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Time - space – relationships – an art school student 
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Czas - przestrzeń – relacje - uczeń szkoły artystycznej wobec 
pandemicznego eksperymentu edukacyjnego

Abstact: In this article, the author explores a niche but important problem 
of functioning of the artistic schools during diffi  cult times of social isolation 
and virtual learning. More specifi cally, qualitative experiences of students 
of artistic schools during COVID- pandemic were examined and recon-
structed. Th e unusual panedmic praxis was described as percolating expe-
riences of a sense of agency and school reality. Such a narrative was inspired 
by J.Bruner and H.Th ierch and the concept of three dimensions: time, space 
and relations. Considering students as experts in their own experiences 
allowed the author to build a statistical model which helped to discover 
factors associated with the sense of agency. Th e author describes in depth 
positive  factors contributing to the sense of agency. Th ese factors can there-
fore be used to further improve the education system and the educational 
experience of students. 

Keywords: situation of the student, artistic school, virtual learning, pan-
demic Covid-.

Introduction
Humanity’s experience of the global COVID- pandemic continues 

to be a source of research and refl ection. Many media reports still indulge 
in extreme emotionalism, e.g.,  statements such as: „the lockdown is a great 
psychological experiment for which we will pay” (Van Hoof, ) as well 
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as  the theses that „it is not the pandemic that is unreal – the time before the 
pandemic was fi ctitious” (Yu, ), to more optimistic evaluations including 
the one by Microsoft  CEO S. Nadella (), who stated that „we as a civil-
isation have gone through the two-year path of digitisation in two months”.

In order to interpret contemporary times, one can refer to the theory 
of the threefold structure of a ritual developed by anthropologists A. van 
Gennep and Victor Turner, in particular the transitory state in social trans-
formation processes described as liminal (Turner, ). Th e suspension 
between what was and the new, emerging condition is characterised by 
a lack of clarity combined with uncertainty and anxiety. Th erefore, thinking 
in terms of trends seems impossible during a crisis aff ecting all areas of life 
and the entire world. Th erefore, describing liminal states and capturing the 
most important features of the change process to consolidate the structure 
of the time of isolation, social distancing and disinformation has to be con-
sidered material.

Th e period of remote learning in art schools where the specifi city of 
education consists of the direct contact between the pedagogue and the young 
student of music, art or ballet practice can surely be considered such a liminal 
state. Were it not for an emergency situation necessitated by public health 
concerns, probably no one would have come up with the idea of teaching 
art remotely. However, more than  schools and teams in art schools with 
more than , students started such an experiment in March . Th is 
article focuses on the daily reality they experienced during the lockdown. 

Everyday school life experience
Man learns about the world and gives it meaning through experi-

ence and thanks to it. Despite its obviousness, the concept itself is elusive, 
ambiguous, and diffi  cult to systematise (see Geertz, ; Jay, ; Wols-
ka, ). H. G. Gadamer (, p. ) describes experience as „one of 
the least explained concepts we have at our disposal”. J. Rutkowiak (, 
pp. -) places it in the „pulsating categories” that pulsate depending on 
the context. It is certain that we always experience something and the very 
word suggests the intentionality of the act (Skarga, , p. ).

Considering the empirical position, experience is recognised as the 
perception of sensory feedback and their mental processing leading to con-
cepts or judgments (Wolsza, , p. ). Hermeneutic, phenomenological 
and pragmatic approaches are also possible. According to the hermeneutic 
approach (Dilthey, , p. ), experience is what was ‘lived’ and the lived 
experience is a starting point in the analysis of the reality. Man assigns specifi c 
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meaning to his experiences which, in turn, infl uences the interpretation of 
future experiences (Wysocka, , p. ). Phenomenology assumes that the 
daily experience of the lived world is the basis for all actions (Giorgi, , 
p. ). Th e pragmatic perspective considers experience from the perspective 
of its causative power. Such a creative approach to experience is a novelty 
compared to earlier points of view.  Pragmatists believe that an experience 
changes man, not leaving him the way he was before (Jay, , p. ; 
Koterwas, , p. ). J. Dewey (, p. ) stresses that experiences deter-
mine progress and infl uences change in the living standard of an individual 
and of the entire society. Considering the dimensions presented above, one 
has to assume that experience is not limited to a passive perception of the 
objective reality, because it is internal and involves awareness and refl ection 
(Koterwas, , p. ). 

