Univerzita Palackého v Olomouci

Pedagogicka fakulta

MAGISTER

reflexe primarniho a preprimarniho vzdélavani

ve vyzkumu

2/2014

Katedra primarni a preprimarni pedagogiky
Katedra psychologie a patopsychologie



Magister : reflexe primarniho a preprimaniho vzdélavani ve vyzkumu

Vydala a vytiskla Univerzita Palackého v Olomouci, Kiizkovského 8, 771 47
OLOMOUC

Dne 24. 10. 2012 bylo odborné periodikum registrovano na Ministerstvu
kultury pod cislem MK 67581/2012 a dne 7. 12. 2012 ¢asopis ziskal ISSN
1805-7152.

Redakéni rada:

doc. PhDr. Eva Smelova, Ph.D. (pfedsedkyné rady)

doc. PhDr. Alena Petrova, Ph.D. (mistopfedsedkyn¢ rady)
Mgr. Dominika Stolinska, Ph.D. (vedouci redaktorka)
doc. PaedDr. Miluse Raskova, Ph.D.

Mimouniverzitni a mezinarodni redakéni rada:

doc. PhDr. Cudmila Belasova, Ph.D. (PreSovska univerzita v PreSove)

doc. PaedDr. Vlasta Cabanova, Ph.D. (Zilinska univerzita v Ziling)

prof. PhDr. Karel Rydl, CSc. (Univerzita Pardubice)

prof. Dr. Milena Ivanu§ Grmek (Univerzita v Mariboru)

prof. dr. Jurka Lepi¢nik Vodopivec, Ph.D., full prof. (Univerzita v Koperu)
prof. nadzw. Dr hab. Jolanta Karbowniczek (Univerzita v Krakove)

Redakce:

prof. PaedDr. Libuse Ludikova, CSc. (vykonny redaktor)
Mgr. Jana Kreiselova (odpoveédny redaktor)

Ing. Jan Castka (autor obalky)

Za spolupraci dékujeme celému tymu recenzentll, ktefi podpofili odbornou
uroven jednotlivych letosnich ¢isel. Jmenovité PhDr. Jitka Petrova, Ph.D.,
Mgr. Jan Karaffa, Ph.D., Mgr. Pavlina Castkova, Ph.D., Mgr. Alena Vavrdo-
va, Ph.D. Mgr. Jana Ptinosilova, Ph.D., Mgr. Alena Ber¢ikova.

Za kvalitu obrazkt, jazykovou spravnost a dodrzeni bibliografické normy
odpovidaji autofi jednotlivych ¢lankda.

Neopravnéné uziti tohoto dila je porusenim autorskych prav a muze zakladat
obcanskopravni, spravnépravni, popf. trestnépravni odpovédnost.



Magister : reflection of primary and preprimary education in research

Published and printed by Palacky University in Olomouc, Kfizkovského §,
771 47 Olomouc, the Czech Republic

The journal is registered with the Ministry of Culture on 24. 10. 2012 under
number MK 67581/2012 and since 7. 12. 2012 has ISSN1805-7152.

Editorial Board:

doc. PhDr. Eva Smelova, Ph.D. (Chair of Board)

doc. Ph.Dr. Alena Petrova, Ph.D. (Vice-President of Board)
Mgr. Dominika Stolinska, Ph.D. (editor)

doc. PaedDr. Miluse Raskova, Ph.D.

Non-university and International Editorial Board:

doc. PhDr. Cudmila Belasova, Ph.D. (University of PreSov)

doc. PaedDr. Vlasta Cabanova, Ph.D. (University of Zilina)

prof. PhDr. Karel Rydl, CSc. (University of Pardubice)

prof. Dr. Milena Ivanu$ Grmek (University of Maribor)

prof. dr. Jurka Lepi¢nik Vodopivec, Ph.D., full prof. (University of Koper)
prof. nadzw. Dr hab. Jolanta Karbowniczek (University of Krakow)

Editing:

prof. PaedDr. Libuse Ludikova, CSc. (executive editor)
Mgr. Jana Kreiselova (responsible editor)

Ing. Jan Castka (author imprint)

Thanks for cooperation to the whole team of reviewers who have supported
the professional level of journal in this year. Concrete PhDr. Jitka Petrova,
Ph.D., Mgr. Jan Karaffa, Ph.D., Mgr. Pavlina Castkova, Ph.D., Mgr. Alena
Vavrdova, Ph.D. Mgr. Jana Pfinosilova, Ph.D., Mgr. Alena Bercikova.

For pictures, linguistic accuracy and compliance with bibliographic standards
rests with the authors of the articles.

Unauthorized use of this journal is a violation of copyright laws and may be
based civil, administrative law or criminal liability.



OBSAH

Vyzkumna Setieni

Homosexualita v pedagogicko-psychologickém pojeti
Dana STERBOVA, Miluse RASKOVA.........ccoooiiiiiiiiiiiiiiiiin 8

The complex analysis of early childhood institutional change
Szilvia GOLY AN .......iiiiiii i 22

Pregradualni piiprava uciteld na integrované_ptirodovédné vzdélavani na
primarni Skole
Jitka PETROVA, Dominika STOLINSKA...............cccoooiiiiiiiini, 38

Pristup ptedskolnich pedagogl a studentti oboru ucitelstvi pro matefské skoly
k dramatické vychove

Alena BERCIKOV A ..., 57

Violence and aggression in interpersonal contacts at school
Matgorzata DUBIS.... ..o 70

Recenze

CASTKOVA, Pavlina. Interkulturni vzdélavani ucitelii primdrni skoly
Dominika STOLINSKA, (I€C.) «....ueiieineeeee e, 94

CAPEK, Robert. U¢itel a rodic
Veronika SVRCINOVA (I€C.) «....vuniiiie e, 97



CONTENTS

Research

Homosexuality in the pedagogical-psychological concept
Dana STERBOVA, Miluge RASKOVA.........ccooooiiiiiiiiiiiiiii, 8

The complex analysis of early childhood institutional change
Szilvia GOLY AN ......oiiiiiii i 22

Pregradual teacher training in integrated science education at primary school
Jitka PETROVA, Dominika STOLINSKA............cccooveeiieiieiieeiiiiii, 38

View of preschool teachers and of students of teaching for kindergarten to
drama education

Alena BERCIKOVA.........ooiiiiiiiiii e, 57
Violence and aggression in interpersonal contacts at school

Matgorzata DUBIS.... ... 70

Reviews

CASTKOVA, Pavlina. Intercultural education of primary school teachers
Dominika STOLINSKA (fec.) ........ov.oviiiiiiiiieiis e 94

CAPEK, Robert. Teacher and parent
Veronika SVRCINOVA (I€C.) «....vuniiiie e, 97



Vazeni autofi, kolegové, studenti a dalsi zajemci o nas Casopis...

Pomalu nam konéi rok a my Vam pfinasime dalsi ¢islo naseho odborného
Casopisu s nazvem Magister... Jak napovida jiz latinsky nazev, nasi snahou
je obohacovat ucitelsky obor o védecké poznatky. Ne jinak tomu je také ve
4. ¢isle v potadi z nasich doposud vydanych exemplaii.

Mate zde moznost nalézt ¢lanky autort jak tuzemskych, tak také zahranic-
nich. V tomto ¢isle je obsazeno 5 ¢lanki a 2 recenze. Chtéli bychom podéko-
vat autorim i recenzentim za jejich velkou pili, jez vynalozili, aby mohl
tento vytisk spatfit svétlo svéta. I pies skutecnost, Zze zavrSujeme dvouletou
existenci naSeho periodika, stale citime, ze stale stojime na pocatku, zkousi-
me dal$i kroky a uime se novému... Zvlasté v téchto nelehkych chvilich
ocefujeme Vasi vstiicnost a spolupraci.

Dovolte nam vyslovit velkou radost, ze autorsky kolektiv i kolegium recen-
zentl se pomalu rozristaji a my tak mame moznost publikovat kvalitni vy-
stupy Vasi prace. S nad¢ji vSak budeme ocekavat dalsi rozsifeni tymu, coz
predikuje obohaceni pedagogické védy v oblasti primarni a preprimarni pe-
dagogiky, o coz s nad¢ji usilujeme.

Nyni mi dovolte Vam popiat krasné svatky a mnoho vSeho do nového roku.

Dominika Stolinska
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Homosexualita
v pedagogicko-psychologickém pojeti

Dana Stérbova, Miluse Raskova

Univerzita Palackého v Olomouci

Motto:

,, Prestoze jeden vyznamny ukol détstvi je priprava na dospély Zivot, nékteri
dospeli détem zatajuji podstatné soucasti tohoto Zivota, protoze nejsou podle
nich ,,slusné* a nepatii se o nich mluvit. Vedle toho, Ze jim nerikaji, Ze jsou
adoptovani, ze umrela babicka, Ze se rodice rozvedli, maji strach, Ze deti
uvidi, Ze v Zivoté spolu mohou Zit dva muZi nebo dvé zZeny. Dnes zastavame
odborny nazor, Ze s detmi je treba mluvit o vSem. Neni nic horsiho, nez kdyz
je dité z nevédomosti udalosti zaskoceno a nékdy traumatizovano na cely
Zivot. “

Vaclav Mertin, 2013

1. Uvod do problematiky nazoréi na homosexualitu u vybranych sku-
pin pomahajicich profesi v pfipravné fazi na jejich budouci profes-
ni ¢innost

Volba zvoleného tématu naseho vyzkumného pojednani byla ovlivnéna em-
pirickym vyzkumem, ktery byl realizovan vroce 2013. Koncepci celého
naseho empirického vyzkumu jsme zaméfili na vztah mezi ptfistupem k lidské
sexualité u vybranych pomdahajicich profesi vzhledem k jejich profesni Cin-
nosti.

Nase zvolené téma vyzkumného pojednéani je konkrétné¢ zaméfeno na pro-
blematiku homosexuality, kterou jsme ve vySe zminéném empirickém vy-
zkumu zkoumali jako dil¢i soucést v kontextu pfistupu k lidské sexualité
v obecném nahledu (tj. pro béznou populaci) a u osob s mentalnim postize-
nim. Respondenti se skladali ze studentl v pregradualni ptipravé na vysoké
Skole, ktefi reprezentovali nejmladsi vékovou kategorii u vybranych pomaha-
jicich profesi zastoupenych obory na Fakulté t¢lesné kultury a Pedagogické
fakult¢ Univerzity Palackého v Olomouci (viz pfiloha), ¢ili pfedstavovali
reprezentanty pomahajicich profesi v ptipravné fazi na jejich budouci profes-
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ni ¢innost (PRUCHA, 2002). Prostiednictvim dotazniku, ktery byl souéasti
vyzkumné prace doc. Stérbové a doc. Raskové Komunikace a lidska sexuali-
ta v pomahajicich profesich a vychazel ze zahrani¢ni vyzkumné prace (DI-
XON-WOODS, M. a kol., 2002), jsme vedle postoji a hodnot ve vztahu
k sexualité u respondentd dale zjistovali jejich nazory na dovednosti a po-
hodli pti komunikaci o otdzkach sexuality, na védomosti a znalosti o otaz-
kach sexuality, na potiebu dalsiho vzdélavani v oblasti lidské sexuality.

Problematika homosexuality byla zastoupena ve tfech samostatnych poloz-
kach dotazniku a respondenti uvadéli své nazory ve 2 kompaktnich ¢astech,
z toho 1. ¢ast (oznacend jako Cast A) se tykala polozek k piistupu k lidské
sexualité¢ v obecném nahledu (tj. pro béznou populaci, oznacenou vyrazem
obecn¢), 2. ¢ast dotazniku (oznacena jako Cast B) se tykala polozek k pftistu-
pu k lidské sexualit¢ u osob s mentadlnim postizenim. Kazda z obou Casti
dotazniku obsahovala skalové polozky s pétistupiovymi posuzovacimi Ska-
lami Likertova typu (od plné souhlasim, pfes nemam vyhranény nazor, az
k plné nesouhlasim).

Polozky o nazorech respondentl na homosexualitu (€. 6, 10, 16) byly soucas-
ti nasledujicich dotaznikovych okruht:

e postoje a hodnoty ve vztahu k sexualité obecné (¢ast A) a u osob
s mentalnim postizenim (¢ast B), polozky 1 - 6,

e dovednosti a pohodli pfi komunikaci o otazkach sexuality obecné
(Cast A) a u osob s mentalnim postizenim (¢ast B), polozky 7 — 16.

Na zékladé rozboru dil¢ich vysledkli dotaznikového Setieni lze konstatovat,
ze v nazorech nasich respondentd na homosexualitu (polozky dotazniku ¢. 6,
10, 16) doslo k disproporci mezi postoji a hodnotami ve vztahu k sexualité
obecné (Cast A) a u osob s mentalnim postiZzenim (¢ast B) a mezi dovednost-
mi a pohodlim pii komunikaci o otazkach sexuality obecné (¢ast A) a u osob
s mentalnim postizenim (¢ast B), coz se potvrdilo prostfednictvim statistic-
kého testovani.

V ptipravované odborné publikaci Specifika komunikace ve vztahu
k sexualité 11, ktera navazuje na jiz vydanou kolektivni monografii (STER-
BOVA, RASKOVA a kol., 2014) budou podrobné&ji publikovany dil&i vy-
sledky empirického vyzkumu.
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2. Pedagogicky exkurz k problematice homosexuality jako nazorovy
doplnék k empirickému vyzkumu

Ptedstavuje pro pedagogy konec nizozemské moderni pohadky Princ a princ
(DE HAAN, NIJLAND, 2013), ve kter¢ se z princti stali kralové ve smyslu
zivotni partnerské dvojice, néjaky profesni problém?

Odpoveédi pedagogi i budoucich pedagogti na tuto polozenou otadzku nejsou
bohuzel jednotné, z tohoto tvrzeni vyplyva fakt, Ze stale existuje riiznorodost
v nazorech pedagogii na pojimani lidské homosexuality. Existence riznoro-
dosti v nazorech ukazuje na pretrvavajici odlisnosti v osobnostnim pfistupu
pedagogti k dané problematice. I kdyz by se definovani soucasné ceské rodi-
ny a partnerskych vztahti v ni mélo v edukaci pojimat v kontextu s principy
anormami spolecnosti, v pedagogické praxi tomu tak bohuzel neni. Jako
ptiklad uvadime vybranad tvrzeni studentti oboru Ucitelstvi pro 1. stupeni
zakladnich $kol a oboru Ucitelstvi pro matef'ské Skoly na Pedagogické fakulté
Univerzity Palackého v Olomouci, ktefi jako reprezentanti pedagogl
v piipravné fazi profesni drahy (PRUCHA, 2002) spontanné reagovali na
prectenou knihu uvedenou vyse v textu.

V odpovédich studentli se na jedné strané promitly roviny od respektovani
homosexuality a uznani jeji pozice v partnerském vztahu az do protipolu
v podobé naprosté neakceptace. V negativnim postoji k homosexualité
a presvédéeni, ze nelze homosexualitu akceptovat, je prostiednictvim reakci
studentll patrna disproporce mezi tim, co naSe spolecnost povazuje za normu
a tim, jaké nazory a postoje k problému zaujimaji budouci pedagogové. Na
druhé strané¢ se v odpovédich studentl nadale ukazuje, Ze si nejsou jisti
v pouziti adekvatnich vyucovacich strategii a specifickych metod zprostfed-
kovani uciva, coz nas opé€t vede k zamysleni, jak zkvalitnit odborn¢ didaktic-
kou pfipravenost v této oblasti.

Z vybranych anonymnich citaci studentti jsou vyse uvedené aspekty ziejmé:

., Pohadka ma prekvapivy konec, ktery je podle mé pro déti nevhodny. Déti by
si diky pohadkam tohoto typu mohly myslet, ze kdyz si princ vezme prince, tak
Jje to uplné normalni a mné to normalni tedy neprijde...Svym détem bych
urciteé takovou pohadku nepredcitala.

,,Nejsem si jistd, zda je takova pohddka pro déti vhodnad. Na jednu stranu je
pripravuje na dnesni dobu, na druhou je to vede k tomu, Ze je to uplné nor-
malni. “



VYZKUMNE SETRENI |11

,,Ja osobné bych takovou pohdadku svym détem necetla, nemyslim si, Ze je to
zcela normalni.... Déti bych s touto problematikou sezndamila, vekla jim, Ze
tito lidé nejsou Spatni, ale rozhodné bych byla zastancem partnerstvi muz —
Zena. “

., Tato pohadka se mi nelibila. Napsana byla krasné, ale obsah se mi nelibil.
Hlavné nesouhlasim se sniatkem prince s princem, protoze podle mého nazoru
neni homosexualita normalni. Neodsuzuje je, podle mé je to nemoc.... Pevné
vérim, ze tyto nespravné pohledy na svet nebudu muset detem ve Skole sdélo-
vat. “

,»Moderni pohdadka, vyvolava ve mné zmatky, protoze nemam nic proti ho-
mosexualité, ale zaroven si neumim predstavit, jak o tom mluvit s détmi. Je to
ale krok k tomu, ze homosexualita bude brana jako prirozend véc, coz je ale
jeste béh na dlouhou trat, a proto ted’ je tato pohadka zvidstni.

,,Mné se libi, Ze toto téma bylo promitnuto do détské pohadky. Z deti by se
neméla vychovavat dalsi homofobni generace. Naopak, déti by se mély nau-
¢it, zZe pokud jsou takto dva lidi spolu Stastnéjsi, tak by jim to mélo byt pra-
no. "

, Myslim si, Ze téma by se mélo neschovavat do skiiné a pohadka je pékna
a primerend. Z vlastni zkuSenosti vim, zZe deti na tabore neresily, Ze si pro
slecnu z mého oddilu prijely dvé maminky, tak proc¢ ne dva kralové. Jediny
problém bude u rodicii, to budou asi resit i za sve deti. Poznamka autorky
citace: ,, Miij nejlepsi kamardd je gay a urcité by nadsené tleskal!**

,» Chci ji mit v knihovné a budou ji znat mé deti...

