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ABSTRACT

This paper explores the transformation of peasant work culture in contemporary educational
contexts through the theoretical framework of folklorism and heritage-making. Based on quali-
tative fieldwork at the Gyermekliget Alternative School, it analyses how agricultural practises
are re-contextualised in the institutional setting of the school garden. The study understands tra-
dition not as a set of static, inherited forms, but as a dynamic system of practises that undergoes
functional and semantic transformations.

It develops a processual model of heritage formation based on successive phases of selec-
tion, recontextualisation, ritualisation, institutionalisation and transmission. The results show
that practices originally associated with subsistence farming take on new pedagogical mean-
ings, particularly in terms of embodied knowledge, sensory experience and community collab-
oration. In this context, the school garden functions as a mediating space where practices of the
past are not reconstructed but are reorganised through everyday action.

The paper argues that folklorism in this case functions not as representation but as practice,
and demonstrates how non-representational elements of folk culture can become meaningful in
contemporary institutional settings.
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1. INTRODUCTION

By the second half of the 20th century, peasant work culture had lost the social and economic
environment in which it functioned as a self—reproducing system. At the same time, the experi-
ential context in which knowledge related to work was passed down directly from father to son,
from generation to generation, also ceased to exist. The interwoven system of farming, animal
husbandry, land use and the rhythm of the seasons disintegrated not only in an economic sense,
but also as a complex way of life in which learning was not separated from every day practises
(BirO 1987; BIRO — GAGYI 1987). In the current social environment, practises associated with
peasant labour no longer form part of daily life, but appear as mediated, fragmentary and often
abstract knowledge (PENTEK 1987).

This paper argues that elements of peasant work culture' appear in contemporary education
as transformed practises, as distinct from tradition. In this context, the school — and particularly
the school garden — is an institutional space where elements of the past are reorganised and take
on new meanings. Rather than mere traditionalism, this study highlights how past practises are
recontextualised, undergoing a shift in function to take on contemporary pedagogical and social
significance (BAUSINGER 1983. 434-436; KEszeG 2015).

At the same time, the institutional revitalisation of peasant work culture cannot be described
simply as the preservation of tradition. Gardening, plant care, and cyclical work do not appear
in the school environment as economic necessities, but as structured actions associated with the
development of attention, body awareness, perception of time and cooperation. The significance
of these practises lies not in representation but in action: in the way participants experience their
relationship with the environment first—hand. This approach is consistent with those strands of
heritage theory that interpret heritage not as an object but as a performative practice (KIRSHEN-
BLATT-GIMBLETT 1998; SMITH 2006).

The study examines how these practises can be interpreted within the interrelated process-
es of folklorism, invented tradition and heritage—making. Various theoretical approaches — the
interpretation of folklorism as a shift in function (BAUSINGER 1983), the operation of invented
tradition based on repetition (HoBsBawM 1983), and the conception of heritage as a designated
and institutionally mediated cultural construct (KeszeG 2011; SmitH 2006) — together help ex-
plain how elements of peasant work culture become part of contemporary pedagogical practice.

' “In this paper, the term ‘peasant’ (paraszt) is used not in a pejorative sense to imply backwardness, but as a socio-
logical category referring to a traditional agrarian society possessing complex, specialized knowledge and a unique
value—preserving culture.”
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The paper does not aim to provide a general overview of the concepts of tradition and heritage,
but rather to focus on how this operates in a specific case.

The empirical basis of the research is provided by a field study of the Szarkas-puszta school
and its associated school garden. The institution’s unique spatial location — on the border be-
tween urban and rural life — allows the garden to function not merely as a pedagogical tool, but
as a transitional space in both temporal and spatial terms, where different modes of operation
interact, forming a coherent way of life. Building on an analysis of field notes, interviews and
parental questionnaires, the study examines how activities in the garden are organised, what
meanings they hold for participants, and how they are transformed through repetition, selection
and institutional framing.

The aim of the paper is not merely to describe an alternative pedagogical practice, but to
understand how elements of peasant work culture can fulfil new functions within the current
social and institutional conditions. The paper argues that the school garden is not a space for
reconstructing the past, but a setting in which, through practice, heritage emerges. In this sense,
heritage emerges through everyday practice, repetition, and embedding within the community
(KIRSHENBLATT-GIMBLETT 1998; SmiTH 2006).

2. THEORETICAL FRAMEWORK — FOLKLORISM, INVENTED
TRADITION AND HERITAGE FORMATION

Contemporary manifestations of peasant work culture can only be understood if tradition is
approached as a process rather than a static state. In this context, tradition is a practice bound
to a way of life organised within the order of everyday actions, without reflection. Accordingly,
peasant work culture was not merely a system of economic activities, but an interwoven struc-
ture comprising the use of space, the culture of movement and transport practises, the daily tem-
poral rthythms, the use of the body, and communal cooperation (Bir6 1987; BIRO—GAGYI 1987).

