to an opportunity for individual feedback and comments,
the school management also organized a meeting with representatives of the
school council to discuss the planned particularly intensive changes concerning
the use of telephones on school premises. Parents and students were informed
about the conclusions of the work during meetings with teachers. Due to radical
decisions concerning homework and the rules of tests, the teachers met once
again so that everyone had a chance to ask questions and share doubts.
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NAUCZYCIELE

d

Fig. 7a—d

Visual material — selected results of students’ group discussions (in the roles of students, teachers
and parents)

Source: own study.

Ad IV. Conclusions and Recommendations

A total of 3 concerns were raised by teachers both before and during the
meeting:

1. Some teachers had used some solutions before (giving 2—-3 questions at
the minimum to pass the material) and students did not use this option anyway.

Recommendation: Giving a range of minimum questions is a common prac-
tice in various fields of education — from higher education to driver’s license
courses. We currently have virtually unlimited access to knowledge. A person
who is interested in a subject/subject has the opportunity to learn regardless of
whether the content is in a textbook, assigned by a teacher, etc. Those individ-
uals who want to learn will learn regardless of whether or not they are assigned
to do so. If the tutee finds the assignment helpful, consider giving them the as-
sighment. Those who don’t have a need to learn won’t learn through more as-
sighments. Consider changing the strategy here.

2. No homework on weekends and holidays — will students use the time for
themselves?

Recommendation: Each of us can act within our sphere of influence. On the
teacher’s side is the management of the “assigned” tasks and the organization
of the material. The teacher has no influence on how that time is used by the
students. That is up to the students and, not always and not everywhere, their
parents.
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What can the teacher do about it? Manage the amount of material and the
way it is distributed (timing, volume of material, review method) so as to leave
space for other student activities.

How students use this time is up to them and their parents. For some it will
be time to build relationships, for others it will be time to learn (however), and
for others it will be time to sit at the computer.

This is not the teacher’s sphere of influence.

3. How to give minimum content in subjects i.e. math.

Recommendation: This is an issue to be worked out. It will be addressed by
the school mathematicians.

Developed solutions and recommendations for particular groups:

Recommendations for teachers (selected)

1. Challenge — overloading students:

a) no homework for Christmas break;

b) to give 2 questions for a test/quiz for a pass mark or to give a full set of
questions for a test/quiz;

c) no homework on weekends until the end of the semester;

d) cooperation of teachers within 1 class - following the rules and regula-
tions regarding the number of tests/classes per week;

e) no tests in some classes.

2. Challenge — giving students a break from the media:

a) limit phone use on school grounds;

b) additional preparation of school space for activities other than phones
during breaks (corridors with spaces for differentiated activities inviting
interaction with others and building relationships, common room with
board games, quiet corner, kinect, classroom type games drawn on the
floor) within 24 hours.

3. Challenge — Support:

a) re-establish assessment as feedback;

b) support from the teacher (not shaming, not commenting, rather talking
to the student individually, offering support if possible, or discussing why
there is a difference in grade.

Recommendations for Parents

1. Parents-teachers one goal

Cooperation with teachers in supporting children. Lack of cooperation be-
tween adults does not help children, it can encourage attempts to take ad-
vantage of the situation, which sometimes works against the interests and ben-
efits.
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2. Physiological needs

Supporting children to maintain a healthy daily rhythm, i.e. adequate sleep,
meals at specific times such as breakfast Lack of a maintained daily rhythm and
hunger can result in difficulty concentrating. And definitely during the period of
online learning some children have this rhythm of the day disrupted. Expecting chil-
dren in this state to concentrate and pay attention is an impossible expectation.
3. Clear rules online

In a nationwide study “Teenagers 3.0. Report from a nationwide pupil sur-
vey”, published in October 2021, there is a significant difference in how children
and parents perceive the time they spend on the computer. It’s a difference of
several times. Let’s check to see if we know how much time your child is using
technology.
4. Adequate expectations

Inadequate, i.e. too low or too high expectations towards the child (and one-
self), but also misguided expectations, e.g. about getting excellent grades in sub-
jects the child is not interested in, are not beneficial neither for us nor for our
children. Your child may get a great grade for the here and now, but the infor-
mation for the future: your abilities and interests are not important to me. Do
we want to say that?
5. Supporting independence

It is clear that a child’s difficulty sometimes presents a temptation to do the
task for the child. As a result, the child may get a better grade, but a. doesn’t
learn, b. learns that he or she can’t do it alone. Not worth it.
6. Appreciation

Appreciating your child is an important part of building his/her self-esteem.
Don’t wait “for something big — until he/she deserves it”. Appreciate efforts,
plans and goals. Failure is a part of life and the information that mistakes are
also valuable, because you can learn from them, can be a valuable lesson for our
children.

Recommendations for Students

1. Plan and revise your daily schedule

We deal with planning differently. Some of us don’t plan at all and need help
in this area, others plan too much and then are frustrated that they didn’t suc-
ceed. That's why it’s worth thinking about WHAT IS MOST IMPORTANT FOR ME,
then write down 3—4 tasks for the day (no more) and focus on them.
2. Review your goals

The first step you can take to help your children with the current situation is
to support them in setting their own goals — e.g. a goal for the coming
day/week/month or term. Once you name the goal, it’s easier to keep moving



54 Justyna JOZEFOWICZ

towards it. Here we can use a “progress bar”, i.e. a scale from 0 to 10 on which
the child indicates where he/she is today in terms of his/her goal and what
he/she can do to get one step further (e.g. moving from 4 to 5).
3. Take responsibility for your own learning

Taking responsibility for yourself is a skill, not a trait. Therefore, this skill can
be developed.How to do it? The method of small steps — start with a small re-
sponsibility, then develop it.
4. Appreciate mistakes

Appreciate your efforts, plans and goals. Failure is a part of life and the in-
formation that mistakes are also valuable, because you can learn from them,
can be a valuable lesson for you.
5. Diversify activities

In order to maintain mental health it is ESSENTIAL to diversify activities, e.g.
if | sit in school or in front of a computer for 6 hours, after that time it is worth
going for a walk/workout/ walking the dog. If we don’t have such a possibility —
let’s find an activity which is beneficial for us and different from the one we used
to do that day.
6. Appreciate yourself and others

Inadequate, i.e. too low or too high expectations of yourself, but also mis-
guided expectations, e.g. for excellent grades in subjects you are not interested
in, are not beneficial. If you are not sure why you are learning a particular mate-
rial, ask how it might be useful or look it up yourself. Look for elements that
interest you in the material your school provides. Appreciate yourself for it ;)

Ad V. Implementation, monitoring and evaluation

The ongoing process of introducing changes is subject to ongoing evaluation.
Actions taken are verified both at the level of assumptions and implementation.
The presented case study is a description of a real intervention in relation to

a challenge identified by the community. Looking at the process in the context

of transactional analysis can help to enrich the process, optimize it, but also pre-

pare for further relevant situations.
Due to the intensity of the intervention, this study focuses on a few selected
aspects that we have found to be crucial in this setting. These are:

1. Decision model — people decide their own destiny and these decisions can
be changed (Stewart, Joines, 2016).

2. Influenced by experiences and observations, we can change our own pat-
terns of behavior. Other people can put pressure on us, however, the deci-
sion —as to the choice of our behavior or emotions — remains with us. At the
same time, we actively decide to change (Stewart, Joines, 2016).
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3. Increasing the activity of one state, reduces the activity of the others
(Dusay, 1972).

4. Taking care of the person in the happiness phase allows for the flattening
of the curve of the personal transformation process (Fisher, 2012).

Ad 1. Decision model — people decide about their destiny and these decisions
can be changed

The starting point of the process to which the school community was invited
was the grassroots signals of the community indicating little difficulty at the
time. Those reporting had a willingness to:

— observe and analyze community life;
— respond to situations they felt needed to be addressed,;
— share knowledge, and they knew where to go to do so effectively.

Their willingness was based on previous positive experiences (source — in-
depth interviews, self-reported research) and trust that their initiative would be
met with an adequate response to help deal with the problem.

The culture of this particular school invites such behavior because community
members know that it is effective, it is a confirmation of their impact on reality.

In the next step, when the community was invited to look at the situation
and work together to deal with the difficulties in work that took time, required
effort, and sometimes exposure, almost the entire staff, working with students
in grades VIl and VIII, 280 parents, and students in grades VII and VIII partici-
pated. Although the students’ meetings were organized during lessons, attend-
ance was guaranteed, but activity was no longer. Nevertheless, the students
held a discussion and shared their conclusions. The facilitators ensured that be-
fore the students started, the situation they were participating in — participatory
management — was named.

After each step, the community participants could (still can) make com-
ments and suggestions to the developed conclusions in the forum or anony-
mously. These are made public, analyzed and taken into account where possible.

Each group — students, teachers, parents, the team of psychologists and edu-
cators works in its own sphere of influence. This is one of the most important and
emphasized pieces of information from the beginning of the process. By being
aware of the spheres of influence, the danger of ineffective inter-group “com-
plaining” (teachers about parents and students, parents about teachers and stu-
dents, students about teachers and parents, etc.), which is often a tradition in
schools, is reduced. In this tradition, there is a place for a specifically understood
decision-making and causality, characteristic of communities in which there are
3 main actors, and each group casts itself in the role of the Rescuer or the Victim,
the other roles of the dramatic triangle being proposed to the subsequent groups.
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An interesting element here is the observation of the participants’ reactions
to the next steps of the process, e.g., proposals for e.g., no homework for Christ-
mas appeared in the students’ and parents’ statements. Including this demand
in the proposed solutions and taking it into account evoked a reaction of surprise
and greater involvement.

Ad 2. Under the influence of experiences and observations, we can change
our own behavior patterns. Other people may exert pressure on us, but
the decision — as to our choice of behavior or emotions — remains with us.
At the same time we actively decide about the change.

At the beginning of the consultations the group of parents and teachers, alt-
hough both groups worked diligently on the change, heard few voices of the
traditional school script described above:

Why didn’t they (teachers) just do it when they can do it now. On the other
hand: Parents want to have their cake and eat cake. They want the kids to have
peace of mind now and pass their exams brilliantly later. So here we have the
Normative Parent: This is not how it should be, you have to act differently. or But
some parents will not want there to be no work over the weekend, that is the
“game of but” presented by the Adapted Child: | am doing my best to please you.

This is also evident in the children’s statements, where one finds several re-
peated phrases, probably heard, indicating the condition of the Adapted Child:
(when asked what is the problem:) emotional disturbance, lack of high academic
performance, lower level of learning, (what is needed?) to be nice and active.

Here it is noteworthy that there were only a few such student statements in
the face of a whole pool of factual concrete information indicating a high level
of confidence and clear judgment. Most of the students’ statements indicate
thinking from the Adult Self state, which de facto encourages us to think about
levels of adaptation. To what extent is the Adult Self state what it appears to be,
and to what extent does it represent a high level of adaptation and response to
social expectations. Since the facilitator asks explicitly for honesty, reinforcing
the request with information about the joint participation of all groups in the
activity and, moreover, about its real impact on students’ functioning, does she
encourage the adoption of the Adult Self or the Adapted Child? It is likely that
the situations are different and the students have made decisions according to
both schemes, but the difference makes us stop and think about the implications
for further action.

Another interesting element worth mentioning is the workshop form of
work, which allowed for discussion in groups of 5—6 people. Working in smaller
teams made it possible to give vent to emotions in a casual, only slightly struc-
tured conversation, i.e. realize the need for expression of the Child and the Par-
ent, leaving space for constructive, organized conclusions. All groups met after
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their work in an open forum document in which the results of each team’s work
were visible anonymously. Each person could add to the document at any time
(also anonymously) or verbally add to previous findings. During each of the
meetings the participants used this opportunity to raise additional questions,
doubts or proposals.

Ad 3. Increasing the activity of one state limits the activity of others

Enabling members of the school community to participate in key decisions
with a very quick return in the form of concrete implemented solutions, result-
ing from joint transparent communication work, allows for a redefinition of the
sense of one’s own influence and agency, regardless of age or position.

This activity can strengthen the position of the Adult or encourage the tran-
sition from negative to positive states in the position of the Child and Parent.
And so, in the process presented here, all of the participant contributions that
were made were listened to. The only element of exclusion was the lack of at-
tendance at the meetings, although those who were absent had the opportunity
to refer to the solutions worked out anyway, some of them took advantage of it
by submitting their postulates after the meetings. Some of them took advantage
of this opportunity by voicing their opinions after the meetings. All such com-
ments were either taken into account or responded to in the summary materials.

Of course, this paper can only refer to the content that was submitted and
reached the facilitators or school management. It is obvious that participants
between and after the meetings have these discussions. However, we observe
that the more transparent the process, the less content is circulated.

As a counterbalance, it is worth looking at the scenario that the school did
not follow, which is often the first and only one in similar situations. A popular
attitude in response to problems at schools is to “fix the kids” as the only partic-
ipants of the school system, who are subject to notorious evaluation by a large
group of metric adults, starting with the subject teacher (1), through teacher (2),
parent(s) or guardians (3), potentially other teachers (4), principal (5), psycho-
logical and pedagogical team(6). If increasing the activity of one condition limits
the activity of the others, then the Adapted Child, who does not necessarily have
a say in what is happening to him and around him, and he has to make himself up
to the expectations of others without having his own, would come to the fore.

Ad. 4. Taking care of a person in the happiness phase allows the curve of the
personal transformation process to flatten out

And the last point, although not from transactional analysis, correlates with
the previous one. In the happiness phase, the person sees hope for change, and
at the verbal level the contents appear: Finally something is happening, Maybe
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at last something will change. This is a key moment in the change process. The
more you manage to make people feel safe by anticipating successive phases of
change, which by their very nature will be neither equally acceptable to every-
one nor easy to implement, the easier it will be for a person to find his or her
way in the subsequent stages of the process.

In our case study, we took care of the sense of security primarily at the level
of knowledge, informing from the beginning:

— what kind of work we are inviting you to;
— what is the source of this work;

— in what form it will take place;

— at what stage is the work;

— what is the current state of arrangements;
— how to make comments.

It was not possible to inform from the beginning about such details of the
process as e.g. the calendar of meetings, due to the fact that activities were flex-
ibly adjusted to the situation and reported needs.

At this stage, depending on the state in which the person begins, participa-
tion in the process had the opportunity to confront them. Those who started the
process from the state of the Caring Parent had the opportunity to take care of
their concern, to take care of the welfare of the community members. From the
state of Normative Parent - they had an opportunity to share their opinion work-
ing in groups and during conversations with educators. Those in the Adapted
Child position were able to complete their tasks, while the Free Child had plenty
of options to express concerns, raise ideas formally and informally.

Summary

It is how the teacher behaves, not what the teacher knows, that is perhaps
the most important issue during the teaching-learning exchange (Webb 2009).
The teacher’s behavior with/at the student, but also in situations that the stu-
dent observes does not so much set patterns as it shows options, and at the
same time verifies them. A slightly different role is played here by processes in
which teacher and student experience together (e.g., a field trip, a game,
a break), and yet another by processes like the one presented in the case study,
in which groups meet on the ground where, although they still remain in their
roles, the structure of the situation is changed. There is no teacher-student-par-
ent relationship. Each group is a partner in the situation. An example is the pupil-
teacher match. Pupils are still pupils, teachers are still teachers, but on the play-
ground they are players, subject to the same rules, with the same rights and
obligations.
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One of the pillars of the activities of the presented process is the recognition
that the teacher’s task is to support the individual development of the student
by, among other things, complementing deficits or improving strengths.
(Pickett, 1986, p. 241) The phrase ‘supporting individual development’ was used
deliberately rather than ‘teaching’, where teaching is defined as purposeful
work with students in an organised form, e.g. a lesson, a lecture, a consultation,
an interest circle. We treat teaching as an important, but not the only and often
not the most important part of a teacher’s job.

The presented process of leading a school through a difficult situation was
possible thanks to openness and readiness of all parties. Each of the participants
at each stage had the opportunity to make decisions. These decisions were in-
fluenced by internal factors (emotions, beliefs, worldview, experiences, rela-
tionship history) and external factors (circumstances in which communication
took place, accompanying people, significant others who also participated in the
process).

Regardless of their starting position, participants had the opportunity to
confront their attitudes in overt communication and, as Stewart and Joines
(2016) hinted, invited more or less consciously moved to intimacy at the mo-
ment of switching, descending from their hunched positions into constructive
dialogue. It would be naive to think that the individuals in each group entered
the process without having already thought through, and probably discussed
many times, the topics that constituted the goals of the collaboration. They
therefore entered the process with a particular mindset and their own agenda.
Inviting them to work together, which would not be based on the presentation
of positions and positions, was the only chance to develop solutions that could
respond to such different expectations. Because everything points to the fact
that the nature of today’s school results in a difference in the interests of stu-
dents, teachers and parents. For dialogue and consensus to be possible, empa-
thy is needed, that is, the ability to see the needs of the other side. Effort is not
seen in the finished elegant laminated announcements. You can only see it in
open communication, from behind which a monolith does not look at us, but
a person in the full range of his or her doubts.

The process described above took place in a situation that was new to eve-
ryone involved. Usually, someone is an authority in a given field, has experiences
and insights to share. Meanwhile, no one had yet gone through the pandemic
and its associated online and hybrid learning. Schools have faced the unfamiliar
challenge of facing the consequences of such structured work. And when there
are no certainties, everything is an experiment and perhaps the most comforta-
ble thing to do would be to hole up in the state of the Child, take no responsibil-
ity for anything and just react. Meanwhile, the community of the John Paul Il
Self-Governing Primary School No. 6 in Wrzesnia not only dared to make the
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attempt, but also went through it with care and openness. We do not know how
the process will go on. Certainly the community has done much to take care of
its members.
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Skuteczna szkota w kryzysie COVID-19. Angazowanie spotecznosci
szkolnej w radzenie sobie z wyzwaniami szkolnymi w oparciu
o model Lewina i Fishera, w kategoriach analizy transakcyjne;j

Streszczenie

Niniejsza praca stanowi case study radzenia sobie z wyzwaniem zmiany w Samorzadowe;j
Szkole Podstawowej nr 6 im. Jana Pawta Il we Wrzesni od pazdziernika do grudnia 2021 r.

U podstaw opisywanej w case study pracy interwencyjnej lezat model wprowadzania zmiany
W organizacji, zaproponowany przez Kurta Lewina (Bhayangkara, 2020) oraz podejscie do indywi-
dualnego radzenia sobie ze zmiang Johna Fishera (Fisher, 2012). W niniejszym artykule przygla-
damy sie procesowi z punktu widzenia edukacyjnej analizy transakcyjne;j.

Celem procesu byto podniesienie poczucia bezpieczenstwa psychicznego i merytorycznego
spotecznosci klas VII i VIII w okresie od grudnia 2021 roku.

W procesie aktywnie wzieto udziat 630 oséb. Analiza oparta zostata o badania jakosciowe
w 5 grupach cztonkéw spotecznosci szkolnej: nauczyciele (N = 45), uczniowie (N = 300), rodzice
(N = 280), grupa psychologow i pedagogow (N = 3) oraz dyrekcja szkoty (N = 2). W ramach procesu
zastosowano: obserwacje, wywiady pogtebione, prace w grupach i dyskusje. Uczestnicy mieli row-
niez mozliwos¢ indywidualnej analizy wypracowanych w trakcie procesu wnioskow i propozycji.

W wyniku podjetych dziatarn zaproponowano kompleksowe rozwigzania i rekomendacje, ktére
aktualnie s komunikowane i wdrazane w spotecznosci klas VII i VIII, wérdéd ucznidéw, nauczycieli
i rodzicéw. W niniejszej pracy wskazujemy, ze (i z jakiego powodu) dla przeprowadzenia zmiany
w szkole konieczna jest rownolegta praca ze wszystkimi gtéwnymi grupami interesariuszy.

Stowa kluczowe: wprowadzanie zmiany, model Lewina, systemowe rozwigzania, szybki system
reagowania.
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Abstract

The paper presents selected results of the author’s research conducted at the Laboratory of
Experimental Research Biofeedback of Jan Dlugosz University in Czestochowa on the didactic ac-
tivity of students in technical education. The presented research results are a partial answer to
the questions posed in the theory of information technology education. The implementation of
online education at the time of the COVID-19 pandemic with the use of deterministic computer
simulations is a proposal to start a discussion on the importance of modern information transfer
techniques as a key element of student-teacher communication.

Keywords: educational theory, didactics, constructivism, electroencephalographic research, ETA.

Discussions pertaining to the effectiveness of online education in the current
pandemic situation limiting direct student-teacher interaction should focus on
the importance of information technology in interpersonal communication. In-
formation transfer with the help of available information technology constitutes
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the main source of communication and school functioning (teski, 2017). In the
light of formal limitations in teaching practice, the educational dimension of in-
formation technology in shaping human attitudes takes on a special meaning as
far as personal and intellectual development of young people is concerned
(Pankowska, 2012). The teacher as the Adult, presenting a fully-developed im-
age, equipped with knowledge and experience, was given a slightly different role
in the educational process. Their responsibility is not limited to emphasizing
their superior role, i.e. the authority of a professional, being a paragon of wis-
dom and professional experience. Their current fundamental role is their organ-
izational skills and the ability of selecting pragmatic syndication online. This is-
sue is particularly noticeable in creative polytechnic teaching. It should be re-
minded that a cognitive process in technical education is based on conveying
knowledge and skills in developing technical imagination. We are dealing here
not only with popularization of theory from a given field of knowledge, but pri-
marily with constructing new, creative images resulting from bonding elemen-
tary terms together. Thus, what we face here are elements of the constructivism
and collectivism theories, shaping the perception and attitudes of a young per-
son. The psychological concept of interpersonal relations created by Eric Berne
is based on the idea of distinguishing three coexisting interpersonal relations
taking the shape of the Adult, the Child and the Parent ego states. Each ego state
creates a different, uniform and sometimes opposite attitude. As far as educa-
tion is concerned, a human being is not its only significant element, but it is in-
formation technology taking over significant responsibility in the educational
process. It is a non-personal element of the educational system, artificial yet
playing an increasingly significant role in the effectiveness of teaching and edu-
cating. Although information technology tools are the effect of human labour,
more and more frequently they become a sophisticated, often learned pro-
gramme, practically displaying the features of “intelligent personality.” Of
course, regardless of its perfection, information technology will always be a sec-
ondary element working on the basis of some algorithm, yet, as a teaching ele-
ment, it is perceived as innovative and in the field of didactics more and more
importance is attributed to it. It is suggested that it is new media that should
cause the biggest revolution, also in the area of teaching methods. On the basis
of this technology’s development, often exceeding our imagination, neurodidac-
tics is mentioned more and more often. There is no scientific foundation cur-
rently to call this area of interest at least a scientific sub-discipline, yet experi-
ence of neuroscience is frequently used in pedagogy. This term is exceptionally
complex and can constitute an area of analysis for people who are more com-
petent to interpret it. A derivative term used in professional literature is educa-
tional neuroscience (Bowers, 2016). It assumes that neuroscience can signifi-
cantly contribute to the understanding of complex cognitive processes, based
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on other branches of science. It should be emphasized that neurodidactics is not
able to provide teachers with ready methodological solutions right now. How-
ever, professional literature contains information on current research concern-
ing human memory and cognitive processes (Addis, Barense, Duarte, 2015). On
the other hand, educationalists are mainly interested in information pertaining
to reliable assessment of didactic practice and instructions for didactic work in
the light of neuroscience (Chojak, 2019).

The teacher as a coordinator of the process is more and more often attributed
a secondary role. Interaction at the student-school level shall be based on an in-
termediary element, i.e. digitally conveyed content. Currently, the media shape
a young person’s attitude not only at the level of education but also their person-
ality development, giving it direction and instilling new values in their world. It
seems that the development of neurodidactics based on comprehending an indi-
vidual will soon have a far bigger influence than a schematic approach in educa-
tion even though it assumes this individual’s interpersonal skills. That is why,
worldwide media, and as far as polytechnic education is concerned, the emer-
gence of didactic programmes not limiting a young person’s ingenuity and sup-
porting their creativity, are the motivation to follow one’s dreams and excel at
anything one wants. Civilisation development is based on an innovative approach
in problem solving, hence it results in lack of barriers that have been considered
impossible to overcome so far. Is the Adult ego state approach the only indicator
of truth and the only, unquestionable way of development? Let us try to equip
a young person with various work tools offering them a possibility of self-devel-
opment and developing different attitudes, often contrary to well-established sci-
entific principles. Such an approach might highlight new values not known so far,
but often perceived as reprehensible and contrary to adopted standards. The hu-
man brain is still a body organ known a little. Although contemporary medicine and
psychology are learning more and more about it, it still amazes and surprises us.

This generally described area of our concern is the ground of research pertain-
ing to human cognitive processes resulting from artificially created workplace. Alt-
hough the analysed issues are limited to the content of didactic classes, they are
tackled with the help of offered deterministic simulation programmes and equip-
ment that observes human behaviour. Available technology lets us use electroen-
cephalographic tests in the research. Electroencephalographic tests (EEG) are be-
coming more and more popular in science, not only in medicine and medical ther-
apy. One technique within this method is QEEG technique, i.e. quantitative analy-
sis of data based on the so-called mapping of particular brain activity areas. Apart
from the fact that QEEG tests are nothing new, modern technology and potential
of computer equipment make it possible to analyse how the human brain works
more and more thoroughly. Certainly this method is not the best one among those
currently used, yet it has one main advantage, it is non-invasive. Its non-invasive-
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ness means that one can read the brain’s activity, of course with a certain meas-
urement error, in different situations of human activity without affecting a given
organ. Thus, the brain’s activity can be watched during one’s work on a computer.
We can observe both moments of excitement, mental activity and all the symp-
toms and states detrimental to mental creativity.

As it has been already mentioned in numerous publications, the current method
lets us follow and record particular brain waves with the measuring apparatus. This
research makes use of Mitsar 202 apparatus, which constitutes an element of
equipment in the aforementioned laboratory (Prauzner et al., 2013-20) (Fig. 1).

Fig. 1
Sample photograph taken during a QEEG test
Own sources.

To simplify, the test consists in reading signals coming from the external sur-
face of head skin. To do that, researchers use the so-called specialist caps with
installed sensors that read brain waves generated in the skull area. These are
very small electric impulses resulting from brain work in its different layers (i.e.
brain lobes). They are generated as a result of neuron activity in the brain, and
this activity stems from stimulation of the brain’s elements whose function is
responsible for various activity. Thanks to the very sensitive measuring appa-
ratus, they are strengthened to such an extent that they can be recorded in the
course of time. The analysis of professional literature and knowledge gathered
so far makes it possible to determine with high probability the brain’s activity,
and more precisely its selected areas. Registered signals are analysed by specialist
software and turned into an image, which is the so-called map of brain activity.
Figures 2, 3 and 4 demonstrate examples of wave reading and their occurrence.
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It is important to remember which frequencies are observed and most rele-
vant from the point of view of brain activity (Thompson, 2012). As for didactic
activity, we are interested in brain activity that shows its significant engagement
in intellectual activity. Thus, we shall focus on the so-called Beta waves with
a frequency range from 12 to 36 Hz. Initial research during a student’s work with
simulation software from the area of widely-understood technology showed
that a significant increase in the amplitude of these wave frequencies within the
range from 16 to 20 Hz could be noticed. These are the waves that accompany
people in moments of big concentration and focus, i.e. mental effort. Solving
technical problems with the help of simulation software is not easy as we deal
here with certain stages of work. The first stage is getting familiar with the soft-
ware and its options. It is undeniably difficult, especially for students who have
not had much contact with or working practice in this environment so far. In this
case, such elements of the algorithm itself and software structure were exam-
ined as iconography used in the programme, interpretation of technical vocab-
ulary in a foreign language, etc. There are many such elements and each of them
can be an example how such programmes should be designed and which ele-
ments should be avoided. It is about communicativeness in transferring infor-
mation between two parties, a student and a computer. The aforesaid waves
are accompanied with waves of a frequency within the range from 18 to 36 Hz,
the so-called Beta2 waves. Unfortunately, these waves occur during anxiety,
heightened emotional states which result from adrenalin occurrence. Of course,
we also notice other frequencies of various intensity, which is natural as they
are often a result of other body organs’ work. Comparing two working stages of
people at work, during increased mental effort and during a state of inactivity,
e.g. in the stand-by mode, we can notice that the characteristic of our brain’s
work changes. An identical state, though not researched yet, occurs in the area
of contact between two persons. Here we also deal with different emotional
states accompanying interpersonal, verbal, gesture communication, etc. Ac-
cording to ETA, emotional states of the Adult, Parent ego states are characteris-
tic and proportional to the dynamism of expressed feelings. The educational
process is not only a passive transfer of ideas, but, above all, their reception is
conditioned by the form in which they are communicated. Sounds and images
can be perceived positively by a given student, but sometimes they can be seen
as an element disturbing their cognitive process. The intensity of their occur-
rence should not be random, as following constructivism and connectivism, con-
cepts should complement each other and not occur randomly. Our brains seeks
connections between concepts, which might come from both acquired
knowledge and experienced knowledge (long-term memory), yet they should be
recalled at a specified moment and presented with great sensitivity. The brain
itself memorises only a few percent of signals that reach it, those that seem ir-
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relevant, or seem to have no significance at a given moment are immediately
deleted. The occurrence of particular concepts should not be incidental, and
that is the direction of the latest research in neurodidactics. EEG tests can be
a good example of such research. The development of neurodidactics, which is
currently perceived as an area not thoroughly examined yet and is not defined
by researchers even as a sub-branch of science, seems to be of a paramount
importance and potential. Once we get to know our brain well, when we learn
about our expectations and about our brain’s potential, we shall not only im-
prove but personalize teaching methodology. We shall implement a real process
of an individual approach to a given student, taking into account many factors
pertaining to their intellectual potential. Thus, it can be generally stated that the
complexity of communication in interpersonal relations and in a relation with
a digital machine is of a similar nature. Nowadays, in the area of didactics, ped-
agogy focuses mainly on behavioural studies, but it is more and more willing to
make use of the achievements of biology and psychology. The presented re-
search and observations are only a suggestion for further research in this area,
we should look for answers where there are reasons for scientific reasoning. EEG
tests are a good example. Although imperfect, the testing apparatus used there
provides us with observations that cannot be ignored from a scientific point of
view.
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Dydaktyczny wymiar badan elektroencefalograficznych w ujeciu
edukacyjnej analizy transakcyjne;j

Streszczenie

W artykule przedstawiono wybrane wyniki badan autorskich, jakie prowadzone sg w Laborato-
rium Badan Eksperymentalnych Biofeedback Uniwersytetu Humanistyczno-Przyrodniczego im.
Jana Dtugosza w Czestochowie dotyczgce aktywnosci dydaktycznej studentéw w ksztatceniu tech-
nicznym. Przedstawione wyniki badan sg czesciowa odpowiedzig na pytania stawiane w teorii edu-
kacji technologii informacyjnej. Realizacja ksztatcenia online, w dobie pandemii COVID-19, z wy-
korzystaniem deterministycznych symulacji komputerowych jest propozycjg rozpoczecia dyskusji
dotyczacej znaczenia nowoczesnych technik przekazu informacji jako kluczowego elementu ko-
munikacji na drodze uczen—nauczyciel.

Stowa kluczowe: edukacja, dydaktyka, konstruktywizm, badania elektroencefalograficzne, EAT.
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It might seem that it is difficult to find a more vague relation or a more con-
troversial parallel. On the one hand, the psychological concept grew out of the
psychotherapeutic theory and practice of transactional analysis (TA), and on the
other hand, pastoral care for the faithful springs from spirituality and method-
ology of pastoral theology. The controversial nature of this comparison shall
seem less so if in transactional analysis we find a range of uses going beyond
strictly psychotherapeutic objectives. Beginning with the area of facilitating or-
ganisational structures and interpersonal communication in human relations,
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via coaching, and finishing with the area of school education and family upbring-
ing. Transactional analysis, mainly focused on understanding interpersonal rela-
tions, offers assistance in all those areas where mutual relations dominate other
aspects of human activity. All the implementations of TA include also the area
of pastoral care. This issue, though discussed in western professional literature,
is almost completely absent or not well-known in our local circumstances.
Therefore, this article aims at making Polish readers more familiar with the
aforesaid topic.

Pastoral care and psychotherapy - difficult coexistence

Psychotherapy, and broadly speaking whole psychology, has been more
than once perceived by some representatives of the Church and Catholic pub-
lishers or writers as a serious threat. The popularity of psychology and its grow-
ing, justified or not completely justified, influence on our lives worries some col-
umnists. They write as follows:

It is obvious that psychology is becoming an area of science occupying a more and more
important place in our lives. Its narrow specialisations make society generally believe
that it is able to treat all issues, always finding the best solution for each of them”®
(Kopanska, 2007, pp. XV).

And further on:

However, becoming a fashionable branch of science, it attempts to exercise a growing
impact on our lives —and in that way to make us ignore our common sense and the fact
that we can deal with our problems independently. Frequently expressing authoritarian
views, it forgets that man is a being endowed with freedom by their Creator, and in this
freedom and feeling of responsibility they have to make their own choices. It has to be
accompanied with an ability of creative thinking and reflection (Koparska, 2007, pp. XV).

Both Polish and foreign professional literature discusses the difference be-
tween spirituality and something that constitutes a stricte psychological area.
The authors of these publications declare that psychology is slowly becoming
religion, and psychotherapists and psychologists play the role of “secular
priests” (Gérny, 2005, pp. 20-23). They do not appreciate help offered by psy-
chologists and therapists, treating it as a way of forming social awareness in ac-
cordance with their own ideas. They see the development of psychology and
psychotherapy as a reason for a decreasing influence of Christian ethics on west-
ern societies. The aforesaid authors think that some psychological concepts and
theories constitute a threat to faith and religion as they hide and propagate
magic or the occult.

*

All translations — E. Haberko.
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Examples of critical views on psychology and psychotherapy can be found in
numerous publications. One work devoted to the criticism of these areas that
“seduce” religion reads as follows:

Genuine Christianity does not go hand in hand with psychology. When one tries to com-
bine them, it most often leads to obscured message of Christianity, not to Christianiza-
tion of psychology. However, this process is subtle and rarely noticeable. They do not
realise they confuse two different things (Kilpatrick, pp. 20).

Is there anything to worry about? Are these doubts justified? This unease
can be found in some views and opinions of the very psychologists, but also in
views expressed by the so-called modern “enlightened elites” that perceive re-
ligion and Catholicism as a threat to their plans of social domination and manip-
ulation, where psychotherapy is, in their opinion, to replace religion. It is well
illustrated by a dialogue found in one of contemporary Polish novels:

“But why should we go back to these archaic beliefs,” Strus used a pause in Return’s
monologue when he was downing his beer, “to this Christianity which has to die out? If
psychotherapy lets us understand ourselves, i.e. free ourselves from our complex of
guilt, then why should we need religion... ”

“You’re wrong.” Return finished his beer and lit another cigarette. “Christianity is ar-
chaic in its present, Church state, yet even among its hierarchs we can find those who
understand the modern spirit. But St Paul is our contemporary Alain Badiou. You just
have to peel off this theological cover. We have to ... regain Christianity.”

“But what for? If we have psychotherapy...One has to help people, make their access
to psychologists easier...” (Wildstein, 2008, pp. 234-235).

Although the quote above taken from one author’s literary imagination
might seem unlikely, yet the remark on civilizational changes assures us that it
is not as unlikely as it might initially seem. To replace Christianity with psycho-
therapy! —that is what many might think. A dilemma that can be taken down to
a simplified alternative: “a priest or a psychotherapist?” is discussed by Tomasz
Teluk in his article published in the journal “Fronda” and he postulates a dia-
logue instead of a fight (T. Teluk). However, it can take place only in the atmos-
phere of mutual freedom and responsibility.

Barttomiej Dobroczynski and Magdalena E. A. Zielinska view this issue a bit
differently. Maybe because they are psychologists and their perception of the
issue in question is not free from subjectivism. Their answer to the question “Is
there too much or too little psychotherapy in our lives?” is straightforward. “Alt-
hough psychotherapy is a very popular and more and more often omnipresent
element of our lives, it is not true that there is too much of it” (Dobroczynski,
Zielinska, 2003, pp. 12). Seeing a possible coexistence of pastoral care and psy-
chotherapy, they refer to the views of a Protestant theologian, Paul Tillich, who
made a distinction between existential and pathological fear. Whereas the first
one can be overcome with the help of a priest by “courage to be,” the latter one
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requires specialist psychotherapeutic intervention. A priest can influence one’s
treatment, and a psychotherapist can be a priest. Yet:

...these roles should not be confused and professionals should not try to replace one
with the other. The aim of each of them is helping people to achieve self-affirmation, to
gain courage to be (Tillich, pp. 80).

However, nowadays, in everyday pastoral care we do not always find such
strongly polarized views. Research conducted on the attitudes of priests towards
different forms of psychological help shows their positive attitude towards sup-
port their received in their pastoral care from professional therapists.® At the
same time there is a noticeable need to broaden one’s knowledge in the area of
pastoral psychology. This last conviction might have constituted a foundation
for a project to prepare specialist textbooks on this topic, together with a clear
decision of Church governing bodies to include content related to psychology in
the programme of seminaries or theological studies (Makselson, 1995).

Yet, one should not forget about more or less hidden dislike of religion and
pastoral care on the side of psychologists and psychotherapists. The origins of
this attitude can be already found at the very beginning when psychotherapy
was developed as a form of psychological help. They can be discerned in the
views of Sigmund Freud who thought that religious doctrines might contribute
to one’s neurosis and delusions as a reaction to human helplessness in many life
situations. It was to be an indication of infantilism manifesting itself in longing
for a powerful father figure, namely God, offering us protection and the sense
of security. He convinced his readers that churches and various religious com-
munities institutionally meet this type of unsatisfied needs. These views were
shared by a considerable number of psychoanalysts, and even today they are
not rare among modern psychotherapists. However, some therapists (e.g. Erich
Fromm, Erik Erikson or Hans Loewald and others) started to dissociate them-
selves from these views. More or less mid eighties of the last century, like David
M. Black writes, mark a new psychoanalytical outlook on religion, which since
then has been understood as a normal, developmental and mentally positive
phenomenon (Black, 2009, pp. 62-68). What is more, some representatives of
other psychotherapeutic schools and trends share the same point of view.
A good example can be a trend described as existential psychotherapy, which
was defined by one of its leading representatives, Irvin D. Yalom, in his lecture
“Religion and psychiatry” as “...a dynamic therapeutic approach focused on wor-
ries about existence” (Yalom, 2009, pp. 19). A relation between existential psy-

1 P.Suszek (2009). Postawy ksiezy katolickich wobec pomocy psychologicznej (na przyktadzie die-
cezji sosnowieckiej). Czestochowa: Wydziat Pedagogiczny Akademii im. J. Dtugosza w Czesto-
chowie. (unpublished M.A. thesis prepared under the supervision of doctorus habilitatus
). Jagieta, AID prof.).
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chology focused on four ultimate worries (death, isolation, freedom and sense
of life) and religious comfort is complicated and filled with tension. However,
the author admits that both of them legitimately aim at soothing existential fear,
even though they follow different paths. They also both concentrate on the is-
sue of relations.
Religion provides various forms of very strong relations. A religious person is offered
comfort coming from humane, always watching Godly-being, who is not only aware of

man’s existence, but also promises them the final union with their perished dearest, with
God almighty, with universal life force (Yalom, 2009, pp. 38).

