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Title Proceedings of the Second International Conference of the 
Journal “Scuola Democratica” – Reinventing Education 
VOLUME   I    Citizenship, Work and The Global Age 

This volume contains papers presented in the 2nd International 
Conference of the Journal “Scuola Democratica” which took 
place online on 2-5 June 2021. The Conference was devoted to 
the needs and prospects of Reinventing Education.  

The challenges posed by the contemporary world have long 
required a rethinking of educational concepts, policies and 
practices. The question about education ‘for what’ as well as 
‘how’ and ‘for whom’ has become unavoidable and yet it largely 
remained elusive due to a tenacious attachment to the ideas and 
routines of the past which are now far off the radical 
transformations required of educational systems. Scenarios, 
reflections and practices fostering the possibility of change 
towards the reinvention of the educational field as a driver of 
more general and global changes have been centerstage topics 
at the Conference. Multidisciplinary approach from experts from 
different disciplinary communities, including sociology, 
pedagogy, psychology, economics, architecture, political 
science has brought together researchers, decision makers and 
educators from all around the world to investigate constraints 
and opportunities for reinventing education.  

The Conference has been an opportunity to present and discuss 
empirical and theoretical works from a variety of disciplines and 
fields covering education and thus promoting a trans- and inter-
disciplinary discussion on urgent topics; to foster debates among 
experts and professionals; to diffuse research findings all over 
international scientific networks and practitioners’ mainstreams; 
to launch further strategies and networking alliances on local, 
national and international scale; to provide a new space for 
debate and evidences to educational policies. In this framework, 
more than 800 participants, including academics, educators, 
university students, had the opportunity to engage in a 
productive and fruitful dialogue based on research, analyses and 
critics, most of which have been published in this volume in their 
full version. 
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Citizenship, Work and The Global Age 
A Premise 
 

What is education for? This philosophical question cannot be 
answered ignoring contributions from social and educational 
sciences. The growing focus on learning outcomes should have 
prompted discussion on the values and aims in defining policy 
objectives and developing accountability systems and evidence-based 
approaches. Whereas for years public discourse on education has 
most frequently been confined to a merely sector-based perspective, 
without addressing the relationship (i.e., interdependency and/or 
autonomy) with globalised societies or to face the new challenges of 
contemporary’s world. The relationship between education and 
society and the issue of aims can be observed in a new context which 
has seen the weakening of the society-nation equation and the 
strengthening of global dimensions. 

The crisis born of the pandemic is more and more global and 
multidimensional. It inevitably obliges to ask what the post-pandemic 
socio-economic scenarios could be and what challenges might 
emerge from the transformations of education and training systems 
and policies. Many researchers and observers think that the most 
relevant of these challenges is that of inequalities between and within 
countries. The medium-long term nature of many of these challenges 
poses a complex question: does the pandemic tend to widen or narrow 
the time-space horizons of people perceptions, rationalities, and 
decisions? 

For decades, the field of education and training has witnessed 
continuous growth in globalization and internationalization: just think 
of the role of the large-scale assessment surveys and the increasing 
influence of international organisations. Phenomena and concepts 
such as policy mobility (lending and borrowing) or – within another 
field of research – policy learning, as well as global scaling up, global-
local hybridization and policy assemblage might find a useful 
opportunity of debate and in-depth analysis in this stream. This might 
also be true of the related issue regarding how comparative research 
must be carried out and of the relationship between some government 
‘technologies’ adopted in the latest cycle of policies – for example, 
quasi-market, evaluation, and autonomy of schools and universities – 
and the ever more criticized neo-liberal paradigm. In this framework, 
without any revival of the political or methodological nationalism, a 
critical rethinking of the national dimension, perhaps too hurriedly 
assumed to be ‘obsolete’, can be useful also for a comparative 
reflection. As to our continent we are in the presence not only of 



globalization of educational policies, but also of their Europeanisation, 
due to the extent of the European Commission’s strategy and its Open 
Method of Coordination. Beyond the official distinction between 
formal, non-formal, and unformal learning, it seems European 
initiatives and programmes shape a new policy world preparing the 
future of education, particularly through different expert networks, 
new ways of conceptualizing knowledge, and disseminating 
standards. On these issues there is no lack of reflections and research, 
some of which very critical indeed, whose results deserve to be 
broadly shared and discussed, too. 

The equipping of the new generations with the tools – knowledge, 
skills, attitudes, and values – to live in a plural and interconnected 
world is delicate matter indeed in Europe. It is the issue at stake for the 
encounters – and at times clashes – between old and new visions and 
forms of pluralism and secularism. Around this theme are developed 
educational policies and strongly heterogeneous curricula. Such topic 
is linked also to the variability in young people’s competences and 
attitudes towards ‘cultural otherness’. 

Life-long learning is another question of notable importance at 
international level as it implies both a diverse temporal horizon for 
education and its link to the dimensions of work. And a different 
approach to the relationship between school and extra-scholastic 
(life-wide) learning is also implied. From this stems the necessity of 
greater investment for example in both the early years (ECEC) and the 
adult education. We might ask, however, how much has been done to 
achieve this goal, and whether it risks remaining a fascinating but 
largely unfinished project for a long time. 

Within a general rethinking of the aims and the means at the disposal 
of education systems, many papers ask whether until now enough has 
been done to educate towards citizenship and democracy and 
whether various national educational systems have adopted this issue 
as their core mission. 

A second group of questions derives from some crucial challenges – 
such as the dramatic deterioration of the biosphere, the climate, and 
the health – which impose both the necessity of rethinking this mission 
in a planetary context and redefining the ‘citizenship’ as a concept not 
merely national, but multi-level, that is ranging from global to local; and 
in our continent European, too. How deeply are our nations presently 
involved in the task of educating their citizens in terms of knowledge of 
global and trans-national issues? And are they striving to build a 
collective common consciousness in Europe? What help is being given 
in this sense by proposals elaborated and experiences promoted by 
international organizations or the EU? 



Finally, starting from infant and primary schools, what weight does 
citizenship education have in schools, what approaches are adopted 
and what have shown to be the most effective? What didactics are 
applied and what seem to be the most promising experiences? To what 
extent are teachers prepared and motivated and students interested in 
it? Universities and adult education should also play a role in 
citizenship education. What proposals and significant experiences can 
be described and examined? 

The Volume also includes contributions on the relationship between 
education and economic systems which is a classic subject of social 
science. During the twentieth century, the functionalist perspective 
established a close link between ‘school for the masses’ and the 
construction of individuals personalities conforming to values and 
social objectives. Professions have then become more and more 
specialized and therefore requiring ever more targeted skills. Hence, 
the insistence on the need to train future workers in technical and 
technological skills, as well as more recently in the ‘soft skills’ climate, 
increasingly necessary in certain sectors of the economy (Industry 
4.0). The alliance between the functionalist perspective and the 
neoliberal visions finds its conceptual and practical pivot in the 
employability conceptual frame. On the other hand, since the 1970s, 
critical research has highlighted that formal education system 
contributes to the reproduction of inequalities, confirming and 
strengthening hierarchies and power relations between different 
actors of the economic system. These lines of investigation have 
underlined the weight of cultural and social capital in determining 
school performance, but also the inflation of educational credentials 
as a combined effect of mass schooling and changes in the economic 
system. In more recent times, the fragmentation of the educational and 
training systems, because of the multiplication of public and private 
agencies in charge of training citizens, in addition to the explosion of 
the non-formal and informal as learning places (e.g., on the Internet), 
challenges the school to maintain its primacy as a place responsible 
for training workers. Moreover, it questions its ability to continue to 
represent a social elevator and / or a place of social justice.  