Z hlediska pedagogické profese nemizeme jinak, nez ocenit nasledujici na-
zor, ktery vyjadiuje také nase stanovisko: ,,...Hlavni je i to, aby sam ucitel
byl pro zdky v tomhle sméru dobrym prikladem a nezastaval negativni postoj
k problému. *

Homosexuélni orientace (BRZEK a kol., 2005, JANOSOVA, 2000, WEISS,
2014) pripadné¢ homosexualni preference, zaméteni, zalozeni apod. je po-
jmem pro sexualni orientaci na osoby stejného pohlavi. V souvislosti
s homosexualni identitou je spjato oznaceni nebo sebepojeti ¢lovéka za ho-
mosexualniho, a to ve smyslu nositele homosexualni orientace. Vyjadiuje
schopnost vytvaret plnohodnotny citovy vztah s osobou téhoz pohlavi a je
ekvivalentni vztahu heterosexualnimu ve vsSech zakladnich psychologickych
aspektech. Podle slov Petra Weisse (2014, online): ,, VSechny dosavadni po-
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znatky svedci o tom, Ze sexudlni orientace je zdleZitosti vrozenou a ani ho-
mosexualnimu zaméreni se nelze "naucit" a nelze ho ani "vylé-
cit&undefined,. Je prosté jednou z variaci lidské sexuality.

V soucasné dobé jsou stanoviska, ktera byla platna v dobach od konce
19. stoleti az do 70. let 20. stoleti, celosvétové piekonana. I kdyz uz davno
neni homosexualni orientace povazovana za jednu z duSevnich chorob, pro
nekteré pedagogy je stejné neptijatelna obdobné jako u pojimani masturbace
(WEISS, ZVERINA, 2008) zejména kvili vlivu naboZenstvi a pretrvavaji-
cich ptedsudkt a stereotypil ve spolecnosti.

Problematika partnerskych vztahti, ve kterych nelze opominout partnerské
vztahy lidi s homosexudlni orientaci, je zcela legalni souc¢asti Skolni sexualni
vychovy (Ramcovy vzdé€lavaci program pro zékladni vzd€lavéani, 2013,
RASKOVA, 2014 aj.) a pod garanci $koly umoziiuje napliiovat pravo ditéte
na informace. Vzhledem k faktu, ze homosexudlni orientace se obvykle pro-
jevuje uz vpuberte¢ a vobdobi adolescence v citové a vztahové roviné
(LANGMEIER a KREJCIROVA, 2006, VAGNEROVA, 2000 aj.), méli by
byt jiz zaci primarni Skoly, ktefi se nachdzeji ve fazi prepuberty, nalezité
s touto problematikou seznameni a preventivné adekvatné pouceni (RAS-
KOVA, 2014). Pravdou nadale ziistava fakt, e adekvatnost preventivni pfi-
pravenosti na pubertu zaki v celé jeji §ifi mlize garantovat pedagog, ktery by
mél (a soucasn¢ by chtél i umél) respektovat nejen specifika pedagogicko-
psychologickych zvlastnosti déti mladSiho Skolniho véku a ktery by soucasné
m¢él respektovat humanizacni kritéria a etické zasady sexudlni vychovy.

3. Psychologicko - sexuologicky exkurz k problematice homosexuality
jako nazorovy doplnék k empirickému vyzkumu

Sexualni orientaci rozumime celozivotni, neménny a nositelem nezapficinény
a nezvoleny stav vyluéné nebo pfevazujici erotické a citové preference dané-
ho pohlavi. (Prochazka, Ivo (2010), s. 107) Vyjadiuje, Ze pii volbé erotické-
ho partnera a své citové naklonnosti dava jedinec nékomu piednost, muzi
nebo zené. Pfi rozpoznavani sexualni orientace jsou velmi dilezité obsahy
erotickych sni, fantazii, predstav a také projevy citové naklonnosti, do koho
se Clovek Castéji a intenzivnéji zamilovava. (Prochazka, 2002,2010)
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Biologicka podminénost sexudlni orientace, ale i zkuSenosti, stupeni sebepo-
znani, spolecenské a kulturni podminky vedou k vytvafeni sexualni identity
jedince. Sexualni identitu rozliSujeme heterosexudlni, homosexualni a bise-
xualni. Pojem bisexualita miiZze charakterizovat nejriznéjsi situace. Muze se
jednat o pfechodné obdobi v procesu coming out, kdy homosexual ma pocit,
ze jako bisexual bude blize tzv. spolecenské normé, ze je schopen mit i vzta-
hy s opa¢nym pohlavim. Muize také odrazet zkuSenosti s dosavadnim bisexu-
alnim chovanim. Bisexualni identita je ¢astéjSi u Zen, u osob majicich sexu-
alni zkuSenosti sobéma pohlavimi (napf. u homosexuald zijicich
v manzelstvi) a v adolescenci, kdy souvisi s procesem coming out. (Prochaz-
ka, 2010, s. 107).,,

Sexudlni identifikace vyjadfuje vnitini citéni a sebehodnoceni. Citime se bud’
muzem nebo zenou a také heterosexualem nebo homosexudlem (Prochézka,
2002). Bisexualni identifikace je Castéjsi u zen nez u muzi. To ziejmé souvi-
si s vyrazng€j$i psychosocialnim a citovym ovlivnénim sexuality proti muz-
skému biologickému pojeti.” (Prochazka, 2002, str. 4)

Existenci bisexualni orientace, tedy celozivotni srovnatelné a vyrovnané
sexualni i citové naklonnosti k obéma pohlavim, néktefi autofi zcela zpo-
chybnuji, jini ji povazuji za vzacnou. (Prochazka, 2010, str. 107).

Pfi hodnoceni sexualni orientace se setkavame s pojmem sexualni chovani.
Z hlediska rozpoznani ma tato charakteristika nejmensi vypovidaci hodnotu,
protoze za urcitych podminek a motivace je mnoho lidi schopno adekvatni
sexualni (n€kdy i citové) reakce na nepreferovany sexualni objekt. Podle
naSich zkuSenosti 60% homosexudlnich muzii a 75% lesbickych Zzen mélo
nekdy v zivoté sexudlni zkuSenost s opaénym pohlavim. Prochazka, Ivo
(2010). Str. 107 Prochazka (2002) uvadi, Ze homosexudlnim chovanim se
rozumi pohlavni styk nebo jind sexualni aktivita s osobou stejného pohlavi
a souCasné dodava, ze nekteti heterosexualové mohou mit vztahy se stejnym
pohlavim. Byva to v obdobi pubertalniho hledani a experimentovani, jako
nahrazkova sexualita pfi nedostatku vhodnéjsich partnert, napf. ve vézenich.

Homosexualita a okoli

Pocity pohody a sou€asné prozivani stresu u lesbicek a gayl je ovlivnén
vnimanou stigmatizaci ze strany okoli. Negativni psychologické symptomy
se zhorSuji v disledku zkuSenosti s diskriminaci, o¢ekdvanim odmitnuti. To
vede k tomu, Ze jedinci skryvaji nebo zaml€uji svou identitu sexudlni mensi-
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ny a internalizuji negativni pohledy, jez spole¢nost na gaye a lesbicky zasta-
va. Pro zmirnéni stresordt vyuzivaji pozitivni i negativni copingové strategie,
a to napf. ignorovani ndzori spolecnosti, zatajeni své identity tam, kde je
obava, ze ztrati pozitivni vztahy s plivodni rodinou z dtivodu odmitnuti jejich
sexualni orientace. (Ellen D. B. Riggle, Joy S. Whitman, Amber Olson, Sha-
ron Scales Rostosky Sue Strong, 2008) Mezi negativni copingové strategie
Ize zatfadit uvoliiovani psychického napéti pozivanim alkoholu a drog. Pro-
chazka (2002) uvadi, ze uzkost zreakce rodicti na zjisténi homosexuality
jejich potomka byva snad nejvétsi obavou v celém coming outu.

Angela J. Horn and Y. Joel Wong (2014) zdiraziuji roli otcti ve vychové
svych déti. Muzi — otcové mohou mit pifi procesu coming outu svych synil
problém s naruSenim své otcovské identity v disledku socialnich a kulturnich
vlivil. Heterosexualni otcové homosexualnich synt zazivaji navic velké oba-
vy, které se promitaji do vztahu otce a syna. Je zasazeno (a) rodiCovstvi
a otcovstvi a (b) maskulinita. Je potfeba vnimat obavy otcli a pii poradenské
¢i terapeutické praci védét, jaky vliv na vztah heterosexualniho otce a gay
syna maji nasledujici faktory: (a) emocionalni reakce na gay identitu jejich
synt, (b) pfesvédceni o sexualité, (c) subjektivni zkuSenosti vztahu otce
a syna, (d) vyjadfeni naklonnosti, (¢) komunikace o sexualité, (f), reakce na
diskriminaci, (g) zjisténi podpory rodicl, a (h) pochopeni intersekcionality
a vice identit.

Pfed jedinci s homosexudlni orientaci je obtizny ukol: uvédomit a piipustit si
své zaméreni a uCit se s nim Zit, tak aby naSel Zivotni klid a spokojenost
veetné svého partnera nebo partnerky. Tento proces se nazyva coming out.

Nekteti 1idé se s nim nikdy nesmifi. Jsou schopni své sexualni touhy potlacit,
ale pro vétSinu je to nesmirn¢ obtizné, zpravidla neuspésné a je to spojeno
s pocity viny, popiranim sama sebe, odfikanim, uzkostmi a nékdy i choroba-
mi.” (Prochazka, 2002, str. 5)

Proces coming out mtize probihat velmi tézce a pfi jeho zvladani je vhodna
Iékatska nebo psychologické péce a podpora. Jedinci mohou prozivat tézké
emocni stavy (Spatné nalady az deprese), objevuje se sebedestruktivni jedna-
ni. ,,Mezi homosexualnimi pacienty sexuologického ustavu jich polovina
m¢éla za sebou pokus o sebevrazdu.” (Prochazka, 2002, str. 11)

Nejcast&ji si svou sexualni orientaci uvédomi jedinci v obdobi puberty. Pro-
chazka (2002) uvadi, ze tento fakt plati zejména u chlapci, u nichz dochazi
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k bouflivym hormonalnim zmeénam, které startuji jejich sexualitu, a to v ero-
tickych snech, fantaziich a zejména pfi onanii. Autor sdéluje, Ze mnoho
homosexualnich muzii své touhy dokaze potlacit a neuvédomuje si je a jejich
zaméteni se mize projevit az ve zralém veku. U Zen je pozdni rozpoznani
v disledku pomalejsiho dozravani jejich sexuality a charakteru jejich erotic-
kych vztaht jesté castéjsi.

Dalsi faktor, ktery muze piispét k rozpoznani sexualni orientace, je zamilo-
vanost, ktera muze byt platonickd. Neéktefi lidé si mohou naklonnost ke stej-
nému pohlavi uvédomit jiz v détstvi.

,»Stava se, ze chlapec se platonicky zamiluje do svého ucitele, kamarada ¢i
romanového hrdiny podobné jako jeho vrstevnici do divek a zen. OvSem to
nemusi byt rozhodujici, protoze i heterosexualni chlapci si nachdzeji své
vzory, muze, kteti jim imponuji, a rozeznat v détském véku erotické citéni od
klukovského pratelstvi, je t¢zké.” (Prochazka, 2002, str.. 6)

Slovo na zavér

Je potfeba redlna sexualni vychova a nebranit se ji ani vrodiné, ani
v prostedi vzdélavani — sexualni vychova ve skole. Snegroff, Stanley (2000)
uvadi, Ze neni-l sexualni vychova v roding, jedna se téz o sexudlni vychovu,
avsak spocivajici v poselstvi, jez si rodic¢e neuvédomuji, a to, Ze se jejich dité,
které se prirozené na otazky spjaté se sexualitou, pta, jich se ptat nebude.

Détska zveédavost je soucasti pifirozeného a zdravého vyvoje. V rodingé se
tvofi hodnosty, postoje, pocity a chovani. Dostava-i dit€ v rodin€ negativni
zpétnou vazbu ohledné sexuality, pak jej rodina vede ke zdrojim, které bu-
dou pro dit€ snadno pristupné (napt. Internet, Casopisy, televize, videa)
a stanou se vyznamnéjSimi pro ziskavani informaci, které détskou zvédavost
budou uspokojovat.

Mezi zakladni poselstvi, ktera Snegroff (2000) doporucuje, patii:

Budte takovi, aby se vas deti mohli zeptat — dostupni k ptani (be askable) —
dobrymi posluchaci, védét, co dit¢ v daném veéku a vyvoji potfebuje védét
a ¢emu rozumi. Byt naslouchajicim rodi¢em se vpylati i z divodu, Ze to dité,
které je samo nastavené otazkou k rodi¢i, bude vice naslouchat tomu, co
rodi¢ odpovi, nez to, kterému rodi¢ chce saim o sob¢& né&jakou (i pro dité dule-
zitou/ informaci sdélit. AvSak neznamena to, ze kdyz se dité nezeptd, Ze by
rodi¢ nemé¢l otazky sexuality s dit€tem otevirat.
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Bud'te akceptujici (prijimajici) — coz je soucast dovednosti piedchozi. Rodice
s pozitivnimi postoji k sexualit€ a k détské zvidavosti o ni, jsou schopni bez
predsudkt predat ditéti prostor k bezproblémovému ptani se a k nasledné
diskusi k sexualnim otazkam.

Diskutujte témata a odpovidejte na otdzky jednoduse.
e  Pozor na homofobii

Toni Vaughn Heineman (2004) popisuje piipad 9-leté dcery gay rodiéu, které
Skola vyzvala, aby vyhledali psychoterapii. Podnét vychazel z obavy pedago-
gl, ze dité ma nedostatek pratel, s détmi si moc nehrala a nabidky od dospé-
Iych odmitala. Ugitelé o ni méli strach. Slo o tichou homofobii mezi uéiteli
a ostatnimi rodici. Ucitelé se opirali o to, Ze napt. divka méla rdno pii nastu-
pu do skoly s otcem zdlouhavy ritudl rozlouceni. Vadilo jim, ze doprovazejici
rodi¢ nekdy nosil divce véci do skriniky, pomahal ji povesit kabat, ulozite
krabi¢ku s ob&dem a pfipravit materialy na den. Skola byla zvykla na ,,0b-
vyklé®“ jednani jinych rodict stejné starych déti, a to ze dité opusti u vchodo-
vych dvefi.

e Vyznam pomahajicich profesi a posileni sexualni vychovy a odbor-
né pfipravy

S. Andrea Miller and E. Sandra Byers (2010) provadéli vyzkum
v pomahajicich profesich 162 psycholgli dotazovanych pies internet ohledné
jejich ptipravy, jez méli v pribéhu studia na praci s klienty a jejich sexuali-
tou. I kdyz téméf vSichni ucastnici dostali néjakou formu vzdelavani spojené
se sexualitou béhem vzdé¢lavaciho procesu, hloubka a rozsah vzdélavani byl
omezeny. Odbornici z praxe sdélovali potiebu dalSiho vzdélavani v oblasti
sexualnich problémi (napt sexualniho nésili, sexualni poruchy), a to vice nez
oblasti zdravé sexuality (napt antikoncepce, STD / STDs). Studentim
v pregradualnim i postgradualnim studiu chybély informace, nacvik komuni-
kace, moznost pozorovani odbornikil pfi praxi a trénink i v podobé modelo-
vych situaci. V otazkach své praxe s klienty pak mohou byt nejisti.

Odbornici v pomahajicich profesich by si méli uvédomit své postoje
k homosexualité, a to z divodu, aby byli schopni pfijmout ¢i odmitnout ,,za-
kazku* s problémem homosexuality. Minime tak, Ze si lze jen obtizné pied-
stavit pedagoga s odmitavym postojem k homosexualité, Ze by t¢éma homose-
xuality dobfe zaktim v hodinach sexuélni vychovy piedal.
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Stejné obtizné si lze predstavit experta, ktery poskytuje podptrnou terapeu-
tickou péci.

Ptikladem pozitivni podpory zaméfené na rodinu jako celek je pomoc jedinci
truchlit nad "ztratou" urcitych rodinnych ¢lenti z divodu odmitnuti jeho ho-
mosexualni identity (a nékdy i jeho) a soucasné pomahat klientim vidét sta-
vajici vazby v systému rodiny. (Ellen D. B. Riggle, Joy S. Whitman, Amber
Olson, Sharon Scales Rostosky Sue Strong, 2008) Autofi doporucuji pfistup
podptirné sité gay a lesbické a nongay a nonlesbické fyzické osoby, které
poskytuji podporu, zatimco klient si vytvaii novy vztah s pivodni rodinou.
Zde predpokladame jasné pozitivni postoje k homosexualite.