With the breakdown of this system, however, it was not merely a form of farming that
ceased to exist, but also the experiential context in which knowledge was passed down directly
through practice. Tradition thus lost its self—evident character and broke down into elements that
can only be made accessible again through designation and reinterpretation. It is at this point
that the concept of invented tradition comes to the fore; in Eric Hobsbawm'’s interpretation,
this refers to practises which, through repetition and ritualisation, create a sense of continuity
with the past, whilst in reality reflecting the social needs of the present (HoBsBawM 1983). The
emphasis in this case is not on authenticity, but on the mode of operation: on how the practice
becomes a means of conveying norms and shaping identity. This type of transformation of
tradition is closely related to the phenomenon of folklorism. Following Hermann Bausinger,
folklorism constitutes a shift in function rather than mere preservation. In other words, the cul-
tural elements removed from their original lifeworld context become imbued with new layers
of meaning and often appear in a different social sphere (BAUSINGER 1983). Classical processes
of folklorisation have mainly been examined in the spectacular domains of folk art — dance,
music, costume — where the aesthetic form allowed for representation and display (Voict 2007,
cited in VAIDA 2016. 23). In the case of peasant work culture, however, a different mechanism
can be observed. Work does not possess an aesthetic dimension that would allow for its direct
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representation. Thus, its meaning is not to be grasped through spectacle, but in the action, in
the coordinated functioning of the individual and the environment. Consequently, folklorism
is manifested here specifically through the revitalisation of everyday practice. The key to this
shift in function is that activities associated with production take on pedagogical and socialising
significance; in other words, work becomes interpretable not as an economic necessity, but as a
situation of experiential learning (PENTEK 1987; KESZEG 2015).

This interpretation differs in part from the view that a significant part of the material cul-
ture of folk education cannot be integrated into the everyday practises of modern life (PENTEK
1987). Although the original functions indeed cannot be reproduced this paper argues that they
can survive by taking on a completely new role: not as economic activities, but as structured
actions that serve as tools for embodied knowledge, sensory engagement and the formation of a
relationship with the environment.

Folklorism itself, however, is the result of a selections process operating according to different
logics. Of the elements of the past, only those that are compatible with the present—day social val-
ue system and/or that can be easily reinterpreted become communicable. Vilmos Tanczos points
out that the process of heritage—making at the same time emphasises and silences: it overempha-
sises certain elements while pushing others into the background (TANczos 2018). This is clearly
observable in the case of peasant work culture. Whilst the aestheticised and therapeutic or recrea-
tional practises of gardening — such as making herbal tea, creative plant dyeing or the creation of
decorative kitchen gardens — can be more easily integrated into the educational programme, the
physical strain arising from economic necessity, the monotony, or the material realities of live-
stock farming (e.g. pig slaughter) fall outside this interpretative framework. Following this selec-
tion, these practises become stabilized and canonised within institutional frameworks. It is at this
point that the concepts of tradition and heritage diverge. According to Vilmos Keszeg’s distinction,
tradition functions spontaneously as an organic part of the lifeworld, whilst heritage is already a
designated, interpreted and often regulated cultural form (KeszeG 2011). Heritage is therefore not
simply inherited, but is in fact a constructed cultural product, to which access and interpretative
frameworks are provided by institutional structures.

Building upon these foundations, the concept of heritage is further refined through the work
of Tamaska Maté, who defines heritage not as the passive survival of the past, but as a spatially
bound, mediated, and continuously interpreted construction of memory (TamAskA 2011. 16—
18). In this sense, heritage is produced through the present’s relationship to the past. Tamaska
distinguishes three modes of heritage—making: spontaneous, referring to the unreflected per-
sistence of past elements within everyday practice; nostalgic, characterised by the construction
of an aestheticised and idealised past; and documenting, associated with the representational
reconstruction typical of museum contexts. In this study, this typology functions as an interpre-
tive framework through which different modes of heritage—making can be analytically distin-
guished. While Tamaska foregrounds the mechanisms of heritage formation, the present analy-
sis focuses on folklorism as a complementary process. Accordingly, heritage is treated here as
the contextual medium through which folklorisation processes become visible and analytically
accessible (TAMAsKA 2011. 15-20).

Barbara Kirshenblatt-Gimblett describes this process as metacultural production. Heritage is
not the passive survival of the past, but rather the active culture—creating activity of the present
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(KIRSHENBLATT-GIMBLETT 1998). In this context, elements of the past are given a second life,
in which they appear as exhibitions, teaching materials or pedagogical practises and no longer
function according to their original purpose. The institutional dimension of heritage formation
can be understood through Laurajane Smith’s concept of Authorised Heritage Discourse. Ac-
cording to Smith, heritage does not emerge spontaneously, but becomes a legitimised form as a
result of expert and institutional decisions (SmiTH 2006). In the school context, this means that
cultural elements are selected and conveyed in accordance with pedagogical programmes and
organisational frameworks. The everday life of the community is no longer the primary focus.
The process of heritage formation, however, has both institutional and temporal dimensions.
According to Jan Assmann’s theory of cultural memory, repetition and ritual are fundamental
tools for maintaining communal identity (ASSMANN 2011). Repetitive practises are not one—time
events, but structures through which the past remains present in a recontextualized form.