The issue of the reproduction of inequalities and differential returns of 
educational qualifications fuels lively and stimulating interdisciplinary 
debates: economic stagnation, mass unemployment and job instability 
affect the inclusion of young generations in the labour market. 
Recently, in the context of lifelong learning policies, the relationship 
between training and work has become increasingly central, but the 
definition of the goals of these policies is not neutral: in the neoliberal 
mantra it is a question of guaranteeing the adaptability, employability 
and autonomy of each individual, so that one can occupy a place in 
society according to the dominant values. There is no shortage of 
critical voices about this individualistic and functionalist interpretation 



of the Lifelong Learning vision. On the other hand, even the supporters 
of neoliberal-inspired policies want an inclusive training offer (from a 
meritocratic perspective), as it is essential for recruiting resources and 
supporting flexible production systems focused on knowledge.  

The attention of scholars focuses on the effects of the ‘knowledge 
society’ in the educational system of European countries. In this 
perspective, several studies have focused attention on the orientation 
processes that contribute to the reproduction of inequalities as the 
students from the lower classes tend to orient themselves, and are 
oriented by their teachers, towards the vocational paths, stigmatized 
within the educational systems.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 



i 

i 

 

Linguistic Pluralism and Minorities in a New Global Perspective. 
Education and Linguistic Policies 2 

MAINTENANCE AND USE OF HERITAGE LANGUAGES AND ITALIAN LINGUA FILIALE BY SECOND GENERATION STUDENTS 
WITH MIGRATION BACKGROUND  

Gianluca Baldo 3 
NEWLY ARRIVED ADULT MIGRANTS. EDUCATIONAL CHALLENGES FOR INCLUSION POLICIES  

Carmelo Bruni 17 
‘BUT WHERE DID THEY GO?’ IMMIGRANT ORIGIN STUDENTS CONNECTIONS AND DISCONNECTIONS FROM SCHOOL 
DURING THE PANDEMIC EMERGENCY  

Tiziana Chiappelli 29 
THE ROLE OF THE ITALIAN PUBLIC SCHOOL ON THE SOCIAL AND LINGUISTIC INTEGRATION OF ADULT MIGRANTS  

Igor Deiana 39 
DEMOCRATIC LANGUAGE EDUCATION AGAINST EDUCATIONAL FAILURE AND FOR SOCIAL INCLUSION: THE PERCEPTION 
OF ‘DEMOCRACY’ IN LEARNING/TEACHING PROCESSES  

Giorgia Claudia Ligas 49 
IMPLEMENTING HERITAGE LANGUAGE EDUCATION IN MIGRANT HOSTING COUNTRIES: LESSONS FROM THE AUSTRIAN 
CASE  

Anna Malandrino 61 
SPECIFICITY OF THE LINGUISTIC LANDSCAPE OF DETAINEES. A STUDIO BETWEEN SLANG AND GRAFFITI IN PRISON  

Viola Monaci 75 
 

Education in a Multi Religious Scenario. A Critical Discussion on the 
Aims and Outcomes of Teaching Religion(s) in Public Schools 84 

RELIGIOUS DIVERSITY AND SCHOOL: AN IMPOSSIBLE COMBINATION? (RE)INTERPRETING ISLAM IN THE SCHOOL 
SCENARIO  

Antonio Cuciniello 85 
RELIGIOUS EDUCATION AND EAST ASIAN RELIGIONS. INSIGHTS FOR RETHINKING EPISTEMOLOGICAL AND 
PEDAGOGICAL APPROACHES  

Giovanni Lapis 97 
THE COMMUNITY OF PHILOSOPHICAL INQUIRY AND RELIGIOUS EDUCATION: A PRAGMATIST PERSPECTIVE  

Stefano Oliverio 109 
SECULAR RELIGION AS A TOOL FOR THE REALIZATION OF DEMOCRATIC CITIZENSHIP. THE THESIS OF JOHN DEWEY 
(1859-1952)  

Jessica Pasca 121 
 

Re-inventing the relationship between school and families: constraints, 
inequalities and new opportunities 130 

ERASMUS + PROJECT PARENTABLE. COMMUNICATING WITH PARENTS OF NEWLY MIGRATED CHILDREN  
Sara Mazzei 131 

ROMA STUDENTS: THE FORGOTTEN VICTIMS OF THE CORONAVIRUS  
Maria Teresa Tagliaventi 143 

 

What is the Aim of Education? 154 
GRAMSCI, VYGOTSKY AND THE CONSTRUCTION OF A GENERAL ANTI-SYSTEMIC SOCIAL KNOWLEDGE  

Giovanni Castagno 155 
 

 



ii 

ii 

Social and Emotional Skills in Sociological Perspective. A Fresh Look 
on Learning and Assessment 166 

EXPLICIT AND IMPLICIT EFFECTS OF SOCIOEMOTIONAL SKILLS. AN ANALYSIS OF 2018 PISA DATA  
Martina Visentin, Simona Colarusso and Orazio Giancola 167 

Education Now: To Compare for Understanding the Unexpected 178 
THE UNHAPPY SOCIETY. IN SEARCH OF A NEW PARADIGM TO FACE THE UNEXPECTED  

Rosa Tiziana Bruno, Francesca Rossetti and Tony Urbani 179 
UNIVERSITY DELAYS. THE ITALIAN ACADEMIC GAP AS A MEDIA TOPIC  

Andrea Lombardinilo 191 
 

The America Syndrome: The Influence of The United States on European 
Educational Cultures and Policies, Between Myth and Reality 202 

LORIS MALAGUZZI, JOHN DEWEY AND THE BAUHAUS: SIMILARITIES AND INFLUENCES IN AESTHETIC EDUCATION IN THE 
REGGIO EMILIA APPROACH  

Enrico Barbetti 203 
THE COMPETITIVE HUMANISM IN THE MINISTERIAL CONGRESS OF MADRID (1999). FOR AN ANALYSIS ON THE OPUS 
DEI LANGUAGE AND THE CONTEMPORARY RELATIONSHIP BETWEEN SPAIN AND THE UNITED STATES IN EDUCATION  

Daniel Boccacci 215 
JOHN DEWEY’S IMPRESSIONS OF SOVIET RUSSIA, AND THE POST-REVOLUTIONARY EDUCATIONAL SYSTEM  

Dorena Caroli 225 
DEWEY, DEMOCRACY, AND MALAGUZZI’S VISION FOR THE SCHOOLS OF REGGIO EMILIA  

Laura Landi 237 
PHILANTHROPY AND EDUCATION. AN ALTERNATIVE BETWEEN GENEROSITY AND DEMOCRACY?  