Partnerstvi se vSak vétSina lidi musi ucit. Uvédomujeme si, které hodnoty
jsou nadbytecné a ze kterych miizeme slevit. Na zacatku kazdy z nas ¢eka na
krasného prince ¢i princeznu, ale v zivoté se pohadky ned¢ji a skutecnost
byva mnohem prostsi. V naSem zivoté existuje pomérné kratké obdobi mezi
20 az 35 lety, kdy mame nejveétsi schopnost navazat partnersky vztah. Jsme
uz zrali, a pfitom je$té¢ dostate¢né piizplsobivi. Pokud zmeskame, stavaji se
z nas staff mladenci ¢i staré panny, kteii si jiz hiife pfivykaji na nékoho jiné-
ho. (Prochazka, 2002, s. 17)

Citace (motto):
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Priloha

Graf 1 — sloZeni respondentii vyzkumu

OBOR

ych ke zdravi 14%
vychov a ke zdravi o uEA.st21%

APA, ATV 8%

ué.MS 15%
TV komb. 16%

REKRE 99 fyzio. 10%
% OCHR2%VS 6%

Poznamka:

Z =292 (4. celkovy pocet respondenttt), P = 263 (tj. budouci pedagogiCti
pracovnici)

N =29 (tj. budouci nepedagogicti pracovnici — fyzioterapeuti)
F =149 (4. celkovy pocet respondentii z FTK UP vcetné oboru fyzioterapie)
U = 143 (. celkovy pocet respondentti z PdF UP)

Zkratky studijnich oborti na FTK UP:
APA — aplikovana télesna aktivita
ATV — aplikovana télesnd vychova

OCHR - ochrana obyvatelstva
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REKRE - rekreologie
TV komb. — T¢€lesna vychova (kombinované studium)

fyzio - fyzioterapie

Zkratky studijnich obort na PdF UP:
uc.1.st — ucitelstvi pro 1. stupen zakladnich $kol
ué.MS - ugitelstvi pro matefské skoly

vychova ke zdravi - vychova ke zdravi
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The complex analysis of early childhood
institutional change

Szilvia Golyan

E6tvos Lorand University

I. The objectives and questioning of the research

The ‘step’ from the kindergarten to the school is a milestone in the life of
children. They can do well in school if they are prepared to the new, if they
have the requirements that can be used as a base for the children and the
teachers as well. The kindergarten environment can make children suitable
for school life but they can become school students only in school environ-
ment.

The aim of my work is the complex analysis of the transition from kindergar-
ten to school, the first big change in the Hungarian institutional education,
which is now compulsory from the age of 3.

First, I would like to clarify the name of the basic concept. Transition can be
any change in the life of the individual that results a motion, a displacement
from the familiar social space. The narrow interpretation of the transition
from kindergarten to school can be the last year of the kindergarten education
and the first year of the introductory section of the elementary school’,
a wider interpretation can be the kindergarten and the elementary school
education, namely the period from the age of 3 to the age of 10. Instead of
the ‘kindergarten-school transition’ I deliberately use the ‘transition of chil-
dren from kindergarten into school’ expression. The former represents the
transition on the structural level of the institutions (the national pedagogical
thinking is characterized by this meaning as well) as the latter expresses level
of children.

! The introductory section refers to the elementary school first and second grades, however it is
important to note that the inlet section of the several times amended 1993. Public Education Act
was repealed by the 2012. Education Law by the first of September in 2012.
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To achieve my research aims, I wanted to find answers to the following ques-
tions, which were marked as my sub goals (and their order indicates the
structure of this paper):

1. In what sort of interpretative frame can the problem of the transition from
kindergarten to school be placed?

2. In the development of the early childhood institution types — namely the
kindergarten and the elementary school — what are the moments, which lead
as a decisive momentum to the current (2013) ‘state’ of the early childhood
institutional change?

3. In the practice of which European states does the early childhood institu-
tional change as a problem and what solution trends can be identified regard-
ing the issue?

4. What difficulties of the early childhood institutional change are character-
ized in Hungary and what efforts are aimed at resolving them recently?

5. Is there a correlation between the degree of the satisfaction of the kinder-
garten activities and the direction of the attitude to school learning?

6. How and to what extent do the recent changes of the law and content regu-
lation contribute to the rethinking of the transition?

The complex analysis of the kindergarten transition into school — as it is
reflected in the assumptions above — is aimed to approach the issue with
many criteria and there required different methods and methodological solu-
tions in different part of the research, so I cover them at the presentation of
the results.

I1. The analysis aspects and the main results of the research

Several domestic studies focus on a variety of social inequalities and their
process of transforming into educational failure (Kertesi and Kézdi, 2005a,
2005b; Rado, 2007). More and more research show that although the individ-
ual skills and the family background are the determinants of the educational
success, but schools with a very similar social environment may produce
rather different educational effectiveness (Kertesi and Keézdi, 2009).

I have undertaken to clarify the basic concepts of equality and fairness re-
garding the fair educational environment as a frame of reference. I think the
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benefits and risks of inequality may be more intense during the transition
between institutions, but in return the principle of fairness might make the
transition smoother. To see that nowadays the early childhood institutions are
able to produce a fair educational environment, we need to review the main
factors which influence the enforcement of the principle of equality.

I referred as so-called discriminatory factors in the kindergarten and elemen-
tary school education: the existence of small local institutions, the school
choice pluralism and its impact, the position of mixed profile institutions, the
social system that supports the participation in institutional education, the
changes in the regulation of participation in kindergarten education, the pos-
sibility of flexible school-starting time, the potential in the indigenous prac-
tices of school education.

Education carries the disadvantages deriving from the disparities and inequal-
ities from the very beginning, and not only amplifies the existing ones but
creates new ones at every turn. Between the factors influencing the principle
of fairness have more significance of the identity of the institute maintainer,
the ‘labyrinth’ of financing, the difficulty in the signalling system, the reali-
zation limits of the ideologically neutral education, the feminization of the
teaching profession and its low prestige, and I mention the difficulty in the
practical implementation of the inclusive education.

In connection with the intention to establish a fair educational environment,
it is not indifferent to note that there is a strong correlation between the pro-
fessional and infrastructural supply of the institutions and the social status of
the attending students (Kertesi and Keézdi, 2005a). The school enrolment
‘practice’ of the children having integration, learning, behavioural disorder
and students with special needs (Jozsa and Hricsovinyi, 2011); the growth of
ethnic segregation® (Kertesi and Kézdi, 2009), and the “distribution’ of the
disadvantaged students show strong differences between individual school
districts, and these differences are amplified by the free school choice (Jozsa
and Hricsovinyi, 2011).

? While in the Hungarian society there is a substantial upward mobility, gypsies have education
below average, and a total lack of mobility (Gdbos and Szivods, 2008).
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1. The historical review of the early -childhood institutional
types - in the view of the institutional change

In the historical review of the institution types, my aim was to focus on the
early childhood institutional change — not the only, but in our country cur-
rently (2013) is affecting the most children. For this purpose in the chrono-
logical line of the domestic history of the pre-school and elementary school,
I tried to capture, highlight the moments that affect greatly the transition from
kindergarten to school, in which the significant changes — regarding this
transition — of teacher training are naturally connected in several places.

If we follow the development of the national education system, historically it
was inevitable to do a top-down aim and task management, and in the context
of the kindergarten spreading as a type of institute, its own and independent
professional function system could gradually develop. The appearance of the
pre-school role of the kindergarten and then its growing importance attribut-
ed by the (educational) politics ‘indicated’ the ‘downward expansion’ of the
elementary school education, strengthening until the present day — with dif-
ferent emphasis, but still permanently — the definition of the kindergarten as
an ‘entrance hall’ of the school. This top-down educational approach even
today characterizes the education system in Hungary, declaring that only the
‘preceding’ educational level has to adjust to the ‘subsequent’ level, not even
assuming nor expecting a reciprocity in this field (neither). Although children
would ‘need’ a down-up approach public education system (Vekerdy, 2000;
Palfi, 2004a, 2004b), in which the work done in one level is not determined
by the requirements of the next level.

In this part of the research there was a systematic and multi-faceted analysis
of the history of the kindergarten and elementary school. The chronological
continuity was articulated by the moments that had content and/or legislative
attempts; as the function of the kindergarten and its changes, the differentia-
tion of school-readiness, and the change of the content frame. It is important
that several professional — especially at national level — ideas were changed
or were in dialogue with each other throughout history, and many further
improvements can be found in each period.

2. The European experience of the early childhood institutional change

The incoming foreign experiences, views and their practical implementations
had greater or lesser effect on the development of the Hungarian pre-school
education from the very beginning. In my research I also made sure that the
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early childhood institution change is surrounded by international interests.
The documents of European Union member states, describing briefly their
elementary education systems (Pre-school education: current thinking and
provision, 1995; Pre-school and primary education in the European Union,
1994; Supplement to the study on pre-school and primary education in the
European Union, 1996) show clearly that the transition from pre-school edu-
cation to elementary school education is a subject of debate in several coun-
tries.

They try to resolve the transition problems between kindergarten and elemen-
tary school with structural changes, coherent curricula and with closer coop-
eration between kindergarten and schools and between schools and families.
There are countries, where kindergarten classes were established in the ele-
mentary schools (the Netherlands) or the last year of the pre-school education
and the first year of the elementary school education were placed together in
an educational cycle (France), while others are trying several alternatives to
solve the problems caused by the transition (Sweden). However, there are
member states which does not have the problem of the transition (such as
Denmark, Norway, Ireland, Iceland or Spain).

During the examination of the early childhood, I had the opportunity to get to
know the education system of other countries, and I could have a little insight
in their practices in many of them in my field trips. /n the comparative analy-
sis 1 highlighted the practice of those countries where the early childhood
institution change is considered special. That is how I chose the United
Kingdom, where the earliest start of compulsory education can be found and
the kindergarten is optional; Denmark, where there is a pre-school class;
Germany, where the only criterion to enter the school is the age and nothing
else; Spain, where there is a ‘kindergarten school’ type of institution. Fur-
thermore, France, where there is a so-called preparatory class; the Czech
Republic, where the introduction of the preparatory classes cause difficulties;
Ireland, where the early education of disadvantaged children is a high priori-
ty; and Romania and Slovakia; where the introduction of zero-grade was
realized recently (in the former as mandatory, in the latter as an alternative).

In summary, it can be stated that the pluralism of institutional foundation and
the autonomy of institution choice characterize the countries; in the structure
of daytime child care and education, there are significant differences among
the countries. In addition to the different school starting ages, the EU mem-
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ber states regulate differently the calendar dates that are required to reach to
start the compulsory education.

All over Europe there is a tendency in the movement, up and down direction
too, on the one hand in the increase and decrease in the number of years that
must be spent in the education system, on the other hand in the lower and the
upper age limit of the compulsory education. It is worth thinking about what
the compulsory education is good for by itself, and what other actions may
help it to achieve its aim more efficiently.

It can be concluded that the EU member states recognized differently that the
quality of the early childhood education is a critical factor which depends on
the adequate funding, the practical application of the educational research,
the quality guarantees and the continuous, ongoing training of teachers.

3. The Hungarian practice of the early childhood institutional change

By using the content analysis method and with the process of the Hungarian
research results regarding the institutional change, I tried to gather all the
issues in a ‘bouquet’.

During the historical review of the problem, first I tried to find an answer that
which factors of the domestic early education system may ‘obstruct’ children
in the transition; secondly my aim was to ‘seek’ the national initiatives ad-
dressed to solve these transition problems. I made an attempt to process all
the Hungarian scientific literature regarding this issue.

It can be stated that the conditions for the school starting, the regulation of
the compulsory education and other related issues have long been a subject of
debate. In addition to the age, from the 1970s onwards the criteria of the
school maturity have been defined, namely beyond reaching a certain age to
be schooled, some biological, psychological and social maturity had to be
achieved by the potential first-grade children. However, the so-called school
maturity test in many cases is the only filter (and for only few children) be-
fore the start of school that could indicate the danger of learning disabilities,
and that could offer options to prevent or moderate the future learning diffi-
culties.

Reviewing the Hungarian research results, professional manifestations, I met
several approaches. From the identified problem areas — such as the coopera-
tion of the institutes, the early teaching, the different stages of development,
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the affective factors, the free choice of institutions, the flexible school start
and the school performance —, some proved to be of special importance.

In the kindergarten-school cooperation, 1 strongly believe that the mutual
trust and understanding and appreciation of each other’s work should be
present in the relationship of teachers.

In addition to age, the individual development is determining concerning the
transition, regardless that it is not taken into account in the school enrollment.
Therefore I am convinced that every kindergarten teacher and school teacher
has to be aware of the biological, psychological and social characteristics of
the 3-8 year-old children.

The too early school start can turn the child’s attitude towards learning ‘un-
favorable’, and the unjustified postponement also has the hazards. From the
view of ‘right time’ school start, that is why the opportunity of differentiated
school enrollment must be maintained beside the ‘fixed’ age-specific com-
pulsory school start.

Education, both lay and professional, is a crucial space for forming opinions.
The evaluation, between the evaluator and the attitude object, much depends
on the surrounding physical and personal apparatus. If the attitude is positive,
the person is more approaching to, and if negative, the person is moving
away from the attitude object (Petty, DeSteno and Rucker, 2003). The attitude
can be learned, during orientation it is forming and can be formed, and it can
be influenced with maximum efficiency in the early childhood.

The results generated in this phase of my research reinforced me in my pre-
vious realization that the academic research regarding the kindergarten-
school transition (either descriptive or correlative) focused on the system
level operation or on the groups of children. The opinion-finding studies can
be characterized in this way too, because these two dimensions determine the
direction of the questions and the analysis of the answers.

4. The longitudinal survey of the predictive power of early childhood
satisfaction

In Hungary I have not met a study that approached the issue of transition
from the individual child’s point of view and get to the child not just in the
‘preparedness-unpreparedness’ dimension. It is certain that importance of
emotions during the transition cannot be overestimated and it is known that
the from all the many and big changes that have to be experienced and pro-
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cessed by the small children one of the most important is the difference be-
tween kindergarten learning and school learning. Therefore, I feel obligated
to conduct an empirical study in this field to examine the transition from
kindergarten to school transition among children.

4.1 The presupposition and the basic concepts of the survey

As a result of the theoretical and practical work specified above, I conducted
a longitudinal study to attempt to examine the relationship between the level
of satisfaction of children’s kindergarten activities and their attitudes related
to school learning. I assume that the satisfaction of kindergarten activities
anticipate the attitude towards school learning activities. Furthermore, I as-
sume that in the case of satisfaction about kindergarten activities, the attitude
towards school learning activities is more positive, and in the case of dissatis-
faction about kindergarten activities, the attitude towards school learning
activities is more negative.

In the study I used two basic concepts, satisfaction and attitude. A common
feature of young children regarding the satisfactory level and the attitude,
I consider that beside the three-component (cognitive, conative, affective)
determination, the affective factors are stronger and that the emotional aspect
refers to the emotional attitude, which can be positive or negative. All these
taken into consideration in my research, I identified satisfaction as a predic-
tive factor of positive attitude, and dissatisfaction as a predictive factor of
negative attitude.

4.2 The methods of the survey

Having chosen the qualitative research method — in which I constantly re-
flected to the moments of the study, keeping a continuous control over the
data collection and the analysis process — I hoped to get round a particular
approach regarding the issue of the institutional change.

Taking into account the methodological dilemmas of the planned research
(features of participants due to their age; the comparability of data because of
the longitudinal nature; subjectivity; anonymity; ‘adequate-required-
desirable’ responses; linguistic and sociolinguistic aspects) reinforced me
that the studies of young children involve a number of specific difficulties. It
is a reasonable belief that it is hard to measure directly the opinion of chil-
dren, especially kindergarten children. Nevertheless, it is important to know
the beliefs, needs and expectations of young children, therefore my research
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is an attempt to ‘measure’ satisfaction and attitude of children despite all the
methodological difficulties.

In the test preparation, I realized that in Hungary there are few measuring
instruments applying educational and psychological knowledge that can
serve valid and reliable data about examining emotions and emotional com-
ponents (Forgdcs, 2003; Banyai and Varga, 2012).

Because of this reason, I searched for partly adaptable tools and I completed
them with self-made ones. They provided an opportunity to test the hypothet-
ical relationships on a small sample, and then to refine them to be more accu-
rate.

I had to make it clear before the survey that it would provide locally mean-
ingful data and I wanted to avoid using incorrect, over-extended generaliza-
tions.

The most commonly used tool to get to know attitude is the attitude scale, but
it cannot be applied with pre-school children. After thinking it over, I had to
choose another methodological tool beside the oral interview with kindergar-
ten children that is why I chose to apply thematically focused photos. For
school children I thought the written interrogation (questionnaire) — with age-
adapted conditions — could be applicable. After having tried the method in
kindergarten developed by Vargdané Szabo Gyorgyi (2000) in a pre-test,
I made some correction on the kindergarten tool and I completed it with the
specific genre of discursive interview.

The school study relied on the basic methods. First, with the help of the ques-
tionnaire I wanted to get to know the children’s school learning attitude and
I was curious about their attitude towards kindergarten. To measure attitude
I created a so-called Likert-type scale. As a part of the school study and re-
garding children taking part in the longitudinal survey, I asked the class
teachers to rank their performance on a five-point scale concerning their
behaviour, diligence and some school subjects.

4.3 The characteristics of the sample

At the sample selection I watched for the following main aspects: to repre-
sent the average Hungarian settlement based on the population data; to ensure
to gain access to the test groups. At taking of samples, the research topic
determined which age group to choose for the research questions, in this
regard my sample is targeted.
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It is of key importance regarding the facilitation of institutional transition that
what characterizes the cooperation of the involved kindergartens and schools;
and presumably the dissonance or the harmony of the value preferences of
the two types of public education institutes may have effect on the education-
al process. Thus, I applied the document analysis method in the pedagogical
programs of the involved institutes. I tried to find the answer that in the pro-
grams in which context the assisting, helping efforts of institutional change
appear; what kind of inter-institutional forms of cooperation they plan to
develop.