In this context, the concept of liminality is of particular significance. In Victor Turner’s
interpretation, liminal spaces denote transitional states in which the familiar social order is sus-
pended and new meanings become accessible (TURNER 1969). In this sense, the school garden
functions as an intermediate space: it is not part of the traditional peasant way of life, however it
does not fully fit with the structure of formal education either. It is in this intermediate position —
that it becomes possible for practises to appear not merely as representations. This pedagogical
stance can be interpreted as a liminal condition in which structured educational expectations are
partially suspended, allowing meaning to emerge in situations where outcomes cannot be fully
predetermined (Biesta 2012). These practises are not only transmitted, but also actively expe-
rienced and reconfigured through participation. Taken together these perspectives suggest that
tradition, folklorism and heritage are not separate phenomena, but interconnected processes.

The transformation of peasant work culture in the school garden is fundamentally rooted in em-
bodied knowledge. As Maurice Merleau—Ponty (1945/2002) argues in his phenomenology of per-
ception, “The body is our general medium for having a world” (Merleau—Ponty 1945: 169). In this
sense, the acquisition of agrarian skills — such as the rhythmic movement of sowing or the handling
of tools — can be understood as a form of bodily memory that operates beyond explicit, theoretical
learning. This perspective complements the present study’s interpretation of folklorism as a prac-
tice—based process. The sensorimotor experience of working in the garden allows recontextualised
cultural elements to be internalised not as abstract knowledge, but as lived, habituated practises.
Children do not merely learn about the garden; they learn through their bodies. As a result, these
practises do not appear as external, museum—like representations of the past, but as embodied forms
of knowledge that gradually become part of the participants’ own experiential world. The disinte-
gration of tradition leads to a necessary selection; the selected elements undergo a shift in function;
repetition and ritualisation stabilise them, and institutional frameworks legitimise them and make
them accessible. In this process, folklorism is not merely an imitation of the past. It is a metacultural
process that reorganises practice into a new structure of meaning. Accordingly, this paper interprets
the school garden not as a space of representation, but as a practical context, where elements of
peasant work culture are reorganised through institutional folklorism. The emphasis lies on function:
on how the practice becomes a repetitive, normative and communally interpretable pattern of action.
This approach allows us to examine how contemporary pedagogy creates modes of operation that
function not as transgenerational traditions, but as consciously constructed heritage.



208 Studies BEEVEDERE 2026.1.

3. RESEARCH SETTING

3.1. The operation of the szarkas-puszta school and the school garden

The institution under study is situated some ten kilometres from Kecskemét, on the outskirts of
the town’s extensive rural settlement structure, along the A52 main road between Kerekegyhaza
and Hetényegyhaza. Among the families connected to the school, some come from the neigh-
bouring village, whilst others travel from the town or even from a farmstead. In this sense, the
school is a socio—cultural border zone where the urban parents associated with the return to
nature movement meet the remnants of rural life past that can still be found.

The school was established in 1926 as part of the Klebelsberg programme for the con-
struction of public primary educational settings. The surrounding economic environment was
predominantly agricultural, with daily life dictated by the cyclical nature of farm work. Certain
elements of the site remained unchanged for a long time: the school’s water supply, and the ma-
ture trees in the garden. In the second half of the 20th century, the institution became integrated
into the centrally regulated education system, yet certain practises persisted due to its spatial
characteristics. Following the change of regime, the school opened up to alternative pedagog-
ical approaches (Gordon School, then Waldorf), within which the garden appeared not only as
a functional space but increasingly as applied pedagogical tool. The crisis of 2019 marked a
turning point in the institution’s history. The change of headteacher, the departure of a signifi-
cant number of teachers, and the drastic decline in pupil numbers called into question the very
foundations of the institution’s operation. The loss of the right to use the Waldorf* name and
the necessity to develop a new educational programme created a situation in which it became
necessary to redefine the school’s identity. In this process, the garden emerged not as a periph-
eral element but as one of the most stable and organising forces within the school’s operations,
functioning as a so-called identity reserve.

3.2. The development of the school garden

The school garden is a defining space in the institution’s day-to-day operations. It does not
appear as a separate entity, but is embedded within school practice. Its creation did not follow
a pre—determined pedagogical model. Following the 2019 crisis, it began to take shape in 2020
through the joint efforts of teachers and parents, gradually adapting to the available space, mate-
rials and knowledge. The garden can thus be understood as an evolving practice.