Emanuela Susca 249 
 

Economic and Financial Education: New Multidisciplinary Scenarios 258 
ECONOMIC AND FINANCIAL EDUCATION FOR A GLOBAL AND SUSTAINABLE CITIZENSHIP AND LIFELONG LEARNING  

Gabriella Aleandri and Luca Refrigeri 259 
WHY DON’T WOMEN KNIT THEIR PORTFOLIO? GENDER AND THE LANGUAGE OF INVESTOR COMMUNICATION  

Cecilia Boggio 271 
AN ITALIAN PROJECT OF FINANCIAL EDUCATION FOR MIGRANTS  

Luisa Cecarini, Francesca Maria Cesaroni, Vittorio Lannutti and Antonella Negri 283 
OUT OF THE DEBT TRAP. THE FINANCIAL CAPABILITIES AGAINST FINANCIAL ABUSES  

Umberto Di Maggio 295 
SPECIAL EDUCATION AND ECONOMY. NEW SCENARIOS FOR THE LIFE PROJECT OF PEOPLE WITH DISABILITIES AND 
THEIR CAREGIVERS  

Catia Giaconi, Noemi Del Bianco, Claudio Socci, Francesca Severini and Ilaria D’Angelo 305 
FINANCIAL LITERACY AND POWERFUL KNOWLEDGE: TEACHERS’ PERSPECTIVES  

Emanuel Mizzi 315 
THE ECONOMIC AND FINANCIAL LITERACY OF FUTURE TEACHERS: A CLUSTER ANALYSIS  

Florindo Palladino 327 
ECONOMIC AND FINANCIAL PLANNING IN SCHOOLS: REFLECTIONS AND PRACTICAL PROPOSALS  

Annalisa Valle, Teresa Rinaldi, Elisabetta Lombardi, Davide Massaro and Antonella Marchetti
 339 

 

Education for Sustainability [EFS] as a Ground for Innovation  Both in 
Methodology and Knowledge.  A Strategic Alliance for Transformative 
Education Between Schools and Community 348 

THE ARTUR LAB: A SOCIAL INTERVENTION FOR A SUSTAINABLE WELL-BEING EDUCATION  
Luigi Aruta, Ferdinando Ivano Ambra, Francesco V. Ferraro and Maria Luisa Iavarone 349 

CIVIC EDUCATION AND SERVICE-LEARNING: TOWARDS A SUSTAINABLE AND SUPPORTIVE CURRICULUM  



iii 

iii 

Sara Bornatici 359 
EDUCATING FOR ECOLOGICAL THINKING. THE CONTRIBUTION OF SOCIOLOGY TO THE SPREAD OF A NEW EDUCATIONAL 
PARADIGM  

Rosa Tiziana Bruno 369 
NATIONAL TRAINING COURSE. ENVIRONMENTAL EDUCATION FOR SUSTAINABILITY. COMPETENCES LEARNED, 
COMPETENCES ACTED  

Stefania Calicchia, Daniela Antonietti, Nadia Sbreglia and Michela Mayer 383 
TERRITORIES THAT LEARN  

Giorgio Salza and Giovanni Borgarello 395 
THE PLACE-BASED APPROACH FOR CITIZENSHIP EDUCATION: NEW DIDACTIC SCENARIOS  

Alessia Scarinci, Alberto Fornasari, Stefania Massaro and Loredana Perla 406 
CIVIC EDUCATION AT SCHOOL: TOWARDS CHANGING THE ROAD? THE CONTRIBUTIONS OF RESEARCH TO THE FIELD  

Orietta Vacchelli 415 
 

Learning from Contemporary Complexities. Reconceptualizing Early 
Childhood Education and Care in Times of (post) Pandemic 424 

RETHINKING PROFESSIONAL ROLES IN CONTEMPORARY ECEC BY REDUCING THE GAP BETWEEN HEALTH AND 
EDUCATION: LESSONS LEARNED FROM THE PANDEMIC CRISIS  

Chiara Bove 425 
FARSI COMUNITÀ EDUCANTI (FA.C.E.). A CASE STUDY FOR INCLUSION, PARTICIPATION AND QUALITY EARLY 
CHILDHOOD EDUCATION AND CARE (ECEC) SERVICES  

Laura Landi 439 
EDUCATIONAL POVERTY AND ECEC SYSTEM. A CASE STUDY  

Maura Tripi 451 
 

Education, Democracy and Rationalization 462 
TEACHING INNOVATION THROUGH SWA: FROM THE NEOLIBERAL MODEL TO THE SCHOOL-CENTRED MODEL, 
INSPIRED TO THE CAPABILITY APPROACH  

Antonio Fasanella, Stefania Chimenti and Fiorenzo Parziale 463 
WHERE AND FROM WHOM CAN DEMOCRACY BE LEARNED? THE RESULTS OF MIXED-METHOD RESEARCH IN FIVE 
DIFFERENT TERRITORIAL CONTEXTS  

Stefania Chimenti, Sabina Licursi, Giorgio Marcello, Emanuela Pascuzzi and Daniela Turco 475 
HIGHER EDUCATION, BEYOND PUBLIC TO COMMON GOOD: ENHANCING KNOWLEDGE DEMOCRACY  

Rita Locatelli 489 
BUILDING INCLUSION IN THE SCHOOL  

Raffaele Tumino 501 
 

The International Dimension of Citizenship and Civic Education 514 
HOW TO DEBATE NATIONAL IDENTITY IN REAL LIFE AND ON SOCIAL MEDIA  

Davide Delle Chiaie 515 
THE RIGHTS OF THE CHILD AS AN INTERNATIONAL DIMENSION OF CIVIC EDUCATION  

Nicoletta Lanciano and Stefano Scippo 531 
COMPETENCES IN GLOBAL CITIZENSHIP EDUCATION: FROM THE INDICATIONS OF THE ITALIAN NATIONAL CURRICULUM 
TO THE INITIAL TEACHER TRAINING OF PRE-SCHOOL AND PRIMARY EDUCATION  

Sara Navarro Lalanda 545 
 

Religions in the Face of Planetary Issues: What Would Be the 
Contribution for Education to Citizenship 560 

RELIGIOUS SENSE AND DIALOGICAL EXPERIENCE AS EDUCATIONAL COMMITMENT. REFLECTIONS IN VIEW OF 
MONTESSORI, PANIKKAR AND KORCZACK  

Rita Casadei 561 



iv 

iv 

PLURALISM AND INTERRELIGIOUS DIALOGUE AT SCHOOL IN THE PROCESS OF BUILDING A EUROPEAN CITIZENSHIP. 
PRINCIPLES AND PRACTICES  

Bernadette Fraioli 573 
RELIGION AND RELIGIONS: UNDERSTANDING THE COEXISTENCE OF DIFFERENT TRADITIONS  

Silvia Guetta 585 
PEDAGOGICAL IMPLICATIONS OF LOGOTHERAPY. SPIRITUAL EXPERIENCES AND RELIGIOUS VALUES FOR AN 
INTERCULTURAL CITIZENSHIP EDUCATION.  