I started the longitudinal study in 2009 in a small Hungarian town, where
three last-year groups of three kindergartens (46 people) were involved, then
followed to school, and in 2010 I continued the data collection in seven first-
grade classes (139 people) of three elementary schools.

There were 27 children who had available data to analysis from both kinder-
garten and school, making them comparable. In the school attitude study,
I recorded the classmates of the follow-up students, thus increasing greatly
the size of the school sample. In this way I have a broader available data set
in the given population.

4.4 The processing of the survey

I intended to explore the individual and group-related relationships. In the
follow-up sample, I examined the context of the background factors regard-
ing the institutional change, such as the gender, the number of years spent in
kindergarten education or the characteristics of the family.

In the kindergarten I received information about the satisfaction level of four
main activities (playing, learning, self-service, resting) based on the choices
of these activities. The satisfaction of the kindergarten activities were meas-
ured by the photos belonging to the variables (i.e., the four main activities), if
the photo was placed next to the ‘smile’ symbol, it represented satisfaction of
the given child, if the ‘sad face’ symbol was chosen, it meant dissatisfaction.

From the 30 items of the attitude scale, 8 statements measure the attitude
determining components towards kindergarten. In the summary from
the 22 attitude determining components I ignored 2 of them, thus from the
total of 20 findings I grouped into topics, creating five combined variables
(physical environment, social environment, well-being, learning conditions
and learning).
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To make the kindergarten and school data interpretable and comparable with
each other, I formed satisfaction’ and attitude®* levels.’

4.5 The results of the longitudinal survey in the view of the presuppositions

As a conclusion it can be stated about the children participating in the longi-
tudinal survey that

they are ‘mostly satisfied’ (78.91%) about the kindergarten activities and
they liked them, and globally only 3 people were dissatisfied;

from the kindergarten activities they were ‘mostly satisfied’ (83.88%)
about the learning activities, a little less with playing, but still ‘substan-
tially satisfied’ (76.54%), and a high proportion rejected ‘resting’
(51.86%);

the different learning activities are not equally popular: many rejected
drawing (6 people), singing (6 people) and bedtime stories (5 people),
3-3 people rejected gymnastics, mathematics and environmental activi-
ties;

by the end of the first school year, 22 children changed their opinion
about kindergarten. 8 of them showed negative direction, 14 children had
more positive opinion about kindergarten: the satisfaction of 62.57%
kindergarten age opinion to 92.79%;

their attitude towards school learning is ‘mostly positive’ (81.00%). It is
important to emphasize that this figure represent an average, internally it
is more segmented: comparing to the kindergarten satisfaction level al-
most as many of them are more positive (14 people) about school learn-
ing as those who are more negative (13 people);

? Satisfaction levels: ‘completely satisfied’ (100.00%), ‘mostly satisfied’ (76,91%-99%), “sub-
stantially satisfied’ (50.01%-76.90%), ‘half-part satisfied’ (50.00%), ‘substantially dissatisfied’
(23.10%-49.99%), ‘mostly dissatisfied’ (0.01%-23.09%) and ‘completely dissatisfied’ (0.00%).

4 Attitude levels: ‘entirely positive’ (100.00%), ‘mostly positive’ (81.00%-99.99%), ‘substantial-
ly positive’ (60.01%-80.99%), ‘neutral’ (60.00%), ‘substantially negative’ (40.00%-59.99%),
‘mostly negative’ (20.01%-39.99%) and ‘entirely negative’ (20.00%).

5 Although the concepts of satisfaction and attitude seem interchangeable in the scientific litera-
ture, I believe that despite the several common features, the two concepts are not the same, thus
T used them both.
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the factors influencing school learning attitude show a varied picture:
they are mostly positive about the physical and social environment, but
only 3 of them said with full clarity the same concerning the school well-
being. It was also detected that those had higher index who had former
kindergarten-mate in the class.

I have found that those children who were satisfied with the kindergarten
activities had positive attitude towards school learning (from 27 people,
19 people showed this relation). The dissatisfaction about the kindergarten
activities, however, did not indicate a correlation that their attitude towards
school learning would be negative. The study results did not support suffi-
ciently that there is a correlation between the degree of the satisfaction of the
kindergarten activities and the direction of the attitude to school learning.
I consider it necessary to study more my assumption, as only three children
were dissatisfied with the kindergarten activities in the follow-up sample and
it is insufficient to refute my hypothesis definitely.

The longitudinal study showed that instead of/beside the structural or age-
group approach regarding the institutional change, a special survey would
be necessary and possible to focus on the individual.

5. The challenges in the new regulatory environment

In the critical analysis of public education regulators basically I wanted to an
answer to the question that whether the adequate central law and content
regulation concerning the early childhood institutional change ensures the
continuity of the transition; reforming the old initiatives or creating new
opportunities how and to what extent can contribute to a seamless transition.

In my opinion, the National Public Education Law (2011) ‘takes’ and ‘han-
dles softly’ several issues that might support a smoother transition, providing
national and local alternatives within the public education system. Between
the kindergarten and the school there is not a professional successive rela-
tionship (both true to the national level law and to the content regulation), so
the transition will not be easier in this new regulatory environment. But be-
side the contradictions and the tendencies of the public education system,
there are other contingencies, such as the appearance of ‘new’ barriers which
support a uniformity education or the underfinance of education (for more
decades).
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II1. Conclusions

The theoretical and practical efforts that I got to know in my research to ease
the institutional change mostly offer local solutions, and the national level
alternatives, because of many and separate reasons, could not solve the prob-
lem of kindergarten-school transition, and the problem analysis from the
children’s point of view is basically lacking.

To sum up the experience of the systematic and complex analysis, 1 would
like to list some options — without striving for completeness, which could
contribute to an efficient and effective early childhood institutional change:

establishment of system-wide (national) conditions regarding the ongo-
ing professional development;

introduction of (experimental) programs to smoothen the transition from
kindergarten to school,

implementation of a coherent ‘early childhood approach’ and operation
of a coherent early childhood education system;

a united handling of the introductory and initial phase in the elementary
school;

the interpretation of the pre-school preparatory tasks of the kindergarten
and its implementation (without ‘hurting’ the declared education-
oriented kindergarten!);

taking into account the skills (competences) which are required for the
effective school learning, and making them structured (I think a national
level guidance might be required, even as a regulator) when creating
content (kindergarten knowledge provision) of kindergarten education;

the ‘continuation’ of the several years of professional experience regard-
ing child development in kindergarten, the ‘transfer’ of knowing children
(from kindergarten to school, a compulsory transfer of documents about
the kindergarten development of children, compliance with the data pro-
tection rules);

providing an extended period of grounding phase in elementary schools;
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ensuring the stability of lower elementary school teachers and the ‘min-
imization’ of their numbers (a correct understanding of the not subject
based teaching is essential for that);

provision of opportunities to support institutional change for children
with special needs;

‘rethinking’ the ‘intermediate’ school forms (zero grade, pre-school
class, correction class, developing class) as alternatives taking into con-
sideration the individual development path — as the current transitional
institutional forms seem to be unsuccessful, a solution or ‘aim’ would
be: the implementation of a pedagogical environment (physical, method-
ological and personal as well) which can monitor better the individual
differences (and adjusts better to the given age);

school enrolment as an alternative that takes the individual level of de-
velopment into account;

adaptation of finance to the needs of early childhood education system;

elimination of ‘gender stereotypes’ found in the field of early childhood
education, making the area more attractive to men; and

multi-faceted and interdisciplinary study of the institutional change.

A smooth transition from kindergarten to school depends on the helping,
supporting educational methods and cooperation of the family, the kinder-
garten and the school. Despite the organizational diversity of kindergarten
and school, the unity, the indivisible development curve of this age group has
to be seen. All educational level has to ensure appropriate circumstances for
the children’s age and development level.
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Pregradualni priprava ucitelii na integrované
prirodovédné vzdélavani na primarni Skole

Jitka Petrova, Dominika Stolinska

Univerzita Palackého v Olomouci

Uvod

Ceské zakladni $kolstvi se i v dne$ni, technicky vyspélé, dob& obraci
k zékladim uceleného vychovného systému vynikajiciho ¢eského myslitele
Jana Amose Komenského, ktery byl kromé jiného vyznamnym polyhistorem
a pedagogem. Polozil zaklad novodobé pedagogiky, teorie vyucovani a filo-
zofie vychovy. Jeho pedagogické spisy obsahovaly progresivni prvky, které
maji dodnes vysokou hodnotu, jako jsou racionalnost, motivace a efektivnost
vyuky. Zakladnim didaktickym zakonem Komenského byl pozadavek ucit
vSemu piikladem, pravidlem a praxi. To je dlsledn¢ vychazet z poznani bez-
prostiedni skutecnosti tak, aby si zak sam za pomoci ucitele odvozoval obec-
ny zaveér a dusledky vyplyvajici pro praxi. Zdlirazioval rovn€Z princip sys-
tematicnosti, ze které vyplyva i v souCasnosti aktualni pozadavek navaznosti
informaci v ramci jednotlivych pfedmétd, ale i mezioborove. Dalsi z jeho
zasad byl pozadavek aktivnosti, to jest vychdzet ze zajml zéka, podnécovat
aktivni mySlenkové procesy a praktickou ¢innost déti.

Komenského principy, jako zakladni stavebni kameny skolstvi, jsou
od 17. stoleti ve svétovém i ¢eském Skolstvi povazovany za platné a neustale
dale rozvijeny.

Dnes jiz nelze pochybovat o tom, Ze uspéch kazdého jedince ve spolecnosti
21. stoleti, tedy v dob& informacni globalni spolecnosti, je dan jeho schop-
nosti ziskat, analyzovat a vyuzivat informace. Skola se tak stiva soudasti této
informac¢ni spolecnosti. Je proto nutno, aby stile nachazela zplsoby, jak
na tuto skutecnost reagovat. Zavadéni novych myslenek, metod a zplsobl
prace ve Skolstvi klade vysoké naroky na zaky, ale pfedevSim na ucitele.
Zejména ucitel by mél zaky naucit pracovat s informacemi a sam by také mél
vhodné informaci vyuzivat tak, aby pfispély k rozvoji myslenkovych a tvtr-
Cich aktivit déti.
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1 Soucasna primarni Skola

Cilem primarni §koly je mnohostranny rozvoj osobnosti kazdého ditéte, tedy
rozvoj intelektudlni, emocionalni, socialni, volni, eticky a esteticky. Velky
vyznam je pfipisovan hodnotam, jako je rozvoj samostatnosti, zodpoveédnosti,
tolerance, solidarity, respektu k riznosti, porozuméni pro druhé, spoluprace,
sebedlvéry, rozvoj demokratickych hodnot a obcanskych kvalit, utvareni
narodniho védomi, vychova k lidskym pravim a multikulturnimu porozume-
ni. Dal§imi cili, které jsou neméné dulezité, je uvadéni do poznavani svéta,
budovani zakladnich védomosti a dovednosti, jako vychodisek pro dalsi
vzdélavani.

S témito pojmy uzce souvisi tzv. konstruktivistickd koncepce vyucovani.
Konstruktivismus povazuje uceni za velice individualni proces a zdiraziuje,
7e poznani, realita a vlastni zkuSenost jsou pro vzd€lani to nejdalezitéjsi.
Konstruktivisticky pfistup k vyuce vychazi z tvrzeni, ze poznani je zalozeno
na slozitém procesu, ve kterém vybér a naslednd interpretace podnéti zavisi
na ptredchozi zakoveé zkuSenosti a vysledky tohoto procesu jsou specifické
pro kazdého jedince. Jde o interakci mezi dosavadnim poznanim a zkuse-
nostmi a novymi podnéty. Pravé v této interakci se utvari zakovo individualni
a jedinecné pojeti uciva (Skalkova, 2007).

Naopak pro tradi¢ni pojeti vyuky je pfiznacna transmise, tj. predavani hoto-
vych, logicky utfidénych informaci. Pfi tomto pojeti vyuky se pocitd s tzv.
,zrcadlovym® otiskem podanych informaci do mysli zaka (tedy s tim, ze zak
informace piijima tak, jak mu byly sd€leny a nijak je netransformuje) (Skal-
kova, 2007).

Na principu konstruktivistické koncepce vyuky je zaloZeno také soucasné
kurikulum, tedy Radmcovy vzdélavaci program pro zakladni vzdélavani, resp.
Skolni vzdélavaci programy konkrétnich skol, které poskytuji jednotlivym
Skolam vice moznosti pro inovaci vyuky. Diky tomu mohou pedagogicti
pracovnici pfistupovat k vyuce pfedmétti volnéji, tieba i interdisciplinarné
a integrované. Tim v§im se miize vzdélavaci proces vice pfiblizit k realnému
zivotu, a bude tedy pro zaky pfijatelngjsi, protoze si ve vEétsi mife uvédomi
smysl celého uceni.
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2 Integrovana vyuka

Pojem integrovana vyuka chdpeme jako spojeni uciva jednotlivych ucebnich
pfedmétt nebo kognitivné blizkych vzdélavacich oblasti v jeden celek. Diiraz
je kladen na komplexnost a globalnost poznavani, kde se uplatiuje fada me-
zipfedmétovych vztahl. Integrovana vyuka tak neni zalozena na jednotlivych
pfedmétech, tzn. na predmétovém kurikulu, ale na tzv. integrovaném kuriku-
Iu (Podrouzek, 2002).

J. Coufalova (2004) charakterizuje integraci jako koncentraci uciva, ktera
dava jednotny pohled na dany problém, vytvaii mezipfedmétové vztahy
v ramci zvoleného tématu, umoziuje Zakovi chapat skutecnost jako celek
a budovat si uceleny obraz okolniho svéta. Integrovana vyuka vyuziva mezi-
pfedmétové vazby v obsahu ucebnich predmétl i propojeni teoretickych
poznatki s praktickymi ¢innostmi zaki.

Pedagogicky slovnik (Pricha, Walterova, Mares§, 2013) definuje integrova-
nou vyuku jako vyuku realizujici mezipfedmétové vztahy a spojeni teoretic-
kych ¢innosti s praktickymi v nasledujicich hlavnich formach: 1. integrované
pfedméty nebo kurzy; 2. moduly nebo témata zafazované jako soucast vice
predméti; 3. projekty spojujici poznatky z vice piedmétt s praktickymi zku-
Senostmi a produktivnimi ¢innostmi; 4. integrované dny, kdy cela skola reali-
zuje jedno spole¢né téma.

L. Podrouzek (2002) uvadi, Ze pojem ,,integrovana vyuka“ muze tedy byt
chapan v Sir§im slova smyslu jako:

- konsolidovani uciva, tzn. sjednoceni, ustaleni obsahu rtiznych uceb-
nich pfedmétti z jedné kognitivni oblasti v samostatny ucebni pied-
met,

- koncentrovani uciva, tzn. soustiedéni a feSeni urCitého problému
soucasné z riznych hledisek jednotlivych védnich obort,

- koordinace uéiva, tzn. soucinnost a spoluprace zalozena na principu
vyuzivani a aplikovani obsahu nebo formy jednoho uéebniho pied-
métu druhym.
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V uzsim slova smyslu pak jako:

- soubor integrovanych témat, kterd jsou zafazovana do samostatnych
ucebnich pfedmétt, napf. téma ochrana pfirody je zafazeno
v zemépisu, biologii, chemii, obcanské vychove apod.,

- typ koncepce spojujici, ve smyslu koncentrace, teoretické poznatky
a praktické ¢innosti,

- projekty spojujici rizné kognitivni a ¢innostni oblasti pod spole¢né
téma, které zaci riznymi metodami, riznymi prostfedky a v riznych
intervalech fesi béhem Skolniho roku.

3 Vznik a vyvoj integrovaného vyucovani v ¢eskych zemich

Seskupovani uciva kolem center, kterd upoutavala zakovu pozornost svou
zivotnosti, se stavalo predmétem z4jmu mnoha teoretikill i ucitell jiz v minu-
losti. Integrované ucebni celky byly v teorii i praxi pfirozenou reakci na roz-
tfisténost vyucovani v jednotlivych vyucovacich predmétech a na prohlubuji-
ci se nezajem zakd o obsah vyucovani (Kubinova, 2002). V ¢eskych zemich
integrované vyucovani navazovalo na zkuSenosti vyznamnych zahrani¢nich
osobnosti.

Duchovnim otcem tohoto typu vyucovani je americky filosof a pedagog
J. Dewey, ktery jiz na pielomu 19. a 20. stoleti zdlraznoval, Ze pfi tvorbé
osnov ma byt sttedem pozornosti samotny zak a do vyucovani maji byt zara-
zovany ¢innosti odpovidajici pfirozenym zdjmim zakt. Dale podotykal, ze
béhem Skolniho vzdélavani se ma postupovat od praktickych ¢innosti zakt
k teoretickym védomostem tak, aby vychodiskem uceni byla skutec¢na zivotni
zkuSenost. Proto nema byt ucivo rozclenéno na jednotlivé predmeéty, ale ma
byt integrované.

Na Deweyho myslenky navazuje W. H. Kilpatrick, ktery se zaslouzil o uve-
deni Deweyho pedagogické koncepce do praxe. Pravdivost Deweyho mysle-
nek dokazuje v pojednani The Project Method, ve kterém poukazuje na to, Ze
projektova metoda, a tim padem i integrované vyucovani, je jedinou opravdu
demokratickou vyuéovaci metodou.