I.D. Yalom shows such an approach to religion although he admits that
“I have never been burdened with instilled faith” (Yalom, 2009, pp. 11). Among
worries listed by him, there is one pertaining to feeling the sense of life, and it
is a key issue for a leading existential psychotherapist, Viktor E. Frankl. His expe-
rience of being a Nazi concentration camp prisoner convinced him that seeking
and feeling the sense of life constitutes the fundamental motivation in human
life. The awareness of losing this key motivation leads to mental disorders, and
in extreme cases, like it happened in concentration camps, to death, as only
those who were convinced that they had a task to complete in the future and
could see sense in their suffering had a chance to survive (Frankl, 2009). This last
conviction was thoroughly described in Homo patiens (Suffering man), where an
issue of faith in God occurs as a crucial factor giving sense to the drama of human
existence and destiny (Frankl, 1984).

When our patient can look for consolation in their faith — writes V.E. Frankl — there are

no contraindications to use their religion for therapeutic purposes, drawing at the same
time from their spiritual resources (Frankl, 2009, pp. 177).

The research proves that the psychological concept of logotherapy, as that
is how Frankl called his therapeutic system, is effective and can be useful in pas-
toral care and in educational activities. With its spiritual dimension, it signifi-
cantly enriches former methods of psychological help in pastoral practice. It is
reflected in one interesting PhD thesis regarding pastoral counselling (Tylutki,
2015). Pastoral counselling should not be directly associated with psychological
counselling or psychotherapy, though it uses their methods and techniques,
which can be described as being close to therapy. In pastoral counselling a priest
tries to help a person in need by deepening their faith, he suggests solving life
problems following evangelical rules (Vaughan, 1987, pp. 40-41). The funda-
mental task of counselling is helping a person to keep the faith despite suffering,
to strengthen their trust in solving their problems with the help of faith
(Vaughan, 1999, pp. 20-21). What is more, pastoral counselling does not use
any pharmaceuticals, but techniques based on communication, which can have
an interesting context in the aspect of transactional analysis.
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Modern therapeutic practice includes a conviction about ideological neutral-
ity of each psychotherapist who should not by their judgement and pressure
influence their patient’s attitude towards religion. This aspect is regulated by
many ethical codes of particular psychotherapeutic associations.? Yet, psycho-
therapists’ neutrality in this aspect raises doubts of some authors, who are con-
vinced that psychotherapy as a method of helping another human being in their
existential dilemmas cannot be performed in isolation from their world view,
which, on the other hand, might be destructive and dangerous (Wtodawiec,
2013). Further on, one has to acknowledge the therapist’s right to probe into
their client’s sphere of beliefs, pulling out and defining this area where certain
mental disorders might develop and thrive. On the other hand, interference into
the area of one’s world view which has no relation to one’s mental health would
be reprehensible and unauthorized. It is also suggested that a given psychother-
apist should reveal (e.g. within the framework of a therapeutic contract) their
system of values so that their client is aware which specialist they have chosen
(Witkowski, 2013). It seems that Eric Berne (1910-1970) followed the same con-
viction while developing his therapeutic system. And although he was not liter-
ally occupied with aspects of faith and religion, this topic became the subject of
interest of later transactional analysts.

Theological Adult — dispute about principles

One of such questions was touched upon by Thomas Harris in a chapter de-
voted to values, in his book I’m OK — You’re OK (Harris, 1987, pp. 241-274). In
the majority of this very interesting chapter one can find issues related to expe-
riencing faith and morality accompanied with conclusions for therapeutic prac-
tice. The author claims that one of the tasks of the “liberated” Adult? is taking
over the Parent’s data that they want to accept and simultaneously rejecting
everything which is not worth any approval. This kind of choice is the way to
complete adulthood. From my own therapeutic experience, | can say with
a deep conviction that it is an important element of the therapy process.

Another opinion that later on became the subject of polemics is worth quot-
ing in full.

Thus, moral values initially occur in the Parent ego state. The words “must” and “should”

are considered typical of the Parent. The main question that
| pose in this chapter is: Can the words “must’” and

2 (Cf. a set of ethical and professional codes for psychologists and psychotherapists — bibliog-
raphy.

3 It can be assumed that by the “liberated” Adult T.A. Harris understood the state of integrated
and decontaminated Adult.
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“should” be the words of the Adult? (Harris, 1987, pp. 245—
246).

As a consequence, the aforesaid paragraph comes down to the conviction
that our moral choices and act of faith should not only be the result of uncon-
scious introjectors contained in the Parent (tradition, ritual, culture, socialisa-
tion, upbringing, etc.), but our conscious decision of mature religiousness. They
should derive from our knowledge, own experience and search for truth. Dog-
mas might limit our conscious choice as we accept something without studying
and verifying it, something which is one of the main functions of the Adult in
personality structure.

Religion of the Adult is different from religion of the Child — Harris continues. — While

the Child says “l regret ... | AM NOT OK... please, forgive me...isn’t is awful...,” the Adult

can critically assess where change is possible and executeit. Religion with-
out changing oneself is a game (Harris, 1987, pp. 258).

In this decision, which is a condition of spiritual change, we acknowledge our
importance and importance of other people. In transactional analysis, we mark
it with an existential approach described as “I am OK. — You are OK.” (in short
we use the term Okness or a set of signs +,+). Only this perspective offers a pos-
sibility if interreligiuos understanding, as different cultures have different refer-
ences to religion and human values, which is mainly passed on by and contained
in the Parent who cannot be solely relied on in this case. Due to the presence of
evil, which is a real thing, the aforesaid transactional position might become only
an “unrealizable dream,” but it can also be a message worth striving for. It is the
only one that justifies following the commandment “Thou shalt not kill.” With-
out it, in Harris’s opinion, it would be impossible to declare that Albert Schweit-
zer was a better man than Adolf Hitler. Referring to Paul Tillich, the author ar-
gues: “Before a sin becomes a deed, at the beginning it is a certain attitude.”
Accepting the Okness life position is therefore the Adult’s act and an expression
of mature faith. Religious experience should be above all the domain of the
Adult who seeks truth as a set of data that was studied, verified and turned out
to be subjectively true, and of our state of the Natural Child experiencing inti-
macy and trust. An act of God’s grace is a feeling that we are accepted by God.

Thomas Harris’s views met with a sharp polemics by Frank R. Morris, where
he named them the “Theological Adult.” At the same time, he revealed differ-
ences in his views: “My observation is that a moral imperative that reads “must”
and “should” are the Parent’s words (Morris, 1972, pp. 92). So, they belong to
the Parent, not the Adult. He gives an example of a preacher who lectures the
faithful adopting the Parent and not the Adult ego state. This polemics was
joined by Kenneth N. Edelman, whose view in that matter was intermediary and
in a sense conciliatory, assuming that religiousness should find its manifestation
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in all ego states: these of the Parent, Adult and Child. Let us quote what he had
to say about it.

Morris quotes a preacher on the pulpit as an argument showing that theology is parent-
like. The preacher that does not utter anything else on his pulpit but words of criticism
from the position of the Parent shall have his church empty. On the other hand, the
preacher that undertakes the role of the protective Parent only shall be immediately
surrounded by a crowd of childish faithful who will wait for their big daddy to do all the
work for them within the framework of the Church. Talented preachers give up parent-
like preaching in favour of fulfilling their function in all three ego states. Most of their
sermons are delivered from the position of the Adult, that is why they are less “deliv-
ered” and are more like a conversation with the faithful who can laugh, cry and appreci-
ate them (Edelman, 1973, pp. 50-51).

The author also mentions another issue. He thinks that a real question in the
title of F.R. Morris’s article on the Theological Adult does not refer exclusively to
the faithful but primarily to theologians. They also should approach their duties
analysing them from the position of three transactional ego states.

In my view, this dispute from many years ago was worth mentioning. The
polemics which has died away seems to concern fundamental issues. Answering
the question whether one can be a believer in an “adult” way. Or maybe reli-
giousness is merely the manifestation of “childhood” or “parenthood”?

The dispute was controversial and at the same time of a substantial nature,
which can beillustrated by the fact that shortly afterwards Thomas A. Harris quit
the International Transactional Analysis Association and withdrew all his articles
from the archives of Transactional Analysis Journal.

Religious and pastoral issues which surfaced at the beginning of transac-
tional analysis development and have accompanied it all the time were not the
only aspects that can be found in publications devoted to this concept.

Spirituality and pastoral care — transactional analysis perspective

More or less a decade after the aforesaid disputes about the Theological
Adult, a series of articles dealing with spirituality was published. Following New
Age trends, a change in the transactional analysis paradigm was announced as
apparently it did not meet contemporary expectations. Muriel James suggests
isolating the “inner core” serving as a vehicle for omnipresent and spiritual I, and
she postulates to include it in the concept of TA (James, 1981, pp. 54-65). She
claims that such a construct illustrating human spirit is of a universal nature and
it can be used to synthesise eastern and western religious beliefs. Another arti-
cle on the same topic shows the possibility of using genograms in order to pre-
sent how spirituality in families is conveyed from generation to generation and
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to observe how these graphs show choices of spiritual beliefs of given family
members (Massey, Dunn, 1999, 115-129).

Two sacerdotal and probably also related Catholic authors engaged in pas-
toral care in India, a Jesuit George Kandathil SJ and a nun Candida Kandathil no-
ticed that spirituality is related to the concept of autonomy, very important in
TA. Since the times of Eric Berne, the understanding of the concept of autonomy
has been focused on three related components, namely consciousness, sponta-
neity and intimacy. The authors attribute a special meaning to the latter ingre-
dient, at the same time concluding that if a human being experiences both au-
tonomy and intimacy present in them, then they sort of open the “door” to spir-
ituality. Such a person overcomes themselves and rises to a new level of spiritual
experience, which springs from love (Kandathil, Kandathil, 1997, pp. 24-29). Let
us add in this place that autonomy is also a factor substantially contributing to
human quality of life, which undoubtedly is related to a spiritual dimension of
human existence (Jagieta, 2015, pp. 15-25).

Rebecca L. Trauimann refers directly to this article, looking for relations be-
tween spirituality and transactional psychotherapy (Trauimann, 2003, 32—-36).
Spirituality — like in the works by George and Candida Kandathil —is a process in
which people overcome themselves. For the faithful it is a direct relation with
God, for religiously indifferent cultivated men it constitutes a transcendental ex-
perience of relation with another human being. For other people it will be an
experience of harmony or unity with the universe or nature, in any way they
understand such a connection. It leads us to the realm, where we can experience
unity with something above us and we can find the biggest peace in this unity.
The author’s experience shows that patients themselves somehow introduce
a spiritual dimension to their therapy, which enriched their experience of par-
ticipating in that process. The aim of each psychotherapy is to expand aware-
ness, develop one’s mindfulness and to integrate the feeling of “spiritual ego”
with the whole human being. The author gives an example of her client who, at
the end of a several-year therapy, thought about how he experienced peace and
joy in his life. And he concluded that it was reflected in being close to nature and
family life, and after a moment of silence reigning in the surgery he said he “felt
almost spiritual”. It is the best recommendation of relations that unite psycho-
therapy and spirituality and that are so difficult to describe with words only.

Reviewing publications devoted to spiritual aspects present in transactional
analysis, one has to mention an article by Peter Milnes, which to my mind pre-
sents the most mature and well thought-over approach to the issue (Milnes,
2017, pp. 203-217). It is not possible to discuss here the whole concept pre-
sented in the text entitled “The Pilgrim Model: Using Transactional Analysis to
Explore the Spiritual Pathway Toward Meaning and Knowing”. Let us only say
that the author, citing among all the aforementioned articles, remarks that alt-
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hough there are attempts to reconcile TA with religion, we still lack a user-
friendly model that might be used by all psychotherapists, regardless of their
own religiousness. The solution that Milnes calls “The Pilgrim Model” draws
from the ancient concept of logoi (knowledge coming from logic and science)
and mythoi (knowledge coming from religion and tradition) as a way of under-
standing the religious and secular way of thinking. This pattern based on the
classic structural and functional model of transactional analysis can be used in
therapeutic work with people of all denominations and constitutes a foundation
for further development of religious or spiritual transactional analysis. It can
build a dialogue between a therapist and their client in the spiritual journey and
comprehending two different, though not excluding themselves, pathways to-
wards knowing. Concluding his thorough article, he claims that:

In other words, the Pilgrim Model is a tool helping practising therapists to discuss reli-
gious and spiritual matters in their work with clients, although it can also constitute
a superior framework which makes us develop further dialogue, think and study this
combination of religion and transactional analysis (Milnes, 2017, pp. 215).

Let us notice that in one of concise German dictionaries of transactional
analysis, there is a long entry “Pastoral care and transactional analysis” written
by Helmut L. Harsch (Harsch, 2002, pp. 264-268). In the introduction, the author
reminds us that pastoral care constitutes one of fundamental missions of the
Church to help particular persons and groups get closer to God, who revealed
himself to the faithful in Jesus Christ. It happens though in constant tension be-
tween the traditional message of Christian faith and human perception nowa-
days. Therefore, each generation has to formulate its own understanding of
faith with the help of pastoral care. It is shown in a slightly different approach
to this issue in Catholic theology and Protestantism which he finds a bit more
familiar and which offers a place for justifying the sinner by God and for “mutual
consolation of brothers” in the common priesthood of the faithful. This paved
the way for including psychological and sociological findings into pastoral doc-
trine and practice.

Since the post-war period, there has been a need among the faithful of the
Protestant Church for counselling performed by pastors in the area of marriage,
family and upbringing difficulties. Frequently these problems were solved with
the help of clinics located next to church buildings or telephone helpline ser-
vices. However, since the seventies of the twentieth century pastors have been
fully aware of the fact that they lack qualifications to provide professional help.
Hence in numerous western pastoral institutions transactional analysis was in-
cluded in the framework of psychological education of this group of clergymen.

Helmut L. Harsh emphasises that it was crucial to share an example of one
pastor who claimed that his TA training gave him bigger self-awareness and abil-
ity to identify his ego states, especially in difficult situations limiting his auton-
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omy. Adopting the Okness transactional position is also important. Each pastor
should be able to protect himself and others against undertaking transactional
games and other forms of manipulation, be aware of psychological conditions
of choosing his priestly vocation or boundaries of his engagement in his charges’
matters. He also remarks that a pastor so to speak serves the faithful all day
long. Playing different roles, he should know which transactional forms of time
structuring he uses. However, during intense moments of his meetings with the
faithful he should avoid TA jargon which does not always suit such situations. As
a “theological expert”, he should be able to present current events (e.g. 11 Sep-
tember 2001 in New York) to the faithful in the eschatological dimension. Trans-
actional analysis can also help a given priest prepare sermons and go through
special events important for his parishioners, such as christening, wedding, fu-
neral ceremonies and psychological moments of life crises. Acting as chaplains
(e.g. in hospitals, psychiatric clinics, nursing homes, prisons, etc.), thanks to their
knowledge of transactional analysis, they can become full members of thera-
peutic teams. The author finishes his discussion by emphasising an obvious need
to train theologians in the area of transactional analysis, which “should become
a strengthening experience” both to them and to other people they meet in
their pastoral activity.

It was mentioned at the beginning of this article that spiritual and religious
topics had been present since the very beginnings of the transactional analysis
development. Although it is not the main area of transactional analysis interests,
it is still present in many contexts even today. An article (of 2019) by two well-
known authors can be a good example. In one of their recent texts, they share
their own experience of developing closeness in faith, which was possible thanks
to online contact (Newton, Pratt, 2019, pp. 88—101). Living far away from each
other, on two different continents (Trudi Newton — England, Karen Pratt — South
Africa), engaged in the activity of their local churches, by using TA as a point of
reference, linguistic pradigm and a set of metaphors, they found common
ground for deep, spiritual connection and mutual understanding.

Giles Barrow is probably known to everyone who is competent and familiar
with transactional analysis. Especially when it comes to educational
transactional analysis, i.e. his area of using TA, which refers to the area of
teaching, education and upbringing. In one of his articles devoted to pastoral
care and education, Barrow demonstrates possibilities offered by transactional
analysis to develop optimal relations between a teacher and a priest in the
classroom and beyond it (Barrow, 2007, pp. 21-25). He illustrates it with cases
that could be noticed in one junior secondary school in the western part of Lon-
don, where healthy interpersonal relations were to be promoted both in class-
rooms and the teachers room. Although these examples refer to western expe-
rience, they make one reflect on the use of similar solutions in Poland.
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Pastoral care and transactional analysis in Poland

Thus, it is worth mentioning how transactional analysis is propagated as an
important tool that can be used in pastoral care and pastoral activity in Poland.
In this context, one has to mention rev. Antoni Tomkiewicz, PhD from the Cath-
olic University of Lublin. This priest substantially contributed to the populariza-
tion of TA in our country. He was an organizer and co-founder of the Institute of
Family Studies within the framework of the Department of Theology at the CUL,
where for many years he occupied the post of the head of this entity. He also
used to be the head deputy of the Polish Association of Transactional Analysis
in Lublin. Among numerous publications by rev. A. Tomkiewicz, there are many
that present results of the research devoted to various aspects of family and
religious life from the perspective of transactional analysis. Let us mention only
some of them.

His studies concentrated on showing the relation between acceptance per-
ceived by teenagers, understood as transactional support from the side of their
parents, and their emerging religious attitudes (Tomkiewicz, 1999a, pp. 149—
172). The results of the analysis proved that in families where teenagers often
received positive and rarely negative signs of support from both parents, their
attitude towards God was reflected in their willingness to follow Christ. The
teenagers in that group were characterized by acceptance of religious beliefs,
acknowledgement of God'’s existence and seeing in God someone offering the
sense of security, providing help and giving sense and value to one’s life. Open-
ness to God was accompanied with openness to another person. There was an
opposite relationship in case of negative support from teenagers’ parents. One
can notice rebellion against God, doubt in his justice and lack of need of his pres-
ence in their life, where religious values were put on the margin. The author
concluded his article claiming that the research results confirm the common
feeling that this crisis of faith can be analysed in the light of a crisis experienced
by a modern family.

Other studies conducted by Tomkiewicz regarding family issues concerned
the importance of transactional structuring of time in developing marital bonds
(Tomkiewicz, 2007, pp. 139-151). The conclusions deriving from this research
make us remark that there is a noticeable relationship between the extent to
which one feels the bond and particular and selected forms of time structuring
in TA. The author claims that people with a strong feeling of their marital bond
more often structuralise their time via intimacy, leisure activities and rituals than
people whose marital bond is weaker. On the other hand, the latter ones more
frequently use withdrawal than people benefiting from a strong marital bond.
Antoni Tomkiewicz writes further on:
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Activity in both groups is of a great importance due to the engagement of the Adult ego
state, whose rational and matter-of-fact behaviour strengthens the feelings of the Child
ego state. The attitude of the Parent ego state contributes to maintaining and strength-
ening one’s marital bond (Tomkiewicz, 2007, pp. 150).

Similar research topics can be seen in an article by Antoni Tomkiewicz pub-
lished in a foreign journal devoted entirely to transactional analysis. The author
analyses the issues of self-acceptance and care that occur in marriages, regard-
ing them as an important factor of bond development (Tomkiewicz, Pawtowska,
1999b, pp. 72—-81). On the other hand, such self-acceptance is missing in the
research on the unemployed. Significant relations were found between the level
of self-acceptance of the unemployed and their personality structure. They
showed that self-acceptance of the unemployed, both men and women, de-
pends on their ability to solve problems rationally, to deal with stress, to be re-
sponsible, autonomous and caring (Tomkiewicz, 2006, pp. 177-178).

It should also be added that rev. A. Tomkiewicz was also the author of train-
ing materials for priests implementing transactional analysis in their pastoral ac-
tivity. The materials were entitled “How to lead a pastoral conversation?”
(Tomkiewicz, 2003). The same author translated an important book on this con-
cept (Rogoll, 2013). The author’s contribution both by his publications and pop-
ularizing and training activity in the pastoral environment cannot be overesti-
mated, especially that he dealt with topics that had been unknown in Poland
before.

Conclusions

Focusing on the relation that might occur between pastoral activity and one
of psychotherapeutic concepts, one should hope that however difficult and in-
subordinate this coexistence of both areas has been so far, they shall find a com-
fortable area of coexistence and cooperation in the future. It shall be beneficial
both to transactional analysis itself as it shall be able to understand phenomena
that it has not paid enough attention to so far, and to priests for whom TA might
become a useful tool in building optimal relations with their faithful.

Many issues that have not been discussed in this article wait to be studied
and reflected on in the light of Catholic pastoral theology. Let us list one of them,
which is somehow linked with the concept of the “Theological Adult” but has a
different dimension and sense. The concept of spiritual leadership developed by
St. Ignatius of Loyola involves an important category of insight.* This spiritual
insight comprises many elements that can be easily attributed to the Adult ego

4 Co to jest rozeznanie duchowe ? http://www.ozarow.cpps.pl/dokumenty/prezentacje/roze-
znawanie-duchowe__druk.pdf (access: 10.04. 2020 r.)



a0 Jarostaw JAGIELA

state in transactional analysis. Beginning with the very approach facilitating such
an insight, e.g. the necessity of intellectual, emotional and spiritual m a -
turity, awareness of one’s own feelings, motivation referring
tolifechoices,self-acceptance and cooperationof mind and
h e art, etc. Particular stages of insight involve: collecting information, analys-
ing inner commotion accompanying prayer, taking clear, straight decisions and
checking and confirming the choices made. All that comes downto know -
ing, judging and acting. Therefore, spiritual insight is not only a
purely cognitive speculation, but in consequence it is to lead to taking particular
decisions, both regarding oneself, other people and the surrounding world. Let
us hope that the presented issue, and especially a special role of the so-called
Integrated Adult in the structure of transactionally comprehended personality
shall be of interest both to theologians and priests, and to theorists and practi-
tioners of transactional analysis.
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Duchowos¢ — duszpasterstwo — analiza transakcyjna. Obecnos¢
problematyki duszpasterskiej w jednej z koncepc;ji
psychoterapeutycznych

Streszczenie

Artykut podejmuje kwestie relacji, jakie zachodza miedzy psychoterapia, jako formg pomocy
psychologicznej, a wiarg, religia i duszpasterstwem. W analizie transakcyjnej, niemal od poczatku
istnienia tej koncepcji, kwestia ta jest obecna w réznych kontekstach i podejmowana przez réz-
nych autoréw. W Polsce zagadnienie zastosowania analizy transakcyjnej w duszpasterstwie od lat
podejmuje ks. dr Antoni Tomkiewicz z Katolickiego Uniwersytetu Lubelskiego. Mozna mie¢ na-
dzieje, ze zasygnalizowana w artykule problematyka zainteresuje w wiekszym niz dotgd stopniu
zarowno teoretykow, jak i praktykdéw analizy transakcyjnej, a takze teologéw i duszpasterzy.

Stowa kluczowe: analiza transakcyjna, duchowos¢, duszpasterstwo, psychoterapia.
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Abstract

In this paper we look at processes occurring among teachers during annual development pro-
grammes, juxtaposing observations of behaviour in the context of Kolb’s cycle with selected ele-
ments of transactional analysis.

The purpose of this paper is to provide a preliminary analysis of phenomena, as described by
Transactional Analysis (AT) (Jagieta, 2015, Motyl, 2019), that may occur in the first two phases of
Kolb’s cycle. The premise of the work is that the teacher’s development priority is the ability to
self-observe and build awareness of one’s own decisions, behaviors, and motivations (Juszczyk,
2013, Szymanska, 2016). The development programs from which the observations described in
the article were taken, were attended by 120 people, belonging to 6 workshop groups. Each group
consisted of 12 to 20 teachers of various subjects in grades 4-8 and elementary school principals
from all over Poland. The groups implemented, preceded by an extensive needs analysis, the de-
velopment programs Sense and Method and Join the Dots over the years 2017-2021. Each pro-
gram had a developmental goal, was not planned and implemented as a research program. Ob-
servation records and internal recordings were analyzed for the purpose of this study. However,
the organic nature of the classes (natural conditions, natural need and motivation of the teams,
awareness of the lack of evaluation) allowed us to look at the observed phenomena and design
future research based on them.

Keywords: transactional analysis in school, games in adult learning, Kolb’s cycle, adult learning.
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— Are we never going to change? We keep doing these games and we keep making the
same mistakes. Is it changing?

— | have it different. | have some lessons learned from last time and now | have acted
differently.

(from a conversation with participants of one of the Connect the Dots workshops)

Introduction

A school is a specific environment that has several characteristics that dis-
tinguish it from other environments:

— itis an environment that has a specific goal — the development of students,
implemented by or with the participation of adults, teachers,

— the core of the school community consists of students, teachers, and par-
ents,

— students, as the defining entities of the school phenomenon, participate in
formal and informal developmental processes.

This paper is based on the experience of working with teachers and does not
deal directly with work with students and parents, although the effects of the
processes described include all three groups. The authors have not found similar
suggestions in the literature for reference. Although the literature proposes an
extensive number of items, concerning the implementation of the project
method (Btemirova et al., 2020; Kilpatrick, 1918; Knoll and Dewey, 2012; Ko-
lodziejski and Przybysz-Zaremba, 2017; Kobernyk, 2022; Mitchell et al., 2020,
Murdiati et al., 2021; Parisoto et al., 2021), no less the authors of the article
propose an original authorial approach (Jézefowicz and Buchner, 2022) and in
this text do not directly refer to the project method itself.

Within the framework of the Sense and Method and Joines the Dots
(www.polaczkropki.com.pl) Programs, implemented since 2017 in selected
Montessori schools throughout Poland, the participants — elementary school
teachers — took part in comprehensive workshops, implementing and develop-
ing competencies of working with the project method. One of the important
methodological assumptions of both Programs was the work in Kolb’s cycle,
which —in the first stage of the process —was implemented on the basis of work-
shop games. For the purpose of this article, and in order to distinguish them
from games in the AT approach, it will be referred to as an activity. In further
stages, the programs were no longer based on workshop experiences, but on
real work of participants in their own groups and in cooperation with children
and parents. In this paper we describe 2 stages of Kolb’s cycle — the experience
stage and the reflection stage, which took place in the workshop room, with the
direct participation of the authors, which makes it possible to describe the ob-
servations.



Kolb’s cycle in teacher’s group work... 95

Theoretical assumptions

Games in transactional analysis

Transactional analysis is increasingly making its presence felt in education.
Hough (1971) stated that “the role of the school in the process of shaping one’s
script and position in life cannot be overestimated” (p. 38). The role of the
teacher is also gaining importance and has begun to receive more attention, as
confirmed by Frazier (1971): “Before the learning process can take place, teach-
ers can become aware of the major elements of a student’s life. Teachers can
develop skills to help the student untangle intersecting transactions, understand
secret messages, and make new constructive decisions” (p. 17-18). He also
noted that “TA, in teaching, recreation, and discipline, becomes effective when
it is connected to these other variables in the present moment, in the here and
now” (p. 20). For Stewart and Joines, a teacher’s work is primarily concerned
with the social level, not the psychological level, so it relates to an overt rather
than a covert agenda (Stewart and Joines, 2016, p. 279).

There is a kind of interference in communication between people due to
differences, between the uncovered and hidden agenda, unconscious rather
than conscious. Stewart and Joines (2016, p. 318) outline the general character-
istics of these actions, referred to here as games.

Play is a process in which we do something because of ulterior motives that:

— are beyond the Adult’s awareness;

— do not become clear until the participants in the game change their behavior;

— cause everyone to feel confused, misunderstood, and tend to blame the other per-
son. (Stewart, Joines, 2016, p. 331)

Games in the training room usually (though not always) occur at the first
level specified by the authors, and only this level is addressed in this paper.

According to Berne (1966), each game follows the G Formula, i.e., a se-
qguence of 6 points:

trick > weak point > reaction > switch > consternation > payoff

trick —initiation of the game — revealed agenda unconsciously different from
non-verbal concealed one

weak point — the weak point of the person to whom the foray is applied, and
which makes it possible to “fall for” the bait, here e.g. from the level of the
I-Parent: “You have to help if someone asks for help”.

reaction —response, which is usually the sum of transactions

switch — a switch, usually associated with a feeling of surprise

consternation — the consternation that results from this surprise

payoff — the payoff, i.e. the alternate feelings with which the parties end up
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Each game can also be analyzed using the dramatic triangle proposed by Ste-
ven Karpman (Stewart and Joines, 2016, p. 323), suggesting that in games indi-
viduals take on one of 3 scripted roles: the Persecutor, the Victim, and the Res-
cuer. Both the Persecutor and the Rescuer place themselves above others; they
are OK, others are NOT OK, with the Persecutor demeaning and viewing others
as inferior to themselves, and the Rescuer as insufficient and in need of his (be-
ing OK) rescue. The victim, on the other hand, puts herself in the NOT OK posi-
tion, looking for either the Persecutor to humiliate her, confirming her percep-
tion of herself as worthless and deserving of persecution, or the Rescuer to show
her again how badly she can’t handle herself.

Each role is compensatory in nature and is a reaction to what the person has
experienced in the past rather than what is happening here and now. Typically,
a person starting a game from one position of the triangle switches to another
at the switch stage — the Formula G switch.

Games can be disarmed at different stages. Stewart and Joines distinguish
several ways of dealing with games (p. 345): catching the game at the fortuitous
stage, confronting nonrecognitions in games, not accepting negative payoffs,
moving to intimacy at the moment of switching, and replacing recognition signs
coming from games. However, as the authors point out if a person is playing his
or her favorite game, he or she can interpret any response, even one that is an
element outside the game, in a way that allows the game to continue so that
the expected payoff is received at the end.

Kolb’s cycle

David A. Kolb’s (1984) most popular model of adult learning is a multidimen-
sional developmental model based on experiential learning. Its foundation is
based on the work of many researchers, viz: John Dewey (1925, 1938), Kurt
Lewin (1939, 1951), Jean Piaget (1970), Lev Vygotsky (1978), Carl Jung (1933),
Carl Rogers (1059, 1964, 1968), and Mary Parker Follett (1924). The theory of
experience as a source of learning and development (Kolb, 1975, 1976, 1984), is
built on six foundations that are shared by these scholars.

1. Learningisunderstood as a process, not as an outcome. It does not end with
an outcome, nor is it always confirmed by results. Rather, it takes place in
the course of interrelated experiences during which knowledge is modified
and reshaped. To improve learning, the primary focus should be on engaging
learners in the process that best supports their learning. This process in-
cludes feedback on the effectiveness of their efforts in acquiring knowledge
and skills.

2. All learning is re-learning. Learning facilitates a process that brings out
learners’ beliefs and ideas about a topic so that they can be explored, tested,
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and integrated with new, more sophisticated ideas. This is known as con-
structivism (Piaget). Individuals construct their knowledge of the world from
experience and learn from experiences that lead them to realize how new
information conflicts with their prior experiences and beliefs.

Learning requires resolving conflicts between opposing ways of adapting to
the world. Conflict, differences, and disagreement are what drive the learn-
ing process. These tensions are resolved between opposing ways of reflect-
ing and acting and feeling and thinking.

Learning is a holistic process of adapting to the world. Learning is not just
the result of cognition, but involves the integrated functioning of the whole
person - thinking, feeling, perceiving, and behaving. It includes other special-
ized models of adaptation from the scientific method to problem solving,
decision making, and creativity.

Learning results from synergistic transactions between the person and the
environment. It occurs by balancing the processes of assimilating new expe-
riences to existing concepts and adapting existing concepts to new experi-
ences. Learning is influenced by the characteristics of the learner and the
learning space (Lewin, 1951).

Learning is a process of knowledge creation. Knowledge is seen as a trans-
action between two forms of knowledge: social knowledge, which is co-con-
structed in a socio-historical context, and personal knowledge, the subjec-
tive experience of the learner. This conceptualization of knowledge stands
in opposition to the traditional model of education in which pre-existing,
fixed ideas are transmitted to the learner. Meanwhile, social knowledge is
created and reproduced in the learner’s personal knowledge.

Learning is defined as “the process by which knowledge is created through

the transformation of experience. Knowledge is created through a combination
of grasping and transforming experience” (Kolb 1984). Understanding experi-
ence refers to the process of acquiring information, and transforming experi-
ence is how individuals interpret and act upon that information.

According to Kolb’s model, effective learning occurs in four stages associated

with four abilities and activities:

concrete experience (feeling);

reflective observation (observing) theorising;

forming abstract hypotheses (thinking);

active experimentation (action).

Learning occurs as a result of resolving the creative tension between these

four modes of learning. This process is often referred to as Kolb's cycle. Ideally,
Kolb’s cycle is a process or learning spiral in which the learner touches all the
bases by experiencing, reflecting, thinking and acting, in an iterative process.
This process is sensitive to the learning situation and what is being learned. The
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process is sensitive to the learning situation and what is being learned. Immedi-
ate or concrete experiences are the basis for observation and reflection. Reflec-
tions are assimilated and transformed into abstract concepts from which new
implications for action can be drawn. These implications can be actively tested
and serve as clues in the creation of new experiences. Outside of the model, in
real life the cycle can stall — individuals stop acquiring new skills. For the assimi-
lation of new knowledge, skills or attitudes to occur, the learner must have the
capacity to engage fully, openly and without prejudice in each phase of the new
experience.

Active experimentation Concrete experience
(planning or trying out (doing or having an
what was learned) / experience)

y
Abstract /
conceptualization Reflective observation
(concluding or learning : (reviewing or reflecting
from the experience) on the experience)

Fig. 1
Kolb’s cycle
Source: own sources based on Kolb (1984).

Description of observation

Participants

This paper is based on the observation of 6 independent workshop groups
of 120 people (approximately 14—24 people per group). The participants were
real teams — elementary school staff, consisting of teachers of different subjects
in grades 4—-8 and elementary school principals from all over Poland. The only
criterion for selection to the groups was the fact of being a teacher of grades 4—
8 or a headmaster. Individuals were required to participate in the Programs.
Classes were held on the premises of schools. The described observations were
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collected during the first stage of the Programmes, during which the participants
went through the Kolb cycle in a workshop room, on the basis of the activities
proposed by the leader.

Selected activities

The activities referred to in the text were one element of the workshop
work, a starting point for experimentation — both of the groups and their mem-
bers —in a safe environment, where each experience (positive and negative) was
discussed with the facilitators.

The Kolb cycle used in the Programs was applied in both Programs at 2 levels:
— the entire Program (on an annual basis);

— specific experiences, based on diverse activities, the selection and arrange-
ment of which depended on the group’s advancement in the programme,
its level of development, previous experiences and group needs. Each activ-
ity introduced provided a starting point for the next Kolb cycle. Often the
last phase of the cycle of one activity, Active experimentation, provided the
first phase of the cycle, Concrete experience of the next activity.

The activities listed in the text:

Islands — an exercise in which participants have unequal access to resources
(sight, speech, freedom of movement) and their task is to get from point A to
point B based on restrictive instructions and within a specified time.

Symbols — an exercise in which participants have fractions of information on
cards, and their task is to find the correct order of these cards using verbal com-
munication and in a short time arrange them on the board.

Stones — an exercise in which each participant has some resources, and the
task is to make the resources in a limited time in accordance with the instructions.

Rope — an exercise where participants have a long rope and instructions that
significantly limit the use of this rope in achieving the goal of moving the rope.

Aims of workshop work with participants

The purpose of this phase is to prepare participants for the next phase,
where they will be able to apply the skills developed during the workshop, work-
ing with students. The experiments, which are closed in the workshop room,
give the participants the chance to experiment in a safe environment and within
a certain time period. A key element of the workshop activities is the presence
of the instructor, whose task is:

— in the experience phase: planning the process and laying out the tasks in
a way that supports the process, preparing materials and aids, proposing
tasks, overseeing their progress in a way that depends on the purpose and
rules of the task;
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— in the reflection and conceptualization phase (if possible and advisable in a
specific task and in a specific group): support in analyzing the course of the
task, e.g. moderating the discussion, highlighting the less audible voices,
highlighting the elements/significances which are not seen by the group, ex-
plaining the situation on a theoretical level, referring to contexts, supporting
the conceptualization process.

In all phases: crisis support (if possible).

Types of participant presence

In the context of participants, the nature of their presence during the meet-
ing is important, that is, whether they participate in:

— aguest position —the person declares/shows nonverbally or does not reveal
that he/she is present only because he/she was instructed to do so,

— a complaining position — the person is aware of why he/she attends the
meeting, but believes that the solutions depend on someone else, some oth-
ers (management, parents, colleagues, students, or husband/wife) and at
the meeting he/she will certainly not find them,

— a cooperative position — the person is aware of why he/she is at the meet-
ing, believes that to some extent it depends on him/herself whether and
what he/she gets out of it.

The type of attendance is influenced by the culture of the school, how it
manages and gives responsibility to staff. In institutions where teachers feel
their responsibility, the positions of guest and complaining happens, but rather
in the initial phase of the activity or sporadically later. Then a position of coop-
eration prevails. And not necessarily understood as turquoise management, but
rather about clear rules and giving responsibility for tasks in their entirety, in-
cluding consequences, and for a moment and seemingly. In situations where the
guest position was leading in 100% of the observed cases there was an implicit
or explicit conflict at the level of management — teacher/s, and the workshop
was one of the many battlefields. In contrast, where a complaining position
could be observed the explanation was often a sense of lack of appreciation and
a lack of situations in which the person could see their impact.

Looking at the types of presence in terms of games, it can be seen that in
the guest position there is often a transfer from the role of the Victim (/ have to
be here even though | don’t want to, Nobody asked my opinion, | have no idea
why they make me sit here) to the role of the Persecutor (/ don’t understand why
I need this, We are wasting time, We are having fun and nothing comes of it).

As long as the person in the complaining position makes no attempt to look
at himself or herself as someone who could influence the situation, take respon-
sibility or even have a voice, he or she enters the role of Victim, ceding influence
to others more or less by default.
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The person operating in a collaborative position does not enter into the
roles of the drama triangle. He cooperates by openly communicating his needs.
This does not necessarily involve active participation, but even if it does not oc-
cur the person names the situation. A training contract is helpful here, which -
in the case of the mentioned Programs - is always present and assumes volun-
tary participation in all activities.