Spatially, it is directly connected to the school building, ensuring a seamless transition be-
tween classroom and outdoor activities. Learning and working in the garden are not separate
from one another, but manifest as forms of action that merge into each other. In this sense, the
garden is not a designated outdoor classroom, it is a space for learning and communal prac-
tises. Activities follow the rhythm of the seasons and are cyclically repeated. In spring, soil
preparation, sowing and planting take center stage; in summer, tending, watering and weeding;
in autumn, harvesting; and in winter, animal care (making bird feeders), craft activities and

2 Vo. «The brand names «Waldorf» and «Rudolf Steiner» are protected trademarks,» («The Hungarian Waldorf As-
sociation has issued the following Name Protection Regulations on the use of the trademarked names «Waldorf»
and «Rudolf Steiner» in Hungary and on the protection of the quality of the educational activities provided under
these names .) https://waldorf.hu/wp—content/uploads/N%C3%A9vv%C3%A9delmi—szab%C3%A 1lyzat.pdf (last
visited: 25.11.2025.)
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preparations for the new cycle. Repair and development work — composting, chicken coop,
irrigation system — is not treated as a separate project but forms part of day-to-day operations.
Cyclicality is organised as a recurring practice. Work is carried out collectively. The children
do not work in classes, they learn in communities, where the simultaneous presence of different
age groups is natural. The allocation of tasks is not hierarchical, it depends more on situation.
The teacher’s role is not one of direction, but of facilitation: presence, observation, occasional
intervention. In this sense, the teacher’s role is not to determine learning outcomes in advance,
but to sustain a space of openness in which meaningful engagement can emerge (BI1esta 2012).
Work is organised as joint action. At the same time, this operation is not uniform; it is realised
differently by each teacher. The use of tools is part of the practice. The spade, hoe and rake are
not demonstration objects, they are working tools. Learning to use them is grounded in repeated
actions: the movements become ingrained as embodied knowledge. In this context, tool use
does not merely serve instrumental purposes but constitutes a form of embodied knowledge,
where skills emerge through repeated action and sensory attunement to the material environ-
ment (PINK 2009).

The processing of the produce is embedded in school life. Some of the plants are used in the
school kitchen, whilst others are sold at the school’s honesty box market, where parents partic-
ipate as customers. The garden is thus at the same time a space for production, community and
education, complemented by a limited economic dimension. Recurring community events are
embedded in the garden’s operation. Events connected to the harvest form part of the annual
cycle and take place with the joint participation of children, teachers and parents. These are not
reconstructions of peasant festivals, but situations that allow for the conclusion and interpre-
tation of the work process. The emphasis is not on formal tradition, but on recurring practises
through which a distinctive institutional order and communal meaning are created.

3.3. The spatial structure and use of the garden

The garden of the Szarkas—puszta school is not an agricultural area divided up according to
rigid rules. It is a liminal space that imperceptibly connects the school’s ordered world with the
distinctive character of the farmstead environment. There are no prescribed routes in the garden.
The use of space develops organically through everyday activities. “The vegetable beds, the
compost, the pond, the future animal pens and the shaded rest areas are not separate functional
units, they are interconnected. These permeable spaces are in constant interaction with one oth-
er. Movement between these areas is characterised by unguided, direct coming and going. The
children do not follow designated paths, they move freely between the various locations, despite
the fact that they may only enter the vegetable garden under adult supervision” (Field notes,
2021-2024, hereafter FN 2021-2024). This kind of spatial experience physically embodies
Turner’s concept of liminality, where the strictness of traditional school discipline is dissolved.

The field notes also recorded this non—linear organisation at a micro—level. According to an ob-
servation from September 2024: ,, The Garden Leader stands in the garden with the children, speak-
ing and pointing at the same time. The children are not standing in a semicircle. Some of them have
already knelt down and started poking at the soil. There is no sharp start, rather; they flow into the
situation” (FN 2024b%). The activity did not begin abruptly, participants appeared flow into it.

3 (Field notes, Gyermekliget, 18 september 2024)
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The same dynamic was evident in the organisation of attention. “Whilst the task is sup-
posed to be planting garlic, three children are crouching by the edge of the pond, looking for
frogs” (FN 2024c*). Such moments of deviation from the assigned task were not disruptions
but integral elements of the learning process, reflecting an understanding of education in which
meaning emerges in situations where outcomes are not fully predetermined (Biesta 2012) “The
garden teacher does not call them back immediately. She is waiting for them” (FN 2024c). The
focus of attention shifted flexibly. The task and the children’s interest are not separate; work and
exploratory play are not mutually exclusive opposites, but rather present themselves as com-
plementary experiences. This pedagogical stance — where the teacher refrains from immediate
intervention — can be interpreted as a liminal condition in which structured educational expecta-
tions are partially suspended, allowing learning to emerge in situations where outcomes cannot
be fully predetermined (Biesta 2012).

During each session, several parallel activities take place. Autumn observation: some of the
children are planting garlic in the vegetable patch — separating the cloves, counting them, sort-
ing them; a few metres away, a group standing around the pond is watching the water’s surface;
meanwhile, in another part of the garden, spontaneous play is taking shape in an area marked
out by tree trunks. The children are moving between these situations.

The use of the garden is organised not according to the strict timetable of the school bell,
but in line with the seasonal cycle, which brings the children back to the original sense of time
found in peasant culture. Through spring sowing, summer weeding and autumn harvesting, pu-
pils experience the passing of time and the fixed order of nature through their own bodies. The
work is collective. The children work in combined groups, the allocation of tasks is flexible and
non-hierarchical. The teacher’s presence is coordinating, but not always of the same intensity.
Participation is differentiated, meaning not everyone is present with the same level of intensity:
“some dig, others prefer to chat” (FN 2024b).