Dalsi, nemén¢ vyznamnou osobnosti, Uizce spjatou s integrovanym vyucova-
nim, je S. Kovalik, americkd pedagozka, ktera na zaklad¢ teorie rozmanitych
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inteligenci a nejnovéjSich poznatkd o tom, jak se uci lidsky mozek, navrhla
model integrovaného tématického vyucovani. Za mozkoveé kompatibilni
prvky, které maji byt trvale pfitomny ve vyuce, povazuje (Svobodova, 1997):

1. nepfitomnost ohrozeni 5. obohacené prostredi

2. smysluplny obsah 6. spolupraci

3. moznost vybéru 7. okamzitou zpétnou vazbu
4. ptiméteny ¢as 8. dokonalé zvladnuti uciva

Pro vzdé€lavani stanovila tzv. nové mémy, které slouzi k optimalizaci uceni.
Za cil vzdelavani pak S. Kovalik povazuje zachovani demokracie a respekto-
vani skutecného zivota, jako nejlepsiho kurikula pro 21. stoleti (Simic¢kova,
2004).

3.1 Integrace v obdobi od pocatku 20. stoleti do 40. let 20. stoleti

V obdobi na pocatku 20. stoleti bylo nase Skolstvi, vzhledem k historickym
souvislostem, ovliviiovano piedevsim skolstvim rakouskym a némeckym.

Vroce 1910 vsak jiz Ceské Skolstvi vyznamné ovlivnily ,,Vzorové ucebni
osnovy pro Ceské chlapecké i1 divéi Skoly méstanské™ vydané v Praze se
souhlasem videniského ministerstva. Tyto osnovy ¢aste¢né respektovaly Ces-
ké poméry a byly v nich zdliraziiovany nékteré dulezité myslenky, jako jsou
napft. brat ohled na potieby praktického Zivota a na mistni poméry, v nichz se
Skola nachazi. Z hlediska koncipovani jednotlivych ucebnich predmétt je
velmi dulezité, ze byla vyuzivana soustavnost a Castecné spojovani obsahti
jednotlivych ucebnich predméti.

Tyto osnovy nahradil v roce 1915 ,,Ucebni plan pro Ceské obecné skoly os-
mitiidni“. Jeho obsah byl v podstaté totozny s piedeslymi osnovami, vétsi
diraz byl vsak kladen na vychovnou stranku vyucovani a respektovani biolo-
gickych, sociologickych a psychologickych vlivli ve vyvoji osobnosti zaka.
Osnovy jsou spojovany s ideou ¢inné a pracovni §koly. Skolni prace se méla
stat nastrojem pro poznavani zakd. Soucasné také vznikaji vyzkumy zabyva-
jici se problematikou integrovani vyucovani, zejména v pfirodovédnych
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a spolec¢enskovédnych oborech. Resi predevsim otdzky strukturace obsahu
uciva, koncipovani u¢iva a moznosti jeho seskupovani tak, aby umoziovalo
zakam Siroky pohled na skutecnost.

V roce 1933 ovlivnily nase Skolstvi u¢ebni osnovy pod nazvem ,,Definitivni
ucebni osnovy pro obecné skoly“. Byly vyznamnym Skolskym dokumentem,
nebot’ legalizovaly a zavadély do praxe naSich kol ideu ¢inné skoly s prvky
sceleného vyucovani, kdy se v 1. — 3. ro¢niku obecné skoly koncentrovalo
ucivo v ucebnim predmétu prvouka, ve 4. — 5. ro¢niku byla stiedem vyuco-
vani vlastivéda. Jednalo se tak o prvni pokusy zavadéni integrovaného vyu-
¢ovani do Skol. Propagatorem této metody se stal jeden z nejvyznamnéjSich
ceskych pedagogti, Vaclav Piihoda (Kovaricek, Kovatickova, 1989) .

3.2 Integrace v obdobi od konce 40. let do zac¢atku 90. let 20. stoleti

Konec 40. let 20. stoleti ovlivnil Skolsky zakon vydany roku 1948
pod nazvem ,,UcCebni plany a ucebni osnovy pro skoly narodni a stiedni®. Do
§kol zaved] systém samostatnych uéebnich predmétt. Tyto osnovy u nas
zapocaly éru zakovského poznavani jako izolovaného a ,,rozskatulkovaného®
pohledu na véci, které nas obklopuji. Ucebni pfedméty byly chapany jako
»zmen$ené védni discipliny*, v nichz bylo hlavnim cilem ptfedat zaktim po-
znatky jednotlivych védnich obort. S izolovanosti pfedmétt byla samoziej-
me spjata i neschopnost zaki ziskané védomosti propojovat, ¢imz se uceni
stavalo neefektivnim.

Na dtkaz upevnéni sméru nastoleného v roce 1948 mély byt vroce 1954
ptijaté a v letech 1957 a 1958 upravené ,,Ucebni osnovy pro 1. az 10. ro¢nik
vSeobecné vzdelavacich skol“. Tyto osnovy piesné kopirovaly osnovy sovét-
skych skol jak obsahové, tak i koncepcné€ a organiza¢né€. Dusledkem bylo, ze
integrované predméty zavedené tradicné v naSich narodnich Skolach, napf.
prvouka ¢i vlastivéda, byly zruSeny jako burzoazni prezitek.

Navrat §kol k tradi¢nimu ¢lenéni uc¢ebniho planu odpovidajicimu nasim na-
rodnim podminkam je spojen s ,,Ucebnimi osnovami pro zakladni devitiletou
Skolu“ z roku 1960. V téchto osnovach je opét kladen diiraz na psychologické
a fyziologické zvlastnosti vyucovani déti urcitétho veéku a jsou vymezeny
nekteré pozadavky na uceni zakd a jejich praktické Cinnosti. Je zddraznéna
aktivita zakl a jejich zajem o vyucovani. Z hlediska integrovaného vyucova-
ni vSak tento plan nepfinesl zaddné zmeény. Byl sice snizen pocet predmétu,
ale systém odpovidal klasickému ¢lenéni na jednotlivé vyucovaci predméty.
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Dalsi zménou proslo Ceské skolstvi v roce 1976, kdy byl vydan Skolsky do-
kument ,,Dal$i rozvoj Ceskoslovenské vychovné vzdélavaci soustavy®. Ten se
stal v témze roce podkladem pro vydani ,,Ucebnich osnov pro zakladni Sko-
ly*. Charakteristickou se pro toto obdobi stala pfemrsténost v obsahu a roz-
sahu uciva v jednotlivych pfedmétech. Podrobné zpracované metodické pfi-
rucky, které presné udavaly obsah i postupy ucitelt, a tim sjednocovaly pro-
cesualni stranku vyucovani, nijak pozitivné ¢eské skolstvi neovlivnily. Prilis-
nou naro¢nosti a rozsahem wuciva nartstal problém souvisejici
s nepropojenosti  jednotlivych  faktdl zriznych ucebnich predméti,
s izolovanosti poznatki a neschopnosti vétSiny zakd poznatky pouzivat
v bézném zivoté (Kovaricek, Kovarickova, 1989).

3.3 Integrace v obdobi od 90. let do soucasnosti

Se zménou rezimu v roce 1989 muselo dojit také ke zménam v ucebnich
osnovach. V roce 1991 byl vydan ,,Ucebni plan a osnovy pro zakladni Sko-
ly*“. Byla uvolnéna zavaznost ucebnich osnov, uéitelim se ponechavala moz-
nost jejich uréitych Uprav zejména v oblasti ¢innostniho pojeti obsahu vyu-
¢ovani, zaclenovani regionalnich poznatkti do vyuky auplatiiovani vazeb
a vztahti v uéivu. Zaroven se objevily i pozadavky na nové koncipovani uci-
va, a to predevs§im prechodem od jeho uspofadani podle izolovanych obort k
usporadani integrovanému.

V roce 1996 byly schvaleny modelové programy ,,Zakladni Skola“ a ,,Obecna
Skola®, v roce 1997 pak ,,Narodni Skola“. Jednotlivé programy obsahovaly u
kazdého predmétu vycet témat a oblasti uciva, které si zaci maji osvojit
v jednotlivych rocnicich. Ucebni program ,,Zakladni Skola* integrovanou
vyuku, jako pojem, vibec nevyuzival a byl postaven na tradi¢nim c¢lenéni
ucebnich pfedmétt. Uéebni program ,,Obecna Skola“ rovnéz nezavad¢l inte-
grovanou vyuku, byl v8ak postaven na volnéj$im zakladu, takze se uciteli
naskytovala moznost pfedméty libovolné propojovat. Nejlépe, co se tyce
integrovan¢ho vzdélavani, na tom byl ucebni program ,,Narodni §kola“. Ten
umoznoval vyuzivat jak tradi¢niho systému ucebnich pfedmétt, tak i inte-
grované vyuky v urcitych oblastech, napf. piirodovédné, esteticko-vychovné,
pracovné-technické, atd. Integrovana vyuka se uskuteciiovala prosttednictvim
integrovani ucebnich pfedmétl, které vytvarely tzv. bloky, napi. hudebni
vychova a vytvarnd vychova vytvorily jeden blok pod nazvem ,Esteticka
vychova®.
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Uvedené modelové vzdélavaci programy byly pro Ceské Skolstvi pfinosem,
avsSak vlivem neustalého vyvoje se Casem staly pfekonanymi. Na n€ navazal
a od skolniho roku 2007/2008 je zavazné nahradil Rd&mcovy vzdé€lavaci pro-
gram pro zakladni vzdélavani.

Smyslem a cilem Ramcového vzdélavaciho programu pro zékladni vzdélava-
ni je vybavit vSechny zaky souborem ,klicovych kompetenci® na takové
urovni, ktera je pro né dosazitelna, a pfipravit je tak na dalsi vzdélavani
a uplatnéni ve spolecnosti.

Klicové kompetence pak program definuje jako souhrn védomosti, dovednos-
ti, schopnosti, postojii a hodnot, které jsou dulezité pro osobni rozvoj
auplatnéni kazdého Cloveéka ve spolecnosti. Pfitom plati, Ze jejich vybér
a pojeti vychazi z hodnot obecné piijimanych ve spolecnosti a z obecné sdi-
lenych ptedstav o tom, které kompetence jedince ptispivaji k jeho vzdélava-
ni, spokojenému a tspe€snému Zzivotu a k posilovani funkci obCanské spolec-
nosti.

4 Integrované prirodovédné vyucovani na primarni Skole

Podle V. Spilkové (2005) je dulezitym bodem Ramcového vzdélavaciho
programu pro zakladni vzdélavani i koncipovani obsahu vzdélavani do $iteji
pojatych vzdélavacich oblasti, umoziujicich i jina pojeti strukturace obsahu
nez je ¢lenéni do tradi¢nich uéebnich predmétii. Toto pojeti podporuje obsa-
hovou integraci, propojovani poznatki a lepSi chépani vztaht
a mezioborovych souvislosti.

H. Simi¢kova (2008) spatiuje velmi dobré podminky pro pfedmétovou inte-
graci zejména v oblasti ,Cloveék a jeho svét“. Vzdeélavaci oblast ,Clovek
a jeho svét™ je koncipovana pro 1. a 2. obdobi zdkladniho vzdélavani (1. - 5.
ro¢nik). Jde o integrovanou vzdélavaci oblast, ve které se propojuje ucivo
spolecenskovédni s prirodovédnym a s vychovou ke zdravi (poznavani zivé
anezivé prirody, clovéka a jeho zakladnich ¢innosti, formovani zdravého
zivotniho stylu, zakladni orientace v riznych druzich techniky a informatiky,
osvojovani si zakladnich pracovnich navyka a dovednosti, jednoduché pra-
covni postupy potfebné pro prakticky zivot atd.). Princip integrace, voleny
s ohledem na komplexni zplisob poznavani mladsich zakt, umoznuje vytva-
feni uceleného pohledu na svét a SirSi obsahové ndméty jsou predkladany
opakovang a s nartstajici gradaci.
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Vzijemné souvislosti téchto obord, potazmo také matematiky, je mozno
podle J. Coufalové a L. Podrouzka (2003) spatfovat zejména v:

a) tfidéni a hledani podstatnych a nepodstatnych znakt

Proces budovani pojmu ¢islo i dalSich pojmti v matematice na 1. stupni za-
kladni skoly zahrnuje hledani spole¢nych a rozdilnych znaku objektd, jejich
tfidéni a seskupovani. Seskupovani a tfidéni ptirodnin, véci a jevi do logic-
kych tfid je velmi castou Cinnosti zakl i v pfirodovédé. Seskupovani tak
umoznuje zaklim poznavat kriteria a pravidla, podle kterych 1ze dané objekty
ruzné setfid’'ovat. Existuje cela fada vazeb a souvislosti mezi pfirodninami,
které je nutné s zaky objevovat, zdtraznovat, popfipadé grafickym zptisobem
zviditelnovat. Pojmy oznacujici véci a jevy jsou nositeli znakt, které umoz-
nuji vzajemné srovnavani a souc¢asné i moznost charakterizovani (dvojslovné
nazvy k oznaceni pfirodnin i fady matematickych objektl, geometrické vy-
jadreni stavby nerostli a podobn¢). Pro pochopeni vztahl je nutné, aby zaci
objevovali a znali specifické rysy vychazejici z vybranych kritérii. Je proto
nutné vztahy a souvislosti ve vyucovani pfiméien¢ zdlraznovat a zviditelio-
vat na rtznych Urovnich obecnosti. Matematicky material mnohdy svoji
abstraktnosti nepfesvédcuje zaka o potrebé takové klasifikace. Prvouka nao-
pak poskytuje dostatek podnéti, které odpovidaji zakoveé dosavadni zkuSe-
nosti a které vyvolavaji potebu tfidéni.

Velmi dutlezité je, aby se Zaci naucili eliminovat nepodstatné znaky, které by
nadmérné rozsitfovaly rozsah jednotlivych pojmi, byly nekonkrétni a soucas-
n¢ je nebylo mozno aplikovat na jiné skupiny pojmt.

b) nahrazovéani abstraktnich pojmi pojmenovanim jejich podstatného
znaku

Skutecnosti z prvouky jsou n€kdy spojeny se vztahy, které nelze zakiim
1. stupné zakladni 8koly pfiméfené vysvétlit. Zaci neznaji fadu pojmi,
bu svého mysleni. Napf. v botanickém ucivu prvouky se seznamuji se za-
kladnim ¢lenénim rostlin. Pfi vysvétlovani pojmi jsou voleny takové termi-
ny, které logicky usnadiuji jejich zapamatovani, napt. vytrusné rostliny maji
vytrusy, semenné rostliny maji semena. Podobny princip je bézny
v matematické terminologii. Cesta je vSak zpravidla obracend (trojuhelnik,
ktery ma jeden tihel pravy, nazveme pravouhly trojuhelnik).
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¢) uzivani schémat

Castym zptsobem podpory uéeni zakii v matematice i piirodovédé je vytva-
feni jednoduchych schémat, grafti, znazornéni, modelt. Timto zptisobem je
docileno zptehlednéni uciva pii zavadéni novych pojmt. Propojeni jednotli-
vych pojmu a faktd vzajemnymi vztahy a souvislostmi je provadéna genera-
lizace. Vysledkem provedené generalizace je pojmova mapa, vytvofena tak
spolecné s zaky, ktefi mohou byt aktivnimi ucastniky pfi jeji tvorbé. Vyuzi-
vani konkrétnich ptikladd v obsahu uéiva umoznuje vysvétlit zakiim mnohdy
velmi slozité charakteristiky véci nebo jevil. Vybrany ptiklad vSak musi byt
peclivé zvolen, aby byl reprezentantem danych podstatnych a obecnych zna-
ki, které tvofi obsah pojmu. V didaktice byvaji oznaCovany tyto vybrané
piiklady jako didaktické typy. V didaktickém postupu je predpokladano, ze
seznameni se s reprezentantem vybrané véci Ci jevu pomaha zakim prevést
jeho charakteristické (podstatné, obecné) znaky na dal$i podobné reprezen-
tanty. Tak bude pouZito pozitivniho transferu. V pfedmétech o ptirod€ napf.
zaci probiraji ve 4. ro¢niku kura domaciho, jako domestikovaného piedstavi-
tele fadu hrabavych ptakt. Pozdéji by zaci méli pomoci pozitivniho transferu
charakteristické znaky pfenést napf. i na bazanta obecného, jako vybraného
zastupce volné Zijicich hrabavych ptakt (graf 1).