Carlo Macale 597 
BUILDING DIALOGUE THROUGH HABERMAS THEORISATION AND ISLAMIC TRADITION’S VALUES  

Sara Mazzei 607 
THE RELEVANCE OF THE RELIGIOUS DIMENSION IN THE EDUCATION TO UNIVERSAL CITIZENSHIP  

Giorgia Pinelli, Michele Caputo and Maria Teresa Moscato 619 
TEACHING ON RELIGION FROM THE PERSPECTIVE OF INTERRELIGIOUS DIALOGUE: FOR A PAIDEIA OF ‘KNOWING HOW 
TO LIVE TOGETHER’  

Andrea Porcarelli 631 
EASTERN SPIRITUALITY AND DEMOCRATIC CITIZENSHIP: TEACHING OF RELIGION IN ALDO CAPITINI’S LESSONS (1949-
1950)  

Livia Romano 641 
FAMILIES AND RELIGIONS IN ITALY: EDUCATIONAL ISSUES  

Carla Roverselli 651 
THE ABU DHABI DOCUMENT AND THE ISLAMIC-CHRISTIAN DIALOGUE FROM AN EDUCATIONAL PERSPECTIVE  

Marcello Tempesta 661 
EDUCATING IN RELIGIOUS DIVERSITY FOR A NEW CITIZENSHIP  

Marco Dal Corso and Dario Vannozzi 673 
 

Curriculum of Digital Civic Education, Teaching of Civic Education and 
new Citizenship 686 
DIGITAL CITIZENSHIP AND DIGITAL LITERACY TO GIVE VOICE TO TEENAGERS: A PARTICIPATORY RESEARCH PROJECT 

Cristina Boeris, Giulia Gozzelino and Federica Matera  683 
DIGITAL EDUCATIONAL POVERTY: A SURVEY AND SOME QUESTIONS ABOUT THE DETECTION OF A NEW CONSTRUCT  

Stefano Pasta, Michele Marangi and Pier Cesare Rivoltella 697 
DIGITAL CITIZENSHIP EDUCATION IN THE FIRST CYCLE OF EDUCATION. FIRST RESULTS OF A COLLABORATIVE RESEARCH IN 
LOMBARDY AND MOLISE (ITALY)  

Livia Petti and Serena Triacca 711 
INNOVATION THROUGH E-LEARNING, CONSTRUCTIVISM AND COOPERATIVE THINKING: THE EXPERIENCE OF PREPAIRED!  

Domenico Vito, Mita Lapi, Stefania Fontana, Antonio Ballarin Denti and Lorenzo Cozzi 723 
 

Inclusive Citizenship Education in Times of Crisis 734 
THE CHALLENGES OF GLOBAL CITIZENSHIP EDUCATION BEFORE THE COVID-19 AND BEYOND  

Marta Ilardo and Marta Salinaro 735 
CIVIC EDUCATION IN TIMES OF CRISIS – THE IMPORTANCE OF MEANING AND MEANING MAKING  

Bastian Vajen and Jessica Burmester-Kock 745 
 

Transforming Citizenship Through Civic Education. Approaches, 
Methods, Experiences 758 

LANGUAGE EDUCATION AND CITIZENSHIP  
Monica Barni 759 

HISTORY, CIVIC EDUCATION AND HERITAGE EDUCATION: THE CHALLENGES OF TEACHERS IN DEMOCRATIC SOCIETY  
Beatrice Borghi 771 

THE ‘CLIMATE’ OF THE POST-COVID CLASSROOM. NEW IDEAS FOR CIVIC EDUCATION AND CITIZENSHIP 
TRANSFORMATION  

Maria Cinque, Irene Culcasi, Italo Fiorin and Claudia Russo 783 



v 

v 

THE CONCEPTS OF HERITAGE AND EDUCATION FOR ACTIVE CITIZENSHIP IN THE REPRESENTATIONS OF FUTURE 
TEACHERS: A SURVEY  

Filippo Galletti 795 
'WE, FOOD AND OUR PLANET': TOOLS AND METHODS FOR TEACHING CIVIC EDUCATION AND SUSTAINABLE 
DEVELOPMENT THROUGH FOOD  

Sonia Massari and Elena Cadel 809 
A GLOBAL CITIZENSHIP EDUCATION AS AN OPPORTUNITY FOR RE-INVENTING CITIZENSHIP. INSIGHTS FROM AN 
EMPIRICAL RESEARCH EXPERIENCE IN A MULTICULTURAL NEIGHBORHOOD  

Alessandra Mussi, Chiara Bove and Sara Basaglia 819 
BUILDING INCLUSIVE AND WELL-BEING SCHOOL COMMUNITIES AND ‘CITIZENIZATION’ THROUGH CHILDREN’S ACTIVE 
PARTICIPATION. THE ISOTIS STUDY  

Giulia Pastori and Valentina Pagani 831 
BUILDING INTERCULTURAL CITIZENSHIP: PARTICIPATORY PATHWAYS AMONG EDUCATORS OF UNACCOMPANIED 
MINORS, SCHOOL AND TERRITORY  

Isabella Pescarmona, Lorena Milani and Federica Matera 843 
THE ROLE OF EXPERIENTIAL LEARNING IN CITIZENSHIP EDUCATION: LESSONS FROM THE FIELD  

Roberta Salzano 853 
 

Evolution of VET systems in Europe between demands for economic 
recovery and reduction of inequalities 866 

TERRITORIAL DUALISM AND CONTINUING VOCATIONAL TRAINING SUPPLY  
Roberto Angotti, Achille Pierre Paliotta and Simona Carolla 867 

ANALYSIS OF EXPERIENCES AND DATA TO IMPROVE AND RETHINK THE ITALIAN MODELLING OF EDUCATIONAL AND 
TRAINING CONCEPTS AND PRACTICES  

Manuela Bonacci 879 
INDIVIDUALIZATION OF TEACHING AND WBL, REAL OPPORTUNITIES FOR DISADVANTAGED STUDENTS  

Ivana Guzzo 897 
THE KEY ROLE OF VOCATIONAL EDUCATION AND TRAINING SYSTEMS IN THE DIGITAL TRANSITION. RECOVERY AND 
RESILIENCE OF VET POST COVID-19  

Alessandra Pedone 907 
INNOVATIVE STRATEGIES FOR ADULT EDUCATION AND LIFELONG LEARNING BETWEEN PERSONALIZATION AND 
DIGITIZATION  

Gabriella Aleandri, Nuria Llevot Calvet and Olga Bernad Cavero 917 
ADULT COMPETENCIES IN ITALY BETWEEN COMPANY’S RESPONSIBILITY AND INDIVIDUAL RIGHT TO TRAINING  

Roberto Angotti and Luca Dordit 931 
WORK EVOLUTION AND RELATION DIMENSION: PEDAGOGICAL AND TRAINING TRAJECTORIES FOR HUMAN 
DEVELOPMENT  

Fabrizio d’Aniello 945 
INNOVATIVE, MEDIA, STRATEGIC: WHICH SKILLS FOR THE NEW COMPLEXITIES?  