Community occasions grow out of the rhythm of the work. “Towards the end of the work,
everything slows down, someone puts on some music, and the children start dancing” (FN
2024a%). Their most notable celebration is the harvest festival, where tradition takes on new
meaning: here, farm work is no longer a means of survival, but a joyful, community—building
ritual. The use of tools and the processing of crops are also embedded in this process. This kind
of use of space and tools ensures that elements of peasant work culture are present in school life
not as museum props, but as a living heritage recreated day by day.

3.4. FIELD EXPERIENCES AND NARRATIVES

The sensorimotor dimensions of the experience featured prominently in the field notes. An en-
try relating to composting: “There’s a strong smell; the children recoil and laugh at the same
time. Someone says: It stinks, but it’s good. The rhythm of shovelling soon becomes playful”
(FN 2024a). This multisensory engagement — where smell, bodily reaction and emotional
response are intertwined — can be interpreted through a sensory ethnographic perspective,
which emphasises that knowledge is constituted through embodied and sensory experience
rather than abstract cognition (PiNk 2009). Work and conversation are not separate. “Whilst

4 (Field notes, Gyermekliget, 15 october 2024)

5 (Field notes, compost session, Gyermekliget, 17 september 2024)
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raking, they talk constantly. The topic isn't the garden. They talk about what everyone did at
the weekend. The movements become automatic. The conversation drives the rhythm” (FN
2023°). Reports related to the action were often coupled with the movement. The repetitive
bodily movements observed during activities such as raking or digging suggest that learning
operates at a pre-reflective level, where knowledge becomes sedimented in the body through
practice, in line with approaches that foreground the sensorimotor dimensions of experience
(PiNk 2009). “A4 little boy, whose mother is coming to fetch him, calls out: I planted this”
(FN 2023).

The setting shaped not only the sequence of actions but also their interpretation. Parents’
narratives consistently described the garden as a space of experience: “it doesn 't grow in the
shop” (Questionnaire response, parent, Gyermekliget, 2024). Experiences are often situated
within specific contexts. “When he first showed me that he’d sown it himself” (Questionnaire
response, parent, 2024) — pride is tied to one’s own actions. In other cases, the entire process
is emphasised: sowing—tending—harvesting—processing—selling. In accounts relating to sum-
mer watering, the present practice is connected to generational memory: “/ remember when
we were at my grandparents” (Interview, parent 1, Gyermekliget, 2023). These narratives
suggest that sensory experiences linked to cultivation and food preparation function as trig-
gers of generational memory, supporting the view that practises surrounding food serve as key
sites for the transmission and reactivation of cultural knowledge (Sutton 2001). Children’s
attitudes towards the garden were varied. “He always looks forward to it” — “sometimes its
a chore” — “he likes the compost, but gardening less so.” (Questionnaire response, parent,
Gyermekliget, 2024). The impact was also evident outside the school grounds. “He went off
to do some gardening on his own”, “he gets the tools out” (Questionnaire response, parent,
Gyermekliget, 2024) .The changes are also evident at the level of attitude: patience, attention,
and a “respect for tiny lives” (Interview, parent 2, Gyermekliget 2024) emerge from the par-
ents’ narratives.

Experiences related to processing and selling the produce feature in a distinctive way in
the children’s narratives. A recurring theme in one interview excerpt is that the income from
selling the produce “was spent on ice cream” (Interview, teacher 1, Gyermekliget, 2023).
The situation does not follow the classic form of economic rationality, much more can be in-
terpreted as its transformed, childlike counterpart. The process consists of several interlinked
steps: sowing, tending, harvesting, then selling, followed by a shared “reward”. In this con-
text, “ice cream” is not simply ice cream, but a form of the conclusion of the work process.
The emphasis is on the fact that the children experience a result as the consequence of their
own actions. This operation can be described as a transformation of the logic of peasant farm-
ing. Whilst in the original context production was a condition of survival, here the process
takes on pedagogical and experiential significance. The benefit is realised in a shared expe-
rience not in the content itself. This process can be understood as a symbolic nexus in which
production, exchange and consumption are condensed into a shared experiential sequence,
echoing anthropological approaches that emphasise how food-related practises anchor cul-
tural memory through sensory and social experience (SuTrToN 2001).

¢ (Field notes, springtime 2023)
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3.5. RECURRING EVENTS AND CELEBRATIONS
The community dimension became visible primarily in organised events: busy Saturdays, sum-
mer watering, communal building projects. Participation was not uniform: some are regularly
present, whilst others join in on an ad hoc basis. “It brings us together”, “we get to know one
other.” (Questionnaire response, parent, Gyermekliget, 2024).

Recurring events fitted into the rhythm of the garden’s operation. Harvest-related events are
not reconstructions of peasant festivals, but rather occasions marking the completion of work.
The repetition of collective action and events associated with completion — such as dancing —
gradually establishes these occasions. Here, work is not an economic necessity but an organised
experience. Actions appear as recurring patterns. In this sense, the garden is not separate; rather,
it appears as a space where learning, work and communal presence intertwine. It is the combina-
tion of spatial use, repetition and participation that creates the structure which, in the following
chapter, can be interpreted as a process of heritage creation.