Graf 1. Diakritické znaky u kura domdciho a vyuziti pozitivniho transferu.
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Pfi tomto zpisobu zjednodusovani uciva je dulezité, aby se zaci naucili sku-
teCn¢ objevovat a porozumét vybranym podstatnym a obecnym znakim dané
skupiny zivocCichi. Pokud si dokonale neosvoji tento zpdsob nahliZeni
na skuteCnost a nenauéi se jej prakticky vyuzivat, nemohou pak s uspéchem
vyuzivat transferu. Schopnost pienaset vlastnosti véci a jevil na jiné obdobné
skupiny véci a jevl lze vyuzit napf. pii klasifikaci ¢tyfuhelniku ve stejném
ro¢niku.

d) analyza vlastni ¢innosti, jeji slovni vyjadfeni, popis algoritmu ¢innosti

Zajimavé vyucovani ma zdka motivovat svou atraktivnosti. Je také zadouci,
aby Cinnost, kterd ma experimentalni a objevitelskou povahu, byla pro zaka
smysluplna. Originalni prezentace obsahu uciva je zptsob, ktery Ize
s uspéchem vyuzit v prvouce i v matematice. Jednim z cil prvouky je mimo
jiné i to, aby si Zaci vytvorili urcitou predstavu o riiznych technologiich
a praktickych ¢innostech, napt. v tématu stavba domu. Prezentaci 1ze provést
napf. tak, ze danou ¢innost popisuji vybrani zastupci profesi, ktefi se na stav-
bé domu podileji. Vyjadiuji se k vybéru materialu, umisténi domu a postupu
vystavby, aby bylo zjejich odpovédi patrno, co je nutno udélat k vystavbé
domu. Pohled na problém umozni zakim objevit fadu vztahi a souvislosti,
pfiméje je vytvaret urcité charakteristiky a umozni jim skutecnost popisovat
a vysvétlovat. ZkuSenosti ukazuji, Ze myslet a vypovidat jako ,,nékdo jiny* je
pro zéka snazsi, nez popisovani jak to mysli on sam. Tato situace nepiinasi
tolik zodpovédnosti a zak se citi jistéji. Proto i ve vyucovani matematiky jsou
vhodnéjsi formulace: ,,Ukaz kamaradovi, jak by mohl postupovat. Jak myslis,
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ze to udélal spoluzak?...”.
e) vzajemné vyuzivani a aplikovani obsahu ucebnich pfedméta

Propojeni matematiky a ptirodovédy podporuje vytvaieni domnének (hypo-
téz) a jejich exaktni dokazovani pomoci vypoctd. Z pedagogického hlediska
Ize v tomto ptipad¢ hovofit o koordinaci uciva zalozené na principu vyuziva-
ni a aplikovani obsahu nebo formy jednoho ucebniho pfedmétu druhym.
Vyznam tohoto pfistupu spoc¢iva ve vyuzivani oboustrannych meziptedméto-
vych vazeb, které ucivo aktualizuji, poskytuji Sirsi vybér namétd k praci
aumoznuji pfirozenou aplikaci probirané latky koordinovanych ucebnich
predméta.

V piirodovédé ve 4. ro¢niku napi. feSi Zaci problematiku obéhu vody
v ptirodé. Soucasn¢ poznévaji jevy souvisejici stimto procesem, jako je
vsakovani, vyparovani, sraZzeni atd. Mezi dtlezité procesy rovnéz patii vydej
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vody z povrchu rostlin a zadrzovani vody nékterymi rostlinami. Typickymi
zastupci téchto rostlin jsou mechy. Poznavani uvedené vlastnosti mechu Ize
zékam prezentovat pomoci jednoduchého pokusu. Jeho analyzou a vyuzitim
vypoctu mohou zaci zjistit zajimavé skutecnosti, které dokladuji vyznam
téchto rostlin pro obéh vody v prirodé. Podobné vypocty mohou slouzit hyd-
rologim pro ur¢eni mnozstvi zadrzené vody v urcité oblasti, piedpovidani
povodni apod. Experimentovani se vzorkem mechu se mize stat siln¢ moti-
vujicim vychodiskem pro procvicovani pfevodi jednotek obsahu a objemu.

Propojeni vzdélavaci oblasti Clovék a jeho svét“ s realnym Zivotem
a s praktickou zkuSenosti zakd mtze byt velkou pomoci zakiim i ve zvladani
nové zivotni situace Skolakd. Maze jim pomoci pfi hledani jejich postaveni
mezi vrstevniky, pfi upeviiovani pracovnich a rezimovych navykt, volnich
vlastnosti i pfivykani na rytmus $kolniho Zivota.

J. Coufalova (2004) vSak v souvislosti s timto upozoriiuje na to, ze pfi inte-
graci uciva je nutné dodrzovat urcité zasady, a to:

- Integrovana vyuka musi zajistit dosazeni zavaznych standardd uci-
va. Ucitel by mél zodpoveédné promyslet navaznosti do minulosti,
ale predevsim do budoucnosti, pro dalsi studium zaka.

- Musi byt dodrzena vertikalni i horizontalni ndvaznost uciva.

- Uzce zvolena témata omezuji obsahove ucivo pouze na uzky okruh
problémd.

- Ucitel musi promyslet obsahy jednotlivych predméta a hledat jedno-
tu v jejich rtznosti. Tato jednota se tykd i formalni stranky (obsah
a rozsah pojmd, symbolika).

- Integrace nutné vyzaduje novy didakticky pohled na ucivo. To, co
bylo jiz didakticky transformovéano z jednoho védniho oboru, musi
byt znovu didakticky zpracovano tak, aby nebyla porusena zasada
vécné spravnosti a logického uspofadani obsahu.

- Didakticka transformace by neméla narusit pfirozené souvislosti
s zivotni realitou. Neni moZno tvofit zadani, pti kterych by museli
z4ci fesit absurdni problémy.
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5 Pregradualni priprava uditelii na integrované prirodovédné vzdélavani
na primarni S§kole

Z vyse uvedeného vyplyva, ze Ramcovy vzdélavaci program pro zakladni
vzdélavani poskytuje optimalni moznost pro zavedeni integrované¢ho vyuco-
vani do vychovné-vzdélavaciho procesu na primarni skole. Prakticka reali-
zace tohoto zpusobu vyuky vSak aktudlné nardzi na fadu dalSich omezeni
a prekazek. Jednim z kliCovych problému, ktery je tieba v této souvislosti
tesit, je pregradualni i postgradudlni ptiprava uciteld, kteti by byli dostate¢né
kvalifikovani pro tento zptisob vyuky (Hejnova, 2011).

V navaznosti na danou skutecnost byl na Katedfe primarni a preprimarni
pedagogiky, Pedagogické fakulty Univerzity Palackého v Olomouci feSen
v roce 2014 projekt v ramci soutéze FRUP s ndzvem: Modernizace a podpora
interaktivity vyuky integrovaného pfirodovédného a spolecenskoveédniho
zékladu. Jeho cilem bylo modernizovat a inovovat, za piispeni interaktivnich
i tradi¢nich materialti a pomticek, vyuku disciplin Integrovany pfirodovédny
zaklad a Integrovany spolecenskovédni zaklad ve studijnim programu Ucitel-
stvi pro zakladni skoly, oboru Ucitelstvi pro 1. stupen zakladnich skol.

Chceme-li se zaméfit na inovovani pregradualni piipravy ucitell, jako prvni
krok je nezbytné zhodnotit moznou efektivitu stavajicitho zplisobu vysoko-
Skolského vzdélavani se zaméfenim na predméty vybrané dle zacileni feSe-
ného projektu. Vezmeme-li vuvahu sylaby danych studijnich disciplin
a podrobime-li je obsahové analyze kvalitativniho charakteru, pak ptvodni
napli predmétt ma siln€ znalostni charakter. AvSak zamérem feSené¢ho pro-
jektu typu FRUP je prostfednictvim modernizace a zinteraktivnéni vyuky
podpofit interiorizaci poznatki ziskanych studenty, ¢imz by mohlo dojit
k zefektivnéni pregradudlni piipravy a kvalitnéjsi aplikaci do vychovné vzde-
lavaciho procesu v praxi primarnich $kol. Modernizaci a zinteraktivnénim
vyuky zamyslime podpofit rozSifeni predevsim dovednostni a postojové
slozky pregradudlni piipravy se zamérem vést studenty ke kompetencnimu
vystupu (dle schématu).
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Schema 1. Slozky pregradudlni pripravy studenti

Kompetentni
vystup

znalosti

dovednosti

postoje

Uveédomujeme si, ze pii hodnoceni naplné studijnich disciplin se samoziejmé
nemuzeme omezovat pouze na faktické tidaje uvedené v dokumentaci (byt’ je
oficialni), ale méli bychom brat v uvahu pfedevsim pedagogickou realitu. Pro
tyto ucely sbéru dat jsme vytvofili vyzkumny nastroj v podobé pozorovaciho
archu pro metodu polostrukturovaného pozorovani, jez bylo realizovano ve
dvou casové odlisSnych fazich, které zavisely na Urovni inovace vybranych
predmétt (nize uvedené piehledové tabulky jsou vystupem kombinace pozo-
rovaciho a hodnoticiho archu). 1. faze ptfedstavovala obdobi pfed implemen-
taci noveé potizeného vybaveni do vysokoskolské vyuky a 2. fdze nastala po
planované modernizaci a zinteraktivnéni vyuky. Jednotlivé posuny jsou moz-
né vycist z nize uvedenych tabulek.
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Tab. 1. Integrovany prirodovedny zaklad - piivodni verze vyuky

Metody vyuky

Typologie tiloh

Interaktivita umoz-
nujici integrujici
pFistup

Znalostni rovina

Vyklad, pirednas-
ka, instruktaz -
botanicka, zoolo-
gicka a fyzikalni
¢ast u¢iva prvouky
a ptirodovédy

Vyuzivani Gloh
nizsiho Fadu -
zapamatovani a
porozumeéni fak-
tim, pojmim a
postupiim

Vyuzivani powerpoin-
tovych prezentaci a
transmisivniho pieda-
vani poznatkt

Dovednostni
rovina

Demonstrace,
prace s textem -
integracni pojeti

prvouky a pfirodo-
védy

Vyuzivani pfesahu
uloh nizsiho Fadu
smérem k Gilohdm
vyssiho Fadu -
zapamatovani a
porozumeéni fak-
tim, pojmim a
postupim; uceni se
jednotlivym tko-
Iim; a sméfovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim

Vyuzivani interakce

mezi studijnim textem,

prednasejicim a stu-
dentem

Diskuse - aktivita
fizena vyucujicim,

Vyuzivani Gloh
vyssiho Fadu -
formovani tvofi-

Vyuzivani interakce
mezi pfednasejicim a

Aplika¢ni rovina

ka, instruktaz -
metody, formy a
MDP ve vyucovani
prvouce a ptirodo-
veéde

tim, pojmim a
postupiim; uceni se
jednotlivym tko-
Iim; a sméfovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim

Postojova rovina o
realizovana , .
v pribéhu viuky vych schopnosti studentem
p studenta
Vyuzivani kombi-
nace uloh nizsiho a
vyssiho Fadu - Vyuzivani powerpoin-
zapamatovéani a tovych prezentaci a
Vyklad, pfednas- porozuméni fak- transmisivniho pteda-

vani poznatku;
Vyuzivani interakce
mezi pfednasejicim a
studentem;

Vyuzivani samostatné
prace studenta
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Tab. 2. Integrovany prirodovédny zaklad — inovovana verze vyuky

Metody vyuky

Typologie tiloh

Interaktivita umoziiu-
jici integrujici pFistup

Znalostni rovina

Vyklad, prednaska,
instruktaz - bota-
nickd, zoologické a
fyzikalni ¢ast uciva
prvouky a ptirodo-
veédy; pojeti vzdela-
vaci oblasti Clovék a
jeho svét ve vztahu
k proménam a
trendiim
v kurikularni realité;
projektovani vyuky
za vyuziti didaktické
analyzy uciva

Projektovani -
konstruktivismus
v ptirodovédném

vzdélavani

Vyuzivani kom-
binace tloh
nizsiho a vyssiho
Fadu - zapama-
tovani a porozu-
méni faktim,
pojmim a postu-
pum; uceni se
jednotlivym
ukoliim; a smé-
fovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim a
formovani tvofi-
vych schopnosti
studenta

Vyuzivani powerpointo-
vych prezentaci a zména
pfistupu z transmisivni-
ho ptedavani poznatkd
ke konstruktivistickému
pojeti strukturovani
znalostni slozky kompe-
tenci studenta;

Vyuzivani interaktivni
tabule pro ucely vyuko-
vé projekce;

Vyuzivani interakce
mezi pfednasejicim a
studentem

Dovednostni
rovina

Demonstrace, prace
s textem - integracni
pojeti prvouky a
ptirodovédy; rozvoj
technické a védecke
gramotnosti

Projektovani -
konstruktivismus
v pfirodovédném

vzdélavani; badatel-
sky orientované
ptirodovédné vzde-
lavani; projektovani
vyuky za vyuziti
didaktické analyzy
uciva

Instruktaz, diskuse
- problematika
koncipovani poca-
te¢niho pfirodoveéd-
ného vzdélavani;
pojeti vzdélavaci
oblasti Clovék a jeho

Vyuzivani kom-
binace uloh
nizsiho a vyssiho
Fadu - zapama-
tovani a porozu-
méni faktim,
pojmim a postu-
pim; uceni se
jednotlivym
ukoliim; a smé-
fovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim a
formovani tvofi-
vych schopnosti
studenta

Vyuzivani powerpointo-
vych prezentaci a zména
pfistupu z transmisivni-
ho ptedavani poznatkd
ke konstruktivistickému
pojeti strukturovani
znalostni slozky kompe-
tenci studenta;

Vyuzivani interaktivni
tabule a dalSich interak-
tivnich prvku (statickych

i dynamickych) pro
ucely vyukové projekee;

Vyuzivani interakce
mezi studijnim textem,
prednasejicim a studen-

tem
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svét ve vztahu
k proménam a
trendim
v kurikularni realité

Postojova rovina

Diskuse - aktivita
fizena vyucujicim,
realizovana
v pribé¢hu vyuky;
konstruktivismus
v pfirodovédném
vzdélavani; badatel-
sky orientované
ptirodovédné vzde-
lavani; koncipovani
pocatecniho piirodo-
védného vzdélavani;
pojeti vzdélavaci
oblasti Clovék a jeho
svét ve vztahu
k proménam a
trendm
v kurikularni realit¢;
moznosti motivace
zakl k zajmu o
ptirodni védy
Brainstorming -
diagnostika vlastniho

pojeti vyuky pied-
métd o piirodé

Vyuzivani kom-
binace tloh
nizsiho a vyssiho
Fadu - zapama-
tovani a porozu-
méni faktim,
pojmim a postu-
pim; uceni se
jednotlivym
ukoliim; a smé-
fovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim a
formovani tvori-
vych schopnosti
studenta

Vyuzivani interakce
mezi pfednasejicim a
studentem

Aplikaéni rovina

Vyklad, pFednaska,
instruktaz - metody,
formy a MDP ve
vyucovani prvouce a
ptirodovede;

Projektovani -
konstruktivismus
v pfirodovédném

vzdélavani; badatel-
sky orientované
ptirodovédné vzde-
lavani; koncipovani
pocatecniho piirodo-
védného vzdélavani;
pojeti vzdélavaci
oblasti Clovék a jeho
svét ve vztahu

Vyuzivani kom-
binace uloh
nizsiho a vyssiho
Fadu - zapama-
tovani a porozu-
méni faktim,
pojmim a postu-
pim; uceni se
jednotlivym
ukoliim; a smé-
fovani
k analyticko-
syntetickym a
induktivné-
deduktivnim
operacim a
formovani tvofi-

Vyuzivani powerpointo-
vych prezentaci a zména
pfistupu z transmisivni-

ho ptedavani poznatk

ke konstruktivistickému

pojeti strukturovani

znalostni slozky kompe-

tenci studenta;

Vyuzivani interaktivni

tabule pro ucely vyuko-

vé projekce;
Vyuzivani interakce
mezi pfednésejicim a

studentem;

Vyuzivani samostatné
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k proménam a vych schopnosti prace studenta

trendiim studenta

v kurikularni realité;

projektovani vyuky

za vyuziti didaktické
analyzy uciva

Demonstrace -
vyuzivani IT pro-
stfedkt do vyuky;
moznosti motivace

zakl k zajmu o

pfirodni védy

Zaveér

Na 1. stupni zdkladni Skoly dochézi k integraci vyu€ovani do jisté miry pfiro-
zenou cestou, protoze vyuka je zpravidla garantovana jednim ucitelem. Inte-
grita osobnosti ucitele by tak méla byt maximaln¢ vyuzita pro vSechny vyu-
Cované predmeéty. Ucitel je zodpovédny za to, Ze neuci poznatky jednotlivych
oborti mechanicky vedle sebe, ale vzajemné je propojuje.

Diky zaclenovani informaci z riznych védnich disciplin, které jsou si blizké
obsahem nebo jsou vzajemné podminény, ucitel mize predavat détem infor-
mace o svété, jez maji integrovany charakter a v disledku ve védomi ditéte
vytvaieji pomérné celistvy obraz tohoto svéta.

Proces integrovaného vyucovani se uskuteciiuje predevSim na zaklad¢ Cin-
nosti a vSestrannych aktivit ditéte, v zavislosti na jeho individualni i skupino-
vé praci. Nezastupitelna je tak iniciativa a mysleni ditéte. Integrované vyuco-
vani by mélo byt nejucelenéjsi v pocatecnich ro¢nicich zakladni Skoly, kdy
dité vnima svét celistve, uci se osvojovanim a projevy analytického pfistupu
k ptirodni a spolecenské realité. Integrované vyucovani je tak nécim pfiroze-
nym, ponévadz spojuje poznavaci nadSeni ditéte, jeho télesnou, emocionalni
a intelektualni spontannost se skutecnosti.
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PRISTUP PREDSKOLNICH PEDAGOGU
A STUDENTU OBORU UCITELSTVI
PRO MATERSKE SKOLY
K DRAMATICKE VYCHOVE

Alena Ber¢ikova

Univerzita Palackého v Olomouci

Uvod

Dramaticka vychova je uz dlouha desetileti soucasti edukacniho procesu
matefskych Skol a béhem této dlouhé doby prosla riznymi etapami svého
vyvoje. V minulosti byly vyuzivany spiSe prvky dramatické vychovy jako
motivacni prostiedek. V poslednich dvaceti letech se ale dostava do poptedi,
meéni se i pristup odborné veiejnosti a také je Castym objektem vyzkumnych
Setfeni. To vSe nasvédCuje tomu, Ze by dramatickd vychova neméla byt
v soucasné matetské Skole podceniovana. Diky svym specifickym mozZnostem
muze predstavovat vhodny prostiedek ke vSestrannému rozvoji osobnosti
ditéte predskolniho véku.