Kolb cycle — participant behaviour in the experience phase

During the experience phase, the person engages to varying degrees or does
not engage in the proposed activities. Often (during the whole activity or parts
of it) he/she enters the flow state, where:

— the artificiality of the situation is not important to him/her (activities are ar-
ranged situations, they do not solve problems in participants’ real lives),

— full commitment appears, even though the stakes are low (e.g. will I collect
the stones, will | arrange the cards correctly, will | complete the task),

— the person cuts himself off from external factors, i.e. time (it does not matter
how long the activity lasts), space (it does not matter that people are e.g. in

a classroom), social context (it does not matter that people are observed by

other people participating in the activity or not).

The level of engagement depends on beliefs, current relationships and relation-
ship history (with other participants/participants or the facilitator), experiences with
these kinds of propositions, but also depending on current attitudes or moods.

In the context of relationships (both here and now and historically) a person
can make decisions, regarding the quality of the activity, depending on the qual-
ity of the relationship in 5 main configurations. :

— teacher vs. teacher,

— teacher vs. manager,

— teacher vs. trainer,

but also individual vs. group configurations (and vice versa):
— teacher vs. group of teachers,

— group of teachers vs. trainer,

— group of teachers vs. manager.

In addition to those listed, there may also be specific configurations, e.g.,
teachers of one grade or grades 1-3 or all mathematicians or teachers from
Building A or newly hired teachers.

In each of the above, there are relationship-specific dependencies that may
directly or indirectly influence the quality of engagement, flow, and choice of
presence tools (e.g., games). In the context of individual relationships, the sense
of safety and history of the relationship with the individual play a particularly
important role.
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Teacher vs. teacher

If it is another teacher — the experiences we have gone through that invite
full engagement or not — matter. For example, the Island activity requires trust
and complete reliance on another person. Experiences show that the discomfort
a person feels in a relationship with someone with whom they have not had
a good experience will encourage them to seek escape routes:

— openly, in a message clearly stating the need, e.g., | can see that we are sup-
posed to do this task together, but because of past shared experiences it may
be more beneficial for both of us to separate (the Adult Self state) or / don’t
want to work with him (the Free Negative Child Self state);

or

— in a camouflaged way, using excuses or games, such as: Come on. | always
help you, now I will also tell you what and how (Rescuer), How good that you
are with me. You are going to save me (Victim), And how am | going to prove
this task with such a team (Persecutor).

Teacher vs. manager

If it is a person in charge, e.g. the headmaster, it is also important to have
a sense of security resulting from the guarantee of job retention, the culture of
the school and the knowledge (not acquired during the workshop, but which the
person comes to the workshop with) of how failure is treated in the school,
whether there is space for it or whether it is necessary to keep up with expecta-
tions and strive for perfection. If there is no openness to failure the person will
more than likely drift into a guest position, settling into the role of Victim and
sometimes moving into the role of Persecutor. Anxiety is not conducive to learn-
ing and growth. As an example, there are many times when the manager partic-
ipates in activities but not in all of them (occasionally leave the workshop room).
There are individuals whose level of engagement then does not change — the
presence and absence of the boss does not affect them (Adult). There are par-
ticipants who only then “breathe”, become active, and also those who then let
go, stop working. In both of the latter cases, we are dealing with the state of the
Self — the Adapted Negative Child, where there is a permanent dependence of
the person, manifested in an unfavorable way for the person.

Teacher vs. trainer

If it is a relationship with a trainer — apart from the feeling of security and
the history of the relationship with the person, also the quality and punctuality
of the communication regarding the meeting is important. To what extent was
the person invited early enough (in his/her perception), how was the invitation
— was he/she able to make a decision about participation, did he/she find out



Kolb’s cycle in teacher’s group work... 103

for what purpose he/she would spend his/her time. And the second issue — ver-
ification of the quality of the shared experience - whether the trainer, in the
opinion of the person, brings valuable content. If this is not the case, if the
trainer has not fulfilled expectations and, for example, does not constitute an
authority for the participants — and this experience is especially important for
people in the teaching profession, i.e. being a trainer in various configurations —
the participant may become a Persecutor. In this case, it depends on the partic-
ipant’s invention how it is to be realized, from asking questions in detail, to ques-
tioning the content or sense of the work, to behaviors that make the meeting
difficult (loud conversations, jokes), etc.

Team roles

Team roles, i.e. person versus group and group versus trainer, are also an
important issue. During the experience phase, the patterns of the group become
apparent fairly quickly, viz:

1. Who steps into leadership roles and how, whether there is a person(s) who
immediately assumes the role of leader (often from a position of Rescuer,
especially in caring professions or in education), or whether the emergence
of a leader is a process, whether there are individuals who take this role ac-
cording to need and competence, and whether the group is open to such
action and situational leadership. This is an important indicator of how peo-
ple are functioning in the group, and it gives a clear indication of whether
there is room for decisiveness and agency, or whether this is a resource re-
served for the chosen few.

EXAMPLE: After instructions were given, a young person who had recently

become the leader of the group immediately took command and led the

group until — at the end — she had no idea how to proceed and considered
closing the task and declaring it unfinished. At that point, one person spoke
up, hitherto silent —a newly hired employee — who calmly, systemically, led
the group to complete the activity. While in the case of the employee we
could observe the state of the Adult Self — analyzing resources, making an
attempt, in the case of the boss we could talk more about the Adapted Child

—awareness that others expect her to take on the leadership role, but in the

absence of a sense of security in the leadership role she did not decide to

consult, lest it be perceived as a sign of weakness.

2. Who by definition withdraws, enters the position of Victim, waiting for oth-
ers to take care of the task (/ have no idea how to do it, | don’t know what
it’s about, | don’t know how to do such things).

3. Someone who, without thinking, starts an activity, not necessarily knowing
the goal, guidelines, sense (Let’s have fun! Come on, it will be fun), realizing
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from the position of a Free Child their own goal, e.g. having fun, often one
that only they know about.

EXAMPLE: The group took part in the Rope activity, which is based on the
fact that there is no time limit and physical activity is possible, even imposing
itself as a solution. The team was trying to complete the task for about 40
minutes, some of the participants were already tired, when suddenly a new
spirit entered the group.

The initial target was unknowingly converted to an alternate target. Mes-
sages could be heard: It’s fun, | won’t have to go to the gym anymore. The
participants could not handle the goal, but since, as from the position of the
Adapted Child, they needed to perform, they replaced the goal with one at
which, while performing the identical activity, they felt no discomfort or
their discomfort was less.

4. Who yells, reprimands, or sets up a group or individuals in a group.
EXAMPLE: During the Symbols activity, when the group was nearing the end
of the activity, one of the participants, unable to cut through the noise re-
sulting from the involvement of several people, shouted loudly: Silence! The
group fell silent for a moment, after which individuals began to return to
their activities. After a while, however, the action was stopped again, this
time by another person who said with tears in her eyes: | don’t want that.
You shouted at us. We work differently here. | ask you to be fair to each other.
It can be debated what states the two people represented. As observers of
the situation, we accept the interpretation that the person yelling reacted
from the position of the Normative Parent, while the other person at first -
the crying reaction — reacted from the position of the Child, later — given
what they said — from the position of the Adult.

Maintaining the status quo

Another interesting element is how the status quo of the group is main-
tained in front of the facilitator (an outsider with some authority). This is im-
portant because it can significantly affect the work of the group. We can ob-
serve: self-mobilization of the group members, motivating each other, “seduc-
ing” the instructor, diverting his attention, etc. Generally, a wide range of be-
haviors from the Child Self state appear here. It is interesting to note that the
Child Self is particularly evident in this phase — the experiential phase, when the
participants have space for exploration.

Alternative agendas

In addition to the relational aspects, individual agendas can also be ob-
served, which are already visible at the level of achieving the task goal.
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EXAMPLE: The group found the Symbols activity very challenging, so they
changed the task during the game, completed it according to the new rules, and
then celebrated their success.

The initiator’s state of Free Child Self (This is not cool, let’s do something
else) did not spread to all group members. Some people rationalized their deci-
sion (We have influence on what we do, we can change the task), referring to
the contract (Normative Parent), some remained in the position of an Adult,
verifying what are the boundary conditions of this situation and what they can
finally afford.

EXAMPLE: During the workshop, the group was planning to solve a conflict
of the team with one of its members.

Such situations do happen, but it is useful to understand their consequences
for the process, when participants are very involved, but not in what they do in
the open agenda. Each activity then brings them closer to or further away from
their own goal, so the planned goal is not realized. It is important that the facil-
itator is informed of the situation and has the opportunity to address it and con-
tract on something with the group. If this is the case it helps to stick to the Adult
Self state - to clearly establish the boundary conditions of the situation, e.g.
time, tools, roles and responsibilities. Working with people who are heavily in-
volved in a common topic and can’t close it despite being together is not effec-
tive. On the other hand, if the facilitator has no information and can’t agree on
anything, the participants will be doing a role hopping, jumping from role to role
after the drama triangle, and the facilitator has little chance to find out what is
actually happening. The quickest way to recognize such a situation is by the
number of personal comments and/or aggression in the statements, e.g. You
always have something to say, As always you have to comment (Persecutor),
Well, it came down to me again (Rescuer), | don’t know, let someone else go, Do
it yourself (Victim).

In the experience phase — if the participants are involved — there are also
messages, addressed directly to other participants, indirectly to the instructor,
and related to the hidden agenda of the activity, e.g.: a hidden bottom, a simple
solution that has to be found, a trick, a ploy, being led astray, being tricked. Par-
ticipants look for answers in the structure of the task, read instructions or ask
for repetition of instructions. Such cheating usually starts when the group al-
ready knows that the task may be difficult.

EXAMPLE: A participant stopped the process, asked for a copy of the instruc-
tions and reviewed the task point by point with the group, verifying that every-
one understood what the activity was about. The Adult Self condition revealed
here was not the most common choice. In another situation, a participant, un-
heard by the group, purposely dropped the already-arranged pieces from the
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elevation to get the group’s attention and to communicate that the chosen
method was ineffective and the group needed to change the activity.

The state of the Negative Free Self presented here happens quite often, es-
pecially at the final stages of the activity, when the participants know that they
have little time left. However, there are also situations that show how important
it is to look at activities holistically, because the fact that they are separate enti-
ties does not cancel out the fact that if they are carried out by the same people,
they are going through a broader process than the one that comes from the
individual activity.

EXAMPLE: During an activity, participant Y kicked and trampled a structure,
made by participant X, after being hurt by X during an activity that had taken
place about 2 hours earlier.

What was evident here was not only the entry into the Free Negative Child
Self state, but also the transition from the Victim role to the Persecutor role.
Interestingly, the group seemed to overlook the situation (again the denial of
the Adapted Child) in order to protect the good atmosphere in the team.

Testing boundaries

At the experience stage, there are also situations of verification whether the
rules written in the contract will actually be respected. Often the first signal is
a message about the person’s possible inability or unwillingness to perform the
task. The tutor reacts according to his own preferences, most often depending
on the previous contract or the goal of the activity.

EXAMPLE: A group that, from the very first minutes of a meeting, showed
a lot of defensive behavior, i.e. expecting or even demanding strict observance
of time, presenting the purpose of the meeting several times, the consequences
of possible absence. After establishing an extremely detailed contract, during
the first activity, two persons appeared and announced on the forum that they
did not want to take part in the exercise, referring to the contract in which the
voluntariness of participation in activities was written. The presenter thanked
them for the information and the activity — to the verbalised surprise of the
group (They really don’t have to?) — was carried out without the participation of
two people. In the next one everyone participated. In the Free Child condition,
individuals tested the boundaries and then joined in the activity.

To sum up, the experience phase includes exploration, the possibility of
making mistakes, flow, experimenting with previous roles and choices (also in
terms of Self-states). If the action takes place with a sense of security, it can
constitute a space for conscious development work, not only on the declarative
level, but in real situations, in interactions that do not leave room for theoretical
considerations, but require choices. This is the time of verification to what ex-
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tent our reflections from previous activities are already internalized, to what ex-
tent we understand our scripts and are able to consciously choose decisions that
are most beneficial for us here and now.

The phase of reflection

The next phase occurs when, just after participating in the activity, a person
has time to reflect on what really happened and how decisions were made.
Again, the level of development of the group, the identification of people with
the purpose of the meeting, their own goals, relationships, but also team roles
are important here. The more experienced the group is in working together, the
more they have gone through the ordinary ordinary days of work, but also mis-
takes and celebrations, the more individuals are able to detach themselves from
group functioning and focus on individual development.

It is still important to take care of the status quo, especially in communities
where it is stable and cooperation - at least at the level of declarations - is based
on values.

EXAMPLE: During the Stones activity, participant X takes away all resources
from participant Y without any consultation. When, during the discussion stage
after the activity, participant Y called the situation from the Adult Self position:
“I felt robbed”, X accepted the information and explained that he understood
and that for him it was a task that he completed using the most effective method
in his opinion. It can be debated here whether the behavior presented was real-
ized from the state of the Free Child, the Persecutor, who then stepped into the
role of Victim, or whether it was a rational choice, later a rational communica-
tion by the Adult. However, the key reaction occurred in the group in which:

— Several members defended X: You know that he would give his last shirt,
Everyone knows X and knows that he will always help everyone (the Adapted
Child Self, here with the message of denial: It didn’t happen);

— There were some statements calling person Y to order: How can you do that,
those are too big words, they are just stones (the Normative Parent Self);

— There were some statements calling the tutor to order: This was supposed
to be a short activity before dinner, but here we see such things (the Parent
Normative Self);

— One statement appeared, describing, but also evaluating the situation:
I think we should be ethical in every situation (the Normative Parent Self).
Knowing the team allows us to redefine the situation —the person who took

away the resources had a strong position in the group, was one of its leaders

and its gray eminence. The person who had resources taken away was an out-
sider who often had his own opinion and communicated it in a non-imposing
but consistent way. Group members made sure that the situation did not affect
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the status quo, at least on an overt level. The situation continued with the roles
of Victim and Persecutor occurring interchangeably (participants X and Y are the
same people from the example above, where Y kicked the work done by team X).

It is in this phase that the participants’ goals and limitations become most
apparent. While phase one (experiencing) consists of facts, phase two (reflect-
ing) is fishery:

— fishing, or identifying facts,
— naming them,
— looking for causes and consequences.

Challenges arise already in the first step, when the person may or may not
care about the facts in question for various reasons.

EXAMPLE: In the Lina activity, one of the participants communicated from
the beginning, from the moment she heard the instructions, that she was unable
to complete the task. The group did not pay attention to the clear message,
which was repeated several times. During the discussion, neither the person re-
porting the problem nor other group members raised the issue. Similarly, in the
Island activity, when the person with covered eyes tried to suggest something,
but no one responded to the messages. During the discussion, no one raised the
issue until the person in question misspoke and said / was invisible instead of
I couldn’t see.

In both of these situations (in different groups) at the behavioral level, no
one made a decision about the importance of the group identifying the fact that
the person was deaf. Based on further events, however, when both situations
were discussed, it was clear that the deaf person here entered the role of Victim
(Again, nobody listens to me, my voice does not matter), while the rest of the
group was okay with not naming this situation. Putting the person in the role of
the Victim automatically triggered the position of the Persecutor in some of
them, and consequently the feeling of guilt. They have adopted the state of the
Adapted Child, who knows what the rules of cooperation are and that if the
cooperation is not a complete success, it may be better to keep quiet about un-
comfortable details.

The Conceptualization Phase

The phase of drawing conclusions and learning also often turns out to be
a challenge. It requires looking at oneself from a perspective, verifying to what
extent the experience during which one made such and not other choices was
an individual situation, to what extent it is repeatable and constitutes a script
which we use more often, and most of all — whether this script is actual and
beneficial for a person, or it is just an echo of the past.
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Experimentation phase

In Kolb’s cycle, this phase is simultaneously the phase of experiencing and
the next activity, which, by bringing in new content, gives space to verify previ-
ous observations and implement conclusions.

For effective work, a person should use all ego states, the teacher should
notice them, name them and appreciate their resources. A teacher who can be
aware of a student’s nonverbal cues has the ability to deal with them in the
classroom. So the teacher should be an attentive observer and an attentive lis-
tener, have a sensitive understanding of others before he can best help the stu-
dent by directing all his energy, all his awareness to the task of learning (p. 216).
It is difficult to imagine how this can be achieved if the psychological level is not
taken into account by the educator. Many contemporary educators argue that
for learning to be effective, the psychological level must be included in the edu-
cational contract. (Emmerton, Newton, 2004, p. 283).

Clarke (1996) presented five leadership concepts based on transactional
analysis that she found useful for teachers: frame of reference, imago of the
group, three functions of leadership, egograms, and the five P’s - acquiescence,
patronage, potency, practice and perception (pp. 214-219).

Temple (1999) proposed the term “functional fluency” to describe an edu-
cator’s ability to respond flexibly to a range of positive behaviors so that he or
she can engage effectively with students, understand their difficulties, and im-
part material with enthusiasm and energy. She writes: “The teacher’s basic need
is to develop a sensitive and formed maturity that enables him or her to disen-
gage symbiotic invitations and instead give strokes that help students or pupils
go beyond the script” (p. 171).

Conclusions

At each stage of the learning process and in each phase of Kolb’s cycle, we
encounter drama triangle positions, games, and states of Self that may or may
not serve the person. For an instructor — whether a teacher educator or
a teacher himself working with a group — disarming games can become one of
the essential tools of the work. On an ethical level, in order to be able to use it,
it is important to signal at the stage of the initial arrangements, but also of the
contract, on what level and with what he will work. States of the self, even neg-
ative ones, but also the games themselves, as Stewart and Joines (2016) point
out, are a resource for the person who uses them. He or she reaches for them
for specific reasons and for specific, though mostly unconscious, purposes. Deal-
ing with them without general consent that we will do so or with the resistance
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of the person or group (which, if it happens, is caused precisely by a lack of in-
formation) constitutes violent behavior and is itself a game, except that the ini-
tiating player in this case is the instructor.

If the tutor or teacher is given permission to catch and show the mechanisms
that emerge in the participants, he/she can become their ally on the way to
a better understanding of themselves and higher communication effectiveness.
Moreover, in a group that feels safe, trusts the facilitator or teacher, and under-
stands the meaning of such work, identifying mechanisms through a strictly cog-
nitive presentation and highlighting the moments in which they appear can be
a breakthrough in group development.

EXAMPLE: A group that, despite 2 years in the same composition, was still at
the first stage of development. The culture of the organization and the number
of people avoiding confrontation (both with each other and with others) effec-
tively prevented the group from moving from the recognition stage to the storm
stage. The triggering activity proved to be the transition to intimacy at the time
of the switch in several key individuals. Others had the opportunity to experi-
ence for the first time in this group collaboration based on openness, saw the
value in it and in subsequent meetings tried — more or less subtly — to continue
this way of working, which turned out to be a cleansing situation for the group.

This work is particularly important in the first stage of Kolb’s cycle, during
the experience, which is often carried out through concrete activities. This stage
is distinguished from the others by its intensity and can often appear not to be
work but play. This is valuable because it is the easiest place for a person to lose
attention. Her behavior and choices here are closest to real life. But also —and
this is very important — this is not the moment to stop the frame from the in-
structor and name the phenomena, only the observatory. The only people who
can stop the process and draw attention to something are the participants. At
subsequent stages, where there is more space for reflection, time and an invita-
tion to think, this work proceeds differently. Above all, it is possible to react im-
mediately, to name and discuss interesting elements of both the past experience
and the current discussion. There is room for possible intervention by the facili-
tator. In a way, these are safer stages.

In sum, every person who works with others in developmental processes,
and therefore — may | say — every teacher has the opportunity to actually sup-
port individuals and build their maturity. He or she will not be able to take ad-
vantage of this opportunity if he or she does not work on his or her own ma-
turity, defined as self-awareness. Transactional Analysis can be a useful tool in
this process, but as with any tool, it should be handled carefully and with respect
for the other person.
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Czy my sie nigdy nie zmienimy, czyli cykl Kolba w pracy grupowej
w kontekscie analizy transakcyjnej

Streszczenie

W niniejszej pracy przygladamy sie procesom zachodzgcym wsrdd nauczycieli podczas rocz-
nych programdéw rozwojowych, zestawiajac obserwacje zachowan w cyklu Kolba z wybranymi ele-
mentami analizy transakcyjnej.

Celem pracy jest wstepna analiza zjawisk, opisanych w AT, jakie mogg pojawic sie na kolejnych
etapach cyklu. W artykule uwzgledniono prace 120 oséb, nalezacych do 6 grup warsztatowych.
Kazda z grup liczyta od 12 do 20 nauczycieli klas 4—8 szkét podstawowych z terenu catej Polski.
Grupy realizowaty programy Sens i metoda i Potgcz Kropki na przestrzeni lat 2017-2021.

Dla potrzeb pracy przeanalizowano zapiski z obserwacji oraz nagrania wewnetrzne. Wnioski
stanowig punkt wyjscia do dalszej obserwacji oraz przygotowania systematycznego badania kolej-
nych uczestnikdw programéw.

Stowa kluczowe: analiza transakcyjna w szkole, gry w uczeniu dorostych, cykl Kolba, uczenie
dorostych.
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Abstract

Transactional analysis has made an indisputable contribution to thinking about the contract,
its formulation, and its importance in the process of psychotherapy. The article presents the con-
cept of contract and the process of contracting in the perspective of transactional analysis and its
implications in the field of psychotherapeutic practice, with particular emphasis on individual psy-
chotherapy of adolescent patients. Erik Berne’s (1966) classic concept of the contract and Fanita
English’s (1975) three-cornered contract are discussed, together with a special focus on the anal-
ysis of overt and covert processes leading to success and failure in adolescent therapy from the
perspective of relational transactional analysis (Hargaden, Sills, 2002). The article also describes
the specific problems a psychotherapist may encounter in therapeutic work with an adolescent
and their parents from the perspective of the developing tripartite relationship.

Keywords: contract, contracting process, contract levels, three-cornered contract, adolescent
psychotherapy.

Introduction

The inspiration to write this article came from a problem that often appears
in conversations with child and adolescent psychotherapists or during group su-
pervision. Therapists working with under-age patients repeat that the most dif-
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ficult aspect of their work is in cooperation with the parents of the patient. This
answer hides many difficult experiences and dilemmas experienced by thera-
pists. These often include serious difficulties in building an alliance with parents
even when the adolescent is motivated to seek help. The sources of these diffi-
culties are very different and can be divided into three groups: 1) denial of the
child’s problems, 2) unrealistic expectations as to the course and effects of ther-
apy, and 3) problems with taking into account one’s participation in making
changes in one’s functioning, especially when they are important for the reali-
sation of the adolescent’s goals. Examples of these sources in clinical work can
be as follows: inadequacy of expectations towards the psychotherapist (e.g. “my
daughter needs a father”; “my son needs to have certain issues explained to him
in a manly way”) or questioning the competence of the psychotherapist in situ-
ations of experiencing anxiety, observing the child’s developing positive alliance
with the psychologist. “Taking” the patient away from therapy at important mo-
ments crucial for its success or passively destroying the beneficial changes
worked out together with the adolescent are other possible sources of conflict
in the psychotherapist-parent relationship (Glita, 2016, pp. 71-73). A threat in
such a situation is also the loss of therapeutic neutrality, understood as remain-
ing at an equal distance (emotional and cognitive) from all the parties partici-
pating in therapy, both at the psychological and behavioural level. The danger is
“taking sides” and unconsciously playing out the internal conflict in the thera-
peutic relationship, e.g. focusing too much on diagnosing the parents while ig-
noring the patient, or unconsciously constructing a situation in which the ado-
lescent is in a conflict of loyalties between the parents and the psychotherapist.
This kind of experience on the part of both the patient and the psychotherapist
and the accompanying emotional reactions may lead to a breakdown of the
therapeutic alliance and, as a consequence, premature discontinuation of the
adolescent's psychotherapy process (Cierpiatkowska, Fraczek, 2017).

This article aims to analyse the phenomena occurring in the psychothera-
pist-patient-parent relationship during the conclusion of a contract according to
the assumptions of transactional analysis and to propose ways of understanding
the mechanisms occurring in the process of psychotherapy of an adolescent,
which will allow reducing the risk of becoming entangled in an unfavourable
(“three-cornered”) interaction with his parents and may help maintain a profes-
sional and stable position towards the patient and his parents/legal guardians.

The concept of a contract in transactional analysis

A unique concept in understanding and dealing with the dilemmas and con-
flicts described above, and then applying the understanding to clinical practice,
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is the concept of a contract. Transactional analysis — often defined as the con-
tract method — shows a unique understanding of the contracting process. It pro-
vides an understandable yet highly complex tool that takes into account the
multilevel nature of the relationship with the adolescent patient and their par-
ents (Rotondo, 2020, pp. 236-237). The contract for transactional analysts is
considered fundamental for the proper course of treatment, especially the ther-
apeutic relationship and alliance regardless of the form of psychotherapy pro-
posed (Cierpiatkowska, Fraczek, 2017, p. 132).

The most quoted and best-known definition of a contract as proposed by
Eric Berne in his book Principles of Group Treatment is: “[...] an explicit bilateral
commitment to a well-defined course of action”” (Berne, 1966 for: Stewart,
Joines, 2016, p. 353). The founder of transactional analysis emphasised that one
of the most important foundations of this approach is the relationship that
arises between the psychotherapist and the patient, a relationship based on the
capacity for autonomy, embedded in a specific context (social or cultural) that
cannot be ignored, and the awareness that the patient is functioning in a system
of family relationships that must be taken into account when entering into
a contract with an adolescent (Rotondo, 2020, pp. 241-242).

The classical assumptions formulated by Berne find far-reaching additions,
taking into account yet other aspects and elements. Some authors focus more
on the conditions a person has to fulfil to enter into a contract (i.e. which Ego
states should participate in the formation of the contract), others on its useful-
ness and significance for the involvement of the patient and therapist in the
therapy process or the assessment of its progress, others on various problems
and difficulties in the process of entering into a contract. However, with time
the classical definition has been extended by adding other elements, thus com-
plementing the understanding of the contract with additional dimensions.
Muriel James and Dorothy Jongeward (1994, p. 313) define a contract as:
“an Adult commitment to one’s self and/or someone else to make a change” or
“a clearly expressed commitment made by an individual to a therapist, a therapy
group, or himself, and concerning the achievement of a specific goal represent-
ing a certain stage of therapy” (1994, s. 354). lan Stewart and Vann Joines (2016,
pp. 353—355) define a contract as a situation in which “the client sets out the
changes they want to make and specifies what they can do to make those
changes happen. The practitioner states whether he or she will undertake to
work with the client towards achieving his or her dream change, and specifies
what his or her contribution to this process will be.” In conclusion, the therapist
using different theoretical assumptions and clinical experiences concerning the
contract encourages the patient to make a transparent, bilateral commitment,

*

All translations — A. Machnia.
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clearly and precisely defining the aim, tasks, and tools to be used for its imple-

mentation. Making a contract encourages the patient to take joint responsibility for

the outcomes of the psychotherapy process (Berne, 1966, p. 362).

Steiner (1994) specified and described four conditions of a contract ade-
guate to the patient's expectations and needs, the inclusion of which during the
contractual process protects the patient and therapist from the realisation of
hidden (scripted) expectations and resistance to change:

1) mutual consent (voluntary; both parties agree to the contract),

2) fair exchange (the type of remuneration must be clearly defined and agreed
upon by both parties: the therapist receives a fee, the patient receives pro-
fessional help),

3) competence (of the therapist to provide diagnosis and psychotherapy, of the
patient to understand the meaning and sense of the contract),

4) legality (conformity of the contract with the cultural, ethical, and legal norms
in force in the given country and described in the association the psycho-
therapist belongs to).

Other transactional analysts add a condition to the proposed list, namely the
reality of the contract —i.e. a goal formulated in such a way that it is achievable
from the perspective of the patient and therapist (Fragczek, Smelkowska, 2016).

In summary, the contract is an agreement between the Adult (A;) and the
Parent (P,) of the psychotherapist and the Adult (A;) and Parent (P,) of the pa-
tient, supported by the Child (C;), formulated in a language adapted to the pa-
tient’s capacity, in which the decision is clear and realistic. The contract allows
for the disclosure of contradictions between the patient’s expectations and the
limitations of the psychotherapy process, for the analysis of the complaints
made and the formulation of the problem, for the clarification of the nature of
the relationship (the goals become visible to all parties to the contract), for the
mobilization and motivation by clarifying specific goals, for protection against
sabotage and resistance (Cardon, Mermet, Thiriet-Tailhardat, 1995).

Berne distinguished three levels of the contract: administrative, profes-
sional, and psychological. Analysing the contract from the perspective of all
these levels helps to create a safe and transparent space between therapist and
patient, which allows the psychotherapy process to be conducted effectively
and ethically in the direction desired and agreed upon with the patient (Sills,
2006, p. 9; cf. Table 1). If the patient is an adolescent, it is important to discuss
the various levels also with the parents of the adolescent. In the event of the
professional level, it is important to agree with the adolescent in what form and
when the parents will be introduced to the objectives set during the consulta-
tion meetings. Conducting psychotherapy of a teenager in the TA trend leaves
the therapist free to decide whether to discuss the goals of therapy with par-
ents. | implement this stage of work in such a way that | first establish and dis-
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cuss it with the teenager and then invite parents to a joint consultation, during
which the teenager presents the established goals to the parents. See Table 1
for a description of the contract levels.

Table 1

Contralateral levels according to E. Berne

Contract level

Summary

ADMINISTRATIVE

It defines the scope of work, creates a safe space for further psycho-
therapeutic work, i.e., time and place of psychotherapy; amount and
payment for sessions; audio and video recordings, participation or ac-
cess to information of third parties, i.e., observers, parents, guardian,
teacher; ways to renegotiate the contract; describes the principle of
discretion and exceptions to it, and the process of supervision of the
psychotherapist.

In the event of short-term work, the number of sessions, the con-
ditions of termination, and the ways of renegotiation/renewal of the
contract.

The rules of the institution where the therapist works (office, coun-
selling centre, hospital, school, etc.), i.e. the regulations of the institu-
tion, internal arrangements.

PROFESSIONAL

Commonly agreed psychotherapy goals with the patient and his par-
ents, often preceded by a phase of listening to the patient’s com-
plaints and problem definition.

Description of the approach, tools, and working methods. Guide-
lines on how to conduct psychotherapy (e.g. disclosure of free associ-
ations, homework).

Explanation of what psychotherapy is and what it consists of, some
therapists describe the methods they use. If bodywork techniques are
used, a thorough discussion and explanation of the method.

PSYCHOLOGICAL

The relationship between the contracting parties and the psychologi-
cal processes involved. Unspoken and often unconscious expectations
of the patient and his parents towards the therapist and the therapist
towards the patient and parents.

Analysis of possible sources of psychological coercion and their in-
fluence on the relationship and the psychotherapy process.

Checking whether the patient does not come to therapy to confirm
scriptural beliefs — analysis of psychological games, elements of the
script (especially elements inaccessible to the patient's awareness),
the consciousness of the occurrence of hidden double transactions,
and the third principle of communication, roles in Karpman’s drama
triangle, analysis of transference and counter-transference.

Analysis of observed defence mechanisms based on splitting, e.g.
projective identification, various forms of idealization, devaluation,
and fantasies about the psychotherapist.

Source: own elaboration based on Terlato, 2017; Hargaden, Sills, 2002; Sills, 2006; Fraczek,
Smelkowska, 2016; Hay, 2009; Grzegotowska-Klarkowska, 1986.
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Over the last few decades, the concept of contracts has been developed by
many transactional analysts. An interesting perspective is offered by Holloway
and Holloway (1973; Rotondo, 2020, pp. 241-242). They describe and explain
two types of contracts: the autonomy contract, which is concerned with working
at the level of the script, the structural model and the process of re-decision,
and the social change contract, which is concerned with working at the level of
ego states, the functional model and the economy of recognition signs. Another
example of contracts i.e. “hard” and “soft” contracts and the contract matrix is
exhaustively described by Charlotte Sills (2006, pp. 19-26).

The three-cornered contract and therapeutic alliance

Two people can enter into a contract whose subject matter relates solely to
the relationship between them (a bilateral contract). However, if their arrange-
ments involve the participation of third parties e.g. parents, guardian ad litem,
school psychologist, they must ensure that the three-cornered contract (be-
tween three parties) or multipartite (more than three parties) contract is formu-
lated and is known to all parties involved.

Parents / guardians of adolescent patient

Psychotherapist Adolescent patient

Figure 1
Three-cornered contract

Source: own elaboration based on English (1975).

Three-cornered contracts are an integral part of psychotherapeutic work
with adolescents (English, 1975). The psychological distance between the parties
involved in the contract is represented by an equilateral triangle (cf. Figure 1) —
this is an illustration of a three-cornered contract in which the goals of the work
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are transparent and realistic and the decision of each party is conscious and vol-
untary. In other situations, there may be an imbalance between the parties in-
volved, which can be represented by the isosceles triangle, which illustrates
a shortening of the distance with one party to the contract and an increase with
the other (Rotondo, 2020, p. 247). This usually occurs when, in the contracting
process, the clinician omits to analyse any of the levels of the contract (cf. Table 1)
or any of the conditions for a good contract described by Steiner (1994). The
transactional analysis does not propose the only valid procedure for building
a relationship with an adolescent patient, rather it focuses on analysing the con-
sequences for the therapeutic alliance depending on whether the initial consul-
tation took place first with the adolescent’s caregivers or with the adolescent
himself (Fraczek, 2020, pp. 881-882).

The three-cornered contract between the psychotherapist, the adolescent,
and their parents should take into account not only the principles and rules of
a bilateral contract but also the relevant issues and specifics of a multilateral
one. Usually, after an initial consultation conducted separately with the parents
and the adolescent, the psychotherapist proposes a joint meeting for all parties
involved in the treatment process. This is the time set aside to present the es-
tablished goals and to discuss the degree of commitment of each party in achiev-
ing them. Three issues specific to the three-cornered contract deserve special
attention. Firstly, the psychotherapist in the joint consultation must reveal the
emerging mutual expectations of all parties to the contract: parents towards the
adolescent, adolescent towards the parents, parents towards the psychothera-
pist, psychotherapist towards the parents, adolescent towards the psychother-
apist, and psychotherapist towards the adolescent. Secondly, it is important to
establish clear and distinct boundaries for communication between psychother-
apists, adolescents, and parents, with particular attention to the transfer of con-
tent from the relationship with the adolescent to the relationship with the pa-
tient's parents. The principle of discretion has a significant impact on building
and maintaining the strength of the therapeutic alliance with the adolescent, so
it is extremely important to establish what information, under what circum-
stances, and in what way will be communicated directly to the parents (e.g. sit-
uations threatening the life or health of the patient or others) and what will be
discussed during the session with the adolescent and only then communicated
to the carers as agreed. This dilemma also relates to placing boundaries on par-
ents who inquire about their child’s progress towards goals while omitting their
participation in obtaining feedback (Fraczek, 2020, pp. 883—-884). The third point
concerns the situation of modifying or changing a pre-established contract. Dis-
cussing and naming possible ways of modifying the contract gives the parents
an understanding of the procedure according to which the work of the adoles-
cent and the psychotherapist proceeds without involving them in the content of
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the individual sessions. For example, a specific number of sessions can be agreed
upon with the parents to exchange feedback on the implementation of the ther-
apy plan at the beginning, middle, and end. This allows the caregivers to adjust
their expectations and, above all, to be an ally in the adolescent’s process of
change, which is also a change of the whole family system (Rotondo, 2020, p. 245).

Bordin (1994), after conducting numerous studies on the effectiveness of
psychotherapy, described a model in which he assumes that the effectiveness
of psychotherapy depends largely on the quality of the therapeutic alliance,
which includes: 1) the patient’s level of participation in negotiating the key goals
of therapy (the cognitive component), 2) the tasks relevant to achieving the
goals set, specific to a particular school of psychotherapy, and 3) the strength of
the bond, i.e. the feeling of being accepted, respected and liked (affective com-
ponent; cf. Fig. 2). In other words, the psychotherapist and the adolescent pa-
tient (and his/her parents) have a clear common agreement about the purpose
of their work — the direction and the desired outcome. They have clarity and
understanding of how the therapy will work and what each party's role will be
in this endeavour (tasks) and that the psychotherapy process will be conducted
in an atmosphere of mutual respect and empathy. For transactional analysts,
the first two points are the significant and main focus of the contract. The third
concerns the empathic relationship which, according to Helena Hargaden and
Charlotte Sills, is the “heart and cornerstone” of the psychotherapy process in
relational transactional analysis terms (2002, p. 55).
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Transparent and understandable contracting on each of the levels described
above (cf. Table 1) with every person involved in bringing up the adolescent (cf.
Figure 1) protects against conflicts and misunderstandings and limits attempts
to sabotage the changes made in the therapy room in the psychotherapist-pa-
tient-parent relationship. Therapy with the adolescent is always a three-cor-
nered (and sometimes multilateral) contract, thanks to which it is sometimes
easier to come to an agreement with the parents/legal guardians/school about
the intended purpose of the work, but not always with the adolescent — work in
a psychologically forced situation often fails (Pierini, 2014, pp. 109-111).

In summary, traditionally in transactional analysis, the focus on the contract
emphasises the responsibility of the patient and therapist to define and achieve
the desired change. The three-cornered contract clarifies and describes the mu-
tual commitment regarding what the contralateral parties are doing and that
each has different roles and responsibilities. It takes into account the active par-
ticipation of the patient in achieving the agreed goal. At the same time, it is
a dynamic tool, evolving with the development of the psychotherapist-patient-
parent relationship and each stage of the adolescent psychotherapy process im-
plemented (Rotondo, 2020, pp. 241-242). However, regardless of the form of
psychotherapy, the therapist and the patient (and his/her parents) must have
a common understanding of why they are together in the office, what rules and
principles they commit themselves to, that they can name the problem they are
presenting and the goal they are going to pursue together, and that they have
an agreement on the course of therapy (Hargaden, Sills, 2002, p. 56-57).

Non-recognitions and recognitions and their significance
for the contract

No matter how precisely the contract (goals) is defined and the contractual
framework (principles and rules) is discussed, and no matter how much the ther-
apist is aware of the benefits and losses of the contract, in every process of psy-
chotherapy, there are issues related to its ambiguity (i.e. the psychological level
of the contract, hidden double transactions, situations of renegotiation of a pre-
viously agreed contract, nonrecognitions, scripting, transference, and counter-
transference, etc.). Attempts to control these unconscious processes and phe-
nomena in the patient and the relationship between the patient and the thera-
pist may cause the very essence of psychotherapy to be lost. The relational ap-
proach analyses with greater attentiveness the unconscious processes that
emerge in the therapeutic relationship as the healing process unfolds (Har-
gaden, Sills, 2002, pp. 27-30).
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Parents / guardians of

° the adolescent

° Psychotherapist An adolescent patient °

Figure 3
Three-cornered contract and contract levels — integration of concepts

Source: own elaboration.