4. ANALYSIS — THE FUNCTIONING OF FOLKLORISM AND HERITAGE—
MAKING IN THE SCHOOL GARDEN

Based on the description of the setting, the school garden cannot be interpreted merely as a ped-
agogical tool, but as a space of operation in which elements of peasant work culture are trans-
formed and emerge within a new structure of meaning. This paper aims to demonstrate how the
practises described in Chapter III are organised within the interrelated processes of folklorism
and heritage—making, and how these can be analytically described in terms of the phases of the
heritage model applied in this study.

The transformation process can be conceptualised as a sequence of analytically distinguish-
able phases.

Table 1. The Process of the Invented Tradition—Heritage Model

No. Stages Key Process Content Summary Theoretical Background / References
The deliberate extraction of material
1 Selection Selection of cultural and symbolic elements of peasant Cultural selection; fragmentation of folklore:
) elements work culture from a disintegrated Péntek Janos (1987)

system of tradition.
The original economic function

L Pedagogical disappears; garden work is Semioticisation andritual connotation: Péntek
2. Recontextualisation | . . ; - -
reinterpretation recontextualised as a pedagogical Janos (1987)
practice (experiential learning).
The creation of repetitive,
3. Ritalisation Repetition s formaliscd, md symbolic cveals €| i it ons: Bt Hobsbam (1983)
symbolisation collective work occasions) to evoke
asense of contimuity.
4 ?Snmm?‘ii son Regulation and 'Ih;:tegr:lh onol }xacncc:futo t:le Authorised Heritage Discourse (AHD):
: (pedagosi formalisation pecagogica’ programme andlormal 1 rajane Smith (206)
integration) institutional operation.
Stcured A Access to cultural practices is
= (Cruc s K CEERS Reeulated participati ensured and structured for all Heritage as alegal and cultural construct:
B ommunity cenated participalion | ) dents within the institutional Keszeg Vilmos (2015)
validation)
frameworlk.
Stabilisation s s d The consolidation of practices within Metacultural production: B. Kirshenblatt-
6. (cultural memory en age ?Tm 1on an cultural memory and institutional Gimblett (1998); Cultural memory: Jan
: . consolidation ) :
integration) identity. Assmann (2011)

As summarised in Table 1, the process unfolds through successive stages of selection, func-
tional transformation, and institutionalisation.
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4.1. Selection — identifying practises suitable for transmission

The selection process reflects deliberate pedagogical decision-making. Based on interviews
with the garden teacher, there is conscious deliberation behind the selected activities: “I¢ mat-
ters what we do with the children, because these days they cannot see the whole process. We
need something that has a beginning and an end, something they can follow through the end”
(Interview, garden teacher, 2024). This perspective clearly shows that one key aspect of selec-
tion is the ability to monitor the processes, visible results and the ability to bring the experience
to a successful close.

The selection of specific plants and tools also follows this logic. Planting garlic, for example,
is not a random choice: “Garlic is good because it'’s simple, everyone can work with it, and it s
sure to produce something” (Interview, garden teacher, Gyermekliget, 2024). The use of the
maize grinder is also a conscious decision: “they like it because it has a sound, it has a rhythm,
and they do it together” (Interview, garden teacher, Gyermekliget, 2024). During the selection
process, these elements come to the fore based on sensory, rhythmic and communal considera-
tions, which aligns with with the operational logic of practical folklorism.

In the case under study, peasant work culture does not appear as a complete system, but
in the form of selected elements. Of the activities carried out in the garden, those that can be
interpreted and conveyed within the framework of the present institution’s value system are
primarily incorporated into pedagogical practice. These include soil preparation, sowing, plant
care, harvesting, and the associated communal occasions.

In contrast, other elements of peasant work culture, such as economic hardship or extreme
forms of physical exertion, do not feature. The selection is thus not random, but is realised in
line with pedagogical objectives and modes of operation acceptable to the participants. In other
words, the garden is not a complete reconstruction of the past, but a consciously selected, care-
fully designed system tailored to the needs of contemporary society.

4.2. Recontextualisation — folklorism as a shift in function

The selected practises in the garden no longer function according to their original purpose but
are recontextualised within a pedagogical framework. Plant cultivation appears not as a neces-
sity for subsistence, but as a learning experience. Harvesting is organised not out of economic
necessity, but as a community event. This shift in function is observable at the level of practice
and can be interpreted. When harvesting becomes a communal event, or when the income from
the sale of produce is spent on ice cream, the activity loses its original economic role and takes
on a new meaning. In this context, actions associated with farm work no longer carry their orig-
inal meaning. The field data also illustrates this change in concrete terms. Parents’ responses
repeatedly emphasise that food “doesn t grow in the shop” (Interview, parent 1, Gyermekliget,
2023), suggesting that the process of production becomes experiential knowledge for the chil-
dren. At the same time, production is not a subsistence activity, but a framework within which
the practice of attention, patience and cooperation takes shape. Here, folklorism does not ap-
pear as an aesthetic representation, but in the transformation of the practice. Actions related to
peasant labour take on new meaning: work becomes a pedagogical tool, and physical activity
transforms into a learning process.
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4.3. Ritualisation and repetition — the stabilisation of practice