Cilem ¢lanku je uvést ¢tenafe do sledované problematiky, pfedstavit drama-
tickou vychovu jako pfirozenou soucast edukacniho procesu bézné mateiské
Skoly a v neposledni fadé seznamit Ctenafe s vystupy realizované pilotaze,
ktera se zameétovala na pristup predskolnich pedagogti a studentit oboru Uci-
telstvi pro matetské Skoly k dramatické vychove.

Dramaticka vychova a predskolni vzdélavani

Jelikoz je tato problematika obsahl4, budeme se v ¢lanku piedevsim soustie-
dit na zakladni vhled do problematiky, kdy vymezime pojmy: predskolni
vzdélavani (dale PV), dramatickd vychova (dale DV), ucitel mateiské Skoly
(dale MS). Podrobngji pak ptedstavime cile diserta¢ni prace (dale DP), vy-
sledky realizované pilotaze s dalsi postup. Také Ctenafe seznamime
s pracovnimi hypotézami, které jsme naformulovali na zaklad¢ ziskanych dat
z pilotaze. Sirsi teoreticky ramec sledované problematiky, podporovy popis
vyzkumného zaméru DP a jednotlivych casti pilotaze byly prezentovany na
odbornych konferencich s mezinarodni Gcasti.
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Zakladni vymezeni sledované problematiky
PredSkolni vzdélavani

PV ma v nasi zemi siln€ zakotfenénou tradici a tudiz proslo i zajimavym vy-
vojem. S historickym vyvojem se pochopitelné ménily i funkce pfedskolnich
zafizeni, metody a postupy prace s détmi. Zminit miZzeme napf. tyto mezni-
ky: prvni opatrovna Na Hradku byla zalozena v roce 1832, dtlezitym rokem
byl také rok 1872, kdy byl vydan ministersky vynos, ktery vymezoval funkci
predskolnich zafizeni. Opomenout nemizeme ani reformni hnuti, které u nas
sililo od pocatku 20. stoleti, také vznik samostatného Ceskoslovenského statu
byl dilezity i pro PV a v neposledni fadé€ proslo PV proménou v druhé polo-
vin¢ 20. stol. v duchu budovéani socialismu. Dne$ni podoba PV se zacala
prevazné formovat po roce 1989, kterym byla zahdjena transformace skolstvi.
Do popiedi se opét dostavaji zajmy a potfeby ditéte a ucitelé se vraceji
k pokrokovym myslenkdm reformatort. 90 1éta jsou oznaCovana za obdobi
hledani nové cesty Ceského Skolstvi. Rlizné snahy vyustily ve vznik strate-
gickych dokumentl a zakond, které urcuji novy smér ¢eského skolstvi. Jed-
nim z nich je Narodni program rozvoje vzdélavani v Ceské republice (tzv.
Bila kniha), ktery mimo jiné hovofi o vzniku ramcovych vzdélavacich pro-
gramu pro jednotlivé stupné vzdélavaci soustavy. Tento dokument vesel
v platnost v lednu roku 2001. Diky pfijeti Zakona o pfedskolnim, zakladnim,
stfednim, vy$$im odborném a jiném vzdélavani 561/2004 Sb. (ve znéni poz-
d¢jsich predpisti), se PV stava legitimni soucésti systému vzdélavaci sousta-
vy Ceské republiky.

Vsechny tyto kroky vedly ke vzniku Ramcového vzdélavaciho programu pro
PV vroce 2004 (ddle RVP PV), ktery je zaloZen na principech osobnostné
orientované vychovy (RVP PV, 2004; Smelova, 2004).RVP PV stanovuje
nova filozoficka vychodiska PV, formuluje vzdélanostni zaklad a také urcuje
podminky, za kterych by PV mélo probihat. RVP PV otevielo MS nové cesty
k napliovani zamért PV prostiednictvim tvorby jejich vlastnich Skolnich
vzdélavacich programi. Jednou z cest miize byt i DV. Pro MS je vhodnym
prostfedkem, jelikoz respektuje principy osobnostné orientované vychovy.
To také dokazuje provedena nami analyza RVP PV, pii které bylo zjisténo,
ze DV nachazi Siroké uplatnéni v napliiovani klicovych kompetenci a to
predevsim v oblastech: kompetence k feseni problémt, komunikativni, soci-
alni a personalni kompetence. Dale jsou kli¢ové kompetence rozpracovany ve
vzdélavacim obsahu RVP PV do péti vzdélavacich oblasti: Dité€ a jeho télo,
Dité a jeho psychika, Dité a ten druhy, Dité a spolecnost, Dité a svét. V kazdé
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oblasti nachazi DV své misto. Kromé toho jsou metody a formy uvedené
v RVP PV vsouladu s metodami, které také vyuzivd DV napi. prozitkové
uceni, kooperativni uceni, uceni hrou a ¢innostmi déti, situacni uceni, spon-
tanni socialni uceni, individualni a skupinové formy.

Co je dramaticka vychova

Také bychom se méli kratce zastavit u samotného pojmu dramaticka vycho-
va. V Ceské odborné literatute se setkavame také s terminy: vychovna drama-
tika, dramaticka vychova, vychovné drama, dramika ¢i dramatickd vychova.
Nazev pro tuto disciplinu pfejimame z anglického prekladu termint jako
Arts, Drama, Drama in education, Creative dramatics atd.

Vznik zdsadniho sméru DV je spojovan se jménem AmeriCanky W. Wardové
a s obdobim reformni pedagogiky. Diky W. Wardové vzniklo v roce 1924
Hnuti tvotfivé dramatiky. Ve své knize Playmaking with Children piichazi
Wardova s myslenkou uceni vlastni zkusenosti a aktivitou: ,, Co déti délaji, je
pro mé mnohem vyznamnéjsi, nez to co vidi a slysi* (Wardova In Machkova,
2007, s. 23). Zde tedy spatiujeme teoretické ukotveni prozitkového uceni
v dne$ni DV.

Vyznamnou osobnosti svétové DV je mj. Angli¢an Brian Way, ktery ctenaie
své knihy Rozvoj osobnosti dramatickou improvizaci mimo jiné nabada
ke hledani neobvyklych feseni a dalSich cest, vedoucich k vyfeseni otazky ¢i
problému (Way, 1996).

I vnasi zemi DV prosla dlouhym vyvojem a dtlezity vliv na jeji formovani
mél konec totalitniho rezimu, kdy se dostava do podvédomi $irsi pedagogické
vefejnosti. Mezi vyznamné Ceské odborniky jisté patii Valenta, ktery definuje
DV jako: ,, Vychovna dramatika je systém socialné umeéleckeho uceni zacile-
ny jednak krozvoji osobnosti a prosocialntho chovani a jednak
k uméleckému rozvoji. Existuje jako specificka vychovna koncepce opirajici
se o vyuziti prvkii a prostredkit dramatu a divadla. Proces prace miize pre-
riust do podoby divadelniho produktu (predstaveni), ale stézejni je pravé
proces sam*“ (Valenta, 1994, s. 28).

Valenta se také vyjadiuje k osobnosti vedouciho: ,, Vychovnd dramatika
Jje dynamicky proces. Vedouci vede skupinu k prozkoumavani, rozvijeni, vy-
Jjadrovani a sdélovani predstav, ideji, pojmit a pocitit prostrednictvim drama-
tického jednani“ (Valenta, 1994, s. 158).
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Dalsi vyraznou osobnosti ceské scény je Machkova. Ta nabizi definici:,,
Dramaticka vychova je uceni zkuSenosti, tj. jednanim, osobnim nezprostred-
kovanym poznavanim socidlnich vztahit a déju, presahujici aktuadlni redlnou
praxi zucastnéného jedince. Je zalozena na prozkoumavani, pozndvani
a chapani mezilidskych vztahi, situaci a vnitrniho Zivota lidi, redalnych i fan-
tazii vytvorenych. Toto prozkoumavani se déje ve fiktivni situaci prostiednic-
tvim hry v roli, dramatického jednani v situaci. Je to proces, ktery miize, ale
nemusi vyustit v produkt — predstaveni * (Machkova, 2007, s. 32),

Na zaklad¢ uvedenych definic chapeme DV jako soubor metod, které podpo-
ruji vSestranny a individudlni rozvoj jedince prostiednictvim vlastniho pro-
zitku a zkuSenosti a to vSe za odborného vedeni. Neoddiskutovatelné DV
rozviji fantazii, tvotfivost, empatii, komunikaci, kooperaci, socialni vztahy
apodnécuje ke hledani rtiznych alternativnich cest vedoucich k vyfeSeni
problémové situace ¢i otazky.

DV se také stale Castéji dostava do hledaCku veédcl a odbornikil, kteii se
mimo jiné zaméfuji i na jeji vliv na rozvoj kompetenci zaku, uciteld, a stu-
dentt uclitelstvi pfevazné na primarni $kole napt. Karaffa, 2010; Kot'atkova,
2003; Svozilova, 2005.

Ucitel mater'ské Skoly a dramaticka vychova

V tvahach nad Gspésnym ucitelem DV sleduje Kot'atkova dveé roviny. Rovi-
nu profesni a rovinu specidlni vybavenosti pro dramatickou praci. V prvni
roviné¢ autorka vychdzi z principti humanistické psychologie, pragmatické
pedagogiky a konstruktivismu. Ve druhé se zabyva pfedpoklady pro uspésné
vedeni skupinové prace a predpoklady ucitele pro vlastni dramatickou praci
(Kotatkova, 1998).

V DP se primarné nezaméfujeme na ucitele DV, ale na uditele bézné MS,
jeho pojeti DV, aplikace DV do edukac¢niho procesu a také sledujeme speci-
fickou vybavenost uditele MS pro dramatickou praci dle Kot'atkové. Vycha-
zime z predpokladu, Ze pro uspésnou aplikaci DV do edukacniho procesu je
nejen erudovany ucitel v oblasti pfedskolni pedagogiky, psychologie, peda-
gogické diagnostiky a kone¢né DV, ale také ¢loveék komunikativni, flexibilni,
empaticky, otevieny novym podnétiim ¢i schopny improvizace. Kromé toho
je vyuzivani DV jako prostiedku pro rozvoj klicovych kompetenci ditéte
predskolniho véku pomerné ¢asove a organiza¢n€ narocné. Jak je videt, apli-
kace DV do edukaéniho procesu, klade na uéitele MS nemalé naroky. Pravé
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proto sméfuje nase pozornost nejen k uciteli MS, jeho specifické vybavenosti
pro aplikaci DV, ale také sledujeme rizné determinanty, které ucitelovo
pojeti DV mohou ovlivnit.

Z vyse uvedeného vyplyva, ze DV je vhodnym prostiedkem k rozvoji ditéte
predskolniho véku ovSem za ptedpokladu teoretické, praktické i specifické
vybavenosti ugitele MS ve sledované oblasti. V nasledujici ¢asti ¢lanku pied-
stavujeme DP, jeji cile, vystupy z pilotaze, pracovni hypotézy, nastin dalsiho
postupu vyzkumné prace a pifinos DP.

Predstaveni diserta¢ni prace

Nazev: Ucitelovo pojeti dramatické vychovy v podminkach soucasné matet-
ské skoly

Hlavni cil:

Prostrednictvim kvantitativniho vyzkumu zjistit ucitelovo pojeti DV a jeji
vyuzivani jako prostredku v rozvoji klicovych kompetenct ditéte predskolniho
veku v kontextu soucasného predskolniho kurikula a artikulovat vyznamné
determinanty, které ucitelovo pojeti DV oviiviji.

Hlavni cil DP je dale operacionalizovan na dil¢i cile:

- Analyzovat vybrané determinanty, které pozitivné i negativné
ovliviiuji ucitelovo pojeti DV. (pf. determinantt: délka pedagogic-
ké praxe, dosazené vzdélani, zajem respondentl o sledovanou ob-
last...)

- Analyzovat a komparovat studijni plany pro vzdélavani ugitelds MS
na pedagogickych fakultach, vyssich odbornych Skolach a na stfed-
nich pedagogickych Skolach, a to se zaméfenim na problematiku
DV. (pf. kritérii: zatazeni DV do ro¢nikt, vystupy z discipliny, vo-
litelnost discipliny, hodinova dotace, pouzita literatura...)

- Naformulovat typy ugitele MS a profily jednotlivych typti z pohle-
du vyuzivani DV v bézném edukacnim procesu MS.

- Ziskana data vyhodnotit, analyzovat a vyvodit zavéry na zakladé
zjisténych typi ucitele MS.
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- Zavéry poskytnout jako namety a doporuceni v ramci rozvoje pro-
fesnich kompetenci ucitele MS se zaméfenim na implementaci DV
do edukacniho procesu.

Pii artikulaci pojmu pojeti vychazime z praci Marese, Slavika, Svatose, Sve-
ce. Pro potfebu DP formulujeme pojeti DV jako dlouhodoby proces utvareni
ucitelova pfistupu a vztahu k DV, které se projevuje pedagogickym jednanim
za aplikace principii DV v edukacnim procesu. Jelikoz se ucitelovo pojeti
tvoii jiz béhem pregradualni pfipravy, zaméfujeme svoji pozornost nejen na
ucitele v praxi, ale také na studenty pfedskolni pedagogiky v riznych stup-
nich vzdélavaci soustavy.

V DP také pracujeme s pojmy b&znéa & soucasna MS. V kontextu s DP cha-
peme MS jako instituci poskytujici PV pro déti ve véku zpravidla od tfi do
Sesti let, ktera pracuje podle RVP PV.

Vystupy z pilotaze

Realizovana pilotdz byla tvofena tfemi Castmi, které na sebe navazovali.
V prvni jsme se zaméfili na ucitelovo povédomi v oblasti DV, druha cast
byla vénovana studentim oboru Ucitelstvi pro matefské Skoly
na Pedagogické fakulté Univerzity Palackého v Olomouci (dale UMS na PdF
UP OL) a jejich vyuzivani DV k rozvoji klicovych kompetenci ditéte pred-
Skolniho véku a v posledni ¢asti jsme sledovali pojeti vyuky predmétu Dra-
matickd vychova v MS na PdF UP OL studentl prezenéni i kombinované
formy oboru UMS. V ramci kazdé &asti pilotaze piedstavime cile, vyzkumné
otazky, charakteristiku respondentli a vyvozené zaveéry

UCcitel materské Skoly a jeho povédomi v oblasti dramatické vychovy
V prvni ¢asti pilotaZe byl zvolen nasledujici cil:

Prostiednictvim pedagogické sondy zjistit povédomi u¢iteli MS o DV
a jejim vyuzivani v edukacnim procesu MS.

Tato ¢ast pilotaze se odvijela od nasledujicich vyzkumnych otazek:

Maji ugitelé MS povédomi v oblasti DV, které odpovida pojeti sou¢asného
kurikula?

Ma délka praxe u¢iteltt MS vliv na trovei povédomi v oblasti DV?
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Charakteristika respondenti:

Vyzkumny soubor tvofili u¢itelé MS a studenti oboru UMS na PdF UP OL.
Pro potiebu pilotaze byl zvolen stratifikovany vybér, kdy kritériem pro vybér
respondentli do skupin byla délka pedagogické praxe. Zaméfili jsme se na
tirovei povédomi ugitelti a studentlt MS v oblasti DV a jejiho uplatnéni v PV.
Celkovy pocet respondentti ¢inil 113. Pro sbér dat byl zvolen nestandardizo-
vany dotaznik a zjiSténé Cetnosti pak byly pfevedeny na procenta.

Ze zjisténych dat je mozné ud¢lat nasledujici zavery:

Povédomi uciteld v oblasti DV je na uspokojivé trovni a je v souladu se
souCasnym pojetim kurikula, a to pfevazn€ u respondentd s vyssi délkou
pedagogické praxe. Se vzristajici délkou pedagogické praxe respondentil
a pribyvajicimi zkuSenostmi se pfistup k DV méni — je vice vyuzivana. Zde
je na mist¢ se zamyslet nad tim, jakym zpiisobem ji respondenti vyuzivaji,
zda se nejednd spiSe vyuzivani DV jako prostfedku motivace.

Vyuziti DRAMATICKE VYCHOVY v rozvoji kli¢ovych kompetenci
ditéte piedskolniho véku z pohledu studentii oboru UMS na PdF UP OL

V ptedchozim Setfeni jsme se zaméfili prevazné na ugitele MS. JelikoZ jsme
chtéli poskytnout uceleny pohled na sledovanou oblast, v druhé ¢asti jsme se
vice soustiedili na budouci ucitele.

Cilem této asti bylo zjistit Giroveii teoretické pfipravenosti studenti UMS
v oblasti DV, ato do jaké miry propojuji teoretickd vychodiska DV s cili
soucasného predskolniho kurikula.

Zajimala nas odpovéd’ na vyzkumnou otazku: Propojuji studenti oboru UMS
ziskané znalosti a dovednosti z oblasti DV se soucasnymi cili pfedskolniho
kurikula?

Charakteristika respondentti

Pro tuto cast pilotaze byl zvolen zamérny vybér, kdy jsme se soustiedili na
studenty 2. a 3. roéniku oboru UMS na PdF UP OL, ktefi absolvovali pied-
mét Dramatickd vychova v MS. Tento pfedmét je vyucovan na Katedfe pri-
marni a preprimarni pedagogiky PdF UP OL. Celkovy pocet ¢inil 28 respon-
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denti. Data jsme ziskali prostfednictvim nestandardizovaného dotazniku,
zjisténé Cetnosti pak byly procentudlng vyjadieny.