Everyday school life is based on experience. It is about knowledge in 
action, born out of direct relationships and time spent together. Some re-
searchers believe that there is no need to construct a defi nition of everyday 
life (Sulima, ) because everyday life is mostly practiced. Others make 
attempts to defi ne it (Sztompka, Bogunia-Borawska, , p. ), recognising 
reality as „the most obvious, most real form of existence present in direct 
experience, emphatically imposing itself on our perception”. For H. Th iersch 
(Schugurensky, ), the orientation of the world of everyday life has four 
dimensions: time, space, social relationships and cultural interpretations, 
and the highly fl uid late-modern everyday life is something experienced 
and subjective, with elements of a personal perspective, perception, and 
emotions (Th iersch, ). Everyday school life is not limited to the passive 
experiencing – it is also about a reacting that Th iersch calls acting or „ab-
sorbing, adjusting, adapting and changing”. Such a daily action is structured 
by the elements of time, space and relationships in the temporal progress of 
the reality. It can be an action with a sense of agency and autonomy when 
we experience everyday life as a challenge, a problem, and a task that we are 
willing and able to solve. However, „the loss of the sense of agency, being 
passively pushed by fate, helpless exposure to foreign actions” can appear 
as a specifi c form of exclusion from the active experience of everyday life, 
especially in extraordinary situations that stimulate acute and distinct emo-
tions (Krzychała and Zamorska, , p. -). Th e ejection of the school 
from the orbit of traditions, binding norms, and familiar rituals leads to the 
„unravelling” of everyday life that shares the fl uidity. Th e experienced mul-
tidimensionality becomes too diffi  cult, ambivalent or simply contradictory 
in terms of commitments (Krzychała, , p. ). 
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Framing everyday school life in the triple frame of temporal order, 
space and relationships (the common approach of the socio-cultural area) 
will be supplemented by Bruner’s concept of education as supporting the 
development of students. As a researcher, I am interested in the student’s 
experience of everyday school life in the context of learning in its broad sense 
including all its aspects, internal mental processes and social integration 
processes with the accompanying emotions (Illeris, , p. ). I assume 
aft er Bruner that the way in which a student experiences school determines 
the type of meanings such a student derives, and that  the school is an area 
where one experiences oneself and the social world (Bruner, , p. -). 
Th e daily praxis understood in this manner cannot be an ordinary technical 
venture but rather a complex process of adapting the culture to the needs 
of its members (Bruner, , pp. -), and the school’s activity should, 
according to Bruner, constitute the interrelated ideas of agency, cooperation 
and refl ection (Bruner, , p. ). 

 In my research, experiencing oneself as an agent, the feeling that one 
can initiate and successfully complete school tasks, constitutes an area of 
the art school students’ experiencing of themselves in the period of remote 
learning due to the COVID- pandemic, completing the picture they are 
building of the school as a social world.  Th e students’ storytelling about the 
school (their construction of narratives) helps them „understand the stories 
they construct themselves about their own worlds” (Bruner, , p. -).  

Research issues
Th e purpose of the research was to reconstruct the experience of art 

school students during the Covid- pandemic by outlining a picture of 
everyday life in remote school education. Th e research was conducted using 
both the quantitative and the qualitative strategies. Th is article will only refer 
to the quantitative studies (diagnostic-dependence studies from the part of 
the material containing questions with a scale).

Th e main issue took the following form: what image of an art school 
during the pandemic has emerged from the daily experience of its students?

Detailed questions refer to the students’ self-image: the sense of agency 
(commitment to school activities, well-being in the course of remote learn-
ing) and the students’ image of the school (attractiveness of classes, their 

  Among the many excellent studies carried out in this area in Poland, the following 
deserves special mention: Studium Teoretyczno-Empiryczne doświadczenia szkolne jeden 
rocznika reformy edukacji, T.  eds. M. Dudzikowa and R. Wawrzyniak-Beszterda, .