In Fig. 3 and attempt was made to graphically present the dependencies
which we observe in the process of psychotherapy of a teenager, taking into
consideration: 1) the persons involved in the treatment process, i.e. the adoles-
cent, the parents, and the therapist (cf. Fig. 1), 2) the levels of the contract de-
scribed by Berne (cf. Table 1) and 3) the Ego states in the structural model, which
are activated both at the conscious level (I present this employing a continuous
line) and at the unconscious level (dashed line) during contracting. The figure
shows a slice (as if frozen in a frame) of the contracting process, which in its
nature is a dynamic and changing process during psychotherapy. The contract-
ing process presented above is a very complex and complicated activity, which
is certainly subject to further analysis in subsequent stages of therapy. Monitor-
ing the processes that the transactional analyst should take into account to
maintain the balance between the work with the conscious and the unconscious
part is important both in the process of contracting, which is the result of the
consultation and in the changes of the contract (concerning the goal and tasks)
during the process of psychotherapy.
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When the therapist concentrates too much of the contract setting mainly on
the conscious level i.e. between Ego states (P2, Az, and C;) more accessible to
the patient, parent, and psychotherapist by focusing on the analysis of the ad-
ministrative and professional level of the contract, there is a risk of overlooking
the processes present on the unconscious level i.e. the Ego states P31, A;, and C;
and not taking sufficient account of the psychological level. In a three-cornered
contract, there may be an additional danger that at one time the psychothera-
pist has to take into account what is happening at the unconscious level (i.e. Ps,
A;, and C;) in the adolescent, at another time in the parents/legal guardians.
Each party may unconsciously play out their hidden desires and conflicted ex-
pectations in the relationship, thereby boycotting or hindering (persisting in re-
sistance) by activating defence mechanisms the achievement of change in psy-
chotherapy.

The sense of security and predictability that the contract provides does not
exempt the psychotherapist and the patient (and parents) from the fears and
uncertainties that are part of the change process in psychotherapy. The trans-
actional analysis emphasises that the most important function of the contract is
to give structure in the often unclear (to the patient) psychotherapeutic process
(Terlato, 2017, pp. 12-13; Sills, 2006, p. 9). This carries both a risk of loss and
a potential gain. On the one hand, it may lead the therapist to focus so strongly
on the conscious aspect of the contract that he/she activates unconscious de-
fences against the complexity of what may arise in the relationship and the psy-
chotherapy process. The therapist’s defences may consequently lead to a limi-
tation of creativity and competence (access to the Adult) on both the patient’s
and the therapist’s side and to sustain the illusion of control and predictability
(Terlato, 2017, pp. 12-13). On the other hand, it is an opportunity to build
a stable therapeutic alliance with the patient, which will be the basis for achiev-
ing the established goals of psychotherapy (Cierpiatkowska, Fraczek, 2017).

In contemporary relational approaches, alongside the classical understand-
ing of the controlling function of the contract, greater therapeutic significance
is attributed to the analysis and understanding of the complexity and multidi-
mensionality of the therapeutic relationship at both conscious and unconscious
levels (Hargaden, Sills, 2002, p. 55; Terlato, 2017, pp. 8-9). Focusing on one as-
pect of these complex processes causes various problems. A therapist who fo-
cuses excessively on the conscious aspects of the contract, i.e. the patient’s con-
scious decision to participate in psychotherapy, may fail to take into account the
unconscious aspects that emerge as the relationship develops. In the opposite
situation, when the therapist focuses exclusively on the unconscious aspects of
the contract it can lead to a disregard for what has been established at the con-
scious level (administrative and professional level). In other words, omitting to
explain to the patient that what happens at the unconscious level (psychological



126 Piotr PRZYBYLSKI

level) is related to what is established at the conscious level can lead to addi-
tional confusion and ambiguity for the patient. Whatever the source, the thera-
pist may lose attention to the vital information flowing from the relationship
that develops between them and the patient. A relationship of which the thera-
peutic alliance is an important element, being complex, ambiguous, and subject
to constant natural and continuity-threatening fluctuations in therapy (Cier-
piatkowska, Fraczek, 2017, pp. 131-133). In other words, the desire to control
and include the patient into the contracting process plan may impede the de-
velopment of the transference and countertransference process, thus blocking
the possibility of the patient's unconscious relational needs to emerge (Har-
gaden, Sills, 2002).

The dynamics of the activation of transference reactions related to the ob-
struction of contractual goals can be observed both on the part of the adoles-
cent and the parents. This requires the therapist to be particularly attentive to
the most significant processes that are already set in motion during the initial
consultation with both the adolescent and the parents, with particular attention
to when the parent may step in and try to change the goals of the therapy, which
are related to the activation of their unconscious processes, e.g. denying the
experience of anxiety, observing the developing positive alliance between the
child and the therapist may become a source of aggression (e.g. the parent for-
gets to provide the child with money or to inform about a planned departure at
the time of the meeting) and, as a result, interrupt the process of the adoles-
cent's therapy. The balance between working on the conscious aspects of the
contract and taking into account the emerging competing goals that emerge on
an unconscious level in the adolescent and parents is a very important compe-
tence not only relevant during the contract with the patient, but also during the
whole process of psychotherapy.

Conclusion

The presented issues show that the most important thing is to maintain the
balance between the analysis of conscious and unconscious processes that ap-
pear in the relationship during the contract with the patient and his parents. The
psychotherapist's ability to observe clinically significant indicators of uncon-
scious mechanisms on the part of the parent is a helpful process in sustaining
effective psychotherapy of the adolescent. It seems, however, that this is a state
to which, like autonomy, we are constantly striving and that it seems impossible
to achieve a constant and unchanging level, especially when we treat each pa-
tient as a conscious, spontaneous, and capable of intimacy individual who real-
izes being antonomous in many different ways.
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In conclusion, a very important skill for every therapist working with adoles-
cent patients is to establish a transparent, understandable, and feasible contract
in the initial phase of work with the patient, taking also into account the context
and expectations of his parents. It is helpful in this respect to improve one's
qualifications, to have one's work regularly supervised, and to have one's psy-
chotherapy. In other words, a constant search for one's professional path and
increased awareness of oneself and one's relations.
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Specyfika kontraktu tréjstronnego w pracy psychoterapeutycznej
z adolescentem i jego rodzicami

Streszczenie

Analiza transakcyjna wniosta niepodwazalny wktad w myslenie o kontrakcie, jego formule i zna-
czeniu w procesie psychoterapii. W artykule przedstawiono koncepcje kontraktu i procesu kon-
traktowania w ujeciu analizy transakcyjnej oraz jej implikacje w obszarze praktyki psychoterapeu-
tycznej, ze szczegdlnym uwzglednieniem psychoterapii indywidualnej pacjentéw nastoletnich.
Omowiona zostata klasyczna koncepcji kontraktu Erica Berne’a (1966) oraz kontraktu tréjstron-
nego Fanity English (1975) wraz ze szczegdlnym uwzglednieniem analizy jawnych i ukrytych pro-
cesow prowadzacych do sukcesu i porazki w terapii adolescenta z perspektywy relacyjnej analizy
transakcyjnej (Hargaden, Sills, 2002). W artykule zostaty opisane takze specyficzne problemy, na
jakie moze natrafi¢ psychoterapeuta w pracy terapeutycznej z nastolatkiem i jego rodzicami z per-
spektywy rozwijajacej sie relacji tréjstronne;j.

Stowa kluczowe: kontrakt, proces kontraktowania, poziomy kontraktu, kontrakt tréjstronny,
psychboterapia nastolatka.
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Man does not want to live at all costs, but all he wants is to live meaningfully™*.
Victor Frankl, Homo Patiens, 1971

Existential psychology shows affinity to psychological humanistic approach
in its many areas. These parallels are so clear that frequently these two trends
are called by the same name of the humanistic-existential approach. Yet, exist-
ing differences consist mainly in the fact that whereas trends described as hu-
manistic concentrate on various aspects of the Ego state structure and conse-
guences deriving from it, existential trends focus more on the issues of values
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and sense of human life. Viewing critically both psychoanalysis and behaviour-
ism, existential psychologists demonstrate their doubts also with regard to hu-
manistic psychology. Especially the classical one by C. Rogers or A.H. Maslow.
While they accuse psychoanalysis and behaviourism of treating people like ob-
jects, they think that in case of the humanistic approach although one intention-
ally wishes to attribute sense and dignity to a human being, at the same time
they get closed in the narrowly understood and egotistic Ego state. They are
isolated from the influence of the outside world and values existing there. The
vision of the human being comprises solely someone who is egocentrically oc-
cupied with themselves and their acting motives. It is someone who seeks ex-
clusively in themselves the justification for their development and their sense of
existence. Such a way of thinking deprives a human being of responsibility for
who they are and who they become as a result (Opoczyniska, 1999, pp. 201).

Philosophical foundations of existentialism

Existential psychology originates from and takes its inspiration from existen-
tial philosophy to a much larger extent than other theoretical approaches and
orientations. Therefore, many times one can have an impression there are no
clear boundaries between these two separate areas. Hence, for many people
the status of this trend among other psychological ones is uncertain, unclear and
vague. It can be proved by the fact that in some extensive, well-known modern
lexical studies the term of existential psychology does not appear at all (cf. Col-
man, 2009).

As it is known, existential philosophy (Latin existential — existence) presents
a vision of a human being as individual and unique, often tragic in their earthly
existence. It emphasizes the feeling of permanent imperfection of human na-
ture. Man is a being tragically lonely in the face of God (theistic version of exis-
tentialism) or in the face of enormous time and space (atheistic version). They
strive for salvation (theistic variant) or they want to achieve inner peace that
shall give them freedom (non-religious variant). They acknowledge the primacy
of existence over essence, which comes down to the belief that man can be un-
derstood mainly by analysing their individual being in the world. It means that
man is first alive and exists, and later on they are aware of their existence and
attribute some sense to it. Thus, a human being has got freedom expressed in
the possibility of choice and is not determined by their fate. Among the precur-
sors and representatives of philosophical existentialism the following authors
are usually mentioned: Martin Heidegger (1889—-1976) in the agnostic trend, re-
garded also as a representative of phenomenology, atheist Jean-Paul Sartre
(1905-1980) and Maurice Merleau-Ponty (1908-1961). On the Christian side,
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we find Sgren Kierkegaard (1813—1855) and Paul Tillich (1886—1965), or Karl Jas-
pers (1883-1969), close to Christianity. Other representatives of the trend are
mentioned too: Martin Buber (1887-1965), Gabriel Marcel (1889-1973), Nicol
Abbagnano (1901-1990) or Miguel de Unamuno (1918-1972). Existentialism, as
a philosophical trend shares its origins with widely-understood humanism, phil-
osophical anthropology, phenomenology, hermeneutics and personalism. Exis-
tential themes can be found in films and books, where protagonists have a free
choice and full responsibility for their actions, which, at the same time, gener-
ates fear, sense of hopelessness and leads to extreme pessimism. Existentialism
can also be found in psychology and pedagogy.

Psychology and existential therapy

Existential psychology tries to primarily answer the question: “Who is
man?”, which other psychological trends tackle rarely or unwillingly, as Matgor-
zata Opoczyniska writes (Opoczynska, 1999, pp. 10-11). In the opinion of repre-
sentatives of this orientation, the aforesaid fundamental question shall be posed
first, before a psychologist begins to get to know another human being, to un-
derstand them or initiate their therapy. It is a trend that was not formed thanks
to one leader or a few precursors (like in case of psychoanalysis or behaviour-
ism), but was born simultaneously in the twenties of the twentieth century
thanks to many psychologists and psychiatrists in many European countries and
in the United States. The most frequently mentioned names are: Eugéne Min-
kowski (1885—-1972), Viktor Emil Gebsattel (1883-1976), and later on Ludwig
Binswanger (1903-1990), Medard Boss (1903-1990), Frederik Johannes Buy-
tendijk (1887—-1974), or other distinguished authors such as Irving David Yalom
(bornin 1931), Viktor Emil Frankl (1905-1997) and Rollo May (1909-1994).

Antoni Kepinski (1918-1972) is considered to be a Polish representative of
this trend in psychiatry, and to a large extent in psychology (Sikora, Trzopek,
1999, pp. 79). The achievements of this author cannot be overestimated. Almost
all his books were published posthumously, yet he is still known and present in
memory of psychotherapists representing academic environment in Cracow.!
A collection of articles and scientific studies published in various journals in 1972
under the title “The Rhythm of Life” (“Rytm Zycia”) (Kepiniski, 1972) is an excep-
tion here as they were released in the last moments of the author’s life. Books
by Kepinski are still reissued and although they were written so many years ago,

1 A good example can be a collection of interviews conducted with a group of psychotherapists
who began their professional career in the Psychiatry Clinic managed by A. Kepinski in the then
Medical Academy in Cracow. M. Werszka (2013). Psychoterapia to jest moja partia polityczna.
Krakéow: Wydawnictwo Rdznica.
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they still enjoy considerable popularity. They are accompanied with studies de-
voted to the author’s achievements (e.g. Murawski, 1983; Jakubik, Mastowski,
1981; Maj, 2012), or selections of his aphorisms or constitutive terminology
(Ryn, 1992, 2004). What is more, the author of this article is proud of devoting
his first scientific article to the understanding of (artistic) work by Antoni
Kepinski (Jagieta, 1985, pp. 5-12). An indefatigable propagator of this author’s
achievements, Zdzistaw J. Ryn, wrote these words in a letter to the author of this
article:

Wydawnictwo Literackie keeps re-issuing the books by master Kepinski, there are new
studies in the pipeline, e.g. Essays on Auschwitz [Eseje oswiecimskie] [...]. In short, we do
not celebrate consecutive anniversaries of Professor Kepinski’s death, but anniversaries
of His Resurrection!?

Not much can be added here, except for the fact that some books, e.g. The
Self-portrait of a Man (Autoportret cztowieka) have been already re-issued
seven times.

Antoni Kepinski devoted one of the chapters in the book Fundamental Issues
of Contemporary Psychiatry (Podstawowe zagadnienia wspofczesnej psychiatrii)
to existentialism as a psychological concept (Kepinski, 1978, pp. 111-118). He
reviews opinions of several leading representatives of this trend and presents
a phenomenological foundation of getting to know the patient in psychiatric
practice, which, as he claims, comes down to observation, somehow “a vista,”
without preliminary assumptions, attitudes, prejudice and accepted theory.
Thanks to such an approach, one can discover new, formerly unnoticeable de-
tails and phenomena. Man is to be examined as the whole of one’s being. He
refers to typical existential differentiation between essence (nature, substance)
and existence (being, becoming), giving priority to the latter one. In the state-
ment “l am,” the subject “I” means the essence, whereas the predicate “am”
characterizes the existence, which determines becoming, awareness, activity
and right to decide. It is also linked with the awareness of death as the word “to
be” is inadvertently accompanied with “not to be.” Similarly, human will, fear
and guilt are linked with the concept of existence, shaped into the word “am.”
However, man does not exist in vacuum, but is a being located in space and time.
Their relations with the world are expressed in the logical, biological and deter-
mined way (Umwelt), socially with their norms, meanings and meetings with
other people (Mitwelt). They cannot objectify, which specially regards a thera-
peutic relation. The last aspect of human existence in the world is the way of
perceiving oneself and assessing how one is able to realize oneself in this world
(Eigenwelt). Kepinski finishes his deliberations on existential psychiatry with the
following statement:

2 Aletter of prof. Z.J. Ryn of 12 July 2004 r. in author’s resources.
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One can have many objections to the philosophical assumptions of existentialism, but it
cannot be denied that it has contributed a lot to studying some psychopathological phe-
nomena and has been helpful in debunking a false approach of a psychiatrist towards
their patient — that of a subject towards an object (Kepinski, 1978, pp. 118).

Referring to the aforesaid words, one can say that many reasons contributed
to the emergence the existential movement. One of them was dissatisfaction of
some psychologists with previously practised academic psychology, which did
not perceive “man as such” any more. It was more focused on explaining phe-
nomena than on their thorough understanding. On the other hand, getting to
know an individual without the primacy of underlying assumptions and theory
offered a common ground for possible relations with phenomenology and her-
meneutics concentrated on methods aiming at approaching inner human expe-
rience. What we can get to know about another individual depends on a direct
and open relation, its quality and engagement of both parties in this relation.
This relation differs from reductionist and somehow uneven learning in life sci-
ences, where the learning subject gathers knowledge about their studied object.
In the case of the existential approach, this relation resembles the “parallel” ar-
rangement, especially present in therapeutic relations. The learning subject
(therapist) is geared towards gaining knowledge about their object (client), but
simultaneously the very same object becomes the subject of their therapist’s
acquaintance. It was connected with the fact that “scientifically” and academi-
cally performed psychology provided few premises and clear suggestions for
therapeutic practice. However, does existential psychology provide such prem-
ises? Rollo May states that “...the existential method can and should have a sig-
nificant and far-reaching impact on practical therapy of patients, even though
so far this method has not found its proper use” (May, 1989, pp. 152). Yet, this
judgement is not really true. And although, as it has already been mentioned,
existential therapy does not have one founder and it has not tried to become
a homogenous school of therapy, it is not devoid of its character, distinguishing
it from other trends of psychological counselling. “On the contrary,” like Matgo-
rzata Opoczynska writes, “it is exactly due to that fact that this approach is
clearly and fundamentally different from other therapeutic schools and as such
constitutes an alternative for their views concerning objectives and methods of
“healing” people” (Opoczynska, 1999, pp. 193).

One of leading representatives of existential therapy, who undoubtedly is
Irvin D. Yalom (born in 1931), similarly to other representatives of this option,
regarded the aforesaid trend as ambiguous and not rooted. In his fundamental
work, Existential Psychotherapy, he writes about it in this way:

Existential psychotherapy is a homeless child. It does not really “belong” anywhere. It

does not have its territory, its formal school, its institution; it is not well-perceived in
better academic institutions. There is no association devoted to it, no scientific journal
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(its few feeble offspring were annihilated in their childhood), stable family or founding
fathers. It does though have genealogy — a few cousins and friends of the family dis-
persed all over the world, partly in the Old World, and partly in America (Yalom, 2008,
pp. 21-22).

He also remarks that despite its ambiguity and lack of uniform subject root-
ing, many experienced therapists, regardless of which school they represent,
use many aspects of existential approach in their practice (Yalom, 2008, pp. 12).
He defines this trend in the simplest way possible: “Existential psychotherapy is
a dynamic therapeutic approach focused on worries regarding existence” (Ya-
lom, 2009, pp. 19). Dynamism means here rooting in Freudian understanding of
contradictory mental forces, and he adds what he finds the most important as-
pect: “...these contradictory forces act at various levels of consciousness; in fact
some of them are completely unconscious” (Yalom, 2009, pp. 20). Let us notice
that Yalom’s reference to unconsciousness is slightly different than this of nu-
merous representatives of this trend, who remain more distanced in their atti-
tude to unconsciousness. Writing about relations between psychotherapy and
religion, Yalom notices several links, though at the same time he is convinced
that they are complex and full of tension. They have the same worries, deal with
human despair, confession is after all a téte-a-téte relation, like in a psychother-
apeutic surgery, where one explores their inner self, forgives themselves and
others, and being a psychotherapist is not only a profession but a kind of voca-
tion. “And yet,” the author writes, “it is still true that the most important con-
victions and the most fundamental practical approaches of psychotherapy and
religious consolation are often quite contradictory” (Yalom, 2009, pp. 9). Yalom
also claims that, similarly to other representatives of the humanistic and exis-
tential trend, therapy should not concentrate on theory but on relation. Existen-
tial issues have a significant impact on the nature of this relation. Finally, think-
ing about the sense of human life, reflection that Victor E. Frankl finds so famil-
iar, he states that it is plague of all beings capable of thinking.

One of the most recognisable trends of existential psychotherapy is logo-
therapy developed by Victor E. Frankl (1905-1997). Its founder saw an oppor-
tunity of psychological help in searching the sense of life, role of freedom, re-
sponsibility and love in becoming oneself. Realising oneself via values such as:
creativity, experiencing different things and acceptance of suffering, which are
inseparably linked with human existence. According to Frankl, man is unity, not
only mental and physical one, but the spiritual dimension of human existence
should be also taken into account. All that constitutes unity in diversity, which
does not equal dividing anything. The author believes that spirituality is not
identical to consciousness, and spiritual unconsciousness is also religious uncon-
sciousness. And although some of Frankl’s deliberations are of a religious na-
ture, interpreters of his approach believe that he thought that religion should
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not be combined with psychotherapy (Sikora, Trzépek, 1999, pp. 153). This dis-
tinction comes down to one statement: “psychotherapy aims at healing the soul,
religion aims at soul’s salvation” ( Frankl, 1978, pp. 77). Let us give the floor to
the very founder of logotherapy, who makes it more precise, writing as follows:
“When our patient has got a solid foothold in religion, there are no contraindi-
cations to use their religious beliefs for therapeutic purposes, drawing from their
spiritual resources” (Frankl, 2009, pp.117). Thus, it is not accidental that in some
Catholic environments that approach other schools or trends of psychotherapy
with a certain distance and criticism, Frankl’s achievements are received with
acceptance and acknowledgement. In Poland, Frankl’s concept was propagated
by, among all, rev. K. Popielski, professor of the Catholic University of Lublin
(KUL), privately a friend of the founder of logotherapy and its Polish version,
nootherapy, and a form of psychological-pastoral counselling (Popielski, 1989,
1992, 1997).

Situations leading to lack of possibility to realise oneself spiritually in the
area of values and a decreasing sense of purpose in life cause neurosis which
Frankl called noogenic. “Noogenic neurosis,” as this author writes, “is not the
result of contradictory drives and impulses, but rather derives from existential
issues. Among the latter ones an important role is played by frustration of will
to meaning” (Frankl, 2009, pp. 154). Logotherapy as a suggested form of psy-
chological assistance is not to replace psychotherapy but to complete it. In this
way, Frankl clearly broadens the meaning of psychotherapy, which becomes for
him “practical” philosophy whose aim is not only healing a sick individual but
“leading them to the truth” (Frankl, 1998, pp. 16). It might seem that Frankl
cares more about helping people experiencing existential void than about treat-
ing the sick (Frankl, 2010, pp.111). Thus, sometimes, like Aleksander Nelicki
does, this concept is defined as “metaclinical” (Nelicki, 1999, pp. 177-194), i. e.
going beyond narrow and intentional removing reasons and symptoms of hu-
man problems, but reaching the depths of one’s sense of life.

Viktor E. Frankl developed several therapeutic techniques, among all, the
technique of paradoxical intervention and de-reflection. In case of paradoxical
intervention, it is about persuading the patient to experience situations causing
fear, which leads to decreasing mental strain.? On the other hand, de-reflection
is to change the direction of destructive thoughts. The therapy process also in-
cludes Socratic dialogue, which especially concentrates on the patient’s system
of values. Yet, Frankl thought that psychotherapy cannot be equated with a task,
where a psychotherapist, like a skilled technician, fixes another wrongly operat-
ing human being. Techniques, though helpful at times, play a supporting role

3 It can be said that Frankl follows Democritus, who recommended to “Do what you are afraid
of”.
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here, atmosphere that the therapist brings into the meeting is of an utmost im-
portance because the therapist cannot objectify the patient as in this way they
objectify themselves. Therefore, a good therapist is a person whose help comes
from the inside of their person. Frankl claims that logotherapy as a method of
existential analysis can be a therapy for everyone.

Frankl’s aloofness from himself and his concept, and his sense of humour
can be well illustrated by an excerpt from one of his books.* He describes a sit-
uation when someone addressed him with a question if he was a psychoanalyst
and how his concept differed from psychoanalysis. At the beginning, Frankl
asked this person to explain first of all how they understood the concept of psy-
choanalysis. The guest, interested in logotherapy, answered as follows: “During
psychoanalysis a patient has to lie on the couch and tell their therapist about
things they often don’t feel like talking about.” Frankl responded to it in this
way: “In this case, during logotherapy, a patient has to sit straight and listen to
things they do not feel like listening to” (Frankl, 2009, pp. 149-150). There is
a grain of truth in this anecdote, but it is a bit far from a real value and usefulness
of this concept and fundamental differences that separate it from psychoanaly-
sis. One of the main assumptions of logotherapy says that a man’s main goal,
like Frankl writes, is neither aspiration for pleasure nor avoidance of pain, but
looking for sense in one’s life. That is why we are even ready to suffer, of
course on the condition that we give some sense to our suffering. Man is to
look for the sense of life beyond themselves, “we are to answer and not to ask
and the very life is a question” (Frankl, 1998, pp. 133). Thus, logotherapy is
above all to become a therapy that allows us to uncover the sense of life of
a person seeking help.

Comparing the three consecutive concepts represented by Freud, Adler and
Frankl, one can frequently notice how they are reflected in the process of human
ontological development. The period of childhood would refer to Freud, growing
up with the desire of power to Adler, and mature striving for giving one’s life
some sense would be linked in Frankl’s case with complete adulthood (Sikora,
Trzopek, 1999, pp. 148). Frankl himself confirms this remark quoting Peter R.
Hofstatter: “Each of three mental instances has found its psychotherapeutic ad-
vocate, id — in Freud, ego — in Adler, and superego in C.G Jung, R. Allers and
V. Frankl” (Frankl, 1971, pp. 23). Further on he ads: “Putting psychoanalytical
jargon aside, treating it as usual fagon de parler, one has to completely agree with
it” (Frankl, 1971, pp. 23). Therefore, following the same reasoning and referring
to transactional analysis it can be said that Freud embodies the interests of the
Child ego state, Adler — the Adult ego state, and Frankl — the Parent ego state.

4 Let us add here that the book was sold in over 12 million copies; it can clearly show in how
many world countries people seek an answer to the niggling question about the sense of life.
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One should mention one more representative of the existential approach,
i.e. Rollo May (1909-1994). Existential psychologists do not want to, as May
says, link psychology with a certain philosophy, but they want to be aware of
ontological reasons for their actions (e.g. therapeutic ones), which are otherwise
somehow suspended in the air and cannot have any lasting significance (May,
1989, pp. 152). In his studies, May focuses mainly on the issue of fear, which he
treats in many cases as a developmental factor, and he devotes a lot of place to
the feeling of love. Constructive fear helps one face dangerous situations. In case
of destructive fear of a neurotic nature, which is responsible for inner anxiety,
the situation is opposite. May writes that “It is characterized by limited con-
sciousness, loss of orientation; and when such a state lasts longer, there
emerges a feeling of depersonalisation and apathy” (May, 1989, pp. 50). In case
of love, he distinguished its five types: libido (as a biological demonstration of
gender), eros (mental desire of unity with the loved one), philia® (intimate close-
ness between people devoid of sexuality), agape (unconditional love expressed
with care about a given person) and manic (impulses and emotions driven by
love). And although in May’s opinion sexuality should not be separated from
love, love is the aim of worthy human life, contrary to sexual desire which is
egoistic in nature.

Showing positive aspects of the aforesaid existential trend in psychology,
one cannot ignore the fact that also this orientation, like other ones, attracts
criticism. Putting aside this obvious statement that academic psychology ac-
cuses it of not being scientific enough, talking about some authors identifying
themselves with existentialism, it is said that their categories seem to have some
shortcomings. For example, it is said that they do not define fundamental exis-
tential terms which the whole concept relies on. Several terms (e.g. being, free-
dom, subjectivity, etc.) are most often explained one with the help of another,
thus not referring to any internal reference systems.® Therefore, like in case of
Rollo May’s views, despite declared relations with existential philosophy, exis-
tential psychology is not completely rooted in it, and frequent references to
terms close to existentialism only illusorily “make an impression of dealing with
human reality” (Sikora, Trzépek, 1999, pp. 139).

5 This term shall be used by the author later on in another publication in the context of inte-
grated personality. Jagieta, J. (2013). Integracja osobowosci jako wartos¢ edukacyjna. Perspek-
tywa edukacyjnej analizy transakcyjnej. In: A. Gofron, K. Motyl (eds.), Podstawy edukacji. Sfera
wartosci i zasad — konstruowanie przedmiotu. Krakow: Oficyna Wydawnicza ,,Impuls”, pp. 119—
139.

6 This mistake is described in methodology as ignotum per ignotum (the unknown by the more
unknown).
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Existential psychopedagogy

It is difficult to find examples showing a clear use of the existential approach
(e.g. logotherapy) during school lessons. However, it seems that, like it was said
before, existential therapy should not replace other directions, solutions or cor-
rective methods, but constitute their foundation and completion, and the exis-
tential orientation does not have to dominate and eliminate other ways of act-
ing but can provide them with an axiological direction and foundation. At the
same time, if Frank!’s achievements shall be associated with the issues of values
and discovering the sense of one’s own life, it is difficult to imagine a teacher,
head teacher or a therapist to completely ignore the aforesaid issues. It can
seem even more important because, as we can reasonably suppose, some stu-
dents or participants of therapeutic meetings have smaller or bigger deficits in
the normative area of the Parent ego state. Therefore, a teacher can create,
without any pressure and imposing anything, a fantastic opportunity for children
and teenagers to discover values and look for sense of their own existence. And
although Frankl did not devote much attention to teaching and educating, his
achievements constitute an important inspiration for other authors to under-
take steps in this area. As far as the logotherapy author’s interest in educational
issues is concerned, the concept was already formed in secondary school, when
he got interested in social work, questions of help for social outcasts, started
working with failed suicide attempt minor victims, people who had lost any
sense in life. Being only 21 years old, like Jan T. Michalski says, in his publications
he postulated establishment of school therapy centres for teenagers. After ten
years of therapeutic practice he stated that teenager’s mental issues derived
from lack of sexual education, family conflicts, school and economical difficulties
and personality disorders (Michalski, 2011, pp. 26). Other researchers of Frankl’s
works appreciate the value of this concept in the educational aspect, mainly in
its multidimensional character, which offers a possibility to overcome contem-
porary existential crises of a young man, caused by losing their sense and pur-
pose of life, at the same time giving hope for solving many educational problems
deriving from negligence of spiritual needs (Wolicki, 2007, pp. 9-10). J. Wisniew-
ska claims that the logotherapeutic concept of education is unique and efficient
because logotherapy makes attempts to meet the basic human need, which is
striving to determine the sense of one’s life. Realising the aforesaid aim is a way
to overcome existential void and frustration, which often destroys a contempo-
rary man and does not let them enjoy mental health, development and maturity
(Wisniewska, 2013). Also foreign authors perceive the value of logotherapy in
its pedagogical aspect, seeing its special usefulness in discovering the sense of
life by children and teenagers (Heinelt, 1986, pp. 78). Many articles dealing with
pedagogical aspects of logotherapy were published in an international review
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The International Forum for Logotherapy. Logotherapy provides foundations for
pedagogical anthropology, claims Karl Dienelt (Dienelt, 1955, 1970, 1979). Fur-
ther on, Joan Carles Melich remarks that logotherapy builds philosophical and
anthropological foundations for the theory of pedagogy (Melich, 1993, pp. 72).
In Bernard R. Dansard’s view, logotherapy offers means that support education.
He notices how important logotherapy is in pedagogy (Dansard, 1993, pp. 89—
96). Ludwig Kerstiens wants pedagogy to be open to sense (Kerstiens, 1978, pp.
85). In the opinion of E. Lukas, logotherapeutic education is based on three pil-
lars: free will, will to live and sense of life. Logotherapy can support the devel-
opment of young people, can favour finding and developing their full life poten-
tial (Lukas, 1989). According to W. Kurz, Frankl’s theories showing will to live and
sense of life are particularly useful in creating the concept of religious education
(Kurz, 1989, pp. 237). Similarly, A.G. Wirth even shows that logotherapy and its
image of a man can be a source of spiritual strength for teachers and students
(Wirth, 1979, pp. 237). Hans Nobert Hoppe claims that the system of logothera-
peutic education must treat a man as a creature equipped with their spiritual
dimension, freedom, responsibility, capability of self-transcendence. He sug-
gests transferring fundamental ideas of logotherapy into the educational prac-
tice based on the integral vision of logotherapeutic education that also takes
adults into account (Hoppe, 1989). Also L. Tarner (Tarner, 1994) offers a propo-
sition of integral pedagogy understood in this way. On the other hand, H. Frank
suggests that pedagogical work should be geared towards the future, make one
sensitive to possibilities of finding sense, and should not limit itself to conveying
knowledge. Children and teenagers have to learn in their families and at school
to discover will to meaning and sense of life (Frank, 1994). Concluding, one can
qguote an opinion of B.Z. Hirsch, who states that logotherapy is orientated to-
wards the future, prepares for dealing with problems that young people might
encounter in the future, and the practice of logotherapy might prove useful in
counselling available at school (Hirsch, 1995). This short review of foreign au-
thors shows us that Viktor E. Frankl’s concept constitutes a constant inspiration
for teachers and educators, who find an important pedagogical message in it.
In Polish pedagogy, the existential trend was represented most comprehen-
sively by Janusz Tarnowski (1919-2012). He expressed his view writing that
Among various trends nowadays gaining more and more significance, there is existential
philosophy, which focuses its interests on an individual and sense (or no sense) of their

life. As this direction of research cannot be unfamiliar to Christian pedagogy, its confron-
tation with existentialism is inevitable (Tarnawski, 1974, pp. 1; 1982, pp. 5).

He made a dialogue and a meeting central concepts of his vision of educa-
tion for peace, and he devoted popular science publications to them. An exam-
ple can be a book How to Educate? (Jak wychowywac?) (Tarnawski, 1993). Ja-
nusz Tarnawski also noticed aspects of existential pedagogy in the achievements
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of Janusz Korczak (1878 or 1879-1942). He associated it with Korczak’s under-
standing of a dialogue, which was close to his, and which was expressed in part-
ner-like relations between adults and a child who is already treated like a man
and is not to become a man sometime in the future. One type of dialogue he
wrote about in the context of Korczak’s pedagogy was an existential dialogue,
which was linked with three situations: guilt, joy and suffering, and speaking
more precisely with co-guilt, co-joy and co-suffering of an adult with a child. The
realization of the dialogue understood in such a way, i.e. the one between
a responsible adult and children is best expressed in well-known circumstances
of Korczak’s death, which Tarnawski writes about in the following way: “The de-
cision of fraternizing with children at the moment of death was so to speak in
advance organically integrated with intense, existential connection with them”
(Tarnawski, 1990, pp. 81-86). Therefore, concluding, one might try to find rela-
tions between the existential approach and transactional analysis in its educa-
tional context.

Existential aspects of transactional analysis

In his book Existential Psychotherapy (2008), Irvin D. Yalom, referring to four
(like he calls them) human “final worries” (death, freedom, isolation and sense),
looks critically at transactional analysis in the context of human freedom and
decisions. As he writes, it is difficult to imagine freedom of deciding about one-
self without free will and without the right to choose accompanying the possi-
bility to make a decision. At this point, he lists and discusses five types of human
decisions (rational, volitional, drifting, impulsive and based on changing one’s
point of view), distinguished by a transactionalist, William James (Yalom, 2008,
pp. 324). In this way, he critically refers to known transactional early-childhood
script decisions. He questions the awareness of decisions made by a child and
placing them in real time, decisions that later impact their unconscious script,
personality variables and repetitive interpersonal relations. Irving D. Yalom’s
doubts also concern the process of re-decision, in which a therapist comes back
to this moment with a suggestion of taking a rational decision from their point
of view this time. The problem, the author writes, lies in the fact that it might
happen that it concerns completely different decisions (as we might guess from
the text); other reservations concern the fact that the client is allegedly forced
to work on unconsciousness forces with the help of consciousness. “In this rad-
ical opinion on taking decisions there is no place for the subtlety of the develop-
mental process,” Yalom writes (Yalom, 2008, pp. 325). He also claims that the
structure of one’s character is not a consequence of a single, even crucial deci-
sion, but constitutes the outcome of many choices, which develop throughout
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one’s lifetime. What is more, a man, thanks to their will, can accept or reject
offered solutions.

Not entering into a polemic about this view, it is still worth asking only one,
it seems, crucial question: does that power of free will also regard a child at an
early stage of its development, i.e. when the most important traits of its mental
state and character are being formed? It is also difficult to deny the fact that the
dynamics of developmental changes differs depending on a stage of this devel-
opment. What else is psychoanalysis and this inside but revealing with the help
of consciousness what can be found in the area of unconsciousness (psychoa-
nalysis is sometimes defined in the shortest way possible as “studying irrational
phenomena with the help of the rational method”). Thus, should not conscious-
ness be the last instance man relies on?

Let us put a full stop here. We began to look for relations connecting psy-
chology and existential psychotherapy with TA by criticizing the latter one,
whereas it is interesting to notice with how much reverence and awareness of
meaning Eric Berne approached existential issues in his concept. They occupy
a few pages in this book Principles of Group Treatment. In the chapter devoted
to existential analysis Berne writes as follows: “TA shares with existential analy-
sis a big respect and interest in such personality features as honesty, sincerity,
integrity and autonomy and very touching manifestations of social meetings and
closeness” (Berne, 1966, pp. 305). Further on, he thinks about the role and
meaning of self. He writes that “Self in its existential sense is recognized and
appreciated by transactional analysis. It is experienced as an ego state with a lot
of free energy. This energy allowing to feel “the real self” can occur at a given
time, one by one in the Parent, Adult and Child ego state” (Berne, 1966, pp. 305).
He claims that control over Self is attributed more to poets, philosophers or the-
ologians than psychotherapists.

A TA patient learns to control free energy, increase it and transfer their “real Self” be-
tween different ego states as acts of their will. They learn autonomy and develop their
sincerity. It is paradoxical that a person capable of controlling their Self should be de-
scribed in the philosophical and existential context but not with the help of TA notions.
It creates opportunities for philosophers, theologians, poets for cooperation with psy-
chotherapists and reflecting upon the meaning of these basic values (Berne, 1966, pp.
305).

There is also a reflection on the question of psychological games, or
a racket.”

Games by definition — Berne writes — are perceived from an existential point of view as
evil. ATA ideal are interpersonal relationships devoid of games. But, on the other hand,

7 Racket is a pattern of unconscious script behaviours being a source of cheating and manipulat-
ing the environment, thus making a given person experience negative substitute feelings, [in:]
Jagieta, J. (2012). Stownik analizy transakcyjnej. Czestochowa: Wydawnictwo AJD, pp. 168—-169.
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games provide socially interesting ways of time structuring. Thus, everyone takes their
independent decision which games they choose and how often they play them and in
whose company — so as to maintain one’s identity and sincerity. One may also abandon
games (Berne, 1966, pp. 307).

Thus, Berne notices the insignificance and insidiousness of psychological
games in interpersonal relations, but, with contrariness and inquisitiveness typ-
ical of a researcher, he notices their interesting aspect as a psychological form
of spending leisure time. Games are accompanied with racket that still requires
further analysis:

The question of a relation between such feelings as the sense of guilt, being hurt, fear or
inadequacy is not completely answered in TA. The critical point is transferring these feel-
ings from the Child to the Adult ego state (Berne, 1966, pp. 307).