Maria Caterina De Blasis 957 
 

Networks of Practice: Informal Learning and the ‘Employability’ 
Policy/Curriculum Discourse in STEMP 968 

THE PRACTICE ARCHITECTURES OF TECHNOLOGICAL ENHANCED LEARNING ENVIRONMENTS  
Sam Fowler 969 

 

Re-Entry to School Rethinking Adult Education in the CPIA 984 
TEACHING METHODS, TEACHING TRAINING AND ADULT EDUCATION. A SURVEY IN THE MOLISE REGION  

Filippo Bruni 985 
SOCIAL INNOVATION AND GOVERNANCE OF NETWORKS IN LIFELONG LEARNING PROGRAMS  

Giuseppe Luca De Luca Picione and Amalia Caputo 1008 
THE REFUGEES WELCOME RECEPTION MODEL AS AN EXERCISE OF ACTIVE CITIZENSHIP FOR SOCIAL INCLUSION  



vi 

vi 

Mirella Ferrari   1007 
NEW PROFILES OF ADULTS IN EDUCATION. CLUSTERING STUDENTS TO RETHINK INNOVATIVE TARGETING STRATEGIES 
OF CPIAS  

Lucia Fortini and Domenico Trezza 1025 
FOR A CREATIVE COUNTERCULTURE. THE HEGEMONIC POWER OF (ADULT) EDUCATION  

Vanessa Lamattina 1041 
THE TERRITORIAL NETWORKS FOR LIFELONG LEARNING BETWEEN STRATEGY AND OPERATION  

Raffaele Sibilio, Paola Buonanno and Angelo Falzarano 1053 
 

School Work Alternance: What Challenges for National Educational 
Systems? 1064 

THE ARTICULATION OF SWA IN ITALY: CONTEXT, PROCESSES AND OUTCOMES OF SCHOLASTIC INNOVATION  
Stefania Chimenti, Antonio Fasanella and Fiorenzo Parziale 1065 

SWA/PTSO PROJECTS: CAREER TRAJECTORIES AND STUDENT EDUCATIONAL PATHWAYS. BUILDING OF A TYPOLOGY  
Antonio Fasanella, Maria Paola Faggiano, Veronica Lo Presti and Maria Dentale 1077 

THE HOST ORGANISATIONS' POINT OF VIEW ON ITALIAN SCHOOL-WORK ALTERNANCE PROGRAMS  
Noemi Novello, Alessandra Decataldo and Brunella Fiore* 1093 

CIVIL ECONOMY AND SOCIAL AGRICULTURE: REGENERATIVE FACTORS IN MARGINALIZED YOUNG PEOPLE  
Daniela Pavoncello and Sabina Polidori 1107 

 

 



 

 

 

 

 

 

 

 
Page intentionally left blank 



225 

225 

  

John Dewey’s Impressions of Soviet Russia, and the 
Post-revolutionary Educational System  

Dorena Caroli 
University of Bologna, dorena.caroli@unibo.it 
 
 
ABSTRACT: Even though the reception of John Dewey’s pedagogical theories 
in Russia and the Soviet Union has been extensively investigated, there are 
still several little-known aspects to the subject, especially concerning the 
circulation of his ideas in Tsarist and post-revolutionary Russia, and it is on 
these that this article focuses. Dewey’s works were translated into Russian at 
the beginning of the twentieth century and again after the Bolshevik 
Revolution of 1917. During the 1920s, his writings formed the basis of a series 
of experiments in the reform of Soviet schools, which were not conceived as 
authoritarian institutions as they were later in the 1930s, under Stalinism. This 
article is divided into three parts. The first introduces the context in which 
Dewey’s works were first translated into Russian, before the Revolution, in 
order to reform Tsarist schools. The second deals with the spread of Dewey’s 
theories, and in particular the place of American concepts within Soviet 
reforms, as they corresponded to the values and purposes of the Marxist 
schools that the new Bolshevik government defined as polytechnics, charged 
to train future collective workers. The third section describes some aspects of 
the Soviet educational system that are presented in Dewey’s work Impressions 
of Soviet Russia and the Revolutionary World: Mexico – China – Turkey, which 
he wrote in 1929 after his trip to Russia in the previous year. In this writing, he 
observed the creation of a Marxist educational system during the 1920s, 
through which American activism was diffused. 
 
KEYWORDS: John Dewey, History of the School, Educational System, Russia, 
Nineteenth Century, Twentieth Century 
 
 
Introduction 
 
Between the end of the nineteenth century and the beginning of the 
twentieth, there was a quest for new educational models, and these 
were discussed and exchanged internationally. It was proposed that 
these new models and the schools they inspired should correspond to 
developments in wider society and aim to encourage its positive 
progress. The science of the child, which was elaborated by the 
American psychologist Stanley Hall (1846–1924). focused on the need to 
educate on the basis of principles that related to psychological 
development. In America, the philosopher John Dewey realized that this 
aspiration to change society through education was a chance to offer 
educational opportunities to the next generation, in particular to the 
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children of immigrants and those from the lower classes (Sébastien-
Akira, 2017).  

Dewey’s conception of education, which he developed at the 
University of Chicago Laboratory School, was one of the most 
important achievements of the American progressive education 
movement. Founded by Dewey in 1894, this school offered a real 
change in education, although he was not the only educator who was 
stressing the development of learning processes based on labor in 
schools. Its influence rapidly spread internationally, and it constituted a 
real model for change. Russia was the nation in which Dewey’s theories 
spread most quickly because at the end of the nineteenth century, after 
the liberal reforms of 1864, education was considered to be the only 
means by which to improve the living conditions of the population and 
modernize the country. School reform needed models that could erase 
social differences, as these were still a feature of the old-fashioned 
Tsarist school system (Caroli, 2020). Interest in Dewey’s ideas had 
already arisen in the pre-revolutionary context of debates about Tsarist 
reform. Recent studies have highlighted the different phases in which 
Dewey’s theories were received, and the reason why they especially 
took root in post-revolutionary Russia. His ideas began to circulate most 
widely in the 1920s, when experimentalism was one of the main 
features of the Soviet school system (Kornetov, 2014; Rogaceva, 2016; 
Rudderham, 2021). For this reason, it is necessary to look at the early 
translations of Dewey’s works in order to understand how his theories 
were received after the Revolution. His works were translated from 
1907, at a time when a great variety of theories were circulating, all 
aimed at renewing educational culture, institutions and schools.  

By comparing the two phases of Dewey’s reception in Russia, before 
and after the Revolution, it will be possible to understand the reception 
of his work more comprehensively and in relation to the main 
educational problems that the country had to cope with. Before the 
Revolution, the main problems were the illiteracy of children and adults 
from the poorer classes, and a lack of education for neglected children 
from the urban working class (section 1). When Dewey’s theories 
circulated in post-revolutionary Russia, they were considered to be one 
of the main supports for Marxist reform of Soviet schools, which aimed 
to shape a classless society (section 2). Finally, Dewey’s Impressions of 
Soviet Russia and the Revolutionary World: Mexico – China – Turkey is 
considered, in which he discusses the Soviet educational system, a 
huge communist enterprise that faced the major social problems of 
child abandonment and illiteracy and charged schools to train and 
indoctrinate a new generation of workers and peasants (section 3). 
 