Time - space – relationships...

71

adaptation to the students’ abilities, the evaluation process, the sense of sub-
jectivity in remote education, the eff ectiveness of remote artistic education).

Th e research (an anonymous online survey) was conducted in March-
June  and covered students of all types of art schools existing in the 
Lubelskie Voivodeship (exhaustive study, target sampling).   respondents 
completed the survey, with % of them (n = ) attending schools that 
combined art education with general education (schools with a general ed-
ucation division, e.g., a general education music school, a secondary school 
for visual arts) while others (%, n = ) were receiving art education in 
evening schools (art schools in which a student does not fulfi l the obligatory 
schooling obligation). Th e link to the survey was sent through art school 
directors aft er the students’ parents consented to research. Results were 
submitted directly to the researcher (with no mediation by the educational 
institutions). 

Th e statistical analysis was conducted with the use of basic descriptive 
statistics (the median, and quartiles  and ). Th e Mann-Whitney test was 
applied to compare the selected subpopulations (Wiktorowicz and Grzelak, 
). Spearman’s correlation coeffi  cient rho was applied to evaluate the 
dependencies between variables. Th e students’ sense of agency was mea-
sured with the marker variable. Additionally, logistic regression (Hosmer, 
Lemeshow and Sturdivant, ) was applied for the purpose of the multidi-
mensional evaluation of the relationship between the likelihood of a student 
having the sense of agency and the perception of the school’s operation in 
the course of remote learning. 

Self-image – sense of agency among art school students 
in the remote learning period

In the students’ own opinion, art school student functioning was more 
diffi  cult during remote education. Firstly, their well-being was worse during 
remote lessons than in the course of the in-house learning – more than one 
half of the students shared that opinion (% answered „always worse” and 
% „sometimes worse”). According to almost every fi ft h student, remote 
learning did not change anything and almost one-quarter of them evaluated 
their well-being in the remote learning conditions as having been better 
than in the classroom. Secondly, the activity was high during remote classes 
(according to the students’ declarations): only .% of the students reported 
having never been active while % reported having been hardly ever active. 
Nearly % of students declared that they had been highly or very highly 
active: % of them had been active during all classes and % during certain 
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classes. Students of schools with a general education department (O) more 
oft en saw no changes in their well-being (as % respondents maintained, 
compared to % in other art schools) and slightly less oft en felt a change for 
the worse. Th e share of those who believed that remote learning facilitated 
their better well-being is similar in both groups. Th ese diff erences are not 
statistically material (p = .).  

 Table 1. Functioning of an art school student in remote learning conditions (students’ 
self-image) – in general and by school type

 Details

Percentage of 
answers Q1 Me Q3

p

T 0 1 0 1 0 1 0 1

How active 
are you 
during 
remote 

classes in an 
art school?

I am never active 
(1)

1.3 0.0 2.2 3.0 3.0 5.0 4.0 5.0 5.0 <0.001**

I am hardly ever 
active

11.0 5.8 14.5

I don’t know/hard 
to say

19.2 20.1 18.5

I am active during 
certain classes

33.0 23.8 39.3

I am active during 
all the classes (5)

35.6 50.3 25.5

What 
is your 

well-being 
during 
remote 

classes in an 
art school?

Worse than in the 
classroom (1)

24.6 20.6 27.3 2.0 1.0 2.0 2.0 3.0 4.0 0.172

Sometimes 
worse than in the 

classroom

32.8 30.7 34.2

Th e same as in the 
classroom

18.8 26.5 13.5

Sometimes 
better than in the 

classroom

17.2 17.5 17.1

Always better than 
in the classroom 

(5)

6.7 4.8 8.0

It is worth noting that a big group (.%) gave the highest answer in 
to least one of these two questions. Th ese persons can be described as having 
the best student self-image (have a sense of agency). Th eir share is materi-
ally higher for art schools without a general education department (.% 
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compared to .% in the independence test chi-square p < .). Only .% 
of respondents selected the highest rating for both questions. Th ere are no 
material diff erences between school types in this respect (in Fisher’s exact 
text p = .) even though the share of schools with a general education 
department is lower within the sample (.% compared to .% for evening 
schools). .% chose one of the two highest ratings to both questions ( or 
), with an equivalent percentage for both school types (% for O schools 
and .% for P schools, p = .). 