The script aspect, remaining in the area of important research of TA, has got
its existential dimension as well. Reflecting on it does not always bring positive
conclusions. Berne writes about it as follows:

Nearly whole human activity is programmed to pursue and fulfil the early-child script,
hence the feeling of autonomy is almost always an illusion. This illusion causes suffering
of the human race as it happens that consciousness, sincerity, creativity and intimacy are
possible only to few lucky ones. For the rest of the human race other people seem to be
mainly objects of manipulation. They have to be invited, persuaded, seduced or forced
to play appropriate roles, strengthen the protagonist’s position and fulfil the script
(Berne, 1966, pp. 310).

Existential optimism occurs when someone is consciously capable of getting
rid of one’s script and undertaken games, and meets a person similar to them-
selves.

A person freed from their script can see the world from a different perspective (or rather
the old and long-forgotten one). A sincere relation takes place when such a person freed
from games meets another, similar person. Such a meeting is probably the highest form
of relation, which existentialists call an encounter. In TA terminology, an encounter is
preparation for the relation of closeness and intimacy (Berne, 1966, pp. 310).

Finally, referring to Berne, let us quote what he said about therapeuticissues
both in the context of existential analysis and transactional analysis. It is worth
doing as the aforesaid book has not been translated into Polish. This observation
shows one of key psychopathological issues, where depression meets despair
and anger, though constituting separate components. What does Berne think
about it?

TA, similarly to existential analysis, differentiates the terms of depression and despair.
Depression is the outcome of a dialogue between the Parent and the Child ego states,
and despair is the result of therapeutic failure or interrupting a game or a script. Then,
the patient tries to reconstruct the game and this leads to anger and frustration as the
therapist tries to prevent it (Berne, 1966, pp. 311).
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However, an extract in which the author refers to human disappointment,
which happens when one gets rid of early-child illusions, is especially worth our
attention.

Disappointment is different from depression and despair. The original script protocol
formed in early childhood contains elements of magic, is developed at an archaic level.
It might be the reason of failure in therapy. The patent has to live in the world without
Santa Claus, one has to confront various existential problems, necessity of choice, ab-
surdity. One has to confront the illusion of the script. Then, the main feeling is disap-
pointment and a lot depends on the therapists competencies. It might be the therapist’s
last existential task — separate disappointment from anger (Berne, 1966, pp. 311).

For a therapist it is a great existential challenge as illusions are obstacles and
adversities on the path of one’s development. In his brilliant book (one has to
appreciate it despite its controversial criticism of TA), The Gift of Therapy (Ya-
lom, 2003, pp. 1), Irvin D. Yalom, formulates, first and foremost, a clear and ex-
plicit recommendation for young therapists: “Remove obstacles from the path
of development.” This development is often limited or hindered because of var-
ious mental disorders. Being at the beginning of his own professional career, he
adopted this directive, which changed his approach to psychotherapy forever. It
freed him from the compulsion of taking many steps which, in this perspective,
turned out unnecessary. It made him realise that “...I just have to recognize and
remove obstacles. The rest shall come on its own thanks to self-realisation
forces operating in a given patient” (Yalom, 2003, pp. 1). These disorders can be
understood as a certain illusion (Latin illuso — scorn, joke, illusion), a given per-
son finds themselves in. As an illusion is nothing else but “[...] an erroneous
presentation of a reality fragment” (Podsiad, Wieckowski, 1983, pp. 148). Using
the language of contemporary pop-culture, one may have an impression that
patients in need of therapy live in a kind of Matrix.? Let us point out that in the
Wachowskis’ film, people lived in the world created by a computer programme
giving an impression of authentic reality. It is similar in case of mental disorders.
It should be emphasized here that this world is not completely distorted, falsi-
fied and entirely false, it does not create new facts or it does not deny them, but
deforms them in a peculiar way, changes the perspective and redrafts. This phe-
nomenon is particularly noticeable in case of neurosis. In such a case, the patient
can describe their symptoms and is partially able to differentiate themselves
from the object (contrary to the case of psychosis or borderline disorders) and
as a result, to a certain extent, stays in touch with reality. Only their Feeling-Self
is affected, Watching-Self does not suffer, hence a neurotic patient is not com-
pletely disoriented. The so-called stupiditas neurotica® can be a good example

8 Matrix —an American movie of 1999, directed by Larry and Andy Wachowski.
9 Stupiditas neurotica — also called “neurotic stupor” consists in demonstrating a lower than
usual intellectual level in challenging situations.
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here. In The Little Prince, the character of a lamplighter represents a person suf-
fering from neurosis. He keeps extinguishing and relighting the lamp-post,
blindly following orders, although there is no need to do that as the planet does
not move in the same way it used to (De Saint-Exeupéry, 1992, pp. 44). A person
under the influence of their script functions in a similar way. In case of psycho-
ses, illusoriness takes the most dramatic form of delusions and hallucinations.
On the other hand, particular personality adaptations, which constitute a signif-
icant area of TA studies (Joines, Steward, 2002; Ware, 1983, pp. 11-19), create
a different image of illusions depending on their character typology. For a schiz-
oid person it will be an illusion of their own existential safety in danger. A para-
noid person creates their own, closed world in a similar way, based on lack of
trust in their surroundings. A person demonstrating moral issues does not dis-
tinguish their and other’s needs, and a symbiotic person lives in their constant
dependence on others. A narcissistic individual, on the other hand, constantly
defends their feeling of importance and tries to prove their worth to an indiffer-
ent world. Masochistic people are trapped by their sacrifice and freedom,
whereas histrionic people immaturely long for love and take great care of their
own attractiveness. A person suffering from OCPD render to the illusion of ex-
cellence, exaggerated perfection and strict discipline. One may sometimes have
an impression that all those illusions let people live, or function, more precisely,
as change is regarded as something impossible or dangerous. In his book Droga
donikgd, J6zef Mackiewicz writes similarly to Berne:

Human nature due to its imperfection is not capable of learning absolute truth. In these
circumstances a lie in a mental dimension is as natural as, let us say, the presence of air,
water, etc., which we cannot survive without in a physical dimension (Mackiewicz, 2011,
pp. 298).

It is a sad existential conclusion in the context of human life. However, is it
completely true in its pessimism and a tragic nature of human fate? Does it not
create an opportunity for education and correcting students’ and charges’ exis-
tential approaches towards themselves, others and the surrounding world?

Existential themes occur in transactional analysis also in the context of fre-
guently mentioned existential positions, alternatively called life positions. They
clearly refer to the well-know relation I-You, which we find in Martin Buber’s
works (Buber, 1992). However, this relation is shown from a slightly different
perspective and it acquires a bigger significance. We also find parallels to the
characteristic of the human approach “from” and “to” described by A. Kepinski:

Basic emotional approaches (“to” and “from” — | love and hate) can be realized only in
relation to another human being [...]. That is why this attitude towards another person
contains hidden ambivalence (I love and | hate). That is why another person decreases
anxiety and evokes it at the same time (Ryn, ed. 1992, pp. 69).
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Itis anissue which has been attracting researchers’ attention for a long time.
They have shown how important it is in developing individual and social identity,
or in shaping an individual’s self-knowledge, their readiness to engage in others’
matters, and developing a defensive approach in the conditions when one’s
identity is threatened (Jarymowicz, ed., 1988).

The classification of existential positions was initiated by E. Berne when
transactional analysis was being formed (Berne, 1962, pp. 10-23). He came back
to it in one of his last books, making its meaning broader and more profound
(Berne, 1998, pp. 115-127, 529). Other foreign authors, well-known in Poland,
who dealt with TA also frequently referred to the aforementioned subject mat-
ter (e.g. Harris, 1987, pp. 56—70; Hay, 2010, pp. 65-90; James, Jongeward, 1994,
pp. 62—-64; Rogoll, 1989, pp. 47-49, and many others). Many Polish researchers
did not ignore it either (e.g. Cichocka, Suchanska, 1989, pp. 35; Cierpiatowka,
Nowicka-Gawecka, 1992, pp. 109-110; Jagieta, 1998, pp. V-VI and others).

Existential positions, putting it simply, are fundamental convictions of
a given person about themselves and other people. The aforesaid four funda-
mental life positions!® are formed and develop early in one’s life, serving later
on to justify one’s behaviour and decisions, initiate certain games, or confirm
a given script. They determine how one views fundamental values and builds
their sense of life with regard to themselves and others. Three first life positions
are of an unconscious and to a great extent emotional nature, developed by us
and by others, whereas the last one (+,+) is a conscious choice of an adult per-
son. Ted Novey describe that position as specifically understood “medicine”,
which solves 95% of problems psychotherapy clients suffer from (Novey, 1980,
pp. 135-139). Nancy Porter is of a similar opinion when she explains in her arti-
cle how we should understand the statement ‘1 am OK. and you are OK.” She
writes:

Let us say it clearly and simply. Each human being is precious and it has to be taken into
account. That is what we say when we claim that I am OK. and you are OK. [...] | am glad
and moved that we managed to use such a simple language in transactional analysis to
express our fundamental and very humanitarian existential approach, which ITAA mem-
bers confirm every day in their actions (Porter, 1981, pp. 117).

Apart from that we can add that this four-position fundamental interpreta-
tion has its more complex formula developed by many authors, e.g. besides four
bilateral life positions, there are eight further positions, multilateral, unstable or
redundant (marked with a symbol ‘?’). Many transactional analysts noticed in
existential positions several contexts and themes worth more profound reflec-
tions and references to occurring problems, circumstances or groups of people.

10 et us revise: | am not OK. — You are OK. (-, +);  am not OK. — You are not OK. (-, -);  am OK. —
You are not OK. (+, -); | am OK. — You are OK. (+,+).
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It is impossible to present a complete image of these inquiries, yet let us men-
tion some authors and their studies.

Tony White, an Australian psychologist and supervisor, running his private
therapeutic practice, summarises achievements of various authors, concerning
existential positions, and proposes his own model, which he regards as more
useful in psychological help (White, 1994, pp. 269-276; 1997, pp. 57-64). Thus,
he proposes to use not four but seven life positions.!! He concerns them crucial
in clinical practice, though he admits in the conclusions of his articles that he
might be accused of making the already existing theory too complicated.

On the other hand, Southey Swede compared all Eric Berne’s opinions on
life positions with those of other authors such as Franklin Ernst, Edgar Stuntz,
William Greene, or Karen Horney (Swede, 1978, pp. 59—62). In the catalogue, re-
capitulating her findings, she lists every accepted position and its various aspects
such as: ways of problem solving and using time, transactional games played and
benefits and signs of recognition received thanks to them, typical script slogans,
characteristic forms of activity, and finally, typical inner Child ego states.

Since Berne distinguished those particular existential positions, many au-
thors have been trying to measure them with the help of standard tests and
guestionnaires. An article by Frederick D. Kramer, a member of the International
Transactional Analysis Association, professor of psychology at Concordia College
in Portland, Oregon, can be a good example (Kramer, 1978, pp. 166—168). In his
publication he describes a test for measuring basic life positions. A tool consists
of 40 simple statements based on a Likert scale, offering a possibility to respond
to all of them within 10-15 minutes. It should be emphasized that the test,
though very simplified in comparison to later solutions, meets strict psychomet-
ric standards with its high reliability and accuracy. The article presents and dis-
cusses interesting differences in levels of life positions noted in the research of
cross-sectional age groups. The author also made an attempt to explain them
and pointed to possible reasons of differences occurring between particular age
groups.

Almost twenty five years later, another author, Frederick A. Boholst, comes
back to the idea of developing a scale that would allow to study existential po-
sitions (Boholst, 2002, pp. 28—32). He makes his method subject to a thorough
factor analysis, which allows him to acknowledge its considerable efficiency in
clinical practice. However, he makes it clear that its use and standardization
should have its local and cultural adaptations, and remarks that further research
of his scale might shed light on developmental aspects of transactional analysis.
Three years later, he addresses this issue again with two other authors, analys-
ing, with the help of purely theoretical speculations, the questions of the so-

111.(+,?),2.(-?),3. (), 4. (-, --), 5. (++,4), 6. (+,4), 7. (+, -).
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called attachment and the separation-individualisation stage in an individual’s
development (Boholst, Boholst, Mende, 2005, pp. 62—67).

To a large extent, K. Harley also refers to existential positions and attachment
when he shows relations between the achievements of Eric Berne and Melanie
Klein. He suggests that the proposition of four existential positions with further
amendments of this model would benefit from taking into account the perspec-
tive of early attachments. He tries to prove his statement by referring to a number
of examples from his own clinical practice. He writes in the conclusion that

Existential positions of transactional analysis provide a shortened description of devel-
opmental phases. Yet, Klein offers an inside in the quality and stages of this develop-
ment. An inseparable element of Klein’s developmental structure is his description of
how psychopathology was formed, which has its implications in clinical treatment. Stud-
ying the correspondences between Berne and Klein, | offer getting our roots back, to add
a deeper dimension to the theory and practice of transactional analysis (Harley, 2006,
pp. 252-269).

When it comes to Fenita English, she analyses particular existential positions
in their developmental context, referring frequently to Rene Spitz and to Mela-
nie Klein and other representatives of the psychoanalytic object relations theory
(English, 1975, pp. 416-419). This very author and her findings are quoted by
a Swiss psychotherapist Jenni Hine, when she relates the significance of four life
positions to couples therapy (Hinne, 1982, pp. 190-194). In her opinion, it is an
underestimated tool which lets partners see features and shortcomings of their
relation and prevent their difficult mutual references . She shows such situations
using examples from her therapeutic sessions. This educative illustration of
symptoms and presentation of their causes offers relief in experienced tension,
opens up one’s perception and focus on the situation “here and now”, favours
closeness and clearly accelerates the process of treatment.

Two American educational psychology theorists, Marvin J. Fine and John P.
Poggio, this time adopting not the psychoanalytic object relations theory but
behavioural orientation, tried to attribute particular behaviours to given life po-
sitions (Fine, Poggio, 1977, pp. 250-356). They claim that the results prove the
rightness of fundamental assumptions of transactional analysis formulated be-
forehand in an intuitive way.

John G. Allen and Dorothy Weeb from the Faculty of Psychology of the
Northern Illinois University in DeKalb tried to link life positions of their re-
searched subjects to administering signs of recognition and experiencing a pos-
itive mood (Allen, Webb, 1975, pp. 227-223). In the light of their research in
a group of students, one could see a clear connection between a tendency to
give positive strokes to oneself and others and experiencing positive emotions
as far as people adopting the fourth, aforesaid, life position (+,+) were con-
cerned. This life position is unanimously regarded by all transactional analysts
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as the most optimal existential position. The editors of Transactional Analysis
Journal, where this article was published, published the text despite several fac-
tual and methodological reservations (e.g. lack of taking into account negative
signs of recognition in the research), admitting that the publication was inspiring
and encouraging to conduct further studies in this area.

Charles H. Peterson shares the view of Eric Berne quoted in the book Games
People Play, which says that due to a few ways of game classification, only
a game based on existential positions can be called systematic and scientific (Pe-
terson, 1976, pp. 381-383). Considering some game types, the author also
points to the relation of a game type to an adopted existential orientation. He
also remarks that the therapist’s awareness of their patient’s life position and
their life position identified on the basis of psychological games played by them
is crucial in defining at the beginning the patient’s engagement level and energy
they would be able to contribute to this therapy, and as a result, the change of
their situation.

Three authors, Sandra S. Andrews, Diana C. Conrad and Marvin J. Fine, con-
ducted a research with a sample of fifteen boys and the same number of girls in
the last grade of college (Andrews, Fine, Conrad, 1977, pp. 357-360). It con-
cerned the stability of a given adapted life position in comparison with other
peers, school situations and family relations. This research proved that despite
the view of Thomas A. Harris (Harris, 1987, pp. 56—70), these positions can
change depending on places and circumstances. Thus, they are not deeply
rooted and they are subject to change. However, it seems that the authors did
not sufficiently take into account the subjects’ developmental stage, which is, as
we know, not very stable either as far as other personality traits are concerned.
James H. Morrison reaches similar conclusions about the lack of stability of life
positions and he states that conflict situations are an intermediate variable that
can significantly influence one’s behaviour regardless of originally adopted and
declared life position (Morrison, 1978, pp. 250-254).

Maggie Hunt-Cohn, an American writer and poet permanently living in Geor-
gia, notices an important relation between one’s life position and loneliness
(Hunt-Cohn, 1994, pp. 293-294). The feeling of loneliness is the result of lack of
sufficient social contacts, a state that might impact both a child’s development
and the way older people function. It decreases one’s self-esteem,*? but also
influences negative assessment of other people’s value. The effects of loneliness
can be noticed in elderly people residing in long-term care centres, for whom
intensified social contacts might improve their functioning in the area of think-
ing processes and dealing with everyday activities. Understanding oneself and
others is a factor that allows people to feel that they are OK. In other tests, links

12 Self-esteem is called OKness in TA, whereas lack of it is called non-OKness.
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between four life positions and the feeling of shame were studied. The subject
matter was studied before by other researchers in the context of social control
(English, 1994, pp. 24-28). Molly Cole comes back to the feeling of shame as
a psychological phenomenon inseparably linked with the feeling of being or not
being OK (Cole, 1998, pp. 152-156).

On the other hand, Charles McFarren shows correspondences between self-
esteem and narcissism (McFarren, 1998, pp. 244—-250). He is a certified transac-
tional analyst, specialising in clinical practice, teacher, therapist and consultant
in the area of organizational development. He lives and works in Bolivia, being
a representative of several non-governmental organisations as well as an active
member of the Methodist Church. He relates the question of narcissism to two
personally studied examples. One of them was a leader of a destructive religious
group, displaying all the characteristics of a sect, which one member of his family
got engaged in. The author has no doubts writing, “When | consult professional
literature, | have no doubts that many sect leaders are narcissists.” The second
analysed example are Bolivian political leaders using demagogy and manipulat-
ing big group of people by controlling radio, press and television. What links
them can be described as “psycho-terror” used by them. Their approach is in-
separably linked with their adopted life position (+, -) ambivalently moving
around a seemingly contradictory position (-, +). It seems though that the author
does not sufficiently notice this ambivalence that can be treated like a key to
understanding narcissism and psychopathic attitudes. Concluding his text, he
shares a moving reflection on how much it cost him in life to deal with narcissists
and maintain his own existential position (+,+).

On the other hand, the reflections of Alan Jacobs might sound controversial.
He criticises several former publications and postulates to separate separately
studied and empirically described existential positions and their moral judge-
ment. He considers such an approach unacceptable (Jacobs, 1997, pp. 197-206).
Itis difficult to share such an opinion when one can discern a broader, not strictly
scientistic, point of view, like the author does. And one keeps analysing various
aspects of human existence also in the context of loneliness, shame or others’
damaging behaviour that clearly has ethical connotations.

The aforesaid results of research, inquiries and analyses presented in recent
years in the journal devoted to TA confirm that existential issues are still present
in authors’ reflections and in research dealing with transactional analysis. It at-
tracts their attention and still constitutes a source of creative inspiration. It can
be also clearly noticed that each publication advances our understanding of ex-
istential aspects referring to us and other people, which were developed and
are still being developed within the framework of transactional analysis. Never-
theless, educational issues do not attract the aforesaid authors’ attention. It is
Polish authors who significantly feel that gap and focus on the issue of existential



150 Jarostaw JAGIELA

positions in the context of educational transactional analysis, especially rela-
tions between a teacher and their students. These are researchers mainly be-
longing to the Educational Transactional Analysis Research Team at Jan Dlugosz
University in Czestochowa (Gebus, 1997, pp. 111-121; Gézdz, Wysocka, 2013,
pp. 69-86; G6zdz, Wysocka, 2014, pp. 95-116; Motyl, 2016, pp. 241-252). Thus,
one can hope that further publications and research of the authors belonging to
this group shall contribute to propagating this subject matter as a significant,
though not always noticed, issue of contemporary psychopedagogy.
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Psychopedagogika sensu i wartosci, czyli o zwigzkach terapii
egzystencjalnej z analizg transakcyjng (cz. 6)

Streszczenie

Artykut omawia terapie egzystencjalng oraz jej ewentualne zwigzki z analizg transakcyjng w jej
edukacyjnym wydaniu.
Stowa kluczowe: terapia egzystencjalna, analiza transakcyjna, edukacyjna analiza transakcyjna.
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Abstract

Discounting is a process that accompanies the life of every person. And, although this is one of
the ways to distort reality, it is necessary for maintaining the stability of the world perception.
Discounting can refer to events, phenomena, tasks, objects, as well as people. It manifests itself
in an internal dialogue. However, sometimes transactions are used in communication, in which
internal discounting is transferred to the outside world and to other people (I call them “discount-
ing transactions”). This often looks like non-constructive criticism. In many cases, people experi-
ence unpleasant feelings when they are discounted. The degree of unpleasant feelings and the
possibility of restoring inner comfort depend on the Script. The author examines this process using
the concepts of Transactional Analysis and offers a specific express methodology for working with
internal dialogue. As a result of the application of the technique, the internal state of a person
changes, self-esteem is restored and the possibility of Adult reaction to the Critic’s stimulus ap-
pears.

Keywords: transaction, discounting, script.

Theoretical provisions

The theory is based on E. Berne’s concepts of Functional ego states and Life
Positions, K. Steiner’s elaboration of the Critical Parent (CP), P. Clarkson’s sup-
portive Nurturing Parent (NP), propositions of R. and M. Gouldings about the
use of external elements of behavior to describe internal dialogue, Schiffs' ideas
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about Discounting, and E. Stuntz’s many-chair method (Berne 1972, Steiner
2004, Clarkson 1992, Gouldings 1997, Schiffs 1971). E. Berne defined ego states
as “consistent systems of ideas and feelings associated with the corresponding
models of behavior” (Berne, 1966). To describe behavior, E. Berne used a sepa-
rate model, which he called the Functional Model of ego states (Berne, 1972).
Here he outlined that a person can manifest as a Controlling Parent (structuring,
regulating, punishing), Nurturing Parent (supportive, soothing, caring), Adapted
Child (obeying or rebelling in response to the actions of the Parent), and Free
Child (manifesting natural behavior, creative, impulsive). E. Berne and K. Steiner
emphasized that a dialogue between ego states takes place inside a person. In
particular, if in childhood the parent was often a dominant, punishing, discount-
ing negative CP (Critical Parent), this behavior is introjected along with other
parental characteristics. And, subsequently, the criticizing parental part contin-
ues its pressure on the child in the Inner space (Steiner, 2004). At the same time,
the inner Child reacts to such an impact adaptively, that is, the way it reacted
once in childhood to a real Critic.

The result of such a dialogue may be feelings of depression, helplessness,
apathy and others. One of the goals of TA therapy is to bring into awareness the
content of ego states and the interactions between them, so that a person can,
if desired, change their cognitive and behavioral stereotypes, that is, elements
of the Script. A Script is an unconscious plan created in early childhood, mainly
under the influence of parents (Berne, 1972). P. Clarkson suggests as one of the
methods of psychotherapy the formation of a Nurturing Parent to increase sta-
bility, self-esteem and security (Clarkson, 1992). If a person already has such
a structure inside, it can be used for self-support and strengthening self-confi-
dence. It is also worth mentioning that Berne spoke of Life Positions, which he
defined as “childhood decisions based on a person’s attitude to the world as
a whole” (Berne, 1972). He believed that a person is born with the position | am
OK—You are OK (healthy position). Then, under the influence of others, Parental
Figures in particular, this position can be transformed into one of three others:
I’'m OK = You’re not OK, I’'m not OK — You’re OK, I’'m not OK — You’re not OK. If
a person is in a Healthy position (I am OK, You are OK), they feel comfortable,
stable, can control their emotions and behavior, and communicate normally
with others. With any other Life Position, self-awareness and communication
with the environment are disturbed. A person reacts to external stimuli not
quite adequately. One powerful negative external stimulus is a discounting
transaction, that is, a transaction in which one person belittles, ignores, or criti-
cizes another. It is known that “Discounting is a distortion of reality within the
psyche, with the help of which a person defends their frame of reference”
(Schiffs, 1971). However, while protecting the frame of reference, a person can
take the internal process outward, that is, belittle and insult another person,
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their qualities or behavior, playing their Script. They project images or individual
qualities of their parental figures onto people. And the one to whom the dis-
counting transaction is directed may perceive this situation in different ways.

If they are in the | am OK — You are OK position, they may not notice the
discounting, or notice, but not attach any importance to it, and remain calm. If
they are in a different position, they can perceive the situation very painfully.
Let's take a closer look at the internal process. The Discounting Transaction most
often proceeds from the Critical part of the Parent ego-state, the Discounter,
and is directed to the Adapted part of the partner's Child ego state. Three sce-
narios are possible. (I will follow the practice of some authors (Steiner, 2004,
Gouldings, 1997, Shtunts, 1973) and use elements of external behavior to de-
scribe internal processes).

1. If a person is in the | am OK — You are OK position, they can give a crossed
transaction, for example, Adult — Adult, and complete the communication. (Fig. 1)

Discounter Partner

Fig. 1
The discounting transaction: crossed transaction
Own resources.

For example, a husband says to his wife who has bought a new dress: “What
a bad taste you have!” If the wife is in the Healthy position, she may respond:
“Tastes differ! Let’s go for lunch”.

2. Another option, when the position is | am OK — You are not OK.

In this case, there may be a conflict, a crossed transaction from the CP, and
then the exchange of parallel negative transactions, for example, from Parent to
Parent. Answer like: “You don’t understand anything in this” (Fig. 2). And then
mutual accusations are possible.
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Discounter Partner

Fig. 2
The discounting transaction: | am OK — You are not OK
Source: own resources.

3. If the position is | am not OK — You are OK or | am not OK — You are not
OK, the stimulus will most likely launch an internal script process, where own
Critic (CP) will continue to persecute the Child (AC) (fig. 3).

Discounter Partner

Fig. 3
The discounting transaction: | am not OK — You are OK or | am not OK — You are not OK
Source: own resources.

In our example, it can be the following: “Of course, you are nothing, you are
miserable,” says CP minus inside (the Critical, negative part of the Parent). The
Adapted Child part answers him: “Yes, | am terrible, ugly, and it is better for me
not to show myself to anyone.” At the same time, the external Discounter
strengthens the influence of the internal Critic. It is difficult for the Adult to
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wedge into this process; the Free Child (FC) is also blocked. Therefore, this per-
son can remain upset, offended, humiliated or sad for a long time.

Express technique for getting out of an uncomfortable state

This is a method by which a person will be able to control their inner process.
The method is suitable for counseling and therapy (when the client’s Adult ego
state is functioning well). It is advisable to first apply it with the help of a trans-
actional analyst, and then one can do it themselves. Further, with frequent rep-
etition, new neural connections are formed, and the person acquires the ability
to easily cope with discounting transactions. Restrictions: Not recommended for
clients with a highly contaminated or excluded Adult, with severe personality
disorders, psychotic processes or organic brain diseases.

The idea is as follows. We can arrange 5 chairs and with their help carry out
some resourceful internal work according to the method of E. Stuntz (Stuntz,
1973). Stuntz invites the client to actualize the elements of their internal pro-
cesses, expressed in behavior, in the appropriate chair. Next, the client conducts
a multi-log of CP, AC, NP, FC, and finishes in the chair of Adult. Stuntz used the
technique in therapy for Decontamination, Redecision, and Parenting. My mod-
ification is an express technique that helps to get an improvement of condition
in the current situation here and now. Figure 4 shows the chairs and the first
stage of work.

Partner (client) Discounter

Fig. 4
The first stage of work
Source: own resources.
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The client first tells their situation. Then the therapist can play the role of
a Discounter (in the group it can be one of the participants) and says a toxic
phrase. The client plays an internal dialogue on the chairs, changing seats. First,
itis a dialogue between CP and AC, and the energy is there. Adult, NP and FC are
not involved. To change the situation, it is important to activate these ego states.
It is easiest to strengthen a Nurturing Parent who can support the Child. It can
be a message like: “You are cool, you have great taste, | love you.” This is a trans-
action to the Free Child part (FC). The client goes to sit in the appropriate chair
and monitors their feelings in the FC chair. In practice, the client’s state changes,
and it immediately becomes evident from bodily manifestations. Energy moves,
and the Adult, with the support of NP and FC, can already calmly give an answer
to the Discounter (and at the same time to own Critic) (Fig. 5)

'4

Partner (client)

Discounter
Fig. 5

Answer to the Discounter

Source: own resources.

After this work, a person feels a rise of energy, joy and strength.

Client cases

To illustrate the effectiveness, | would like to cite a few specific cases of
working with clients.
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1. Case example of client M

(transcript of transactions)

Discounter: “You can’t drive a car”.

Further is the client’s work on chairs with moving to the appropriate chair
and pronouncing an internal dialogue, feelings and bodily sensations.

Client:

AC: stupor, surprise, fear

CP (inside): “You can’t do it, you are too old, you can’t cope”.

NP: “Yes, you can do a lot, look how many achievements you have, you took
on difficult tasks and you did it”.

FC: joy, energy, relaxation.

A (answer to the Discounter): “Next time I'll come by car”.

2. Case study of client A

Discounter: “You are fat”.

Chair work - client:

AC: a feeling of an arrow in the back, breath caught

CP: “You are really fat, you are unlovable”.

NP: “l love you the way you are, | believe in you, you can be whatever you want”.

FC: lightness, faith that this is not the end. Hope. Joy. Calmness and confi-
dence.

A (answer to the Discounter): “I love myself the way | am. And | can change
my body whenever | want”.

3. Case study of client D (she is an artist)

Discounter: “Your paintings are not interesting to anyone!”

Chair work, client:

AC: fear of criticism, shame, embarrassment.

NP: “You put feelings into paintings, and there will definitely be people who
will like them”.

FC: “Yes, | love painting; each painting is a story of my life.” Joy, inspiration.

A (answer to the Discounter): “I will demonstrate my paintings. Some people
will like them, and some will not. But the main thing is that | like them. | will get
strokes from those who will be touched by my feelings”.

Conclusion

The proposed technique is based on the classic concepts of Transactional
Analysis and is highly effective for therapy and counseling, provided that the
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client can freely switch to the Adult and be aware of what is happening to them.
Regular use of the method allows a person to learn how to manage their states
and feelings, change the script, and increase resistance to toxic communica-
tions. The use of the proposed method is of particular importance in situations
where a person is forced to be in constant contact with the Discounter. For ex-
ample, if such is the boss, parent or spouse.
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Jak zachowaé poczucie wtasnej wartosci i saldo wewnetrzne
w transakcjach dyskontowych

Streszczenie

Dyskontowanie to proces, ktéry towarzyszy zyciu kazdego cztowieka. | cho¢ jest to jeden ze
sposobdw znieksztatcania rzeczywistosci, jest niezbedny do utrzymania stabilnosci postrzegania
Swiata. Dyskontowanie moze dotyczy¢ zdarzen, zjawisk, zadan, przedmiotow, a takze ludzi. Prze-
jawia sie w dialogu wewnetrznym. Czasami jednak w komunikacji wykorzystywane sg transakcje,
w ktérych dyskontowanie wewnetrzne jest przenoszone na $wiat zewnetrzny i inne osoby (nazy-
wam je ,transakcjami dyskontowymi”). Czesto wyglada to na niekonstruktywna krytyke. W wielu
przypadkach ludzie doswiadczajg nieprzyjemnych uczué, gdy sg dyskontowani. Stopien nieprzy-
jemnych odczu¢ i mozliwos¢ przywrdécenia wewnetrznego komfortu zalezg od Skryptu. Autor ana-
lizuje ten proces z wykorzystaniem koncepcji analizy transakcyjnej i proponuje specyficzng ekspre-
sowg metodologie pracy z dialogiem wewnetrznym. W wyniku zastosowania techniki zmienia sie
stan wewnetrzny osoby, przywracana jest samoocena i pojawia sie mozliwo$¢ reakcji Dorostego
na bodziec Krytyka.

Stowa kluczowe: transakcja, dyskontowanie, skrypt zyciowy.
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Abstract

Life positions in transactional analysis allow for defining the attitude of a person to themselves
and their surrounding. In the article, the author attempts to analyse whether the life position
adopted by the respondents may somehow affect their attitude to online learning forced by the
pandemic.

Keywords: life positions, online learning, COVID pandemic.

The pandemic situation in the country and the world has forced a change in
the teaching-learning process from stationary — with direct contact, to online —
with contact via a computer and the Internet. From the point of view of pupils
and students, this led to a significant change in their daily functioning. Presence
during classes did not require leaving home. However, it also did not entail the
possibility of a direct meeting with a group of peers. On the one hand, such cir-
cumstances may seem comfortable. The necessity to commute was eliminated,
and it was possible to participate the classes from one’s room. The computer
and the Internet provided entertainment during the breaks and, unfortunately,
during the classes as well. The comfort of one’s room in comparison with the
school or university room seems indisputable. On the other hand, peer contacts
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suffered greatly, and the teacher-student relationship was limited to contact
through new technologies.

This situation was completely new and unknown for most teachers. Distance
learning requires not only literacy in tools operation used for contact and trans-
fer of knowledge via the Internet. The methodology of work in such conditions
differs and requires a different approach to the transfer of knowledge from the
teachers as well as other methods of activating and motivating students, other
forms and ways of establishing and maintaining relationships. In addition, it
should be mentioned that in contact through new media, the media becomes
not only a tool. Man shows a tendency to treat them personally, which was
proven by B. Reeves and C. Nass at the end of the 20th century by formulating
the so-called media equation — media = real life (Reeves, Nass, 1996). The au-
thor of this article analysed this topic from the perspective of transactional anal-
ysis, confirming the tendency to assign to new technology tools the profile of
the Ego states similar to the one of the user (see: teski, 2016).

Restricted relationships in the classroom can be a source of problems in
terms of students motivation and attitudes. This issue was analysed in the liter-
ature numerous times. For example, J.D Nicols, sharing the results of his re-
search, wrote:

The results appear to offer an argument to support the need for extended discussions
with teachers to reflect on the classroom learning environment and motivational factors
that can be encouraged or discouraged in the classroom. The initial findings suggest that
classroom structures can be defined in terms of motivational boundaries along a rela-
tionship and empowerment continuum that could well encourage the exploration of ad-
ditional instructional formats that support student ownership of achievement while set-
ting the stage for an internal motivational structure to develop. Additionally, the results
provide support for the development of a learner-centred classroom [...]. Providing
a class- room environment or community culture that is based on positive social rela-
tionships, while encouraging the empowerment of students, could well be an initial step
towards improving student motivation and achievement (Nicols, 2006, p. 158).

The author also developed a diagram showing the dependence between the
relationships in the classroom, the style of the teacher’s work (from controlling
to reinforcing) and the atmosphere and motivation prevailing in the classroom,
and thus — effectiveness (Figure 1).

Anne K. Reitz, Julia Zimmermann, Roos Hutteman, Jule Specht and Franz J.
Neyer wrote about the importance of peer relationships themselves for person-
ality development:

The importance of peer relationships and particularly peer groups sharply increases dur-
ing the transition from childhood to adolescence. About 75% of preschool children are
involved in reciprocal friendships with their peers, which rises to 80-90% in teenage
years when adolescents enter larger peer ecologies during the transition to middle
school [...]. When adolescents shift their attention from parents to peers, peers become
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a core influence for their development [...]. This is in line with group socialization theory
that proposes that peer groups play a major role in children and adolescents’ socializa-
tion, which goes beyond dyadic relationships [...]. This is reflected in findings showing
that adolescents spend an increasing amount of time with peer groups, and they become
highly, and more than people of other ages, concerned with obtaining social acceptance
in peer groups [...]. In addition to peer groups, close dyadic relationships with peers also
increase during the transition from childhood to adolescence. Adolescents start to form
close ties with peers, which prepares them to engage in important relationships later on,
such as with romantic partners (Retz, Zimmermann, Hutteman, Specht, Neyer, 2014,
p. 280).

The above citations clearly indicate the importance of personal contact (and
its quality) between all subjects of the learning process. In the event of distance
learning, this contact significantly changes the character. It stops being direct,
and many nuances related to interpersonal communication (especially non-ver-
bal) may be blurred. Thus, one can risk a statement that its educational, didactic,
and developmental value is diminished, and in extreme cases - it disappears.
Obviously, the above considerations are not intended to lead to the conclusion
that distance learning cannot effectively achieve all the goals that are achieved
in traditional education. However, it must be emphasised that this is a much
more difficult and demanding task for which the majority of people directly in-
volved in the educational process were not sufficiently prepared to.

Positive Relationships

'

The Undemanding The Motivating
Classroom Classroom
Control = 1 * Empowerment
The Destructive The Confusing/
Classroom Neglecting Classroom

A

Negative Relationships/Rejection

Fig. 1
An example of a quadripolar classroom dimension model
Source: Nichols, 2006, p. 154.

The change of learning conditions, the organization of the day, and the
weakening of the possibility to contact friends was perceived differently by pu-
pils and students. As in any other case, it can be marked on a continuum, where
on one side there are those who handled the new situation perfectly and on the



168 Zbigniew tESKI

other side there are those for whom it has become extremely difficult. The au-
thor of this article, as an academic teacher, had daily contact with students who
dealt with the new situation relatively well, but also with those for whom it was
so difficult that psychological intervention was needed.

Among the many factors from the perspective of which it is worth to analyse
the way such difficult situations are dealt with, one should focus on one of the
branches of the concept of transactional analysis. These are life positions. The
transactional analysis itself was developed with psychotherapy in mind. At pre-
sent, after many years of development, it is also successfully used in such areas
as working with organisations, consulting, or education. Initially, it was used
mainly by practitioners. Currently, it is more and more appreciated by the scien-
tific community as well. One of its features is specific and relatively simple termi-
nology. Thanks to it, studies and scientific research based on transactional analysis
are easier to understand by recipients, and the results of analyses can be more
effectively translated into specific practical activities. D. Pankowska states:

[...] especially for people who do not have extensive psychological knowledge, looking at
the psychological and social reality from the perspective of transactional analysis will
allow them to understand more and act more effectively. Teachers are in such a situa-
tion, who acting in a complicated social and interpersonal reality face everyday problems
that require making decisions that are extremely important from the point of view of the
development of adolescents” (Pankowska, 2010, p. 105).

Life positions in the transactional analysis is the attitude of a person to them-
selves and their surrounding. They are sometimes like the feeling of being OK.
There are 4 basic life positions differentiated:

1. Iam O.K. You are O.K. — cooperation; belief in our values as well as in values
of other people.

2. | am not O.K. You are O.K. — avoidance; belief in the values of others and
undermining ourselves.

3. lam O.K. You are not O.K. —rejection; belief in our values, undermining oth-
ers.

4. |am not O.K. You are not O.K. — hopelessness (deadlock); undermining our-

selves and other people (Stewart, Joines, 2009, p. 117-118).