 
1. Dewey’s reception in pre-revolutionary Russia 
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Recent studies have demonstrated that an intensive pedagogical 
movement formed around the well-known school at Yasnaya Polyana, 
which was founded in 1859 by the well-known Russian writer Leo 
Tolstoy for peasant children. Tolstoy traveled throughout Europe in 
order to discover a model for a new type of school for Russia, but 
realized he was searching for something very different from the schools 
he observed. He wanted to create a ‘laboratory’ for knowledge, based 
on informal lessons and manual work, unique because there would be 
no timetable, physical punishments or homework. Freedom was one of 
the main principles and practices of this educational culture, which was 
inspired by Rousseau’s philosophy of education. Tolstoy’s innovative 
thinking was the starting point for the creation of ‘new schools’ in 
Russia in the last decade of the nineteenth century and the beginning of 
the twentieth, and, thanks to the author’s fame, for the renewal of 
schools internationally (Caroli, 2020).  

The pedagogical movement tied to Tolstoyan ideas was defined as 
the ‘free education movement’. It was led by the philosopher Ivan 
Gorbunov-Posadov (1864–1940). who took a leading role in 
disseminating the ideas of so-called Tolstoyism (tolstovstvo). with a rich 
debate about innovations in schooling being encouraged by the 
publishing house Posrednik (Intermediate). This was set up in 1897, also 
by Tolstoy, to promulgate educational innovation, with the book 
collection Library (by I. Gorbunov-Posadov) for Children and Youth 
(Biblioteka Gorbunova-Posadova dlia detei i iunoshestva) and the 
journal Free Education (Svobodnoe vospitanie) being particularly 
influential. Posrednik also published the well-known Italian book Hearth. 
Book for Boys (1886) by Edmondo De Amicis, which was translated and 
adapted to Tolstoyan philosophy by Lenin’s sister. 

Tolstoyan publishing activity also concerned the publisher Pavel 
Aleksandrovich Bulanzhe (1865–1925). who was a writer and translator. 
After he met Tolstoy in 1888, the two writers developed a twenty-year 
friendship. From 1893, Bulanzhe worked at Posrednik, but for 
distributing prohibited works by Tolstoy and his contacts with 
sectarians in 1897, he was briefly expelled from Russia. After moving to 
England, where he published Tolstoy’s works, he returned to Russia at 
the end of 1899, but from 1900 to 1904 lived constantly under secret 
police surveillance. Founder and owner of the publisher A. Pechkovskii-
P. Boulanzhe and K., Bulanzhe published the very first translation of 
Dewey’s School and Society (Shkola i obschestvo) into Russian in 1907. 
It was his own translation, and the foreword and annotations were by 
Ivan Gorbunov-Posadov (ibid., 126). This was the beginning of interest 
in Dewey’s ideas. Translations are often the first source of international 
circulation of educational models and ideas, but sometimes indicate 
that a deep interest already exists between cultures. Indeed, from the 
end of the eighteenth century, there had already been connections 
between Russian and American culture. For example, the city of 
Chicago and its university, at which John Dewey had arrived in 1894 to 
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take over the Department of Philosophy, Psychology, and Pedagogy, 
had contacts in Russia both in cultural and economic fields. Of particular 
importance are the reports written by William W. Brickman (1913–1986). 
a great supporter of Dewey’s ideas, and co-founder of the Comparative 
Education Society (later renamed the Comparative and International 
Education Society) in the United States in 1956 (Brickman, 1960; 1964).  

Another point of contact was the well-known philanthropist Jane 
Addams, founder of Hull House in Chicago, which catered for recently 
arrived European immigrants. She visited Yasnaya Polyana in 1896 and 
accepted a donation towards her social activities from Tolstoy. Later, in 
1903, a Russian architect, Aleksandr U. Zelenko (1871–1953). lived for a 
time at Hull House, and probably met John Dewey when he gave 
lectures on social psychology there. On his return to Moscow, Zelenko 
spread a Hull House-inspired idea of settlement work with his 
collaborators Luiza Schleger (1862–1942) and Stanislav T. Shatskii 
(1878–1934). Through Zelenko, Shatskii probably, became acquainted 
with Dewey’s pedagogical conception. Close to the ‘free education 
movement’, Shatskii opened the first Settlement (in Russian setlement) 
for children from poor neighborhoods in Moscow in 1906; but this was 
closed by the Tsarist government after charges of socialist 
indoctrination were made. In the following years, Shatskii founded an 
experimental school named Cheerful Life (Bodraia Zhizn’) in Kaluga. 
This was an expression of his overarching vision that fully integrated 
education and work, and offered a boarding school education alongside 
training for agricultural work both for illiterate children and adults 
(Brickman, 1960, 83-84). It was based on self-organization and the 
collaboration of all participants with the activities that were offered. The 
model of the American progressive school was considered suitable both 
in terms of the type of institution and in terms of its curriculum. One 
member of the free education movement, Nikolai V. Chekov (1865–
1947). argued that a further reform in Russia should introduce eight 
years of school attendance, and that this should be based on a 
decentralized organization. After the Revolution, Chekov joined the 
central administration of the People’s Commissariat for Enlightenment 
and was one of the main specialists in the primary school system. The 
curriculum of these schools retraced the American model, being based 
on active methods of learning (Caroli, 2020, 125-128). Dewey’s 
conception of developmental stages of learning, of an active 
methodology of learning, and of the role of education in the creation of 
a new society was crucial for the Soviet authorities as they shaped a 
new educational system. 
 
 
2. Dewey and activism in post-revolutionary Russia 
 
From the October Revolution of 1917 until the 1930s, the reception of 
Dewey’s ideas meant that Soviet educational authorities encouraged the 
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realization of Marxist schools, in which the learning process was 
associated with labor in order to guarantee training for future workers. 
The Soviet school system was ready to experiment with activism, and 
all educational strategies helped to shape a system that corresponded 
to the Bolshevik ideology of schooling. Different debates, tendencies, 
and solutions animated the cultural context of the post-revolutionary 
decade. 

On the basis of the Uniform Labor School Regulations that were 
published on October 1, 1918, all schools came under the People’s 
Commissariat for Enlightenment, and were given the name Unified 
Labor School. They provided free, compulsory, coeducational, and 
secular education to all children from eight to seventeen. They were 
divided into two levels: the first for children from eight to thirteen, and 
the second for children from fourteen to seventeen. 