Students’ image of remote art education
Art school students evaluated fi ve dimensions of the schools’ opera-

tion in the remote education period. Th e attractiveness of remote classes on 
artistic subjects is evaluated as rather good – approx. % of the students 
consider it at least moderate, one-third – high, including only % who an-
swered very high. Th is evaluation diff ers materially depending on the school 
type and is better for evening schools. Even though the median is on the 
same level, percentages of answers demonstrate that students at schools with 
the general education department more rarely than others rated arts lessons 
highly (% compared to %) and more oft en rated them low (% to %).

Students at schools with the general education department were slight-
ly less sceptical about the remote teaching of general subjects: approx. % 
of them rate them highly and % rate them low, but the largest group (%) 
answered moderately. Th e adaptation of remote education to the students’ 
capabilities is rates as slightly better in the case of art lessons in exclusively 
artistic institutions; although the median value is  in both groups, the 
value of the fi rst quartile is lower ( vs. ) and the percentage of students 
who answered always/oft en too diffi  cult is twice as low (% vs. %). Th ese 
diff erences are statistically material (p < .). Generally speaking, almost 
every third student chose answers indicative of great diffi  culties in remote 
learning and % of respondents indicated the easiness of remote learning 
in an art school; however, slightly more than every other student (%) is 
ambivalent about it. 

Grading is mostly fair; three-fourths of art school students in the 
voivodeship say so, with a signifi cantly higher percentage among evening 
school students than for the rest (% vs. %), and the percentage of those 
indicating that grades are too low is nearly three times lower in this group 
(% vs. %). Few students (.% or less in the case of O school students) 

  Th ese calculations were made using cross tabulation and chi-square tests



Agnieszka Weiner

74

indicated that grades are oft en too high (no always too high answer). Th e 
evaluation of the possibilities to agree upon/determine grades with teachers 
is similar in both groups (p = .). Quartiles one and three and the me-
dian show the same values in both groups (respectively: Q = , Me = , Q 
= ). In general, about one-third of the respondents (%) had no such an 
opportunity (never or usually), % had it oft en or always and % had it 
from time to time. As we can see, these percentage do not diff er very much 
(ratings are not very polarised). 

Th e sense of subjectivity was evaluated on the basis of two questions: 
Do you feel respected by art school teachers? and Do you have an opportunity 
to ask questions during the lessons if you fail to understand something? More 
than a half of the students responded affi  rmatively – % oft en or always feel 
respected by teachers, % have an opportunity to ask questions, although 
this was the case materially more oft en (in the statistical sense – p < .) 
in P schools (without the general education department) – % of them said 
so (vs. % students in O schools) when it came to the former and % (vs. 
%) when it came to the latter. Especially when it came to respect from 
teachers, the percentage of respondents who answered always is higher than 
in other art schools (% vs. %). In turn, negative answers were rare (in 
both school types): fewer than % of the students never found an opportunity 
to ask questions, % found it rarely at best and % never felt respected by 
teachers, with % having rarely felt respected. As for the opportunities to ask 
questions, it is the only functional area of an art school in remote education 
conditions for which the median of results reaches the maximum fi gure (). 

While evaluating the eff ectiveness of remote artistic education in 
general, art school students can see its downsides. Th ey believe that their 
remote learning of music/visual arts is less eff ective than in the classroom – 
this was the response of % students, with students of O schools materially 
more oft en answering in this way than students of other art schools (%, 
including % decisive answers vs. %, including % decisive answers). 
Both the median and the fi rst quartile are lower for OSM and LP students 
than for other schools. Th ese diff erences are statistically material (p = .).



Table 2. Art school image in remote learning conditions by school type 

 Details
Percentage of 

answers Q1 Me Q3 p
T 0 1 0 1 0 1 0 1

Attractiveness of lessons

How attractive 
are remote 

classes on artistic 
subjects in your 

school? 