Of course, depending on various factors, such as time or environment, there
may be situations in which a person feels different and has a different attitude
towards themselves and a different vision of their surroundings. I. Stewart and
V. Joines note that

Each of us arrives in adulthood having written a script based on one of the four life posi-

tions. But we don’t stay in that position every hour of the day. Minute by minute, we
shift between positions (Stewart, Joins, 2009, p. 119).

*

All translations — A. Machnia.
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However, the same authors emphasize at the same time that although eve-
ryone switches between life positions, they also have their “favourite", base po-
sition in which most time is spent (Stewart, Joines, 2009, p. 122).

Relating the issues of life positions to the issues of relationships that occur
in the teaching process, it is easy to notice that the preferred position here is
I am O.K., You are O.K. — both concerning the teacher-student relationship and
peer relationships. Therefore, a hypothesis can be drawn that it is people with
such a basic life position who will be the most dissatisfied with online education.
On the other hand, people who perceive themselves or others as “not 0.K.” may
consider compulsory online learning as a situation that gives them more comfort
and a sense of security. The interpersonal relationships themselves may be of
secondary importance for them — less important or difficult.

When examining life positions, one can rely on behavioural indicators or on
the analysis of beliefs, opinions, or emotions that an individual relates to them-
selves and other people. In quantitative research, questionnaires are used that
incorporate the Likert scale or semantic differentials, allowing for the assess-
ment of the respondent’s attitude towards themselves and other people (com-
pare, inter alia, Pankowska, 2010, pp. 230-233). In the study analysed in this
article, semantic differentials containing 15 pairs of adjectives were used. This
tool is a slightly modified version of the tool that the author of this article used
in the research published in the book “New Technologies — New Times — New
Generations. Characteristics of Young Users of New Media from the Perspective
of Transactional Analysis” (teski, 2018, pp. 95 and 182-184). The difference is
that in the present study, each subject filled not one, but two differentials. The
first differential was to define the “I” position, while the second one related to
“You” (the other people). In addition, the questionnaire included a number of
additional questions that made it possible to assess the attitude of the respond-
ents to online learning.

The said tool was published on the online questionnaire website of the Jan
Dlugosz University in Czestochowa (https://ankiety.ujd.edu.pl). The link to the
study was then sent to schools and other academic centres across the country.
The study was available from April to June 2021. In response, a total of 129 fully
completed questionnaires were obtained which were suitable for further analy-
sis. The respondents included 107 women and 22 men. 22 people were students
of humanities faculties, 68 — were students of social studies, 21 respondents
were students of science, 18 people were students of secondary schools.

The results of studies show the following life positions of respondents:

— lam O.K. You are O.K. — 60 persons (46%);

— lam O.K. You are not O.K. — 57 persons (44%);
— lam not O.K. You are O.K. — 2 persons (2%);

— lam not O.K. You are not O.K. — 10 persons (8%).
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At the same time, no significant correlations between the life position of the
respondents and their sex, age or study profile were observed.

When analysing the said values, on the one hand, it is satisfactory that most
of the respondents have a healthy, basic life position — 1 am O.K., You are O.K.
At the same time, a very small percentage present positions in which they do
not perceive themselves as OK. However, at the same time, a significant per-
centage pointed to the position “l am 0.K., You are not O.K.”, in which there is
a belief in self-worth, while undermining other people. The question is whether
such a result is one of the effects of the pandemic and the resulting limitation of
relationships and, in a way, forcing actions taken in isolation from other people.
Such a thesis would be confirmed by the comparison of the above result with
the research carried out earlier by the author. Results of studies published in
2018, conducted on a sample of 391 persons (including students and pupils),
show that the life position I’'m O.K., You’re O.K. obtained 52%, the life position
I’m O.K., You’re not O.K. obtained 22%, the life position I’'m not O.K., You are O.K.
obtained 14%, and the life position I am not O.K., You are not O.K. obtained 12%
(keski, 2018, pp. 110-112). These results cannot be strictly compared and they
cannot be used for calculations and analyses, as the research procedure was
different in both cases. Nevertheless, the differences are so large that it seems
that there is a clear tendency to increase the importance of the position I am
O.K., You are not O.K. during the pandemic.

The analysis of the collected research material did not show much correla-
tion. The respondents were asked, inter alia, whether after the end of the pan-
demic, online learning should remain the dominant form, whether it should be
balanced, or whether direct-contact teaching should regain its dominant form.
The summary of the obtained results is presented in Table 1. Statistical calcula-
tions did not show any significant correlation here. It can be seen that most of
the answers indicate the willingness to return to direct-contact teaching. The
answer in which direct teaching should significantly prevail was ranked second.
The desire to maintain a balance between online learning and direct learning
was ranked third by the respondents.

A slight correlation was observed concerning the statement “I feel safer
studying at home in front of the computer than in the classroom at school/uni-
versity”. The respondents referred to it by marking the answers on a standard
five-point scale — from “definitely yes” to “definitely not” (Table 2). Spearman’s
correlation coefficient was —0.218 and it is statistically significant. The analysis
of the distribution of answers clearly shows that people who perceive others as
not O.K. feel safer in online learning than in direct contact. The difference is most
noticeable between the two largest groups —/ am O.K., You are O.K., and | am
O.K., You are not O.K.. In the latter one, noticeably more people chose the an-
swer “definitely yes” and noticeably fewer chose the option “no”.
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Tablel
Summary of the analysed life positions with their relation to online and traditional teaching
Life position:
I+ .
You+ I+ You- I-You+ I-You- Final sum

Direct teaching should be a dominant form 18 13 1 1 35
Direct teaching should significantly prevail 15 10 1 26
Direct teaching should prevail only to a little degree 1 1 1 13
There should be a balance 11 12 1 24
Online teaching should prevail only to a little degree 2 1 2 1
Online teaching should significantly prevail 1 1 1 11
Online teaching should remain a dominant form 1 1 2 12
Final sum 60 57 2 10 129

Source: own study 2021.

Table 2
The feeling of safety in online teaching and direct teaching in comparison with life position of the

respondents — 2021

| feel safer studying at home in front of the computer than in the classroom

"i‘f? at school/university
position
Definitely yes Yes I have no opinion No Definitely no Final sum

I+ You+ 1 15 13 21 1 60

I+ You- 17 15 11 12 2 57

I- You+ 1 1 2

I- You- 1 2 1 1 1 10
Final sum 28 32 27 35 1 129

Source: own studies.

The obtained result confirms that only a fully healthy life position is associ-
ated with the willingness to establish and maintain positive relationships with
others. A position in which others are not O.K. leads to rejection and isolation.
Others become a threat or an unnecessary element, and therefore staying at
home in a remote relationship is more comfortable and safer.

In the study, the respondents were also asked about several features of online
learning. Their summary, together with the obtained correlation coefficients con-
cerning the life positions of the respondents, is presented in the Table 3. Statisti-
cally significant results are highlighted in red and italics.
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Table 3

Features of online teaching — correlation coefficients concerning the life positions of the respondents

Online teaching: Correlation coefficient with life position
Effective .056
Interesting .009
Annoying -.039
Engaging .232
Comfortable -.204
Tiring .003
Attractive 151
Demanding .071
Pleasant -.027
Allowing being loose -.130
Ineffective -.146
Tedious .048
Allowing for an objective evaluation of progress .039
Flexible -.049
Injustice -.101

Source: own studies 2021.

As seen in the presented table, the correlation with such features of dis-
tance learning as “engaging” and “comfortable” turned out to be statistically

significant.

Online learning is “engaging” much more often for people with the life posi-
tion I am O.K., You are O.K. (Table 4). It seems that, apart from the relational
aspect, there is also the issue of approach to duties and responsibilities.

Table 4

The summary of declarations of online teaching as “engaging” with the life position of the respondents

Online teaching — engaging

Life position
Definitelyyes Yes |have noopinion No Definitelyno Final sum
I+ You+ 1 18 1 18 9 60
I+ You- 2 9 11 20 15 57
I- You+ i 2
I- You- 1 2 1 1 10
Final sum 10 29 19 43 28 129

Source: own studies 2021.
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The above thesis seems to confirm the correlation with the adjective “com-
fortable”, which, in turn, was more often chosen by persons for whom others
are not O.K. (Table 5). Of course, comfort also correlates with the previously
observed correlation with the sense of security, but as a broader term it may
also refer to such issues as, for example, no necessity to appear at classes on
time, access to home entertainment

Table 5
The summary of declarations of online teaching as “comfortable” with the life position of the re-
spondents

Online teaching — comfortable

Life position
Definitely yes Yes |have noopinion No Definitelyno Final sum
I+ You+ 24 29 2 1 60
I+ You- 38 12 1 1 1 57
I- You+ 2 2
I- You- 1 2 1 1 10
Final sum 70 43 1 1 2 129

Source: own studies 2021.

To sum up the considerations and study results presented in this article, it
should be emphasised that the study on life positions using quantitative meth-
ods is still in the phase of research and experiments. Transactional analysis has
been used for years on a practical basis, where the identification of the problem
is usually based on qualitative procedures and refers to individuals or small
groups. Therefore, the author treats this study as a pilot study on the way to
a larger and more complex research project. Nevertheless, it was possible to
observe some interesting interrelationships and draw some interesting conclu-
sions. First of all, an alarmingly large number of people was observed amongst
the respondents with the life position / am O.K., you are not O.K. This number is
significantly higher than in other studies conducted by the author before the
pandemic and the resulting limitations in interpersonal relationships. This con-
clusion certainly requires further exploration and confirmation, nevertheless, it
points to possible areas of necessary preventive and therapeutic measures after
lifting of restrictions and full return to pre-pandemic education.

In addition, research has shown that online learning is for people for whom
others are not O.K., less engaging and more comfortable. These persons also
pointed out that with this form of teaching they feel safer than in direct contact.
This result, together with the conclusions cited in the previous paragraph,
should be disseminated amongst people directly involved in the education pro-
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cess at various levels. It can have a direct impact on the quality of the relation-
ship between the teacher and the student or student, as well as on the quality of
peer relations and the functioning of groups. And this, in turn, will probably have
a direct impact on the effectiveness and quality of the entire teaching process.
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Nauczanie zdalne z perspektywy pozycji zyciowych uczniow
i studentow. Raport z badan pilotazowych

Streszczenie

Pozycje zyciowe w analizie transakcyjnej pozwalajg na okreslenie stosunku cztowieka do sa-
mego siebie oraz do swojego otoczenia. W artykule autor podejmuje prébe analizy, czy przyjmo-
wana przez respondentdéw pozycja zyciowa moze w jakis sposdb wptywac na ich stosunek do wy-
muszonego przez pandemie nauczania zdalnego.

Stowa kluczowe: pozycje zyciowe, nauczanie zdalne, pandemia COVID-19.
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Editorial preface

This paper is about how we respond in situations of threat and social, enforced isolation. The
results of the qualitative research are about the sense of identity in a threatening situation. From
the perspective of transactional analysis, it can be seen as the re-creation of a life script. The re-
creation of a self-image altered by an emergency situation. The young people who were included
in the research had a renewed appreciation for life and a sense of security. For many, this evolved
into an internal integration similar to the development of an Adult Ego State that benefits from
access to the other Ego States. Forced isolation proved to be the impetus for positive personality
transformation and internal integration of Ego States for many.

Zbigniew Wieczorek

Abstract

The article presents selected extracts of qualitative research results on the psychological and
social situation experienced by people during the time of the COVID-19 pandemic in the opinion
of pedagogy students. An attempt to prevent the virus from spreading by introducing lockdown
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confined millions of people in their homes, limited their freedom and interpersonal contacts. For
many, this time was an impulse for a more profound existential reflection. The researchers, inter-
ested in the issue of students’ reflectiveness, asked a group of them to prepare short essays col-
lecting reflections dating back to the first wave of the pandemic. The research involved 36 stu-
dents of the Academy of Special Education, in two age groups — those beginning their studies and
those heading towards the end. The gathered texts were subject to an analysis complying with
the methodology of the grounded theory. The discourse analysis performed from the interpreta-
tive perspective allowed for selecting 4 key categories in the students’ comments, and then for
pointing to differences between the groups as far as the issues discussed were concerned. This
article presents the results of the research encompassing two categories: reflections of the sub-
jects on their own subjectivity and reflections concerning their ecological identity. The younger
subjects demonstrated a bigger concentration on the personal perspective and their comments
were more emotional and optimistic. The older ones, more distanced towards reality, more often
reflected bitterly on social policy, consumerism and egotism of modern societies, more frequently
treating the pandemic not as a goal on its own but as a starting point for broader social and eco-
logical criticism.

Keywords: the pandemic, COVID-19, lockdown, reflectiveness, subjectivity, nature, environ-
ment, the grounded theory.

Introduction

The pandemic of COVID-19, which at the beginning of 2020 spread all over
the world, putting even the biggest economies to a halt, forcing partial or total
lockdown on further countries, and first and foremost taking a toll of 4.5million
of victims (as of 01.09.2021, WHO), undoubtedly shook the civilisation of the
21 century. As time went on, science offered new means of combating the dis-
ease, giving hope for coming back to normal life, and societies, at different pace
and using various strategies, adapted to new circumstances. However, the very
moment of the pandemic outbreak was a real shock for the continuously devel-
oping, satiated and self-assured Western community.

The pandemic must have become a unique experience for young people,
entering adulthood and collecting first life experiences. The world that was sup-
posed to welcome them with open arms suddenly shut off, locking them in their
countries, places they lived, houses. Borders were closed as well as most shops
and meeting places or amusement parks, some countries introduced the curfew.
Education, administration, trade and social life moved to the Internet. The
threat violated the feeling of safety and generated anxiety about one’s own and
one’s relatives’ fate and about the future — what it would be like and if there
would be any. Anxiety about survival, lying at the foundation of human needs
(Maslow, 1986), was accompanied by more complex anxiety about ontological
safety, understood by sociologists as a feeling of meaning of one’s existence and
activity, world continuity and order of events (Giddens, 1990, 2010; Steele,
2008; Bauman, 2006).
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One of areas of special social significance, whose functioning had to be com-
pletely re-organised at the time of the pandemic was education. Ensuring the
continuity of the education process in the situation when school and academic
buildings were closed, attempts to maintain the quality of teaching and learning
in the conditions of working online, became key tasks for the education system.
That is why the selection of teaching tools and methods, preparing the system
of education for online learning, and the outcomes of this learning were a key
focus of researchers from the field of pedagogical sciences (Buchner, Majchrzak,
Wierzbicka, 2020; Jaskulska, Jankowiak, 2020; Pyzalski, 2020; Ptaszek et al.,
2020). In this extremely difficult situation, less emphasis was put on the issue of
mental health of the most important subjects of the education process — pupils
and students. This situation can be explained by, among all, an elementary dif-
ficulty of conducting online research on personal matters, requiring special trust
of the researched subject in their researcher and openness difficult to achieve
in online communication. While in many cases the virtual world was an ally for
researchers conducting quantitative research as it gave them access to large
groups of respondents (being aware of their non-representativeness for many
research topics) or tools facilitating fast data collection and analysis, qualitative
researchers were deprived of the possibility of conducting many types of re-
search. It did not mean that such research was not conducted at all — there were
qualitative analyses of internet entries content (Damiano, Allen Catellier, 2020;
Nowicka 2021; Troszynski et al., 2021; Komuda, Rajda, Szczepkowski, 2020; Ha-
lagiera, 2020), quantitative and qualitative research were combined (Tsao,
Chen, Tisseverasinghe, Yang, Li, Butt, 2021), ethnographic and auto-ethno-
graphic research developed on the Internet (Roy, Uekusa, 2020).

This report is an inherent part of qualitative research yet it reaches for other
sources of data than the Internet. It constitutes the presentation of partial re-
sults of the research conducted from the interpretative perspective, concerning
reflections of pedagogy students learning at the Academy of Special Education
on the psychological and social situation people experienced because of COVID-
19. Contrary to the structural orientation, they are based on the observation
that, as Mirostawa Nowak-Dziemianowicz (2021, pp. 125) writes, “social reality
is socially constructed by the same social actors — these are individuals, their
groups, different kinds of communities and relations among them create what
we traditionally call a social structure or a social world.” The respondents’ re-
marks, prepared by them in the form of essays are at the same time an attempt
to look into the authors’ emotional state, an expression of their reflectiveness
encompassing questions about their place in the world, but also about the rele-
vance of the current hierarchy of values, i.e. about what is transient and what is
universal. The written responses were prepared by two groups — students be-
ginning and finishing their studies.
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Subjectivity, identity, responsibility

The students, in majority belonging to the generation of digital natives
(Prensky, 2001), handled the technical intricacies of moving to a digital function-
ing mode well, yet mentally they found themselves in a very difficult situation.
These young people, barely entering their adulthood, have been trained to func-
tion in the education system promoting competition, to collect points and oc-
cupy better and better places in various rankings, the system that defined goals
clearly but left no space for any more profound reflection. Meanwhile, in the
situation of the pandemic, they were faced with the perspective of a radical life
change, very often experienced alone and accompanied with anxiety. The rush-
ing world came to a halt and young adults had to confront their own thoughts.
Reflection was facilitated by isolation that whole societies had to comply with
during the first lockdowns in order to limit the number of infections. People
locked themselves in their flats and many young people came back to their fam-
ily homes which they had left not so long ago. In an anthropological meaning we
came back to the cave — a primeval shelter of humanity and its earliest temple
(Laoupi, 2007). Ethnography, followed by psychology, sees in the cave a symbol
of mother’s womb — a place where a human being develops safely till they are
ready to face the world (Eliade, 2001). In many cultures, beginning with Paleo-
lithic times, an adult man comes back to the cave to seek wisdom, contact with
their predecessors, answers to burning questions, to find help or to find them-
selves (Eliade, 2001, pp. 16 et al.; Laoupi, 2007; Gérzynski, 2018). The cave is the
place of healing and sacred rites, including the most important ones - rites of
passage allowing an individual to be welcome to society or to change their status
in it. It constitutes a symbol of change, being an essential element of self-devel-
opment and self-awareness.! Confinement caused by lockdown in combination
with the situation of danger accompanying it favours reflection — stopping, being
alone, examining the order of the world. Already Leibniz noticed that infinity of
information excludes clarity of cognition (cf. Sytnik-Czetwertyniski, 2008, pp. 38).
Stopping halfway brings back an acute meaning of seeing, enables the man —
hermetic Leibnizian monad — to look into oneself, to find internalized needs,
rights and obligations (Leibniz, 1969; Senczyszyn, 2015). It is a process that re-
quires concentration, a very intimate one, often touching hidden or forgotten
emotions and full of personal reflections. Looking inside it requires mutual trust
between the researcher and their subject, which makes it possible to open up

1 Sensory deprivation practised in many tribes, where a man closed in a dark cave is exposed to
it, is supposed to draw them into a trance in order to, paradoxically, see further and more
clearly. Among many examples, Mircea Eliade quotes the one referring to the Greek oracle
Pythia who went underground to enter into a trance that would allow her to generate proph-
ecies about the future (Eliade, 1988, pp. 191).
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to another human being and let them in one’s intimate world, and, on the other
hand, to conduct a given research ethically, caring about this subject’s well-be-
ing. Due to this reason, the researchers decided on a deliberate choice of a sam-
ple group and its considerable limitation. Drawing their inspiration from a very
personal essay A New World Through My Window by Olga Tokarczuk (2020),
being an intimate record of her reflections from the beginnings of the pandemic,
they asked the students to write their own essays based on their current reflec-
tions accompanying lockdown. The research engaged 36 students of pedagogy
from the Academy of Special Education — those beginning their studies of the 1
degree in 2019/2020 (their opinions are marked with EME code in the text) and
of the 2" degree (code PEK), studying in two related faculties specializing in ped-
agogy of media. These students demonstrate a special interest in culture and
social issues, are keen observers of reality and its representation in the media.
During many meetings, the students participating in the research had an oppor-
tunity to get to know the members of the research group and they gave their
full consent to complete the task they were given. It made it possible to give
a positive answer to the question about the ethics of the research conducted
among people in the situation of/ feeling danger (Turton, 1996, p. 96). Some
researchers try to avoid this obstacle by focusing their attention on autobio-
graphical and auto-ethnographic research (Roy, Uekusa, 2020). In case of the
research presented in this article, the students’ trust gained by the researchers
guaranteed the research ethicality. The students were informed about the aim
of the research, its course and results. The very form of the research, i.e. free
written production let the students open up.

In order to avoid looking at the collected texts through the filter of their own
expectations, the material was analysed in accordance with the rules of the
grounded theory (Glaser, Strauss, 1967; Glaser, Holton, 2004; Konecki, 2018).
A looped comparative data analysis resulted in the emergence of codes allowing
for precise, not preceded by forming hypotheses, description of key categories.
Collected material made it possible to analyse the reflectiveness of the peda-
gogy students in the face of the global crisis situation, to determine key areas of
that reflectiveness and to detect differences in experiencing it, existing between
two age groups.

An initial material analysis resulted in 381 coded phases, on the basis of
which the researchers selected 16 main subcategories. Out of them, 4 main cat-
egories were chosen in the course of the analysis. Due to a personal, nearly in-
timate nature of the respondents’ statements, all the essays had a common de-
nominator — they showed the relation between “1” the writing subject and the
world — both the internal and the external one that they look at attentively.
Thus, the aforesaid four categories have a relational character and were ordered
in accordance with the proximity of the circle composed by various elements to
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the writing subject. In this way, four versions of self were selected: subjective
self, self-reflective, focused on the reflection on one’s own person, identity and
internalized system of values; self — relatives — focused on contemplating values
and assessing the quality of primary social links (family, friends, neighbours); so-
cial self — concerning widely-understood social relations and their state in the
modern world, covering reflection on human attitudes towards the pandemic
threat, the role of social links, responsibility for the fate of others, criticism of
the state and society, etc.; self — the environment — regarding ecological aware-
ness of the respondents, their attitudes towards nature and man as its part.?
This article concentrates on presenting the results regarding two categories,
which constitute a certain treshold defining the boundaries of the students’ re-
flections. In subjective self — self-reflective and intimate, there emerges the pro-
cess of auto-narrative creation of one’s own identity, an attempt to understand
oneself, one’s needs and possibilities triggered by the pandemic, including one’s
influence on one’s and others’ fate. Remembering one’s own and others’ sub-
jectivity, looking for universals which decide on an unchangeable nature of an
individual — a subject in the course of changing life circumstances — these are
indispensable components of the process of constructing and deconstructing an
individual’s identity (Melosik, 2001, pp. 17) in the situation of an abrupt social
change triggered by the pandemic. The other natural pole of this reflection, op-
posite to this individualized scrutiny of one’s internal world is looking at an indi-
vidual in the global context, perceiving oneself as a member of a human com-
munity and continuation of the process of developing one’s identity as a mem-
ber of a bigger group and finally a global citizen worrying about the state of the
environment which they inhabit. As Ewa Karmolinska-Jagodzik (2014, pp. 116)
remarks, the concept of identity “can be personal, social, can be defined by an
individual as well as by people who matter to that individual. What is more,
identity can be given from the outside as an individual’s identification, which
this individual does not have to always agree with, but identity is always the
outcome of a multi-factor structure of an individual’s interaction with their sur-
roundings.”” Thus, the process of forming one’s identity cannot be completed in
social vacuum. Isolation caused by the pandemic can intensify it, giving time and
motivation to release an impulse for self-reflection in an individual, yet aware-
ness of belonging to the group is an indispensable element of this process, as
well as awareness of being part of nature, a responsible host of the planet
shared with other species. Identity is developed not only in the context of sub-

2 Two of the selected categories — the relation of “self” of the respondents to their relatives
(family, friends) and society (“social self”) were presented in the article entitled Students of
pedagogy on social relations at the beginning of the pandemic — in the light of a qualitative
analysis of their personal and social reflectiveness (Galanciak, Siwicki, 2020).

All translations — E. Haberko.

*
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jectivity, agency, but also in the context of social relations, belonging to a com-
munity. It depends on an individual and their experience how they should define
this community, where they should look for it and how broadly it should be iden-
tified. It can be a local, caste, national community, or in a broader meaning,
a community of human species. Globalisation trends in particular (Bauman,
1999) make the world shrink, which makes it easier to look at reality adapting
a broader context than the local one. An ecological discourse developing re-
cently, the threat of climate catastrophe make young people perceive reality
with broader horizons. They are global citizens and feel responsible for this
world. Apart from variants of national discourse, those concerning universal hu-
man condition and state of our planet gain significance. These aspects are tack-
led by the respondents in the category of self-the environment, proving the re-
spondents’ ecological awareness.

Subjective self

Among the four main categories selected during the analysis, the category
of subjective self is the first one with regards to the number of phrases attributed
to it. All in all, 184 fragments of the respondents’ opinions belong there, and
they are grouped into the main theme blocks:

Subjective self dominates among coded phrases of the responses of the stu-
dents from the younger group — 128 phrases, 52% of the total. The respondents
entering adult life are still at the stage of developing their own identity so there
is a tendency in their responses to focus on themselves and perceive reality in
the light of their own subjectivity. The responses of the first year students are
more personal than those from the older group, where such opinions are less
numerous (56 phrases, 38% of the total).

The young people, contemplating values, write about beauty of life, peace
and happiness. “I believe that because of the situation nowadays (and maybe
thanks to it), people will notice real beauty of life again. They will start noticing
what is most important in life, without which nothing else makes any sense,”
writes an EME1 student. “I feel full of energy again, | can spend more time with
my interests and | am happy,” adds another EME16 student. An EME9 student,
evaluating her behaviour draws her attention to suppressing one’s introvert na-
ture — in accordance with culture’s expectations. “For a longer period of time,
my soul of an introvert has been suffocating with the phenomenon of big par-
ties, artificial crowds, desire to spend time outdoors actively in the biggest group
of people possible or to melt in the crowd in cinemas or shopping centres. This
addiction of others to work, discos, shopping scared me while | needed calming
down, but, at the same time, | was afraid that | would stand out from that
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crowd” (EME9). Other respondents, revising their hierarchy of values, write
about the fragility of life, losing awareness of real values, which happened as
a result of operating in constant rush and striving for mundane goals. “However,
people will always look for closeness, acceptance or understanding. Sometimes
it is worth asking oneself what is important in life” (EME22). “Our life is fragile
like china” (EME13). “People live in neglect. Everyone works a lot. [...] We were
living in the super fast 21 century and because of it we have completely forgot-
ten about very simple, but very important things. We have forgotten that we
should appreciate everything that is in us” (EME22). The students find it harmful
when they have to fight their own introversion, postulating their right to indi-
vidualism, to keep their sense of identity and to stay different among current
trends and canons. They negate the narcissism of modern, replete societies, sim-
ilarly to understanding success as something that an individual’s happiness de-
pends on. They also notice an educative dimension of the pandemic and empha-
sise its value. “We were used to being divided into better and worse ones, but
a given personality type does not depend on us” (EMES8). “Let everyone keep
their own pace, without pressure demanding impossible. The cult of greatness,
superiority, speed is not achievable to everyone, and it is not desirable either,
as success is not equivalent to fulfillment and happiness. This simple truth, like
many others, escaped our notice a long time ago” (EME8). “The current situation
in the world gives us an opportunity to get out of the fog and appreciate what
we already have, what we have achieved and what we do not have to constantly
strive for” (EME9). “I started regretting that | was not born in other times. Far
from busy streets, noisy car horns, a spider-web of telephones and skyscrapers
that obscure the sky” (EME9). “The pandemic has given me a chance to remem-
ber what is important and what is not. Our career and success — it is hothing in
our life. It is just a part of us which once is here and once is not” (EME1). Con-
templation and calming down, “enforced” by our confinement and emphasized
in many coded phrases encourage us to reflect not only on our resentment con-
cerning the influence of the external world on an individual, but they also intro-
duce a thread of hope — thinking positively about the future, dreaming and be-
lieving that we will be able to mentally bear the load of the pandemic. “The sun
encourages us to go out and experience adventure. | am sitting at home and
experiencing my adventure in my boundless imagination” (EME23). “No possi-
bility to go out awakens human imagination. Certainly, many people guess that
this confinement shall contribute to more broken homes, divorces, suicides, etc.
In fact, it might happen, but why should we accept the worst scenario? If we
think in this way, we’ll really get crazy” (EME16).

The group of younger respondents asks the biggest number of questions
about the “meaning of life”, expressing it in numerous phrases which were cat-
egorized in the area of reflection on stagnation and life fragility. “Let us appre-
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ciate what we have” — such an attitude dominates among the students after
a dozen or so days of the pandemic, proving their understanding of the severity
and seriousness of the situation concerning the virus threat. “We lose so many
precious moments when we chase... What do we chase actually?” an EME22
asks rhetorically. “Let us appreciate what we have. A roof above our heads, fam-
ily, friends. Maybe now people will be more courageous to express themselves,
to fulfil their dreams. This world standstill will end one day,” an EME22 con-
cludes. An EME14, keeping a distance to herself and life, emphasizes that “Hav-
ing poor eyesight | don’t need glasses to notice that the whole world has slowed
down, has come to a halt.” An exaggerated pace of life before the pandemic and
tiredness, lack of time for oneself and re-scheduled, shortened moratorium on
adolescence makes us aware of the meaning of stopping in this rush. “We used
to live on a day to day basis, having our duties and no time for ourselves — to
vent out, develop our passions or learn something new. We were getting more
and more tired and time was marching inexorably on. There was no time for
a brief respite” (EMEB). “Such things seemed less important to us, as you won’t
get any prize for sitting in the park in fresh air and it just seems a waste of time”
(EME 12). “We are indecisive... When we work hard and live fast, we miss rest
and spending time together. And now, when it is almost obligatory, we don’t
benefit from it but we keep complaining,” an EME17 tries to understand. “We
don’t need pessimistic thoughts now. Personally, | think it is a time of <stopping
for a while>, learning humility, a time to think about our conduct” (EME 17). Will
the COVID pandemic change us? Maybe, as some respondents’ remarks suggest,
we should be grateful for this pace of life slowed down by the pandemic? “Fi-
nally it dawned on all of us that we are not immortal, that our time might come
to an end in the blink of an eye,” an EME13 writes. “It is important to draw con-
clusions from this situation. Everyone should individually think about what the
coronavirus made them realise and how to use these conclusions in everyday
life. This time seems to be a moment everyone needed. We were given a mo-
ment of respite, time to reflect on our life”(EME21). “Probably, in a few months’
time, we will look back on the coronavirus period and each day will be something
more for us than just a tangle of routine activities, we will appreciate “normal-
ity” and conventionality in life. The presence of the virus makes us aware of
many other things apart from the nature of everyday life, it is worth paying at-
tention to human fragility, their inner life susceptible to threat” (EME20).

The students’ reflections, full of careful but nevertheless clearly expressed
feeling of anxiety regarding their fear of sickness and death as well as the future
are equally frequently and usually coherently pronounced. A note of optimism
rarely accompanies them. Fear of sickness and death often equals fear of peo-
ple, deriving from the fear of getting infected. “Once joyful and smiling. Now
somehow stooped, they walk lonely in silence. | look into their eyes and | can
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see fear. Are they afraid of me? We have become strangers to one another. We
don’t want any help from someone met on the street. We keep ourselves to
ourselves. We are mistrustful of every person we encounter. Somewhere, at the
back of our head, there is that fear of getting infected with the coronavirus,” an
EME10 student writes. With apprehension, the respondents notice gradual dis-
appearance of human kindness which gave them strength at the beginning of
the pandemic. The outcome of this observation is growing distrust, fear, pessi-
mism... The observation of an EME18 student is symptomatic and profound:
“People passing us on the street are not our friends any more, there are fewer
and fewer smiles, nodding at our neighbours. What if they are infected too? Our
minds are not as open as before the pandemic. Now, everyone is our potential
enemy. Even we are enemies to ourselves.” We do not trust anyone any more.
“Thus, | am wondering why no one talks about emotional crises which shall
come if they are not there yet. It may turn out in a while that psychoactive drugs
shall become to us the so-called pills of happiness that we shall swallow like
painkillers,” they conclude with concern. The respondents are torn between the
belief that the pandemic is just an intermediary stage and the fear of perma-
nence of occurring changes. "The only things you can hear are sounds of nature
and police announcements warning us against going out. Is it already new real-
ity? Or maybe just a temporary phase?” an EME15 student asks. Another re-
spondent notes emphatically, “Our time can end in the blink of an eye. We are
living in constant fear and panic, we worry about ourselves, our parents, grand-
parents. No one thought that we would experience the time when going shop-
ping for groceries could make us anxious” (EME13). The respondents do not only
reflect on the reaction to the pandemic, their own and their environment’s, but
they also wonder what its long-term, global consequences might be, which
proves their maturity and remarkable perceptiveness of the situation. “Fear of
getting ill as well as consequences of the epidemic. The crisis that should affect
not only Poland but the whole world’s economy. Everyday news that we are
bombarded with by the media makes us lock ourselves within the four walls of
our flats, not trusting anyone. Maybe it is good? Maybe it is the only solution to
control the epidemic? The next issue is uncertainly about what each next day
shall bring. How long shall we stay isolated? How much time shall it take? When
will there be the epidemic peak? [...] Every cloud has a silver lining, we just have
to be patient” (EME11). “Our optimism falters a bit,” alarms an EME18 student
though. Prolonged lockdown makes people worry that the situation will never
come back to normal. An EME9 student draws our attention to the growing
threat of dehumanization of our civilization due to social isolation, and she con-
jectures, “We can already replace so many things... So, shall we not get an idea
one day to replace human relations, feelings with something else?” (EME9).
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Pointing to the inconveniences of social isolation, the respondents demon-
strate their longing for the past — especially early childhood as a kind of lost
paradise, the anchor of carefree days and safety. The pandemic and the loss of
freedom being its consequence let the respondents appreciate the taste of free-
dom and independence, unnoticed in the rush of everyday life and taken for
granted and transparent as such. “The virus takes our freedom away. People
lose their jobs, opportunities to learn, they cannot move freely. And this is what
independence is about,” an EME5 writes. Social isolation affects the young and
triggers a need to talk about the meaning of injustice deriving from the necessity
to verify their plans, short-term ones and maybe also life plans too, which
arouses the biggest anxiety. Moreover, the world’s lockdown is not a good time
for extroverts. “Although | am aware we are not guilty of it at all, the time of the
pandemic and forced <imprisonment> can be a tiring and horrible perspective.
Our plans for the long weekend in May, our flight to the unknown regions of the
Pacific Ocean which have always fascinated us and for which we have been col-
lecting money for years got lost together with our dreams. The soul of a travel-
ler, extrovert, who needs contact with other human beings to survive, has been
crashed by the vision of the illness,” writes an EME23 student. Forced isolation
generates aversion to their place of residence, especially in those respondents
who particularly need space and contact with other people. In their eyes, their
home becomes their trap, prison, confinement which fuels longing for lost nor-
mality, and also inspires to appreciate what was underestimated before. “We
are closed in our own homes, which we created. The place, which was supposed
to be our oasis, something safe, turns out to be a space that many of us would
like to run away from,” (EME21). “We become aware of the fact how much we
miss that routine that we used to complain about,” (EME20). Rarely is there
a conviction about the provisional character of the crisis, linked with lack of faith
in maintaining the reflexive outcome of our thoughts about the pandemic. Yet,
it has its good sides too — these reflections are filled with acute fear and uncer-
tainty. “One day, everything will come back to normal. It is not pure guesswork
but a fact that there must be no doubt about. The economic crisis will be settled
and our minds will come back on the right track despite earlier pessimism and
anxiety,” an EME18 student states with conviction. The students go back to their
childhood and look at deserted streets with nostalgia and sadness. “Kids spent
their free time with other kids, meeting them at the playground, playing in fresh
air, their time was filled with physical activity. However, it has changed now.
They stay at home, most often left to their own devices, which results in more
frequent “staying” in the virtual world,” an EME17 student worries. Another stu-
dent, recollecting her childhood pays attention to a difficult situation of children
locked at home: “Deprived of my playground, garden and a small pond, I'd feel
like in prison” (EME14). However, recollecting one’s childhood does not always
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refer to the pandemic times. It also gives an opportunity to reflect on the rush
of the pre-pandemic life. “I’'m thinking how slowly holiday time seemed to flow
when we were children, and now years pass in the blink of an eye. We eat fast,
sleep andrest ....| wonder how to live slowly nowadays,” asks an EME15 student.
Reflections on “activities for oneself”, on the other hand, go round the need
to make some self-development effort there has been no time for so far. The
pandemic is also an opportunity to do something pleasurable, to take care of
ourselves. “Maybe there is something you have always wanted to learn? Paint-
ing? Maybe, it will turn out it is something that really gives you pleasure. And
maybe you’ve been dreaming about watching a series but you couldn’t do that
due to lack of time?” an EMEG6 student suggests to look at lockdown like at an
opportunity. In this emotionally difficult situation, it is very important to take
care of our mental well-being. “It’s not important how you’ll spend this quaran-
tine time. It should give you pleasure. Let us not treat it as a kind of ‘punishment’
for someone’s mistake. Let us not blame anyone for this obligation to stay at
home,” suggests an EMEG6 student. An EME12 student echoes her: “l am very
happy to see on the Internet who and how spends their quarantine.” “Maybe it
is the moment to catch up and use that time for old/ new passions, to strengthen
our bonds with the closest family, to work on ourselves, to relax,” suggests an
EME16 student. Yet, it is also a time for self-reflection, for expressing one’s sup-
pressed feelings freely, which is not common in the culture of success that does
not allow us to show weakness. “We can focus on our desires, we can talk to our-
selves, listen to ourselves, burst into tears,” an EME21 student states with relief.
On the other hand, as a result of value contemplation, constituting a signif-
icant component of the older group’s responses, there is a feeling of anxiety,
emotional crisis triggered by isolation, loneliness, disappointment with it. “Even
the most optimistic persons have negative and inexplicable thoughts” (PEK3).
Yet, there are also good sides of the pandemic-suspended reality. Even if it is
just a reflection that one has to look for optimism as only then their life can have
any meaning. In her coherent reflection, a PEK3 student combines threads be-
longing to three main categories: activities for “oneself”, reflection on the
meaning of life and social isolation. She combines them and writes that being
with oneself during the pandemic is a perspective of boredom and routine, re-
sulting in loneliness. “We can now concentrate on ourselves. Come back to what
we wanted to do when we didn’t have time. But how long can we get occupied
with these very things? Meditation, cooking, reading, wardrobe browsing [...]
Routine becomes boring and after some time everyone starts feeling lonely in
their own flat” (PEK3). The pandemic is also a good time to think about one’s life
so far, discerning what is important. At the same time, the responses of the older
respondents more often and more forcibly demonstrate lack of faith in coming
back to life before the pandemic. “Nothing will come back to normal,” a PEK1
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student writes, “as the norm is being established in our times.” However, in the
respondents’ opinion, people do not always notice even such a big change. In-
stead of understanding the situation and empathizing with others’ needs, they
keep chasing “money, shopping trophies and political games” (PEK2). The stu-
dents’ reflections based on their own observations frequently take the form of
severe social criticism. “Meritocratic society [...] has always striven for wealth.
Success, money, own well-being. | am surprised how much people are concen-
trated on themselves” (PEK3). In their opinion, the pandemic has not taught us
anything — we still ooze egotism “...as all that hectic life before the virus put
pressure of success on people” (PEK3). We are stuck in the vicious circle instead
of breaking free and developing new, better solutions. We shall not come back
to a normal “pace of life but we have created a new rhythm, adopting to the
situation” (PEK3) and adopting new solutions to old needs.