Practises that have undergone a shift in function are stabilised through repetition. The functioning
of the garden is aligned with the seasonal cycle, which repeats itself in a similar structure year after
year. The successive phases of sowing, tending, harvesting and closing up are not one—off events, but
recurring patterns. Recurring community events — especially the harvest festival — point towards ritu-
alisation. Although these are not reconstructions of folk customs, they nevertheless contain elements
(working together, eating together, closing community events) which, through repetition, become a
recognisable structure. The practice is therefore not occasional, but predictable and recurring. Paren-
tal narratives confirm this stability: the garden is presented as life education and part of everyday life,
suggesting that the practice goes beyond the level of a one—time experience.

4.4. Institutionalisation — the embedding of the practice

The garden’s operation is not spontaneous, but structured within an institutional framework.
Activities are integrated into the educational programme, the daily and annual schedules, and
the practises of organising learning. This integration becomes evident at the level of day-to-day
operations. The garden does not appear as a separate occasion, but becomes part of the school’s
use of time. There is a continuous transition between classroom and outdoor activities. The chil-
dren do not go out into the garden, but move from one situation to another. The role of teachers
in this process is not uniform, but is fundamentally one of coordination. According to the field
notes, the intensity of their presence varies: sometimes the teacher actively directs, other times
they remain in the background and wait. This variability is not a sign of disorganisation, but part
of the teachers’ attitude and the way of operation.

Institutionalisation is also evident in the fact that the activities are not tied to individual
initiatives. The operation of the garden is based on the cooperation of several actors: teachers,
children and parents, all participate in different ways. Working—Saturdays, summer care or con-
struction work are not one—time events, but recurring activities that form part of the school’s
operations. The garden thus does not appear as a separate programme, but as a stable part of the
institution’s operations. The practises do not enter the school from outside, but are organised as
part of everyday operations. In this sense, institutionalisation establishes the conditions under
which these practises stabilise are formalised as heritage.

4.5. Community validation — confirming the findings

Community validation is a key element of heritage-building. Based on the questionnaires for par-
ents, the garden—related activities receive positive feedback. Expressions such as “life skills”, “add-
ed value” and “the best form of education” recur frequently in the responses. Although community
participation is not uniform, joint projects and events create opportunities to strengthen relation-
ships. The garden thus functions not only as a learning space but also a setting for social interaction.
Validation is achieved not only declaratively (through opinions) but also through participation.

4.6. Transfer — the practice extending beyond the institutional setting

Based on field observations, the experiences gained in the garden do not remain within the
school. The children apply what they have learnt at home too, and according to parents’ reports,
their attitude towards the garden is also changing. Observations such as “they are gardening on
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their own” and “they are getting out the tools” (Interview, parents, 2023, 2024) indicate that the
practice is being internalised. This process is an important element of passing on the tradition:
the practice does not only operate within an institutional settings, but also extends to other areas
of everyday life.

4.7. Summary of the model

One manifestation of the model — which can also be observed in the field — is the use of income
generated from the garden. Based on field notes and interviews, some of the produce is sold,
and the minimal income generated from this is then used following a community decision — for
example, to buy ice cream for everyone. As Garden Teacher said: “When they buy the ice cream
with it, they understand that this is why we worked.” (Interview, garden teacher, Gyermekliget,
2025). This practice clearly illustrates the transformation of the rationality of peasant farming
(production—exchange—profit). The economic logic does not disappear, but is transformed into
a kind of childish reward. The “fruits of labour” here are not a direct means of subsistence, but
appear as an experience and a communal reward. At this point, the transmission of heritage is
not a faithful reproduction of the past, but its recoding: economic rationality becomes imbued
with pedagogical and emotional meaning.

In the case under study, heritage transmission is not a one-time act, but can be interpreted
as a self—sustaining mode of operation. The process begins with the selection of elements to be
transmitted, followed by a shift in the context of the practises: actions related to peasant labour
lose their original economic function and become imbued with pedagogical meaning. Repeti-
tion and ritualisation stabilise these forms, institutionalisation integrates them into everyday
practice, and community validation reinforces their associated meanings. The process ultimate-
ly leads to transfer: the practises performed in the garden step outside the institutional space and
become applicable in other life situations. In this sense, heritage is not a starting point, but the
result arising from the practice.

4.8. Tensions and breaking points in the heritage—making process

The model presented in the previous subchapters does not describe a homogeneous process
that functions identically at every stage. Rather, the field data indicate that the phases of herit-
age—making are marked by several points of tensions, partial functioning and varying degrees
of participation. These points of rupture are not flaws in the model, but rather its operating
conditions, which highlight the contingent nature of the process. One such tension emerges in
the relationship between participation and internalization. Children’s attitudes towards garden
activities are varied, particularly across age groups, with more physically demanding or repet-
itive tasks often meeting resistance. The transfer phase of the model is thus not universal, but
selective: while some children internalise the practise more deeply, for others participation
remains occasional.