 
Productive labour must serve as the basis of school life, not as a 
means of paying for the maintenance of the child, and not only as a 
method of teaching, but as socially-necessary productive labour … 
The school is a school-commune, closely and organically linked 
through the labour process with the environment. Instruction 
throughout the school was to have a ‘polytechnical character’ 
(Fitzpatrick, 1970, 28-29, 33) 

 
While originally school was to be attended for nine years (five years at 
elementary school and four years at middle school). in 1921 it was 
reduced to seven, maintaining the nine-year cycle for vocational 
schools. Inside the People’s Commissariat for Enlightenment, two main 
tendencies concerning so-called polytechnic work inside the future 
Marxist schools emerged. One of these was represented by the Ministry 
of Enligtenment’s Anatolii V. Lunacharskii, who opted for education 
being prolonged until the age of seventeen without early specialization, 
while others pushed for early specialization in order to prevent youth 
unemployment. Utopian political projects concerning the introduction of 
9-years school system collided with the scarcity of resources necessary 
for buildings, teachers and textbooks. 

Simultaneously with institutional reform, curricula and methods were 
constantly discussed, elaborated, and revised in light of the Marxist 
political ideals of the new regime. In this period, the interest in Dewey’s 
theories was made evident by the intensity of the translation into 
Russian of his works Psychology and pedagogy of Though (Psikologiia i 
pedagogika myshleniia, 1919, second edition in 1922). School and 
Society (Shkola i obschestvo, 1920, 1921 and 1925). and The School and 
the Child (Shkola i rebenok, 1921) by Stanislav Shatskii, R. Landsberg, 
and L. Azarevich. After 1925, though, translations of Dewey’s works 
ceased. Although these translations have not yet been studied from the 
viewpoint of hermeneutical analysis, thereby highlighting how the 
translated texts respect the originals (and their titles) or were adapted, 
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by being cut or in other ways, for Soviet readers (whether reformers or 
teachers). one may observe that they played a huge role in the debates 
around educational reform. It was not only Shatskii but also other 
important pedagogues of the time, such as P.P. Blonskii, A.P. Pinkevich, 
and Anatolii Lunacharskii, who made frequent mention of Dewey’s 
works.  

Overcoming the traditionalists was only possible thanks to Dewey’s 
works in particular and American progressive pedagogy in general, with 
the Dalton Laboratory Plan by Helen Parkhurst (1887–1973) and the 
‘project method’ (in Russian also well-known as ‘complex method’) by 
Dewey’s pupil and collaborator William Heard Kilpatrick (1871–1965). 
These methods introduced into Soviet school a new active way of 
acquiring knowledge (Holmes, 1991, 32-35).  

According to the ‘project method’, learning was a project around 
which all activities were organized. All traditional school subjects 
ceased to exist, to be replaced by society, labor and nature, around 
which all pupils actively built their knowledge. William Kilpatrick’s work 
The Project method. Application of the Aimed Setting in Educational 
Process (Metod proektov. Primenenie celevoi ustanovki v 
vospitatel’nom protsesse). with an introduction by N.V. Chekov, was 
translated into Russian in 1925, and might have circulated before this 
date. Influentially, active learning, based on the ‘project method’, was 
introduced at the ‘Timiriazev biological station’, which was founded in 
1918 near Moscow for the study of nature and natural sciences. This 
extra-school institution was the basis for the development of the Young 
Naturalist movement, which was very widely spread across the Soviet 
Union until the fall of the communist regime (Caroli, 2019). 

In a similar way, the Dalton Laboratory Plan by Helen Parkhurst was 
implemented. This required that pupils undertook their assignments by 
learning from textbooks given to them by their teachers. An exhaustive 
analysis of the adoption of these active methods should be carried out 
in order to investigate how these methods were implemented, how the 
teachers reacted, and if the pupils enjoyed them and felt motivated. 
Both of these didactic experiments had been abandoned by the end of 
the 1920s. 

In a very famous pupil diary, The Diary of Kostia Riabtsev, which 
concerned the school year 1923/1924 and was published in 1928, the 
ironic description is a representative case of how these innovations 
were received: 

 
Our school is introducing the Dalton plan. It is a system according to 
which the schoolworkers [teachers, in Russian shkraby] don’t do 
anything, and the pupils still have to learn. At least I’ve understood so. 
There will be no lessons now, but the pupils will be given 
assignments. These will be given for a month, we can do them both at 
school and at home, and as soon as they are ready, we present them 
in the laboratory [rather than a normal classroom]. In each laboratory 
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there will be a ‘schoolteacher’ who is a particular specialist in his 
matter: in mathematics, for example, there will be Almakfish, in social 
science Nikbetozh, and so on. They are the spiders and we are the flies 
(Ognev, 1925, 7). 
 

The pupil further describes the teachers’ and the pupils’ disorientation 
as the new laboratory did not have a desk. This method probably 
required better teacher training than it was possible to offer Soviet 
teachers. In any case, in the context of political and economic change at 
the beginning of the 1930s, different decisions about elementary 
schools – published in 1931 and 1932 – marked the end of 
experimentation and the return to a traditional way of learning that was 
based on subjects and discipline. Stalinist schools aimed to train future 
specialists to allow the planned industrialization of the country and the 
development of a planned economy. 

Active educational methods were also to be found in other 
educational institutions, an example being the out-of-school activities of 
the Pioneer Organization ‘V.I. Lenin’. This structured all activities in 
sections, to educate children in discipline, obedience, and a collective 
life that promoted Communist values. 

A great number of colonies opened in Russia between 1918 and 1922, 
organized to address the problem of abandoned children that in post-
revolutionary Russia assumed unprecedent proportions. These were 
also based on an active educational system. Children had to participate 
in everyday activities and work in handicraft laboratories (Caroli, 2004). 
In the first version of the Soviet film Road to Life (Putevka v zhizn’, 
1931). by the film-maker Nikolai Ekk (1902–1976). which was dedicated 
to the reeducation of abandoned children and young offenders in one of 
these colonies, John Dewey appears on the screen to narrate the 
introduction, summarizing the film’s content, which was set at the 
beginning of the 1920s:  

 
Ten years ago, every traveler in Russia came back with the stories of 
the hordes of wild children who roamed the countryside and infested 
the city streets. They were the orphans of soldiers killed in the war, of 
fathers and mothers who perished in the famine after the war. You will 
see a picture of their old road to life, a road of vagabondage, violence, 
thieving. You will also see their new road to their new life, a road 
constructed by a brave band of Russian teachers. 
After methods of repression had failed, they gathered these children 
together in collective homes, they taught them cooperation, useful 
work, healthful recreation. Against great odds they succeeded. There 
are today no wild children in Russia. 
You will see a picture of great artistic beauty, of dramatic action and 
power. You will also see a record if a great historic episode. These 
boys are not professional actors. They were once wild children, they 
once lived in an actual collective. You will also see an educational 
lesson of the power of freedom, sympathy, work and play to redeem 
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the juvenile delinquent; a lesson from which we too may learn 
(Bowen, 1962, 5). 
 

Huge reforms were made so that homeless children could be assisted 
and educated. Several colonies that were based on work offered a 
solution to this new educational problem. Shatskii, Makarenko, and 
other educators created hybrid models that mixed American 
experiences of educational and social work with Communist pedagogy. 
 