The time of the pandemic lets the respondents protect their intimacy, even
though loneliness may be its side effect. “I feel stronger and calmer. No one will
see that | didn’t sleep yesterday. No one will ask,” a PEK5 student describes his
feelings. One can finally give up on the obligation to act and compete, which one
is taught from early childhood. “We don’t have to rival anyone,” states a PEK5
student with relief. “I can calm down, slow down [...],” a PEK4 student accompa-
nies him, “At that time, it is a good idea to devote time to one’s passions.” How-
ever, one has to be careful in this area too. Some respondents used to living in
constant rush try to fill up their isolation days with intense activities as if they
were afraid to face their own thoughts. “I fell into that trap of hyper-productiv-
ity. Doing the same every day,” confides a PEK6 student. Being with oneself re-
quires courage but also entails a big value, i.e. it allows an individual to listen to
their inner self. “Let us think and talk to ourselves, which will make us happy
now,” appeals a PEK6 student. Writing about the meaning of life, a PEK9 student
notices, like others, a sudden slowdown of its pace and in this well-felt pandemic
silence reflects uncertainly: “Suddenly, the omnipresent rat race was no longer
a priority. There is no hurry and noise. Cities, roads, districts and houses became
quiet. One cannot hear children playing outdoors, couples quarreling, neigh-
bours discussing the latest discounts in a nearby shop, cars passing. There is only
silence... Peace mixed with fear filled people’s hearts. [...] "How to live! There is
only one answer: | don’t know. We’ve never been in such a situation before. And
here panic comes in” (PEK9). In this context it does not come as a surprise that
there is a need to deafen one’s own thoughts that finally, in this sudden silence,
could resurface. These feelings are strengthened by uncertainty concerning the
future. “We feel helpless, we feel anxiety and fear of the nearest future. Nothing
is certain any more,” writes a PEK7 student. The need to deafen one’s fear and
anxiety triggers defence reactions. “For some it is lying in bed wrapped in a blan-
ket with a laptop for an entire day [...], for others it is cooking and baking, and
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for someone else it might be cleaning their flat [...] None of these activities is
bad if they make someone feel better” (PEK6).

The students cope with confinement and anxiety in different ways. Some of
them throw themselves into work, whereas others gradually start feeling numb
due to the monotony of consecutive days. A PEK11 student accurately describes
this state: “The same walls, the same furniture, the same people and even the
same clothes that | have been wearing for a few days to maintain monotony.
Several times a day | pass every smallest piece of litter on the floor, hair, spider’s
web, speck of dust and a spider, being “imprisoned” in my own house. This day,
one of those in a row, has exhausted my list of planned and invented tasks.
When will all this finally end?” (PEK11). Their general attitude is far from apathy
though. Keeping a sharp, fascinated eye on events and society’s reactions to the
sudden crisis makes one draw also positive conclusions. We shall survive as we can
adapt to new circumstances. “This situation showed us clearly how we, the humans,
are able to adapt in difficult and sudden situations,” states a PEK4 student.

The reflections of the students from the older group are characterized by
maturity of observations and conclusions, and more interest in a broader con-
text of the pandemic development. Their reflections do not regard current
events but use them as a pretext to make more universal observations on the
human condition, or a set of values and rules dominating culture. They are
aware of the fact that this world standstill, abrupt in their opinion, offered them
an opportunity to develop their reflectiveness. “The virus makes it possible now
to stop and think — about what is important in life,” states a PEK10 student. It is
an opportunity to “realise that the most important thing in life is life” (PEK10).
“That is why every moment has to be used as if it was the last one,” a PEK11
student writes in the conclusion of her essay.

Self — the environment

This category, in comparison with subjective self (and social self), which from
the quantitative point of view turned out to be crucial for the respondents, is
not represented numerously in the texts. However, the significance of diagnoses
produced within its framework as well as noticeable differences in the approach
of students from both age groups to the questions of nature and man as its part
make it an area of valuable observations.

The group of self — the environment phrases contains 30 fragments de-
scribed with the help of three main codes: “The beauty of nature,” “Ecological
identity” and “Ecological criticism.” However, the percentage analysis demon-
strated that Tokarczuk’s essay constituted a much stronger impulse for ecologi-
cal reflection in the case of the older group. The students in the younger group,
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concentrated on their own subjectivity, contemplating still developing identity,
mentioned their relation with the environment barely 10 times, which consti-
tutes 2.5% of all selected thematic phrases in their essays. In the case of older
students — as the aforesaid analysis showed — more focused on analysing social
self and general observation of social relations in the reality of globalised digital
society touched by the pandemic, ecological threads occur 20 times, which, con-
cerning fewer texts written by this group, translates into 15% of all phrases at-
tributed to them.

What is interesting, differences are also noticeable in the frequency of the
occurrence of particular codes categorized as ecological reflection. In the group
of younger students, the “beauty of nature” code definitely dominates (6 out of
10). The respondents show the beauty of the spring blooming world watched
out of the window, emphasizing the discomfort of “imprisonment’ in their
houses, and paradoxically contrasting the view of nature coming back to life af-
ter winter with the fate of people under threat of death. “The beginning of April,
spring, everything awakens. In the current situation it is a bit difficult to talk
about “awakening” as on TV we keep hearing about more virus victims. It is ab-
surd, contradiction of reality we find ourselves in right now, to nature” (EME1).
Thus, nature does not participate in human drama, it is indifferent to it. On the
other hand, due to the pandemic, we have time to notice it. “It’s the beginning
of April, the weather is beautiful, and looking through the window | can see the
beautiful, blue and cloud-free sky”(EME15). “Maybe right now we open our eyes
and notice all that beauty which was so difficult to notice before?” (EME1). Na-
ture and its beauty help to survive. It is true about those that live close to it and
can feel privileged. “l don’t look out of the window, as | contemplate the views
on the terrace at the back of my house. | sit comfortably, swinging in a garden
armchair, and it can be easily said that it’s nice stuff, I'm not talking about this
piece of garden furniture but about my own garden with the terrace and the
view on the forest emerging from the lake’s horizon. The weather in the Sejny
region is fantastic, the whole garden is coming back to life, there are green
leaves on fruit trees in the orchard, one can feel long-awaited summer in the
air” (EME14). Others are in a worse situation, one look out of the window makes
them notice the change of view, acute emptiness of the street landscape created
by people and deserted by them. “The weather outside is gorgeous. There are
warm rays of the spring sun penetrating my room. In ordinary circumstances
| would be sitting on the river bank, watching people walk by me. And now I'm
looking through the window and all | can see are empty streets” (EME23).

The thread of ecological criticism is definitely less marked. Few students
(50ut of 24) conclude that human activity is harmful for the environment, and
limiting its expansion brings relief to nature. “The whole world slowed down,
came to a halt. An advantage is a definite improvement in air quality” (EME14).
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Nature regains territories deserted by man, it can be seen and heard: “The only
thing you can hear are sounds of nature and announcements of the police warn-
ing us against going out” (EME15). These observations combine with a general,
identity reflection on the necessity of changing our attitude to the environment
we live in. “The world is beautiful, is waiting for us and our ideas” (EME22), “And
when the world regains the old order of things, let’s hope [...] that we’ll be proud
of the fact that we are humans and we live on the planet called Earth” (EME3).
“We suffocate in our homes. The Earth takes a full breath. Let’s hope that once
the pandemic is under control, we won’t forget about our planet and we'll let it
function the way it wants as a lot depends on it, and we have to remember about
it above all. There is no other one like this,” concludes an EME21 student in her
exceptionally mature reflection.

The essays written by the older respondents demonstrate completely differ-
ent proportions representing particular codes from the self - the environment
group. It should be mentioned that ecological threads occur in seven out of ten
essays, and one of them is almost entirely devoted to that theme (in case of
EME, there were 6 essays out of 24). Out of 20 selected phrases, only one is
strictly connected with the nature contemplation thread. “What is amazing?
Even birds began to sing in the morning and you feel like in the countryside, in
some forested area. Living on the 14™" floor now offers you long sunsets. During
these sunsets, there are beautiful colours in the sky and they merge together.
The horizon beams with perfect peace that one wants to become immersed in,”
a PEK3 student describes the change after the world freezing due to the pan-
demic. As for other essays, even if they contain descriptions of nature, they are
just an excuse to criticize human activity or reflect on our place in the world of
nature. That is what happens, e.g. in an essay written by a PEK5 student, who
describes his view from the window in the following way: “I’ve started watching
the same magpie that my cat saw. | guess it’s building a nest in a nearby tree.
I know that it’s creating something beautiful and functional at the same time.
Deserted magpie nests serve other birds as well. In this case, the bird turns out
to be a helpful friend. It leaves the fruit of its own beak and talons instead of
appropriating it for good. It is an artist that | can watch live and save a bit of this
view as my memory exhibit and respect for nature.” The magpie’s work — beau-
tiful, useful and selfless to some extent becomes a symbol of the direction that
human activity should follow. The text finishes with a moving conclusion em-
phasizing how deceptive our conviction of ruling the Earth is: “Everything de-
pends on nature, and we are only scared guests on a walk” (PEK5).

There are many similar threads mentioning the question of ecological iden-
tity, the human fate combined with the planet’s future. “We are [...] fauna, di-
verse, inhabiting the whole world,” a PEK2 student writes. These threads usually
also criticize people’s approach as the Earth hosts, who exploit and ruin it with-
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out any limits, and this category of ecological criticism is the most numerously
represented in this group of essays (13 out of 20 coded phrases). The same stu-
dent points out further on, “There has always been too much of the world [...].
We could deal with it too well. But it was too well for us only. We moved for-
ward, developing ourselves and our surroundings. But surrounding develop-
ment is not the right expression here. In fact, we changed it to suit ourselves, to
fulfil our expectations, needs and desires” (PEK2). In this light, the pandemic
seems to be a natural consequence of human misdeeds towards nature, its ex-
cessive, ruthless exploitation, human egotism. What is characteristic, the re-
spondents do not perceive the occurrence of the virus as punishment sent by
the world, they do not look at it in terms of an apocalypse. For them, it is rather
a logical consequence of disastrous activities undertaken by man. They cannot
shoulder responsibility, they are not puppets, they only bear consequences of
our own actions. “I’'m criticizing us. Including me. I'd be a hypocrite if | didn’t
mention myself. The world gave us a task to complete, but | have an impression
we brought it on us. [...] The virus attacks us just like people attack the earth.
Can you see that? | can see that clearly and vividly,” a PEK2 student writes. An-
other student’s remark shows a similar mood: “The pandemic was an eye-
opener, we saw that the planet will manage without people, but people will not
survive without the planet. People’s egotism has skyrocketed and Mother Na-
ture says STOP! It gives us time to reflect. There is no doubt that this is a draco-
nian lesson but it seems necessary. But, will we, people, great leaders of the
world, draw any conclusions from it?” (PEK7) As the students point out, the ca-
tastrophe which touches people is nature’s rescue. This shows how far we have
drifted apart from our natural environment, in some sense, choosing the other
side of the barricade. As a PEK9 student writes, “...there is a clear improvement
in air quality, less water pollution and nature comes back to life. This enforced
standstill, when people had to stay at home, showed their influence on the
planet. But thanks to this, the planet got a second chance and the Earth
breathed with relief.” This touching way in which the human fate is juxtaposed
with the fate of the world strongly resonates in the respondents’ comments.
A PEK7 student writes, “The world of nature takes a deep breath now. When
people were locked at home like in a cage, turtles came back to the beaches in
India and they lay eggs in great numbers, dolphins came back to Italian ports,
and in Venetian canals one can see swans and fish not seen for a long time. Now,
we, people, feel like small, defenceless animals, and animals finally feel at
home.” “It is a paradox that people die and suffer from pulmonary diseases, and
at the same time they start to breathe” remarks the same author. The pandemic
time is the last call to shake off the frenzy of consumerism and compulsive real-
ization of one’s egoistic needs, and to save the planet. “Humanity got the dis-
ease it needed — we stopped respecting nature only to learn how priceless it is,”
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concludes her essay a PEK10 student. “Maybe it is a sign to start caring just
a little bit about the environment we live in? Maybe it’s worth thinking before
we go shopping once again. Do we really need all those things?” a PEK11 student
echoes her friend. Do the students believe in the possibility of change? The opin-
ions are divided. “Everything will be fine, there is still hope! And hope dies the
last...” a PEK9 respondent states perversely. Yet, her voice contrasts with a sad
remark of an author whose essay was entirely devoted to the theme of ecology:
“l am tired of walking my dog, which should be like an oasis on this closed desert.
Constantly watching if it hasn’t caught any disposable gloves thrown away in
front of a shop. There should be fewer people outside. And maybe there are.
But they leave more traces than ever...”.

There is no doubt that the older respondents dealing with the question of
nature take a more critical stance towards human activities concerning nature,
which is strongly integrated with the conviction that other species are on a par
with the human one. It is a sign of a potential, radical cultural change taking
place in Western societies, i.e. moving away from the anthropocentric point of
view regarding people’s place and role in the world, showing their superiority
and emphasising the mission of the message contained in the Biblical appeal to
subdue the Earth (also noticeable in the pedagogical reflection in the form of
non-anthropocentric pedagogy, emphasizing the significance of natural environ-
ment as well as, among all, the world of things for shaping human subjectivity —
cf. Chutorianski (2021). In place of this vision, ecological communities propose
ecocentrism —the so-called “deep ecology” aiming at environmental protection,
ensuring the well-being of species, reflecting on the relation between man and
nature (European Green Party, 2014). These issues seem particularly valued by
the older respondents, demonstrating their broadened horizons and the way in
which they look at the pandemic in comparison with the younger respondents
who devote more attention to self-reflection.

Conclusion

“Athought grows in silence, but the world sows it,” wrote a great Polish poet
and publicist, Feliks Chwalibdg in the 20s of the 20™" century (1929, pp.6). AlImost
a hundred years later, reality illustrated his remark in a surprisingly literal way.
Human emotions linked with the occurrence of an unknown disease spreading
like fire to other parts of the globe, after a few days of obligatory isolation grad-
ually turned into a reflection — this intimate one concerning the meaning of
one’s life and personal system of values, and also the one on “the state of the
world,” order and condition of our civilization. The texts analysed in this article
reflect that moment. The students entering adulthood, forced by the situation,
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stop in that rush and look at each other and the world, sometimes with awe,
sometimes with a big doze of criticism. There are noticeable differences in how
both groups perceive the situation. The younger respondents emphasise the
value of life, its beauty and beauty of the world where that life goes on. At the
same time, they see that their life so far, full of hurry, functioning in the culture
promoting extrovert patterns of behaviour resulted in constant, unbearable
pressure. Now they postulate to give them back their right to individualism and
being introvert, to live at their own pace and in accordance with their needs and
choices, to give up socially promoted patterns of successful life. Taking a broader
perspective, they also negate narcissism and egotism characterizing modern civ-
ilization, together with understanding success as a condition of an individual’s
happiness. They also notice an educative dimension of the pandemic and em-
phasise its value. However, they take this broader perspective relatively rarely,
concentrating on their own experiences. What is characteristic, their reflections
clearly express hope, optimistic thinking about the future and possibility of re-
pairing all the mistakes made by people so far, which have brought them to the
edge of the catastrophe.

The younger respondents ask the biggest number of questions about the
meaning of life. Almost as often they reflect on anxiety accompanying them,
which is linked with their fear of sickness and death, but also of the future. They
declare that they miss the past, especially early childhood perceived like a para-
dise lost, carefree time and a feeling of safety in their parents’ arms. They also
emphasise that lockdown was their opportunity for self-development, for bring-
ing back their dreams and abandoned plans, for making an attempt to realise
them. The pandemic also offers time for pleasures, taking care of oneself, i.e.
activities there was no time for so far. However, it should be emphasised that
many essay authors try to go beyond the perspective of their own biography and
they maturely reflect on global consequences of the pandemic.

On the other hand, the reflections of the older respondents are dominated
by the feeling of anxiety, emotional crisis triggered by isolation, loneliness and
disappointment with it. Although the students’ reflections depart from autobi-
ographical threads or their own observations, quite frequently they take a form
of severe social criticism. There is more criticism, anger and disappointment in
the observations of the older respondents.

Some respondents, writing about the situation from a personal perspective,
emphasise that being used to living in a constant rush, they try to fill up their
isolation days with intensive activities as if they were afraid to confront them-
selves. They try to appease loneliness, filling each moment with new tasks.
There are also people who gradually sink into the state of apathy caused by the
monotony of passing days.
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The reflections of the older students are characterised by high maturity of
observations pertinence of drawn conclusions, and more interest in the cultural
and social context of the events. Their reflections usually go beyond their per-
sonal perspective, and the pandemic itself gives a pretext for presenting univer-
sal reflections on human condition or for criticizing the current axionormative
order. The older respondents particularly value ecological threads that occur in
seven out of ten essays, including one in which ecology is the main topic. The
sickness is perceived as a result of mindless exploitation of the Earth, lack of
respect for laws of nature, ignoring the needs of other species, and last but not
least, overpopulation. Yet, the respondents, with high maturity, avoid looking at
the virus in terms of punishment inflicted on humanity, they do not judge the
situation in apocalyptic terms. For them, the pandemic is rather a logical conse-
guence of disastrous activities undertaken by people. The thread of ecological
criticism is represented in the observations of the older students definitely more
numerously than in the other group, where it occurs incidentally, mainly in re-
marks that human expansion limited by the pandemic brings nature some relief.
The reflections of the younger students focus on self-thematic threads, and their
perspective is clearly more personal.

Regardless of the respondents’ age, their essays clearly demonstrate that
the time of the pandemic has constituted an impulse for more profound exis-
tential reflection. The maturity of their observations, remarkable insight and
readiness to formulate constructive conclusions show how much intellectual
work they have done to confront the pandemic which will definitely become
a generation experience for them, and maybe even an impulse to make an at-
tempt to deal with the mistakes made by the older generations.
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Pandemia jako impuls dla refleksji studentéw pedagogiki —
w Swietle analizy jakosciowej

Streszczenie

W artykule przedstawiono wybrane fragmenty wynikow badan jakosciowych na temat sytuacji
psychologiczno-spotecznej, w jakiej znalezli sie ludzie w czasie pandemii COVID-19 w opinii stu-
dentéw pedagogiki. Préba ograniczenia transmisji wirusa poprzez wprowadzenie lockdownu za-
mknefta w domach miliony ludzi, ograniczyta ich wolnos¢ i kontakty miedzyludzkie. Czas ten dla
wielu oséb stat sie impulsem do pogtebionej refleksji egzystencjalnej. Badacze, zainteresowani
zagadnieniem refleksyjnosci studentéw, poprosili ich grupe o przygotowanie krétkich esejow gro-
madzacych refleksje z czasu pierwszej fazy pandemii. Badaniem objeto 36 studentow z Akademii
Pedagogiki Specjalnej, w dwdch grupach wiekowych — zaczynajacych studia i zblizajacych sie do
ich konca. Zgromadzone teksty poddano analizie zgodnej z metodologig teorii ugruntowanej
w badaniu. Analiza dyskursu, prowadzona w perspektywie interpretatywnej, pozwolita na wyto-
nienie w wypowiedziach studentéw 4 kluczowych kategorii, a nastepnie na wskazanie réznic po-
miedzy grupami w podejsciu do poruszanych kwestii. Niniejszy artykut prezentuje wyniki badan
obejmujgce dwie kategorie: refleksje badanych na temat wtasnej podmiotowosci oraz przemysle-
nia dotyczace ich tozsamosci ekologicznej. Mtodsi badani wykazywali wiekszg koncentracje na per-
spektywie osobistej, a ich wypowiedzi cechowata wieksza emocjonalnosé i optymizm. Starsi, bar-
dziej zdystansowani wobec rzeczywistosci, poddawali jg czesciej gorzkiej refleksji ukierunkowanej
na kwestie polityki spotecznej, konsumpcjonizmu i egoizmu wspdtczesnych spoteczenstw, czesciej
traktujgc kwestie pandemii nie jako cel sam w sobie, ale jako punkt wyjscia dla szerszej krytyki
spotecznej i ekologiczne;j.

Stowa kluczowe: pandemia, COVID-19, lockdown, refleksyjnos¢, podmiotowo$é, przyroda, $ro-
dowisko, teoria ugruntowana.
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Efektywnos¢ treningu kompetencji spotecznych
w profilaktyce zachowan agresywnych dzieci
i mlodziezy — przeglad literatury. Mozliwosci,
ograniczenia i nowe perspektywy badawcze

Jak cytowac [how to cite]: Kania, S. (2021). Efektywnos¢ treningu kompetencji spotecznych w pro-
filaktyce zachowan agresywnych dzieci i mtodziezy — przeglad literatury. Mozliwosci, ograniczenia
i nowe perspektywy badawcze, Edukacyjna Analiza Transakcyjna, 10, 199-215.

Wprowadzenie redakcyjne

W ponizszym artykule znajdziemy ciekawe opracowanie dotyczace efektywnosci treningu kom-
petencji spotecznych i ich powigzania z zachowaniami agresywnymi. Wskazano, ze metody bazu-
jace na propagowaniu wtasciwych zachowan nie przynoszg oczekiwanego efektu. Autor podaje
przyktadowe sposoby nabywania kompetencji spotecznych. Czytelnik zainteresowany analiza
transakcyjng powinien z pewnoscig zwrdéci¢ uwage na powigzanie opisow z kluczowymi dla AT
elementami, takimi jak skrypt czy postawy zyciowe. Autor opisuje wyniki badan, ktére moga by¢
ttumaczone obecnoscig silnego stanu Ja-Dziecko. Rozwdj kompetencji w tym obszarze moze skut-
kowaé umiejetnosciami manipulacji i wysokg efektywnoscia. Z tej perspektywy potaczenie profi-
laktyki spotecznej z analizg transakcyjng jest nowym, ciekawym polem badawczym.

Zbigniew Wieczorek

Streszczenie

W artykule podjeto probe oceny efektywnosci treningu umiejetnosci spotecznej w profilaktyce
spotecznej zachowan agresywnych dzieci i mtodziezy, wykorzystujac przeglad polskiej i miedzyna-
rodowej literatury badawczej. Gtdwnym celem artykutu jest wskazanie mozliwosci i ograniczen
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stosowania treningu umiejetnosci spotecznych w profilaktyce zachowan tejze grupy spoteczne;j.
Gtownym zatozeniem jest weryfikacja efektywnosci w perspektywie réznych przejawoéw zachowan
agresywnych dzieci i mtodziezy. Punktem wyjscia do analizy jest koncepcja evidence-based prac-
tice w profilaktyce spotecznej, ktéra zaktada uzyskanie maksymalnej efektywnosci opartej na em-
pirycznych dowodach naukowych, ktére pochodzg z wdrozen i badan eksperymentalnych. Efek-
tem pracy jest wskazanie obszaréw nizszej efektywnosci i proba wyjasnienia ich przyczyn oraz
wskazanie dalszych perspektyw badawczych.

Stowa kluczowe: kompetencje spoteczne, trening kompetencji spotecznych, profilaktyka za-
chowan agresywnych, profilaktyka evidence-based practice.

Wprowadzenie do profilaktyki spotecznej

Profilaktyka spoteczna jako nauka zmienia sie dynamicznie; obecnie wyréz-
ni¢ mozna kilka modeli urzeczywistnianych w dziataniu. Jeszcze do niedawna
w rozwigzaniach praktycznych dominowata tzw. profilaktyka defensywna zwana
tez negatywng (Kania, 2017, s. 255-262). U podstaw tego podejscia funkcjono-
wato zatozenie, ze najwazniejszym celem jest propagowanie przekazu, czyli do-
starczanie informacji. Na gruncie tej koncepcji wykreowata sie charaktery-
styczna metodyka profilaktyki szkolnej, czyli r6znego rodzaju prelekcje, poga-
danki i tablice informacyjne. Stosowane metody nie przynosity jednak znacza-
cych rezultatéw, gdyz polegaty na biernym przekazie, mato angazujgcym stucha-
czy. Dziatania — w mysl profilaktyki defensywnej — opieraty sie gtdwnie na prze-
kazywaniu wiedzy o zagrozeniach zdrowia psychospotecznego i uswiadamianiu
w kwestii zaburzen (Ostaszewski, 2006, s. 6—10). Jednak najwiekszg wadg tej
ideologii byto dziatanie na zasadzie akcji—reakcji, gdzie dziatania nie byty syste-
matyczne, czesto powstawaty pod wptywem pojawiajacego sie juz problemu.
Powyzsze podejscie, ze wzgledu na niezadowalajgca skutecznosé, zostato zasta-
pione przez profesjonalng profilaktyke. Model ten zwiekszat skutecznosé dzia-
tan, wprowadzajac selekcjonowanie odbiorcéw, dostosowujgc inicjatywy do wa-
runkédw psychospotecznych adresatow, ktérzy podlegali selekcji na grupy ni-
skiego, podwyzszonego czy wysokiego ryzyka (Ostaszewski, 2005, s. 40-41; Mi-
chel, 2013, s. 104-18). Pozwolito to na zintensyfikowanie dziatan o charakterze
uprzedzajgcym, wprowadzito rowniez metodyke warsztatow i konwersatoriow.
Profesjonalna profilaktyka, wdrazajac strategie edukacji w standard pracy profi-
laktycznej, wprowadzata elementy uczenia sie, wspomagania rozwoju i wtasci-
wego postepowania w Srodowisku spotecznym jej odbiorcéw (Kania, 2018,
s. 468-475). Pomimo wielu zalet i skuteczniejszego podejscia niz profilaktyka de-
fensywna posiada ona réwniez swoiste wady, np. selekcjonowanie wzgledem
grup ryzyka do prac grupowych, moggce prowadzi¢ do treningu dewiacji (Dep-
tuta, 2013, s. 344-349). Problemy te prébowano rozwigzaé w profilaktyce pozy-
tywnej (Gas, 2006, s. 30; Ostaszewski, 2006, s. 6-10), ktdra, akcentujac potrzebe
uczenia sie spotecznego, dazyta do wzmacniania pozytywnej adaptacji spotecz-
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nej za pomocy angazujacych odbiorcéw metodyk, jednoczesnie wzmacniajgc po-
trzebe dziatan konserwujacych ich zdrowe funkcjonowanie (Ostaszewski, 2016,
s. 5-10). Podkreslajac istotnos¢ dziatania na poziomie uniwersalnym w zapobie-
ganiu problemow (Grzelak, 2015, s. 26), selekcjonowanie pod wzgledem ryzyka,
pomimo ze utrzymywane i stosowane w praktyce, nie stanowito juz o wymiarze
skutecznosci podejscia (Woydytto, 2003, s. 30).

Powyzsze pobiezne omoéwienie modeli umozliwia zaobserwowanie zmian
zachodzacych w obszarze praktyki dziatan profilaktycznych. Zmiany te podykto-
wane sg zwiekszaniem skutecznosci oddziatywan profilaktycznych (Kania, 2018
s. 468-475), ktére obecnie rozumiane jest jako zwiekszanie przejawéw zacho-
wan prospotecznych dzieci i mtodziezy z jednoczesng zdolno$cig radzenia sobie
w obliczu natezenia czynnikdow ryzyka.

Nowym trendem, majgcym na celu dalsze zwiekszanie skutecznosci profilak-
tyki, zaczerpnietym z nauk medycznych, jest model evidence-based practice,
czyli dziatanie oparte na dowodach naukowych (Barczykowska, Dzierzynska-
-Bres$, 2013, s. 131-135). Profilaktyka realizowana w tym nurcie nie faworyzuje
zadnego z modelu, teorii czy metodyk dziatania, a jej gtéwnym zatozeniem jest
takie konstruowanie procedur, by uzyska¢ mozliwie trwaty efekt przy mozliwie
najnizszym poziomie zaangazowania zasobow realizatoréw. Evidence-based
practice wydaje sie by¢ kolejnym etapem rozwoju profilaktyki zachowan ryzy-
kownych dzieci i mtodziezy jako dziedziny wysokospecjalistycznej, ktéra akcen-
tuje wspotprace srodowiska naukowego z praktykami. Powyzsze podejscie ma
stanowic przestrzen dla swobodnego mieszania sposobdw dziatania, uzasadnio-
nego efektownoscia, a nie zgodnoscia zatozen. Przyktadowo, w przypadku sto-
sowania profilaktyki pozytywnej usytuowanej antagonistycznie do profilaktyki
defensywnej unikane byto stosowanie strategii informacyjnych o zagrozeniach,
pomimo tego ze ich efektywnos$¢ w zestawieniu ze strategig edukacyjng zostata
potwierdzona (jako strategia wspomagajgca) (Ostaszewski 2003).

Odwotujac sie do powyzszych ustalen, podjeto prébe analizy skutecznosci dzia-
tan profilaktyki adresowanych do dzieci i mtodziezy. Ze wzgledu na zbyt szerokie
spektrum mozliwosci interpretacyjnych pole analizy zawezono do inicjatyw szcze-
gdlnie zorientowanych na zachowania agresywne tejze grupy spotecznej. Wspétcze-
$nie uznaje sie wspieranie kompetencji spotecznych dzieci i mtodziezy za jeden
z wazniejszych czynnikdow chronigcych w wygaszaniu zachowan ryzykownych,
w tym zachowan agresywnych i przemocowych (Fergus, Zimmerman, 2005, s. 400—
402; Urban, 2012; Szymanska, 2012, s. 40-42; Mudrecka, 2013, 57-59).

Kompetencje spoteczne — ustalenia terminologiczne

Przed podjeciem préby definiowania kompetencji spotecznych nalezy zazna-
czy¢, ze znaczenie kompetencji samych w sobie, czesto ze wzgledu na zakres de-
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finicyjny, jest mylnie rozumiane (von Hamond, Haccou, 2007, s. 37). Wspétcze-

sna literatura przedmiotu utrudnia wskazanie jednoznacznej definicji kompe-

tencji spotecznych (Zawisza-Mastyk, 2013, s. 17). Wyrdznia sie dwie metody ich
definiowania (Smatka, 2008, 27-28), w ktérych podstawowym kryterium sg po-
trzeby spoteczne:

— jako umiejetnosci relacyjne — czyli zdolno$¢ zaspokajania potrzeby aprobaty
i akceptacji, nawigzywania i utrzymywania relacji miedzyjednostkowych
w wymiarze pozytywnym (satysfakcjonujgcym);

— jako umiejetnosci realizacji wtasnych celdw rozwojowych — czyli zdolnos¢ do
zaspokajania potrzeby statusu spotecznego i wtadzy w sposéb powszechnie
akceptowany. Jednostka kompetentna spotecznie to taka, ktdrg darzy sie
powazaniem i szacunkiem oraz petni ona funkcje autorytetu w danej spo-
tecznosci.

W literaturze przedmiotu nazewnictwo i préby definiowania kompetencji
spotecznych zaowocowaty réznorodnoscig termindw, z ktérych najpopularniej-
sze to: umiejetnosci spoteczne, inteligencja spoteczna, inteligencja emocjonalna,
kompetencje emocjonalne, umiejetnosci rozwigzywania konfliktéw oraz wiedza
spofeczna. Powyzszy stan rzeczy utrudnia precyzyjne operowanie pojeciem kom-
petencja spofeczna oraz pewna dowolnos$¢ interpretacji przez badaczy, ktorzy
moga dopasowywac interpretacje terminologiczne kompetencji spotecznych dla
potrzeb uzasadnienia kontekstu rozwazan wtasnych badan (Zawiszy-Mastyk
2011, s. 17). Chaos panujgcy w terminologii kompetencji spotecznych, objawia-
jacy sie szczegdlnie w ustaleniu wspdlnego stanowiska (Heller, 2016, s. 18),
moze by¢ pogtebiony, jesli w analizie zostanie uwzgledniona wielowymiarowos¢
kompetencji spotecznych zaleznej od spektrum dziatan danej jednostki, co moze
sprzyja¢ akcentowaniu rdéznych jej aspektow jako odmiennych zdolnosci
(Schaffer, 2006, s 16). Niezwykle istotnym elementem, ktéry rowniez moze
utrudnia¢ ich definiowanie, jest uwidocznienie skutecznosci danej jednostki
w stosowaniu kompetencji spotecznych. Wykazanie sukcesu w stosowaniu kom-
petencji tzw. twardych utozsamianych z pracg zawodowa, zwanych inaczej kwa-
lifikacjami (Oleksyn, 2006, s. 20) lub czynnoSciami technicznymi, jest tatwiejszym
zadaniem niz sukces spoteczny w stosowaniu kompetencji spotecznych. Ukaza-
nie efektywnosci spotecznej w obszarach mniej specyficznych, zwigzanych z in-
terakcjami spoza srodowiska jednostki, utrudnia wiec brak precyzyjnego okre-
Slenia sukcesu spotecznego (Arygle, 1991, s. 98-99). Samo pojecie sukcesu spo-
tecznego moze réwniez by¢ opisywane w dwdch perspektywach. Pierwsza — we-
wnetrzna (subiektywna) — jest poziomem satysfakcji z osiggnie¢ indywidualnych.
Druga — zewnetrzna — jest oceng efektywnosci wtasnych dazen poprzez pryzmat
osiggniec innych ludzi (Hildebramdt-Wypych, 2013, s. 82). Sukces spoteczny jest
zatem Swiadomoscig swojej skutecznosci, ktéra zalezna jest od réznorodnosci
doswiadczen wilasnych oraz jednostek z najblizszego otoczenia (Dudzikowa,
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1993, s. 27). W tej perspektywie sukces spoteczny, a tym samym poziom kom-
petencji spotecznych, moze by¢ wzgledny i zalezny od tego, w jakiej rzeczywisto-
Sci spotecznej jednostka jest osadzona (Turek, Wojtczuk-Turek, 2008, s. 34).

Problemy interpretacyjne w obszarze kompetencji spotecznych poruszane
sg przez wiekszos¢ badaczy tej tematyki, dlatego istotne wydaje sie przytoczenie
kilku definicji. J. Borkowski (2003, s. 108) za kompetencje spoteczne uznaje:

spojny i funkcjonalny zestaw (uktad) wiedzy, doswiadczenia, wyposazenia osobowoscio-

wego, zdolnosci i umiejetnosci spotecznych, ktéry umozliwia cztowiekowi podejmowanie

i rozwijanie twérczych relacji i zwigzkdw z innymi osobami, aktywne wspoétuczestniczenie

w zyciu grup spotecznych, zadowalajace petnienie réznych rél spotecznych oraz efek-

tywne wspdlne pokonywanie pojawiajacych sie problemoéw.

Powyzsza definicja wskazuje réwniez wazny aspekt zadowolenia spotecz-
nego z postepowania jednostki kompetentnej spotecznie oraz na wiasciwosci
osobowe pozwalajace kreowac i dostosowywaé kompetencje do wymogdw ha-
bitatu spotecznego. Ciekawg definicje podajg takie amerykanscy badacze
S.A. Lynch i C.G. Simpson (2010, s. 2), okreslajac je jako zachowania, , ktére pro-
mujg pozytywne interakcje z innymi i ze srodowiskiem”. W ramach powyzszej
definicji posiadanie kompetencji spotecznych jest oznaka dobrych, czyli bezkon-
fliktowych interakcji z innymi uczestnikami zycia spotecznego.

W polskiej literaturze przedmiotu szczegdtowa definicje kompetencji spo-
tecznych podaje A. Matczak (2001, s. 7), wedtug ktérej kompetencje to ,,ztozone
umiejetnosci warunkujgce efektywnos¢ radzenia sobie w okreslonego typu sy-
tuacjach spotecznych, nabywanych przez jednostke w toku treningu spotecz-
nego”. Zatem przyja¢ mozna, ze kompetencje spoteczne to umiejetnosci efek-
tywnego poszukiwania i wykorzystania sposobdw reagowania na zaistniate wa-
runki interakcji spotecznych.

Kompetencje spoteczne a zachowania agresywne

Kompetencje spoteczne, pomimo ze towarzyszg im trudnosci definicyjne,
utozsamiane sg ze spotecznie akceptowalnym, bezkonfliktowym funkcjonowa-
niem jednostki. Badania w tym zakresie sg szczegdlnie bogate w perspektywie
zwigzkéw z przejawami agresji i przemocy (Frey i in., 2005, s. 171-175). Niski
poziom kompetencji spotecznych objawia¢ moze sie zachowaniami agresyw-
nymi. Wspomniany wczesniej badacz M. Arygle (1991, s. 98—104) juz samg zdol-
nos$¢ do wyzbycia sie agresji traktuje jako swoistg kompetencje spotecznga.

Analizujgc zwiazki agresji fizycznej i przemocy fizycznej z kompetencjami
spotecznymi, wspdtzaleznos$ci miedzy tymi zmiennymi zostajg juz potwierdzone
na poziome teoretycznym. Stosowanie fizycznych srodkéw przymusu w rozwig-
zywaniu sytuacji trudnych stanowi swiadectwo niskich kompetencji spotecznych
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jednostki, a tym samym dowodzi pewnej formy trudnosci przystosowawczych
jednostki. Szczegdlne znaczenie ma brak spotecznej akceptacji agres;ji fizycznej
i jej dostrzegalnos¢. Przemoc fizyczng trudniej ukryé, jest aktem dosé niewyma-
gajgcym od jednostki jg przejawiajgcej, gdyz — w odrdznieniu od pozostatych
form przemocy — poza sitg fizyczng sprawca nie musi posiadaé innych szczegél-
nych umiejetnosci czy predyspozycji (Tremblay, 2000, s. 134).

Niski poziom kompetencji spotecznych powigzany jest rowniez z odrzuce-
niem réwiesniczym (Vollingiin., 1993, s. 459-463), ktdre — jak wykazaty badania
— zwigzane jest dwustronnie z wyzszym poziomem agresji. Niektérzy badacze
wrecz wskazujg na to, iz przejawy agresji stanowig dowdd na niekompetencje
spoteczng jednostki (Stumpiin., 2009, s. 23-37). Niski poziom kompetenc;ji spo-
tecznych utrudnia zdobywanie zasobéw spotecznych jednostce, co moze warun-
kowaé powstawanie gniewu, wrogosci i frustracji, ktére sg podtozem zachowan
agresywnych i przemocowych (Rubiniin., 2012, s. 26—28).