Very unattractive (1) 7.5 4.8 9.5 3.0 2.8 3.0 3.0 4.0 4.0 <0.001**

Rather unattractive 12.1 8.5 14.5

moderately 43.8 40.7 45.8

Rather attractive 27.4 35.4 21.8

Very attractive (5) 6.3 7.9 5.1

No answer 3.0 2.6 3.3

How attractive 
are remote 
classes on 

general subjects?

Very unattractive (1) 6.2 x  6.2 x 3.0 x 3.0 x 3.0 x

Rather unattractive 12.0  x 12.0

moderately 52.4 x  52.4

Rather attractive 26.2 x  26.2

Very attractive (5) 3.3 x  3.3

Adaptation to students’ abilities

Remote learning 
in an art school:

Is always too diffi  cult (1) 3.7 2.1 4.7 3.0 2.0 3.0 3.0 3.0 3.0 <0.001**

Is oft en too diffi  cult 28.7 18.0 36.0

Is neither too diffi  cult nor 
too easy 51.5 57.1 47.6

Is rather easy 11.4 13.2 10.2

Is always very easy (5) 1.1 2.1 0.4

No answer 3.7 7.4 1.1

Grading

What do you 
think about 

grades during 
remote classes in 

an art school?

Grades are always too low (1) 3.4 1.6 4.7 3.0 2.0 3.0 3.0 3.0 3.0 <0.001**

Grades are sometimes too low 17.9 8.5 24.4

I believe that grades are fair 72.0 82.0 65.1

Grades are oft en too high (4) 6.7 7.9 5.8

Can you agree 
upon/determine 

your grades 
with teachers at 

school?

Never (1) 12.1 14.8 10.2 2.0 2.0 3.0 3.0 4.0 4.0 0.221

Rarely 19.6 18.5 20.4

From time to time 29.1 21.7 34.2

Rather oft en 25.4 24.9 25.8

Always (5) 13.8 20.1 9.5

Sense of subjectivity

Do you feel 
respected by art 
school teachers?

Never (1) 3.4 1.1 5.1 3.0 3.0 4.0 3.0 5.0 4.0 <0.001**

Rarely 9.5 4.2 13.1

Diffi  cult to say 34.1 27.0 38.9

Oft en 25.9 24.9 26.5

Always (5) 27.2 42.9 16.4
Do you have an 
opportunity to 
ask questions 

during the 
lessons if you fail 

to understand 
something?

Never (1) 0.9 1.6 0.4 4.0 4.0 5.0 5.0 5.0 5.0 <0.001**

Rarely 4.3 2.1 5.8

Diffi  cult to say 12.7 8.5 15.6

Oft en 22.4 14.8 27.6

Always (5) 59.7 73.0 50.5

General eff ectiveness of remote education

You learn music/
visual arts 
remotely:

Much less eff ectively than in 
the school (1) 29.7 22.2 34.9 2.0 1.0 3.0 2.0 3.0 3.0 0.020*

Rather less eff ectively than in 
the school 23.1 25.4 21.5

As eff ectively as in the 
classroom 28.4 32.8 25.5

Rather more eff ectively 14.0 13.2 14.5

Much more eff ectively than in 
the classroom (5) 4.7 6.3 3.6
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Pandemic praxis – a collage of images
Results of the analysis of correlations between individual questions 

(Table ) demonstrate that the students’ self-image is somewhat linked to 
the students’ image of the school in the remote learning period, although the 
strength of that relationship is not great – only for an overall assessment of 
the eff ectiveness of remote arts education and an assessment of well-being 
during remote lessons is this eff ect moderately strong (rho = .). 