3. Dewey’s Impressions of Soviet Russia 
 
In 1928, John Dewey visited the Soviet Union as a member of the 
American Society for Cultural Relations with Russia. This unofficial trip, 
which was made by twenty-five America educators, included the editor 
of the journal School and Society. Dewey’s views about Soviet 
education appeared in several articles published over the following 
years, and in 1939 a book entitled Impressions of Soviet Russia and the 
Revolutionary World: Mexico — China — Turkey was reprinted. Very 
critical about the educational system, Dewey was at the same time quite 
positive about the political system, observing that «Communism, if one 
judges from impressions that lie on the surface in Leningrad, lies in 
some remote future» (Dewey, 1929/1964, 47).  

In the third chapter, he observes that «propaganda is education and 
education is propaganda» and that «propaganda and education» are 
identified by Soviet pedagogues (ibid., 71). Of the different aspects that 
Dewey observed as being oriented towards American liberal attitudes, it 
is important to consider three of them, in order to understand his 
comparative approach to the Soviet educational and school system: 
these are the condition of childhood, the public system of Soviet 
schools in relation to family education and its ideological content, and 
reception of the ‘project method’.  

Concerning the first aspect, Dewey observed in Leningrad, as many 
foreign visitors did, that «even the ‘wild children’ who have formed the 
staple of so many tales have not disappeared from the streets of the 
large cities» (ibid., 55). Besides cultural institutions, he also had the 
opportunity to visit an orphan asylum, which was unlike any he had 
previously seen because children: 

 
…were not lined up for inspection. We walked about grounds and 
found them engaged in their various summer occupations, gardening, 
bee-keeping, repairing buildings, growing flowers in a conservatory 
(built and now managed by a group of particularly tough boys who 
began by destroying everything in sight). making simple tools and 
agricultural implements, etc. (ibid., 57). 
 

From this perspective, Dewey presents the evolution of Shatskii’s 
educational experiment, from constitutional democrat at the beginning 
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of the century (when he had contact with the Settlement movement and 
founded a colony inspired by Tolstoyism in Moscow) to Communist «as 
symbol of the social phase of the entire Soviet educational movement» 
(ibid., 75-76). He is aware of the fact that 

 
those reforming and progressive endeavors which were hampered in 
every possible way by the Tsar’s régime were actively and officially 
promoted by the Bolshevist régime, a fact that certainly influenced 
many liberal intellectuals to lend their cooperation to the Bolshevist 
government (ibid., 77). 
 

Concerning the second aspect, Dewey describes the educational and 
school system, with some comparative details, in two central chapters 
of his work, titled What Are the Russian Schools Doing? and New 
Schools for New Era? The function of the school is «to create habits so 
that persons will act coöperatively and collectively as readily as now in 
capitalistic countries they act ‘individually’» (ibid., 74). According to his 
impression, schools are «the arm of the Revolution» because they 
connect education with the formation of a new cultural attitude.  

Dewey observes that one of the most important pedagogical 
innovations is «the technique which has been worked out for enabling 
teachers to discover the actual conditions that influence pupils in their 
out-of-school life», because this implies an important effect on the 
whole of family life. He remarks on the first part of the educational 
system, dealing with children from three to seven, and summer 
colonies, which were aimed to replace the family role, the parents being 
engaged in the industrialization process, and he concludes that «there 
are many elements of propaganda connected with this policy, and many 
of them obnoxious to me personally» (ibid., 86). Indeed, the increase in 
public schools was in general connected with a new conception of 
family education, and Dewey observes that «what is going on in Russia 
appears to be a planned acceleration of this process» (ibid., 85). Finally, 
concerning the ‘complex method’, Dewey deepens the concept of 
«socially useful work» as a criterion to determine the value of 
Kilpatrick’s ‘project method’ used inside Soviet educational institutions 
(colonies and schools). and, although his impression doesn’t 
correspond to reality, he argues: 

 
That which distinguishes the Soviet schools both from other national 
systems and from the progressive schools of other countries (with 
which they have much in common) is precisely the conscious control 
of every educational procedure by reference to a single and 
comprehensive social purpose (ibid., 83). 
 

In the chapter devoted to education, A New School for a New Era?, he 
underlines that the main idea of the underlying reform is connecting 
schools with social life. For the first time «there is an educational 
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system officially organized on the basis of this principle» (ibid., 88). He 
observes also that the American influence, rather than that of Tolstoy, 
was on the whole predominant. The central place of human labor in 
educational curricula was evident in the organization of the curriculum. 
Dewey underlines that the ‘complex method’ should be intended as a 
method that involves «a united intellectual scheme of organization» and 
that it was connected with the concept of auto-organization of children, 
which was adopted by another well-known educator, Moisei M. Pistrak, 
and other pedagogues, but was considered artificial in American 
schools. Dewey continues:  

 
In view of the prevailing idea of other countries as to the total lack of 
freedom and total disregard of democratic methods in Bolshevist 
Russia, it is disconcerting, to say the least, to anyone who has shared 
in that belief, to find Russian school children much more 
democratically organized than are our own; and to note that they are 
receiving through the system of school administration a training that 
fits them, much more systematically that is attempted in our 
professedly democratic country, for later active participation in the 
self-direction of both local communities and industries (ibid., pp. 98-
99). 
 

The Soviet educational system was a «going concern: a self-moving 
organism». Nevertheless, he concludes that he felt humiliated that the 
liberal principles of progressive education were incorporated more in 
Soviet schools than in American ones, and that American teachers 
could find models in Russia of schools where progressive democratic 
ideas were completely embodied. 
 
 
Conclusion 
 
Analysing some elements of Dewey’s reception is important for the 
history of transnational education, because his ideas met very different 
political contexts, and his methods were therefore adapted to differing 
school systems. Nevertheless, comparing Dewey’s reception before and 
after the Russian Revolution of 1917 indicates, on one hand, a very deep 
interest in progressive education and in its innovations and, on the 
other hand, a different degree of political openness toward these 
foreign innovations in post-revolutionary Russia and before the advent 
of Stalinist totalitarianism.  

The advent of Stalinist schools at the beginning of the 1930s meant a 
return to the Tsarist culture of education, with strong discipline and 
traditional learning strategies based on teachers’ authority. During the 
Cold War, there was a strong attack made on Dewey, and his 
impressions of Soviet Russia were considered from a political 
perspective. In 1952, the Great Soviet Encyclopedia cut down the size of 
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the article on Dewey, and he is described as «a reactionary bourgeois 
philosopher and sociologist» who worked «in the interests of aggressive 
policies of the government of the USA». Moreover, he is charged with 
«spreading racial obscurantism, amorality, unscrupulousness», and is 
condemned for using education «as a tool to indoctrinate capitalism on 
the one hand, to foment hatred of Communism on the other», being «an 
ideologist of American Imperialism (and) a violent enemy of the USSR» 
(Brickman, 1960, 85).  

It goes without saying that the translations made of Dewey’s works 
corresponded to each phase of reception. In 1968, Liberty and Culture 
(Svoboda u kul’tura) was translated and from the 1990s, some other 
works have also been translated into Russian, the most recent example 
being Democracy and Education (Demokratiia i obrazovanie, 2000). 
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