Inna perspektywa badawcza wskazuje na odrzucenie réowiesnicze jako me-
diatora zachowan agresywnych miedzy kompetencjami spotecznymi. Agresyw-
nos$¢ dziecka zwieksza ryzyko jego odrzucenia z grona réwiesnikdw, co paradok-
salnie moze utrwali¢ tendencje do zachowan asocjalnych (Urban, 2012, s. 126).
Moze to powodowac zainicjowanie btednego kota, w ktédrym powodem odrzu-
cenia byty niskie kompetencje, a samo odrzucenie rowiesnicze moze pogtebiac
ich niski poziom poprzez nabywanie aspotecznych strategii zachowan w réznych
sytuacjach spotecznych oraz zubozate sytuacje spoteczne wynikajgce z ograni-
czonych mozliwosci interakcji z rowiesnikami (Martowska, 2012, s. 130).

Silny zwigzek kompetencji spotecznych z zachowaniami agresywnymi i aspo-
tecznymi wykazywaty liczne inicjatywy badawcze (Inglés i in., 2003, s. 505-510).
W tej perspektywie mozna przytoczy¢é metaanalizy zwigzkéw interpretacji ko-
munikatéw spotecznych z agresjg (Yoon i in., 1999, s. 320-331; Samson i in.,
2012, s. 331-342), wskazujace na istotnie ujemnag korelacje miedzy wyzszym po-
ziomem wiedzy spotecznej a zachowaniami agresywnymi. Wyniki badan podtuz-
nych wskazaty, ze istnieje dos¢ duza stabilno$¢ w zakresie poziomu kompetencji
spotecznych wsrdd mtodziezy oraz potwierdzono istnienie dwustronnego
zwigzku miedzy niskim poziomem kompetencji spotecznych a zachowaniami
aspotecznymi (Sgrlie i in., 2008, s. 123-124).

Kompetencje spoteczne a przemoc intencjonalna i relacyjna

Wskazywanie na wysoki poziom kompetencji spotecznych jako znaczacy
czynnik niskiego poziomu agresji nie obejmuje catego spektrum ustalen badaw-
czych. Niektérzy badacze wskazywali na wyzszy poziom kompetencji spotecz-
nych wsrdd dzieci stosujgcych przemoc, tj. manipulowanie, wzbudzanie poczu-
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cia winy czy wykluczanie, w poréwnaniu do dzieci stosujgcych przemoc fizyczna.
Ustalono réwniez, ze manipulowanie moze stanowi¢ kompetencje o charakterze
strategii agresywnej, zapewniajgc odpowiedni status spoteczny jednostce je sto-
sujgcej w grupie rowiesniczej (Suttoniin., 1999, s. 132—-134). Badania te zostaty
rowniez czesciowo potwierdzone przez innych badaczy (Peeters i in., 2010,
s. 1048), ktérzy wykazali, ze uczniowie szkét podstawowych stosujgcy przemoc
o charakterze manipulacji posiadajg czesto profil dominujgcy w spotecznosci kla-
sowej, a wiec nie sg odrzuceni rdwiesniczo. Potwierdzono réwniez ujemny zwig-
zek wysokiego poziomu kompetencji z agresjg, jednoczesnie obserwujgc wyzszy
poziom kompetencji spotecznych u réwiesnikdw o dominujgcym statusie spo-
tecznym w grupie. Wyniki prac szwajcarskich badaczy weryfikujgcych powigza-
nie wyzszego poziomu kompetencji spotecznych z zachowaniem agresywnym
wykazaty jednoznacznie, ze zachowanie agresywne wigze sie z mniejszym pozio-
mem kompetencji spotecznych. Jednak ten kierunek moze ulec zmianie przy za-
tozeniu, ze zwigzek agresji zkompetencjami spotecznymi moze byé moderowany
przez jej funkcje dla jednostki jg stosujacej (np. agresywne osigganie celdow,
w szczegolnosci celéw spotecznych). Moze utrudniac to stwierdzenie wyraznych
zwigzkow agresji bez uwzglednienia jej funkcji w kontekscie srodowiska, w jakim
sie znajduje dana jednostka spoteczna (Malti, 2006, s. 89).

Zachowanie agresywne moze by¢ réwniez odczytywane jako kompetencja
w stosowaniu Srodkéw przymusu, jezeli wykaze sie, ze bedzie to zachowanie
Swiadczace o radzeniu sobie w sytuacji osiggania zasobow w postaci przyjazni,
partnerstwa, informacji o znaczeniu spotecznym (Haweley, 2002, s. 167-170).
Potwierdzajg to obserwacje dzieci w wieku 3—6 lat w zakresie sposobdw uzyski-
wania zasobdéw spotecznych (dominacji, przyjazni, popularnosci). Ustalono, ze
mozna zaobserwowac cztery rodzaje zwigzkéw kompetencji z agresja:

1. Pierwszy dotyczy sposobu kontroli prospotecznej (ang. prosocial control)
— dotyczy grupy oséb stosujgcej zaawansowane prospoteczne sposoby zdoby-
wania zasobdéw spotecznych z niskim wykorzystaniem strategii agresywnych.
Grupa ta byta odbierana przez réwiesnikdw jako pozytywna i wykazywata sie
wysokim poziomem kompetencji spotecznych.

2. Drugi to tzw. kontrolerzy przymusu (ang. coercive controllers), ktorzy sto-
sowali Srodki przymusu relacyjnego (konflikt, wrogos¢, agresywnosé). Grupa ta
w pomiarach kompetencji spotecznych wykazywata ich niski poziom, ktéry po-
wigzany byt z brakiem akceptacji réwiesniczej.

3. Trzecia grupa dwustrategiczna (ang. bistrategic controllers), okreslana
rowniez jako makiawieliczna (ang. machiavellian), stosowata zaawansowane
metody prospotecznej kontroli oraz zaawansowane metody przymusu (np. in-
trygi), rowniez o charakterze agresji i przemocy. Grupa ta uzyskiwata wysokie
pozycje w popularnosci i akceptacji grupowej oraz wykazywata wysoki poziom
kompetencji spotecznych.
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4. Ostatni rodzaj to grupa niekontrolujgca (ang. noncontrollers), ktéra byta
najmniej efektywna w dziataniu spotecznym, uzyskujac niskie poziomy kompe-
tencji spotecznych i niskie wyniki w zakresie zachowan agresywnych (Halley,
2015, s. 31-38).

Prace badawcze P.H. Hawley (2002, s. 167-170; 2015, s. 31-38) wskazujg na
zaskakujaca prawidtowosc — nie wszystkie dzieci agresywne muszg byé niekom-
petentne spotecznie. Przemoc intencjonalna, chtodna i manipulacyjna, doty-
czaca intrygowania, ostracyzmu czy wykluczania rowiesniczego wymagac¢ moze
wyzszego poziomu kompetencji niz stosowanie przemocy o charakterze bardziej
widocznym i bezposrednim. W analizowanych badaniach zwigzki z niskimi kom-
petencjami spotecznymi dotyczg jedynie dzieci i mtodziezy przejawiajacych za-
chowania przemocowe inne niz te intencjonalne. Badania prowadzone przez
Hawley dotycza dzieci matych przedszkolnych i wczesnoszkolnych, co uzasadnia
sie tatwoscig obserwacji strategii zdobywania zasobow spotecznych (Hawley,
2007, s. 1-29).

Trening kompetencji spotecznych — opis strategii

Aleksander Kaminski (1974) w swej pracy Funkcje pedagogiki spotecznej jako
jeden z pierwszych polskich badaczy okreslit dziatalnosé profilaktyki spotecznej
przede wszystkim jako wspieranie kompetencji spotecznych. Popularnos¢ tre-
ningdw kompetencji — implikowanych jako profilaktyka zachowan ryzykownych
— wspotczesnie osadzana jest w odrebnej strategii dziatania profilaktycznego,
okreslanej jako uczenie umiejetnosci zyciowych. Strategia ta w znaczacej mierze
jest oparta na badaniach i teorii zachowan problemowych Richarda Jessora
(1987, s. 331-342). Przejawianie zachowan ryzykownych — w mysl ustalen
Jessora — jest jedynie pewnym poziomem niekompetencji spotecznej, ktéra wy-
raza sie nieumiejetnoscig bezkonfliktowego zaspokajania potrzeb. Adekwatng
wiec formg profilaktyki spotecznej jest uczenie dzieci i mtodziezy kompetencji,
ktdre pozwalajg w sposdb akceptowalny spotecznie na zdobywanie zasobéw
spotecznych.

Uczenie sie kompetencji spotecznych odbywa sie za pomocg treningu spo-
tecznego, mogacego przybiera¢ dwie podstawowe formy: naturalng i laborato-
ryjng (Martowska, 2012, s. 25-27). Trening naturalny kompetencji spotecznych
odzwierciedlony jest w kazdej sytuacji spotecznej, wynikajgcej z naturalnego
funkcjonowania jednostki. Poprzez naturalny nalezy rozumie¢, ze nie zostat zmo-
dyfikowany tak, by jednostki w niej uczestniczgce nabyty doswiadczenie wtasnej
oraz cudzej skutecznosci wptywania na zachowania. Konsekwencjg zaistniatych
sytuacji spotecznych jest nabycie doswiadczenia, ktére moze by¢ wykorzystane
w udoskonaleniu wtasnych postaw i zachowan. Trening naturalny jest zatem
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zbiorem doswiadczen jednostki testujgcej swoje dyspozycje w sytuacjach osa-
dzonych w niewykreowanej sztucznie rzeczywistosci spotecznej. Za najskutecz-
niejszg metode naturalnego treningu spotecznego uznaje sie obserwacje osoby
kompetentnej spotecznie oraz metode wtasnych préb i btedow. Skutecznosc tre-
ningu spotecznego zalezna jest w duzej mierze od stopnia zaabsorbowania jed-
nostki sytuacjg spoteczng, gdyz sama sytuacja jest jedynie potencjalnym $rodo-
wiskiem umozliwiajgcym zdobycie doswiadczenia. Zaangazowanie jednostki za-
lezne jest od wystepowania i czestotliwosci informacji zwrotnych, ktére pozwa-
lajg na systematyczne konfigurowanie wzajemnych oddziatywan miedzyjednost-
kowych. Istotne znaczenie ma réwniez zdolno$¢ danej jednostki do rozumienia
informacji zwrotnych — jest ona rézna w zaleznosci od doswiadczer wtasnych
oraz dyspozycji do jej rozumienia. Efektywno$¢ treningu naturalnego jest wiec
zalezna od czestotliwosci danych sytuacji spotecznych, dotychczasowych do-
Swiadczen czy samych zdolnosci jednostki do przetwarzania informacji zwrot-
nych o wtasnej skutecznosci lub tez nieskutecznosci. Trening naturalny jest za-
tem uczeniem sie kompetencji spotecznych, jednoczesnie umozliwiajgc weryfi-
kacje ich adekwatnosci do potrzeb sytuacji, dajgc wiekszg szanse na ich przydat-
nosc i powodzenie.

Trening spoteczny w warunkach laboratoryjnych jest natomiast formg do-
Swiadczen zdobytych w sztucznie wykreowanym srodowisku, w ktérym wyelimi-
nowano szereg zmiennych, mogacych stanowié utrudnienia dla jednostki ucza-
cej sie danej kompetencji spotecznej. Sg to réznego rodzaju oddziatywania ko-
rekcyjne z zakresu ponownej socjalizacji, terapii czy tez nowoczesne, intensywne
formy treningowe, tj. coaching (Martowska, 2012, s. 26). Trening umiejetnosci
spotecznych w zwigzku ze sztucznym srodowiskiem wyposazony musi by¢ w ob-
szary pozwalajgce na wykorzystanie w jego toku nabytych kompetencji do natu-
ralnych sytuacji spotecznych (Potempska, Sobieska-Szostakiewicz, 2008, s. 21).
Trening w warunkach laboratoryjnych jest wiec specyficzng formg doswiadcza-
nia wykreowanego przez trenera. W jego ramach pojeciowych wyrdznia sie tre-
ning metapoznawczy oraz tzw. trening specyficzny.

Trening specyficzny obejmuje nabywanie i podnoszenie konkretnych umiejetnosci spo-

tecznych (np. takich jak umiejetnosci nadawania i odbierania komunikatéw niewerbal-

nych, udzielania wzmocnien spotecznych, nawigzywania rozmowy, umiejetnosci auto-
prezentacyjne, asertywne), a takze oduczanie nieadekwatnych zachowan — agresywnego

tonu, nadmiernego potakiwania, nerwowego $miechu, czy niepotrzebnego usprawiedli-
wiania sie (Martowska, 2012, s. 26).

Trening specyficzny jest zatem laboratoryjnie zorganizowanym oddziatywa-
niem majacym na celu wykreowanie takich sytuacji spotecznych, w wyniku kté-
rych mozliwe bedzie doswiadczenie okreslonej umiejetnosci spotecznej z niskim
ryzykiem niepowodzenia.
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Drugg formg laboratoryjnego treningu spotecznego jest trening metapo-
znawczy.

Jego gtéwnym celem jest dostarczenie trenujgcemu odpowiedniej wiedzy na temat regut
i zasad spotecznych, dotyczacych réwniez takich spraw, jak adekwatnos¢ ubioru w zalez-
nosci od typu sytuacji, czy zasady uzywania form grzecznosciowych z jednej strony, z dru-
giej zas pomoc w rozwijaniu ogdlniejszych umiejetnosci spotecznych, takich jak percepcja
spoteczna, rozumienie sytuacji spotecznych, autorefleksja, czy odbieranie informacji
zwrotnych (Martowska, 2012, s. 27).

Jest to wiec taki rodzaj oddziatywan, ktéry ma na celu przekazanie okreslone;j
wiedzy spotecznej, stanowigcej punkt wyjsciowy do kreowania kompetencji spo-
tecznych, jak réwniez zmieniajagcy pewne postawy rozumiane jako niespecy-
ficzne kompetencje spoteczne.

Skutecznos¢ treningéw kompetencji spotecznych

Badania wdrozeniowe treningdw kompetencji spotecznych wykazaty w zde-
cydowanej wiekszosci efektywnosc laboratoryjnego treningu umiejetnosci spo-
tecznych, gdzie dzieci poddane nauce konstruktywnego radzenia sobie z konflik-
tami i agresja deklarowaty spadek tendencji agresywnych (Aronson i in., 2012).
W badaniach miedzynarodowych nad skutecznoscia treningu umiejetnosci spo-
tecznych wykazywano szczegdlne zwigzki postaw agresywnych z deficytami
w umiejetnosciach komunikacji (Babakhani, 2011, s. 1565-1570), deficytami ro-
zumienia spotecznego w sytuacjach spotecznych (Alavi i in., 2013, s. 1169). Ba-
dania eksperymentalne na dzieciach przedszkolnych wykazaty, ze treningi kom-
petencji spotecznych typu laboratoryjnego byty efektywniejsze niz uczenie droga
naturalna. Spadki zachowan agresywnych obserwowane byty zaréwno w grupie
kontrolnej, jak i eksperymentalnej, jednak im dtuzej trwato wprowadzanie spe-
cjalistycznego treningu, tym spadki zachowan agresywnych byty wieksze (Vahedi
iin., 2007).

Realizowanie treningéw kompetencji spotecznych dla dzieci w wieku szkol-
nym réwniez wykazywato skutecznosé. Zdaniem autoréw programu ,,Dokonaj
wyboru” kazde selekcjonowanie uczestnikdw na mniej agresywnych i bardziej
agresywnych pozbawia tych bardziej agresywnych modeli poprawnego zacho-
wania, co moze zmniejsza¢ efektywnos¢ samych treningdw. Jednak — jak wyka-
zano — na poziomie profilaktyki uniwersalnej, gdzie nie prowadezi sie selekcji, tre-
ning kompetencji byt najefektywniejszy. Skutecznos$¢ byta szczegélnie obserwo-
wana u dzieci z grup podwyzszonego ryzyka znajdujgcych sie w ogdlnej populacji
odbiorcéw. Efektywnos¢ objawiata sie zaréwno wiekszym wzrostem poziomu
kompetencji spotecznych oraz wiekszym spadkiem agresji niz u dzieci z grup ni-
skiego ryzyka. Program ,,Dokonaj wyboru” wykazywat skutecznosé w przypadku
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agresji jawnej, nieznane sg jednak efekty dla innych rodzajéw zachowan agre-
sywnych (Smokowski i in., 2004, s. 233—-251). Najbardziej rozpoznawalny pro-
gram treningu kompetencji spotecznych, Aggression Replacement Training
(ART) (Goldstein i Glick, 1994, s. 9-26), doczekat sie licznych implikacji w wielu
krajach, w tym znajduje réwniez zastosowanie w Polsce (Morawski, 2005, s. 21—
25; Pawliczukiin., 2015, s. 33—37; Czarnecka-Dziulak i in, 2015, s. 15-49). Meta-
analizy skutecznosci programu wykazaty przydatnos¢ ART w zwiekszaniu umie-
jetnosci spotecznych wsrdd dzieci i mtodziezy, obnizaniu ryzyka przestepczosci
i zapobieganiu powtarzania przestepczosci poprzez obnizanie poziomu ztosci
oraz impulsywnych zachowan, w tym zachowan agresywnych (Kaya i Buzlu,
2016, s. 729-735).

Wysoka efektywnosé treningu laboratoryjnego kompetencji spotecznych dla
dzieci z grup ryzyka potwierdzajg metaanalizy wykonane przez Wilson i Lipseya
(2005). Zwiekszong skutecznosc dla dzieci i mtodziezy z grup ryzyka mozna wyja-
$ni¢ wiekszg labilnoscig behawioralng niz u dzieci nieklasyfikowanych jako grupy
ryzyka, a wiec ich wiekszg zdolnosciag do zmiany. Trening umiejetnosci spotecznych
rowniez okazat sie skuteczng metoda w wygaszaniu zachowan agresywnych
u 8-10-letnich uczniéw z niepetnosprawnoscia intelektualna. Dzieci zostaty pod-
dane treningowi Social Skill Training Program autorstwa Guglielmo i Tryona (2001,
s. 158-175). Badajac grupe eksperymentalng i kontrolng metodg pre-test i post-
test, wykazano, ze trening kompetencji spotecznych istotnie wygasit zachowania
o charakterze agresji stownej i agresiji fizycznej (Alaviiin., 2013, s. 1169).

Nieskutecznos¢ treningdw kompetencji spotecznych

Niektére wdrozenia jednak wykazaty, ze laboratoryjne treningi umiejetnosci
spotecznych majg ograniczone oddziatywanie. Badacze z Teheranu skonstruo-
wali cykl 12 sesji treningowych dla grupy 30 agresywnych nastolatkow z osrod-
kow dla sierot, nastepnie metodg pre-test-post-test wykazali, ze trening umie-
jetnosci spotecznych istotnie obnizyt skale wystepowania agresji stownej, ale dla
agresji fizycznej nie zaobserwowano istotnego spadku (Babakhani, 2011,
s. 1569). Analizy przeprowadzone na wdrozeniach treningdéw umiejetnosci spo-
tecznych dla dzieci i mtodziezy z zaburzeniami zachowania wykazaty skutecznos¢
w zakresie tatwo dostrzegalnej agresji, np. agresji fizycznej, jednoczesnie wyka-
zujac niskg skutecznos¢ w zakresie obnizania agresji relacyjnej (Sukhodolsky iin.,
2016, s. 4). Warto rowniez przytoczy¢ efekty eksperymentalnego programu Stu-
dent Success Through Prevention (SS-SSTP) skierowanego do mtodziezy szkol-
nej. Ewaluacja treningu umiejetnosci w tym programie wykazata spadek agresji
stownej o 42%, jednoczesnie nie zaobserwowano zadnych istotnych efektéw
w perspektywie agresji relacyjnej (Espelage, 2013, s. 180-186).
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Podsumowanie

Zwigzki kompetencji spotecznych z agresjag w wiekszosci przywotywanych
ustalen zostaty potwierdzone zaréwno w perspektywie teoretycznej, jak i empi-
rycznej. Kierunek zwigzkdw jednak moze by¢ rézny i zalezny od rodzaju analizo-
wanej agresji, gdyz kompetencje spoteczne mogg by¢ dodatnio powigzane
z agresjg intencjonalng i przemoca relacyjng. Zdecydowana wiekszos¢ ustalen
w perspektywie dziatan profilaktycznych potwierdza dodatnie zwigzki miedzy ni-
skimi kompetencjami a agresjg fizyczng i stowng, czyli tzw. agresjg jawng. Przy-
wotane analizy natomiast pozostawiajg teoretyczne oraz empiryczne mozliwosci
zaistnienia zwigzku dodatniego miedzy wysokim poziomem kompetencji spo-
tecznych a stosowaniem agresji o charakterze intencjonalnym, co umozliwia ob-
serwacje niskiej efektywnosci treningdw kompetencji spotecznych dla obnizenia
zachowan agresywnych dzieci i mtodziezy.

Dziatania profilaktyczne zmierzajgce do wygaszenia negatywnych strategii
reagowania w sytuacjach spotecznych wsrdd dzieci i mtodziezy oparte na labo-
ratoryjnych treningach kompetencji spotecznych moga okazac sie nieefektywne.
Nieskutecznos$¢ ta moze uwidaczniaé sie szczegdlnie w perspektywie pracy
z dzieémi i mtodziezg posiadajgcg dobry dostep do zasobdw spotecznych (domi-
nacja, popularnos¢, przyjazn) oraz pracy profilaktycznej zorientowanej na wyga-
szanie agresji intencjonalnej i przemocy relacyjnej.

W powyzszej perspektywie niezwykle wazne wydaje sie pogtebienie dal-
szych metaanaliz uwzgledniajgcych szczegdty programoéw profilaktycznych oraz
procedury zastosowanego laboratoryjnego treningu kompetencji spotecznych
dla dzieci i mtodziezy. Zasadne wydaje sie podkreslenie istoty diagnozy klasyfi-
kacyjnej z uwzglednieniem grup ryzyka oraz typdw przejawianych zachowan
agresywnych. Dalsze badania efektywnosci treningéw kompetencji spotecznych
w profilaktyce zachowan agresywnych dzieci i mtodziezy w tym zakresie po-
winny obejmowac takze inne typy przemocy, w tym dotychczas mato zbadane
zwigzki ze stosowaniem przemocy emocjonalnej (Karakurt, Silve, 2013, s. 804—
806) czy przemocy proaktywnej (Ross, Babcock, 2009, s. 607—609).
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The effectiveness of social competence training in the prevention
of aggressive behaviour of children — a review of the literature.
Opportunities, limitations and new research perspectives

The article attempts to assess the effectiveness of social skills training in the social prevention
of aggressive behaviour of children and adolescents, using a review of Polish and international
research literature. The main goal of the article is to indicate the possibilities and limitations of
using social skills training in the prevention of behaviour of this social group. The main assumption
is to verify effectiveness in the perspective of various manifestations of aggressive behaviour of
children and adolescents. The starting point for the analysis is the concept of evidence-based prac-
tice in social prevention, which assumes obtaining maximum efficiency based on empirical scien-
tific evidence that comes from implementations and experimental studies. The work results indi-
cate areas of lower efficiency and an attempt to explain their causes and indicate further research
perspectives.

Keywords: social competencies, social competence training, prevention of aggressive be-
haviour, evidence-based practice prevention.
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Editorial preface

This paper deals with the topic of gratitude, an under-researched area that involves both trans-
action and script theory. The study is unusual in that it takes advantage of the capabilities of new
technologies in the narrative. The author refers to the words of the creators of the transactional
analysis theory, which are posted on YouTube. | invite you to take a look at this experiment.

Zbigniew Wieczorek

Abstract

Gratitude is one of the rarest researched aspects of human interaction. Partially because in
scientific reflection gratitude and gift-giving are generally treated as a sign of corruption. Research
held in Polish public hospitals on the topic of gift-giving to medical staff shows that patients very
precisely differentiate bribes from gifts as a token of gratitude.

In TA it is very difficult to find any reflection about gratitude, however, Erskine admits that the
need of showing gratitude appears to be one of the most significant relational needs he noticed.
Gratitude is not easy to analyse in TA terms because it is both an emotional and a cultural attitude.
As an emotion, it is a kind of joy, one of the four authentic emotions according to Eric Berne. As
a cultural response it activated equally three Ego States: Parent, Adult, and Child. What is more —
a need for showing gratitude in a form of benevolent action toward the person someone feels
gratitude for and this is an occasion to take a step towards intimacy.

Keywords: gift giving, hospitals, gratitude, bribery.
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In one of his interviews, which was recorded as a short film, Eric Berne ex-
plained the dynamics of the functioning of the Ego states using his example. It
was when he bought a sports Maserati, which he drove from his home on the
California coast in Mount Carmel to San Francisco to his weekly Transactional
Analysis seminars. He said that on the one hand, he needed a car as a transpor-
tation mean (Adult), and at the same time, an expensive foreign car reflected
his financial position (Parent). At the same time, driving this car gave him enor-
mous pleasure, which came from the Ego state — Child (https://www.
youtube.com/watch?v = _xF-2VH2q10).

This is a very interesting example when the concept of the Ego states is used
not only to analyse transactions between people but also to explain the dynam-
ics of how people experience their decisions and their consequences. It is also
interesting that, as opposed to the transactional analysis, there are times when
we are not completely immersed in a specific Ego state, but instead, we are stay-
ing in all three states at the same time. It seems that one can find more such
situations or internal predispositions when we are aroused in all Ego states truly
experiencing a certain situation. In this article, the attempt is made to present
one such example that stands out from the sharp division into three separate
Ego states: gratitude.

Gratitude is described in the literature as

the joyful emotion that comes from recognizing that you have received favor or help
from another person, or a positive emotion that you feel after recognizing the value of
a particular situation in life, from a person, received from an action, or gained from an
object [...]. People with high gratitude are known to have the ability to find positive at-
tributes and reinterpret them in a good way, even in situations that are easily inter-
preted negatively because of their flexible attribution [...]. In addition, people with high
gratitude appreciate external favorable attention [...] and have the ability to find positive
aspects in stressful situations and reconstruct the event [...] (Chang Seek Lee, 2020).

The above definition treats gratitude as a joyful emotion, which is in line
with the approach adopted in the Transactional Analysis, where joy is consid-
ered one of the four genuine emotions alongside sadness, fear, and anger (Stew-
ard, Joines, 2016, p. 292). Nevertheless, in the light of research conducted in the
years 2015-2021 on expressing gratitude in hospitals, gratitude seems to be
more a specific attitude than an emotion. It results from observations and liter-
ature that gratitude is deeply rooted in culture. Moreover, it has the character
of a predisposition or an ability as it can be learned. Therefore, gratitude turns
out to be a culturally defined response that stimulates people to culturally spe-
cific behaviours that are valued very positively, usually manifested as gifts giving
understood as a material expression of gratitude.
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Research process

The idea of this article is based on the conclusions of research on showing
gratitude in hospitals. During the research process, about 20 in-depth, partially
structured interviews were conducted, of which 13 were selected for further
analysis. The remaining interviews were rejected due to the lack of consent from
the respondents or the lack of complete biographical data (some interviews
were conducted spontaneously with unknown persons, in the car, and after the
passenger left the car there was no chance to contact the respondent to obtain
consent or information about him/her). The interviews were preceded by a sev-
eral-year preparatory period full of many informal discussions on giving gifts in
hospitals.

In addition, 109 questionnaires were conducted with young physicians dur-
ing their specialisation training on their perception of the phenomenon of giving
expressions of gratitude.

The research was also supplemented with studies on various forms of exist-
ing data, such as websites, blogs, journals, and other documents, such as codes
of ethics.

Research problem

Gratitude is an interesting subject for scientific analysis as it combines as-
pects of emotion and cultural construct.

Gratitude was neglected throughout the history of psychology. Recently many scholars
pay great attention to gratitude because it is a virtue that is recognized in the major
monotheistic traditions of Judaism, Christianity, and Islam, as well as are expressed var-
iously by almost all cultures in the world and provide many benefits for psychological
health (Emmons & Crumpler, 2000). Gratitude is one of character strength that has the
strongest relationship with global indicators of psychological health (Park, N., Peterson, C.,
Seligman, M.E.P., 2004); In facing difficulties, setbacks and challenges, young people who
have character strength will experience fewer psychological and physical problems and
will be helped in developing themselves to achieve expected outcomes such as school
success (Park & Peterson, 2009). Roberts (2004) found that gratitude, as a virtue, in-
creases or protects happiness and well-being. The grateful people tend to be satisfied
with what they have and so are less susceptible for, even they have a more powerful
resource for overcoming many of the circumstances that disappoint, frustrate, and anger
(Wardhani, 2020).

Bibliographic research carried out on 22 September 2021 in the EBSCO da-
tabase showed 1120 articles related to the term gratitude, thankfulness or

gratefulness published in the years 2003-2021. There were 1,076 full texts in the
database and 560 peer-reviewed articles. Most were in the field of psychology.
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Even though the fact that gratitude is observed in many situations of every-
day life, there is little reflection on it in other social sciences such as sociology,
pedagogy, management science, let alone economics or legal sciences (the right
to be grateful) (see Sypniewski, 2021). Even if behaviours connected with show-
ing gratitude are common and well-known (e.g. showing gratitude in hospitals
and schools), it is not reflected in research reflection, and even less so in organ-
isational practice. Gratitude is ignored as a phenomenon accompanying stake-
holder relations in the above-described organisations. It results from the fact
that the phenomenon of gratitude and its various forms of expressions is com-
monly connected with corruption and giving bribes, regardless of the fact that
these are completely different phenomena. Unfortunately, there is no definition
in social sciences that clearly distinguishes a bribe from an expression of grati-
tude. In a sense, this can be understood as they both belong to one family of
behaviours known as the gift exchange. The only field of social sciences dealing
with the issue of gift exchange was social anthropology, beginning with the pub-
lication of Bronistaw Malinowski’s “Argonauts of the Western Pacific” [“Argo-
nauci Zachodniego Pacyfiku”] and Marcel Mauss “The Gift". Unfortunately,
other social sciences have described the exchange of gifts either from a legal
position (as corruption, which is a violation of rules) or from an economic posi-
tion (analysing financial and social costs of decisions made after receiving bene-
fit given as an expression of gratitude). Even in discussions at scientific confer-
ences, giving expressions of gratitude was most often associated with corrup-
tion (private talks at the EGOS and EURAM conferences, Brasov 2017, Tallinn
2018, Lisbon 2019).

Direct research in hospitals has identified four criteria that distinguish
a bribe from an expression of gratitude. These criteria include:

— time;

— gift form;

— transparency;
— person.

The time of giving a gift refers to at what point in the relationship, process,
or event the gift is being given. If the gift is given after completing an action for
which the person wants to repay, it is an expression of gratitude. The key factor
here is that the person who gives a gift does so without being forced by any
external situation such as illness, dependence, or the expectation of benefits.
On the other hand, a bribe is given in advance and has the characteristics of
a commercial transaction — I’'m giving it to you so you can give something back
to me. The second criterion is that the expression of gratitude is an object or
(less often) service, not money. In the event of a bribe, money is usually given in
various forms. If things are given, their material value is emphasised. The gift
which is given and which is an expression of gratitude, represents a person in
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a way, and the respondents pointed out that the value of representing a given
person may be more important than the material value. That is why, during in-
terviews such things as, e.g., personally made handicraft (interview no. 16),
drawings or portraits (interview no. 7), flowers from their garden, baked cakes
or other products (e.g. sausage handed out by a farmer — interview no. 13) were
mentioned. Obviously, there are things of high value — e.g., professional paedi-
atric literature describes an expression of gratitude in the form of an expensive
brooch given to the doctor by a couple of jewellers in gratitude for saving the
child (Sharma et al., 2018). Another criterion is transparency or secrecy in giving
the gift. A bribe is always secret or disguised, whilst people giving expressions of
gratitude do it openly or do not care whether they will be seen as the most im-
portant thing is the relationship with the person to whom one wants to show
gratitude. Moreover, giving an expression of gratitude is valued very positively,
therefore the rules prohibiting giving the expressions of gratitude (e.g. in hospi-
tals) are ignored. An important feature of gratitude is the fact that it is felt to-
wards people, not institutions or organisations. As it does not directly affect ac-
tivities of a given organisation (as it relates to decisions and actions that have
already been conducted), it is very easy to ignore and, in principle, the adminis-
trative authorities ignored the facts of expressing gratitude in the inspected or-
ganisations. On the other hand, bribes greatly interfere with the activities of or-
ganisation, therefore they are given a lot of attention.

Gratitude is an interesting area for reflection when it comes to Transactional
Analysis. First of all, it is because it cannot be associated with only one chosen
Ego state. It can be also presented well and authentically from the point of view
of the Parent, Adult, and Child. Probably the best qualification for gratitude will
be to recognise that it has taken equally from each Ego state. Feeling grateful,
we engage energy from both the Ego state — Parent (moral rule requiring the
appreciation of the good that has been received), the Ego state — Adult (experi-
ence of objectively positive events and thoughts), and the Ego state — Child (feel-
ings of joy). Therefore, even if a person that strongly experiences the feelings of
gratitude in transactions with others at a given time will be able to genuinely
enter into any complementary transaction without feeling dominated, and will
not have problems with reactions in each of the Ego states. It is also an emo-
tional state that stimulates to act, e.g., giving a gift as an expression of gratitude,
though these may also be other activities aimed at other people, not necessarily
those to whom one feels grateful. Even if being focused only on the efforts made
to repay benefactors by giving gifts, it is very clear that people and possibly their
loved ones invest a lot of energy, time, and resources to be able to express grat-
itude in a situation where they do not have to do so directly because the rela-
tionship and dependence of the person have ended (e.g. in the patient-doctor
or teacher-student relationship). The fact that these people continue to put
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a lot of effort into showing gratitude proves their emotional aspect (strongly
engaging emotion of the Child), and the fact of connecting it with ethical attitude
(Ego state-Parent) indicates the cultural aspects of this phenomenon. In terms
of Transactional Analysis, the theses by Richard Erskine (the winner of, amongst
others, Eric Berne Prize together with Marilyn Zalcman for the work “Script cir-
culation: a model for the analysis of vicarious feelings”), in which he places the
need to express gratitude amongst the 8 basic transactional needs (video enti-
tled “The 8 relational needs - Richard Erskine - Transactional Analysis” of 10 Jan-
uary 2017 (https://www.youtube.com/watch?v=AwclJulHdfo&t=498s) — read
on 25.09.2021).

Giving expressions of gratitude can also be seen as a very healthy way of
teaching people to enter into Intimacy-Closeness (in terms of the Structuring of
Time). It is especially important in this aspect for people who wish to find an
alternative to psychological games and who may already realise that entering
into psychological games is a failed attempt to enter into Intimacy-Closeness.
People may have difficulty entering into Closeness for various reasons (one of
them may be script dependencies and vicarious feelings described by R. Erskine),
however, transactional needs push them into interactions that may result in
Closeness. Therefore, experiencing gratitude and entering into transactions with
another person based on gratitude, for example by giving them a gift-an expres-
sion of gratitude, can be good training in dealing with the fear of being hurt that
prevents an individual from entering into Closeness.

Limitations of gratitude and giving expressions of gratitude
in social practice

The positive effect of gratitude and the resulting need to show gratitude to
a specific person can unfortunately be stopped or rejected due to at least sev-
eral reasons. As already described in Transactional Analysis, an individual can
enter into misunderstanding and ignore the situation that gives them a chance
to feel grateful. This is where there can be mismatches at all levels of the mis-
match matrix: a failure to recognise the fact, its meaning, the ability to react,
and the person’s ability to express gratitude. (Steward, Joines, 2016, p. 253).
There may also be obstacles related to the limitations and failure to recognise
the other person (refusal to accept gratitude, refusal to accept thank you, re-
fusal to accept an expression of gratitude). There are also external obstacles for
expressing gratitude that is imposed by the legal system, work organisations, or
organisational culture of a given environment (e.g. a categorical ban on giving
and accepting expressions of gratitude in some hospitals (https://www.rp.pl/
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orzecznictwo/art15695001-czy-butelka-koniaku-dla-lekarza-to-lapowka — ac-
cessed on 25.09.2021).

Conclusion

Gratitude as a very wide type of phenomenon includes emotional elements
(as defined in psychology) as well as cultural aspects that are learned and socially
transferred. The relationship between these aspects still needs to be studied -
to what extent gratitude as a learned cultural attitude is the source of genuine
emotion, and to what extent it is biologically assigned to our species. Most likely,
however, the relationship between these sources of gratitude is very deep and
the answer to this question will not be explicit. From the point of view of Trans-
actional Analysis, gratitude also shows its extraordinary character, consisting in
the fact that it can engage all Ego states of the subject and leads to the fulfilment
of the need of showing gratitude, which can result in a very effective entry into
a Closeness relationship with another person. When we deal with giving gifts
that are not the result of gratitude but pure calculation, then the above-said
emotional states do not take place, same as there is no gratitude. This is where
the difference between gratitude and calculation and their practical manifesta-
tion is very clear: giving expressions of gratitude or a bribe. Despite the external
similarity of these two gift-giving examples, they result from totally different at-
titudes and emotions. Nevertheless, the study of the practice of gratitude is
a very interesting area and it is very possible that shortly it will be a consciously
realised social need.
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Wdziecznos¢ w ujeciu analizy transakcyjnej

Streszczenie

Wdziecznos¢ jest jednym z najrzadziej badanych aspektéw interakcji miedzyludzkich. Cze-
Sciowo dlatego, ze w refleksji naukowej wdziecznosé i dawanie prezentéw sg na ogét traktowane
jako przejaw korupcji. Badania na temat wreczania upominkdéw personelowi medycznemu, prze-
prowadzane w polskich szpitalach publicznych, pokazujg, ze pacjenci potrafig bardzo precyzyjnie
odroznic tapowki od prezentéw wreczanych jako wyraz wdziecznosci. W AT bardzo trudno znalez¢
refleksje na temat wdziecznosci, jednak Erskine przyznaje, ze potrzeba okazania wdziecznosci wy-
daje sie by¢ jedna z najwazniejszych potrzeb relacyjnych, jakie zauwazyt. Wdziecznos¢ nie jest ta-
twa do przeanalizowania w kategoriach AT, poniewaz jest to postawa zaréwno emocjonalna, jak
i kulturowa. Jako emocja jest rodzajem radosci, jednej z czterech autentycznych emocji opisanych
w teorii Erica Berne’a. Jako reakcja kulturowa aktywuje w réwnym stopniu trzy Stany Ja: Rodzic,
Dorosty i Dziecko. Co wiecej, potrzeba okazania wdziecznosci w postaci zyczliwego dziatania wo-
bec osoby, do ktérej ktos czuje wdziecznos¢, to okazja do wykonania kroku w kierunku intymnosci.

Stowa kluczowe: wreczanie prezentéw, szpital, wdziecznos$¢, przekupstwo.
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