A similar strong connection was found when it comes to the attrac-
tiveness of remote lessons (art and general education). Students who assign 
a higher rating to the overall eff ectiveness and attractiveness of remote les-
sons assign a better rating to their well-being during the lessons. In turn, 
the activity during remote lessons is likewise strongly connected (rho = 
.) to the respect from teachers –students who are more active feel more 
respected, and the students who feel more respected by teachers are more 
active. In turn, the self-evaluation of the students’ functioning in the remote 
learning period is not materially linked to the grading method (in none of 
the analysed areas) and the students’ well-being evaluation is not linked 
to the respect felt from teachers. Other issues related to the operation of 
art schools in the remote learning period are statistically signifi cant albeit 
weakly correlated with the students’ self-image in the remote learning period. 
Th at correlation is positive, which means that a better image of the school 
is associated with a better image of the student. Th e discussed relationships 
are of similar strength in both types of art schools, although in some cases 
the moderate strength of the relationship applies to only one of the school 
types (Table ). Th is is the case for V (assessment of the attractiveness of 
remote lessons in arts subjects) and V (general assessment of the eff ective-
ness of the remote artistic education) – for O schools; V (see above) and 
V (students’ well-being) – for other schools; V (adaptation to students’ 
abilities) and V (opportunities to ask questions) – for other schools; V 
and V (both dimensions of the sense of subjectivity) – for other schools. 
Th erefore,  the evaluation of the functioning of the student and the school 
during remote learning has a stronger relationship in the analysed types of 
art schools in these cases. It is also worth noting that, for some issues, certain 
correlation coeffi  cients are negative in art schools other than OSM and LP, 
although the strength of such relationships is not great (the relationship is 
not statistically signifi cant).

An evaluation of the functioning of the school is also signifi cantly 
diff erent for the students with a sense of agency (in both questions on stu-
dent self-image, they chose one of the highest answers, i.e.,  or ). Both the 
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evaluation of the attractiveness of remote lessons in arts and general subjects, 
the evaluation of the adaptation of lessons to students’ abilities and the overall 
evaluation of the eff ectiveness of remote art education are rated more highly 
by students with a sense of agency. In both groups, results are similar only 
for the grading and the sense of subjectivity (Table ). 

Table 4. Assessment of art school operation in the remote education period according to 
the students’ sense of agency (%) 

Details

Students’ self-image

pHaving 
the sense 
of agency

others

How attractive are remote 
classes on artistic subjects 
in your school?

Very unattractive 3.9 8.6 0.004**

Rather unattractive 7.9 13.4

Moderately 40.8 46.0

Rather attractive 36.8 26.5

Very attractive 10.5 5.6

How attractive are remote 
classes on general subjects? 

Very unattractive 0.0  7.4 0.040*

Rather unattractive 4.5 134

Moderately 59.1 51.1

Rather attractive 34.1 24.7

Very attractive 2.3 3.5

Remote learning in an art 
school:

Always too diffi  cult 1.3 4.3 0.011*

Oft en too diffi  cult 19.7 31.8

Neither too diffi  cult nor too easy 61.8 51.8

Rather easy 15.8 11.1

Always very easy 1.3 1.1

What do you think about 
grades during remote 
classes in an art school?

Grades are always too low 6.5 2.8 0.781

Grades are sometimes too low 14.3 18.6

I believe that grades are fair 74.0 71.6

Grades are oft en too high 5.2 7.0

 Can you agree upon/
determine your grades with 
teachers at school?

Never 11.7 12.1 0.520

Rarely 19.5 19.6

From time to time 24.7 30.0

Rather oft en 28.6 24.8

Always 15.6 13.4

Do you feel respected by art 
school teachers?

Never 3.9 3.4 0.955

Rarely 11.7 9.0

Diffi  cult to say 31.2 34.6

Oft en 24.7 26.1

Always 28.6 26.9
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Do you have an 
opportunity to ask 
questions during the 
lessons if you fail to 
understand something?

Never   1.0 0.193

Rarely 3.9 4.4

Diffi  cult to say 10.4 13.2

Oft en 19.5 23.0

Always 66,2 58,4

You learn music/visual arts 
remotely:

Much less eff ectively than in the classroom 11.7 33.3 <0.001**

Rather less eff ectively than in the classroom 14.3 24.8

As eff ectively as in the classroom 49.4 24.3

Rather more eff ectively 7.8 15.2

Much more eff ectively than in the classroom 16.9 2.3

Considering the combined aspects of the functioning of an art school 
during remote learning analysed in Table  and the art school type, a logistic 
regression formula was constructed adopting the resulting variable of the 
student’s sense of agency where  means that a student has a sense of agency 
and  means that a student has no sense of agency (Table ). 