A further tension concerns the selective nature of folklorism. Not all practises are equally
sustained: activities involving physical engagement, immediate feedback, or playful elements
tend to persist more readily than those requiring sustained attention and repetition. This suggests
that the shift in function is not uniform, but shaped by patterns of preference. Folklorism thus
signifies not only a shift in context but also a realignment along lines of preference.
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The process is also marked by the partial character of community validation. Although the
garden is often perceived as a space of social cohesion, participation remains uneven and de-
pendent on individual constraints. As a result, the validation of practises as shared heritage is
realised only partially.

Institutionalisation likewise proves to be a fragile condition. Teachers’ participation is not
uniform, which the field diaries attribute to physical and motivational factors (fatigue, health
constraints, differing pedagogical attitudes). This variability indicates that maintaining the
practice requires continuous effort; institutionalisation is not a stable state, but rather sustained
operation.

Finally, this fragility becomes particularly evident during times of institutional crisis. When
the garden functions as a stabilizing factor, its survival depends on collective and institutional
decisions.

Based on these tensions, the heritage model can be further supplemented with an implicit
dimension: partiality and contingency are present in every phase. Selection is not complete, the
shift in context is not uniform, repetition does not constitute a stable pattern for everyone, insti-
tutionalisation is not closed, validation is not universal, and transfer is not universal. The school
garden is thus not a ‘finished’ form of heritage, but a dynamic process in which procedures are
constantly being renegotiated.

This approach allows the case study to function not as a normative example but as an analyt-
ical model: it does not show how heritage preservation ‘should’ work, but rather the conditions
and constraints under which it takes place in practice.

5. CONCLUSIONS — THE VALIDITY OF THE MODEL AND ITS
CONTRIBUTION TO THE LITERATURE

The aim of this paper was to demonstrate how elements of peasant work culture are transformed
in contemporary school practice, and how this process can be interpreted within the conceptual
frameworks of folklorism and heritage—making. Based on the case study of the school garden
at the Szarkas-puszta school, heritage is not a pre—existing category but rather a construction
that emerges through practice via successive steps and becomes interpretable as heritage in
retrospect.

The developed model — selection, context shift, repetition and ritualization, institutional-
ization, community validation, transfer — does not describe a closed step—by—step checklist.
Instead, it describes the condition, under which a practice can transform into heritage. In this
sense, the model is analytical rather than normative: it does not show what can be considered
heritage, but rather explores under what conditions the possibility of interpreting something as
heritage arises.

One of the main findings of the analysis is that, in the case under examination, folklorism
can be understood not as a mode of representation but as a mode of practice. Activities linked to
peasant labour are not objects of display but appear as actions; their meaning is constituted not
in spectacle but in bodily execution and repetition. This approach complements the classical,
aesthetically focused interpretations of folklorism by highlighting the functioning of non-rep-
resentational, practice-based folklorism.
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Another important lesson of the model is the partiality and openness of the process. The ten-
sions identified in Chapter I'V suggest that heritage formation is neither linear nor complete: partic-
ipation is differentiated, individual and community preferences differ, and institutional operation
depends on resources and actors. Consequently, heritage can be understood not as a stable state,
but as a constantly renegotiated and context-dependent construction.

The paper’s third contribution is the emphasis on the role of space. The garden is not merely a
backdrop, but a medium in which learning, work, and communal togetherness are intertwined, and
which simultaneously defines the interpretive possibilities of the practice. The application of the
concept of liminal space (TURNER 1969) allows us to understand how the practice becomes both
a pedagogical and a cultural process: participants step out of the structure of formal education,
while not returning to the traditional peasant way of life. It is in this liminal space that the mode of
operation emerges which can be interpreted as heritage.

The empirical contribution of the research lies in the fact that, through the combined analysis
of field notes, interviews, and questionnaire data, it connects the different levels of practice —ac-
tion, meaning, and perception. Parental narratives confirm that the garden is not merely a learning
environment but also a setting that shapes attitudes; at the same time, inequalities in participation
and differences in motivation highlight the limitations of this approach.

The novelty of this study lies in it examines heritage formation tied to rural space not through
static objects or representations, but by focusing on everyday practises. This approach aligns with
interpretations that describe heritage as a place-bound, mediated, and reflexive construction, while
complementing them by placing emphasis on the sensorimotor experiential dimension.

Through a single institutional case study, the study demonstrates that the developed model
can serve as an analytical tool applicable in other contexts as well, particularly in situations where
elements of tradition appear through institutional mediation, and the interpretation of practises
as heritage takes shape in relation to space and context. In summary, it can be concluded that the
school garden is not a space for reconstructing the past, but rather an operational environment in
which what becomes interpretable as heritage is produced through the selection, repetition, and
institutional embedding of practises. In this sense, heritage is not a starting point but a reflexive
process: a mode of operation emerging from everyday actions, tied to a specific space, and inter-
preted collectively.
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