Table 5. Determinants of the students’ sense of agency during remote learning – results of 
logistic regression analysis

B W p OR
90% confi dence interval 

for OR

Minimum Maximum

Constant -3.997 35.651 <0.001** 0.018

School type a 0.572 7.128 0.008** 1.772 1.246 2.520

How attractive are remote 
classes on artistic subjects in 
your school? 

0.271 5.374 0.020* 1.311 1.082 1.589

Assessment of the adaptation 
of remote lessons to the 
students’ abilities

0.500 10.352 0.001** 1.649 1.277 2.130

Do you have an opportunity 
to ask questions during 
the lessons if you fail to 
understand something?

0.256 3.821 0.051t 1.292 1.041 1.602

Of the eight issues, three signifi cantly impact the likelihood of a sense 
of agency, i.e., the attractiveness of remote art lessons (in the Wald test, 
p = .), the adaptation of remote lessons to students’ abilities (p = .) 
and the possibility to ask questions when something is not understood 
(p = .). Th e school type is also signifi cant from this perspective 
(p = .); conventionally assuming the other factors to be constant, stu-
dents in arts schools without a general education department are nearly 
twice (. times) as likely to have a sense of agency than other arts schools 
(type O). Th e probability of agency is also higher the better the adaptation 
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of the lessons to the students’ abilities (OR = .), the higher the attractive-
ness of remote art lessons (OR = .) and the more oft en students are giv-
en the opportunity to ask questions when they do not understand something 
(OR = .). Th e model has good statistical properties: both the pooled test of 
the model coeffi  cients (p < .), the Nagerkelke R and the Hosmer–Lemeshow  
test (p > .) indicate that its fi t is satisfactory. Th e quality of the classifi cation 
of individuals with the sense of agency is rather high; the model allows for the 
appropriate classifi cation of % of them. 

Th inking about school horizon
Th e everyday school life of art school students interpreted through 

the fi lter of time, space and relationships has been completed in the areas of 
self-image and the image of the remote education.  Th e dimension of expe-
rience felt by students as a challenge or a task to be executed was considered 
of key importance in the description of the pandemic school praxis. For the 
sake of interpretation in objective categories related to situations or con-
textual conditions, the focus was on outlining the students’ sense of agency 
on a continuum from its high level, to facing reality, to its loss resulting in 
exclusion from the active experience of everyday life, feeling disadvantaged 
by fate and entering – using the term coined by Fritz Schütze () – a tra-
jectory of suff ering.  

It was rightly assumed that the sense of agency demonstrates links to 
school functioning assessment and the student’s evaluation of the eff ective-
ness of a mediated artistic education formula. Th e applied analyses allowed 
for the development of a model of the probability of achieving the expected 
level of agency that allows one to deal with an exceptional situation. Th e 
chance for it to happen depended mostly on the adaptation of remote ed-
ucation to the students’ abilities, the attractiveness of artistic activities and 
a deep connection to a teacher resulting in an opportunity for a student 
to ask questions and to unhurriedly explain the encountered diffi  culties. 
Th e research has demonstrated that such conditions were met nearly twice 
as oft en in exclusively artistic evening schools. Individual lessons, close 
teacher-student relationships, the adaptation of material to current abilities 
and even to the mental state of a young artist are characteristic for this type 
of schools. In the resulting more intimate atmosphere, there is time for 
conversation, the sharing of thoughts and for searching for the best way to 
explain things.  According to the research, students in this type of schools 
survived the pandemic education experiment in a better condition and with 
no signifi cant detriment to the development of their talents.  
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Refl ections on the pandemic art education have come full circle. Th ey 
began and ended with Bruner’s inspirations whose continuing relevance 
continues to amaze.  From his analysis of the individual and of the social 
and cultural as the context of the image of meanings of the enquiry about the 
school in an unpredictable world, to his educational assumptions ‘about the 
need to adapt culture to the needs of its members and types of knowledge 
they have to the needs of the culture’ (Bruner, , p. ) Bruner’s insights 
most accurately refl ect the summary of the obtained research results and very 
ably serve to chart the direction of ‘thinking about the school’ (Klus-Stańska, 
, p. -) – the art school in this case. 
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