Ze zjisténych dat 1ze udélat nasledujici zavery:

Studenti neprokazali znalost moznosti DV pro rozvoj dovednosti ditéte pied-
Skolniho véku v kontextu predskolniho kurikula. Ze strany studentti chybi
hlubsi porozumeéni obsahu kurikula, dale propojenost znalosti a dovednosti
z absolvované discipliny do praxe. Také bylo zjisténo studentovo nedocenéni
teorie DV. Zde si dovolujeme uvést mozné priciny téchto zjisténi: nezajem ze
strany studentti, nedostate¢né pochopeni principi DV, nedostate¢né uchopeni
problematiky pfedmétu Dramaticka vychova v MS ze strany vyucujicich

Pojeti vyuky pfedmétu Dramaticka vychova v MS studentii oboru UMS

Zjisténa data z predchozi ¢asti pilotdZze nds vedla k zamySleni nad vyukou
a koncepci pfedmétu Dramaticka vychova v MS. Proto jsme se ve tieti asti
pilotiZe blize zaméfili na piistup studenti UMS k predmétu Dramaticka
vychova v MS, a to jak studentli prezenéni formy studia, tak i uciteli MS,
kteii zarovei studuji obor UMS v kombinované formg.

Pro tuto ¢ast pilotaze byly formulovany tii cile:

- Poskytnout reflexi a podklady pro zkvalitnéni edukac¢niho prostredi vyuky
piedmétu Dramaticka vychova v MS.

- Zkomparovat rozdilné skupiny respondentd.

- Oveéfit vhodnost vyzkumného néstroje pro jeho moznou dalsi aplikaci.

Dale jsme sledovali vyzkumné otazky:

- Existuje rozdil v pojeti pfedmétu Dramaticka vychova v MS respondentii
skupiny A a skupiny B?

- Je pfedmét Dramaticka vychova v MS vhodné zafazen do vysokoskolské
piipravy studentii oboru UMS?

- Projevuje se u studenti oboru UMS po absolvovani pfedmétu Dramaticka
vychova v MS pozitivni pojeti této discipliny?
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Charakteristika respondent

Respondenti byli rozdéleni do dvou skupin dle nasledujicich kritérii: skupinu
A tvoiili studenti oboru UMS v prezenéni formé po absolvovani predmétu
Dramatickd vychova v MS, skupinu B studenti oboru UMS v kombinované
formé, pracujici v MS po absolvovani pfedmétu Dramaticka vychova v MS.
Tohoto Sefeni se zcastnilo 40 respondentti. Data byla ziskdna prostiednic-
tvim nestandardizovaného dotazniku a nasledné procentualné vyjadiena.

V ramci této ¢asti pilotaze byla provedena reflexe sylabl predmétu Drama-
ticka vychova v MS a jeji vystupy pak zohlednény pfi prezentaci dat.

Ze zjisténych dat 1ze ud€lat nasledujici zavery:

Mezi skupinami existuji rozdily v pojeti predmétu napt. v oekavani respon-
dentti. Pozitivni pfijeti discipliny se projevilo u skupiny B, skupina A zaujala
neutralni stanovisko. Respondenti obou skupin nemaji v rdmci vyuky pied-
métu moznost aplikovat nabyté védomosti prostiednictvim ptimé aplikace
DV do eduka¢niho procesu. Teoretické poznatky si mohou ovéfovat
v modelovych situacich. Respondenti skupiny A pfipravuji divadelni ptfed-
staveni pro déti z Olomouckych MS, coz sice nemusi vzdy byt prioritou DV,
ale diky tomu nahlédnou do edukaéniho procesu MS a navic aplikuji i riizné
dramatické hry souvisejici s piibéhem. Respondenti obou skupin by uvitali
veétsi propojenost predmétu s praxi.

Ziskané informace jsou dilezitym podkladem k pifehodnoceni konceptu
predmétu Dramaticka vychova v MS.

Vyzkumny nastroj miize byt pouzit jako vychodisko pro tvorbu nastroje pro
vlastni vyzkum v oblasti zaméfujici se na vyuku DV v riznych stupnich
vzdélavaci soustavy.

Formulovani pracovnich hypotéz a nastin dalSiho postupu

Jelikoz nami sledovana oblast neni snadno uchopitelnd, pracovni hypotézy
formulujeme az na zaklad¢é vystupd z provedené pilotaze. Ta nam poskytla
vhled do sledované problematiky z pohledu uéiteld MS i studentdi oboru
UMS. Ziskali jsme zékladni informace o determinantech ovliviujici pojeti
DV, rozdilnych piistupech sledovanych skupin k DV 1ijejich nazory na
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pfedmét Dramaticka vychova v MS. Na zékladé ziskanych dat jsme byli
schopni zformulovat pracovni hypotézy DP.

HO: Pro studenty je piinosné aplikovat ziskané teoretické poznatky
z pfedmétu v piimé edukacni realité, na rozdil od nacviku divadelniho pted-
staveni pro déti v MS, nebo vyuzivani modelovych situaci pfi vyuce.

H1: Ucitelé, v jejichz kurikularnich dokumentech skoly je DV ukotvena, ji
pouzivaji cilevédomé na rozdil od ucitell, kteti DV v kurikularnich doku-
mentech ukotvenou nemaji.

H2: Ugitelé MS nad 15 let praxe vyuzivaji DV spise jako motivaéni prvek na
rozdil od uciteld s kratsi praxi, ktefi ji chapou jako prostiedek edukace.

H3: Ucitelé s vysokoskolskym vzdélanim zatazuji DV do edukacniho proce-
su systematicky na rozdil od uciteli se stfedoskolskym a vy$§im odbornym
vzdélanim.

H4: Ucitelé se zajmem o sledovanou oblast zatfazuji DV do eduka¢niho pro-
cesu pravidelné na rozdil od ucitelti bez vyraznéjsiho zajmu o DV.

Pro préci s pracovnimi hypotézami je nezbytné vydefinovat pojmy, se ktery-
mi v hypotézach operujeme.

HO piima pedagogicka praxe v ramci vyuky piedmétu, je pro studenty pri-
nosna v téchto smérech: umoznuje studentim vlastniho prozitek, kontakt
s edukacni realitou a poskytuje okamzitou zpétnou vazbu.

H1 vréamci cilevédomého zapojovani DV  sledujeme ukotveni
v kurikularnich dokumentech $koly, jejich propojenost, doporuc¢ené prostied-
ky pro jeji aplikaci.

H2 nasim objektem zajmu je také vliv délky pedagogické praxe na vnimani
DV wgiteltt MS tzn. metody a formy jeji aplikace v MS, postaveni DV jako
svébytného prostredku k rozvoji ditéte predskolniho véku v kontextu délky
pedagogické praxe respondentd.



VYZKUMNE SETRENI |67

H3 systematické zatazovani DV do edukacniho procesu v zavislosti na vzde-
lani ucitelt vnimame jako promyslené, planované zarazovani DV v souladu
s vystupy PV.

H4 pravidelné zatazovani DV do eduka¢niho procesu chapeme jako kazdo-
denni nenahodilé vyuzivani DV k rozvoji ditéte pfedskolniho veku.

Na zakladé ziskanych dat a prubézného studia odborné literatury, mizeme
nastinit dal$i postup vyzkumné prace.

Pro uchopeni problematiky je nezbytné aplikovat i kvalitativni postupy, diky
kterym budou zjiténa data z edukaéni reality b&zné MS. Sledovana kritéria
budou napt.: frekvence aplikace DV do rezimu dne, pouzité metody a techni-
ky, vstupovani ucitele do role, zapojovani déti do nabizenych aktivit, vyuzi-
vani predmétt atd.

Po zpracovani kvalitativnich dat, je mozné pfistoupit k formulaci vyzkumné-
ho nastroje. Tim bude nestandardizovany kvantitativné orientovany dotaznik
uréen pro uitele MS. Bude pfevazné zaméfen na determinanty ovliviiujici
ucitelovo pojeti DV, na piistup riznych sledovanych skupin k vyuce DV
a také na specifickou vybavenost uéitelt MS v oblasti DV.

V ramci predvyzkumu bude ovétrena validita, reliabilita a vhodnost statistic-
kych metod pro vyhodnoceni dat.

V dal$i fazi budou zpracovana data z predvyzkumu zohlednéna v piiprave
kone¢né podoby vyzkumného nastroje.

Pilotaz byla pfevazné realizovana v Olomouckém regionu, ve vlastnim vy-
zkumném Setfeni se hodlame zaméfit na nadmi sledovanou problematiku
v ramci vice moravskych krajii, cozZ ndAm umozni provést i komparaci vysled-
ka.

V posledni fazi, na zakladé ziskanych dat a jejich nasledného vyhodnoceni,
naformulujeme vystupy a zavéry.
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Predpokladany prinos pro pedagogickou teorii a praxi
Realizaci DP sméfujeme k:

- rozsifeni vyzkumt v oblasti pedeutologie,
- naformulovani typt uciteld MS z pohledu vyuzivani DV v bézném edu-
kacnim procesu MS,

- analyze studijnich programi pedagogickych fakult, vyssich odbornych
Skol, stfednich pedagogickych skol Ceské republiky se zaméfenim na
DV,

- artikulaci determinantt, které ovliviiuji ucitelovo pojeti DV,

- ovéfeni specifické vybavenosti ugitelt MS, ktera je nutna pro aplikaci
DV do edukaéniho procesu v souladu s RVP PV,

- vyvozeni namétl a doporuceni v ramci rozvoje profesnich kompetenci
ucitele MS se zaméfenim na DV.

Zavér

DV v sobé skryva velky potencial ke vSestrannému rozvoji ditéte predskolni-
ho véku. Jeji aplikace do edukac¢niho procesu bézné MS je ovSem ovlivnéna
jeho pedagogickém stylu zalezi, jaké postupy a metody zvoli pfi napliovani
arozvoji klicovych kompetenci ditéte. Prostfednictvim ¢lanku jsme chtéli
poukazat na vhodnost DV jako prostfedku k rozvoji ditéte pfedskolniho véku
a dale na dilezitou roli ucitele MS, ktery miize pravé diky teoretické, prak-
tické a specifické vybavenosti aplikovat DV do kazdodenni pedagogické
¢innosti v MS.
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Violence and aggression in interpersonal contacts
at school

Malgorzata Dubis

Wyzsza Szkota Ekonomii i Innowacji w Lublinie

The dynamic changes seen in the last years have been present in all fields of
life and brought lots of factors making the adolescents' development difficult.
The pursuit of material goods, the desire of having, striving for ,,using life”
causes the disturbance of social life rules and developing the features that are
not socially needed, such as among others aggression and the wave of vio-
lence. Dulling the sensitivity to the ethical, moral rules, ambiguity instead of
clear rules and standards of behaviour caused young people struggle the con-
flicts connected with judging. Young people perceive freedom in a wrong
way, they are governed by fashion and pleasure, not by duty. The result of
that is the increasing number of teenagers having problems with behaviour
among which aggression and violence take the leading place, brutal and vul-
gar manner and lack of social skills.

The reflection of problems that the society faces has its impression
in the way of perception the educational values by pupils and their behaviour
at school. Therefore there are challenges in front of the school aiming at
stopping, limiting or even eliminating negative behaviours from children's
and teenagers' lives. The nature of the educational process organised by
school is mainly the interactions among teachers and pupils and pupils them-
selves. They are not always the best. The anxiety among guidance counselors
and psychologists raises the fact that the cooperation rule and mutual help are
replaced by the rule of dominance, extortion and force. The cases of ignoring
the teacher's orders are more and more common, lack of respect towards the
teaching staff, humiliating adults and vandalism. Pupils battle against teach-
ers and peers too. The communication based on taking advantage and extort-
ing the submissiveness has been arising. The school hall is a kind of arena of
undesirable behaviours. The problem of aggression at school has been known
for ages, but its intensification provokes deeper reflection on that subject.
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The nature of aggression and violence

The number of studies and the increase of the interest on the problems of
aggression is the expression of social needs resulting from the increase of
that phenomenon. Aggression is the complex and multifaceted phenomenon.
It caused the phenomenon has become the research and analysis problem of
many scientific disciplines including: psychology, pedagogy, law, sociology,
resocialization etc. Each of these fields treat the problem of aggression in
a category of its subject interest defining it in a specific way.

Literature devoted to aggression, both theoretical and empirical one is ex-
tremely wide and proposes lots of definitions of that term.

In colloquial language, aggression means hostile behaviours, consisting in
damaging things(vandalism), causing damage to other people (violence) or to
oneself (auto-aggression). Generally speaking aggression is an action aiming
at doing damage to the another person both in a physical and verbal form.

From the psychological perspective aggression is not a homogeneous phe-
nomenon, there are different forms and types of aggression and diverse rea-
sons and sources. From that point of view aggression is defined as ,, any
action (physical or verbal), aimed at doing physical or psychological damage-
real or symbolic —to a person or thing that replaces it”.

Psychological definitions stress the intentionality and functionality of aggres-
sion, that is being directed by the motif of doing evil, doing damage. They
define aggression as a “’physical or verbal behaviour directed towards some-
body or something, or behaviours taken with the intention to damage or de-
stroy”’.

Similarly, from a social psychology perspective ,,aggression, or interpersonal
violence are the actions taken intentionally by people, (for example, specific
behaviour, arranging the specific situation etc.), constituting risk or causing

¢ W. Szewczuk, Stownik psychologiczny, Warszawa 1979,s.68.

" G. Rudkowska, Agresja u dzieci, [w:] red. J. Kuzma, Z. Szarota, Agresja i przemoc w insty-
tucjach
wychowawczych, Krakow 1998,s.111
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damage in physical, psychological and social well-being of other people that
28

is evoking pain, suffering, destruction, leading to the loss of valued values™”.
The peculiar feature of the pedagogic understanding of aggression is paying
attention to the actions that cause disorders in physical and psychological
health of the person experiencing the act of aggression. The educational liter-
ature proposes two kinds of presenting that phenomena. First, as behaviour
aiming at causing the loss leading to negative consequences (potential or
actual), and second, as emotional-motivating status of the individual connect-
ed with strong negative emotions, such as: anger, agitation, rage, annoyance.
The first one is a phenomena of the instrumental nature, and the second ,,hos-
tile”. The enemy's aggression also leads to cause suffering and pain to other
human being’.

W. Okon perceives aggression as behaviour that cannot be justified from the
social point of view. He defines it as ,,an action directed against people or
things evoking dissatisfaction or anger in individual. The aim of aggression is
to cause damage”'".

From the sociological point of view, aggression has been examined as one of
the form of social group functioning, analysing social-cultural reasons of
violence and community actions. Most of the sociological theories of aggres-
sion notices its sources in relations with the social environment. Sociologists
pay attention that aggression is the sociably undesirable and disapproved
phenomenon. They define aggression pointing out that ,each aggression
outburst mobilizes the desire of destruction being in human, and that desire
has never been satisfied, if it is started to be realised, it is difficult to stop it, it
grows very quickly, in contrast with the animal world, where the destructive
tendencies have their own borders defined with the life preserving right (kill-
ing is performed for satisfying hunger or defending life), at human being that

8 A. Fraczek, Czynnosci agresywne jako przedmiot studiow eksperymentalnej psychologii
spotecznej, Wroctaw 1979, s.13.

® J. Abramczyk, Zjawisko agresji w szkole — wychowawcze wyzwanie na progu XXI wie-
ku,[w:]A. Rejzner (red) Agresja w szkole. Spojrzenie wieloaspektowe, Warszawa 2004.

' W. Okon, Nowy stownik pedagogiczny, Warszawa 2001,s.13.
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border has a sign of infinity, a human being destroys for the sake of destruc-
s eoll
tion” .

In the scientific literature, the term of aggression arouses lots of controversy
due to the fact of many definitions. However, aggressive behavior has been
defined in numerous ways over the years from the physical or relational
aggression point of view'?. Most of the operational definitions of physical
aggression include physical harm or threats of harm, including behaviors
such as hitting, pushing, or threatening to beat up a peer".

There is also no agreement in views on the aggression sources understood as
a tendency to show the destructive or hostile behaviour. The dispute among
scientists has not been settled yet, if the aggression has an inborn nature or
the acquired one. Numerous studies indicate the multiplicity of causes of
aggressive behavior. Research indicates that antisocial behavior, including
aggression, "appears to be a developmental trait that begins early in life and
often continues into adolescence and adulthood "14.Acc0rding to a number of
researchers, antisocial behavior develops as a result of the student's behav-
ior and interaction with the social environment” and the student's parents'.

' K. Kmiecik-Baran, Mtodziez i przemoc. Mechanizmy socjologiczno-psychologiczne, War-
szawa 1999,s.21

2 D. Murray-Close, J. M. Ostrov, N. R. Crick, A short-term longitudinal study of growth of
relational aggression during middle childhood: Associations with gender, friendship intimacy,
and internalizing problems. Development & Psychopathology, 2007,19(1).

' J. Brook, L. Zheng, M. Whiteman, D. Brook, Aggression in toddlers: Associations with
parenting and marital relations. The Journal of Genetic Psychology, 2001/162(2), J. Casas,
S. Weigel, N. Crick, J. Ostrov, K. Woods, E. Jansen Yeh, Early parenting and children’s rela-
tional and physical aggression in the preschool and home contexts. Applied Developmental
Psychology, 2006/ 27, J. Ostrov, C. Keating, (Gender differences in preschool aggression during
free play and structured interactions: An observational study. Social Development, 2004/13(2),
et.al.

' G.R. Patterson, B.D. De Baryshe, E. Ramsey, A developmental perspective on antisocial
behavior. American Psychologist, 1989/ 44 p.329.

'3'S. Landy RD Peters, Toward an understanding of a developmental paradigm for aggressive
conduct problems during the preschool years,[In:]Peters R, McMahon R, Quincy V, editors.
Aggression and Violence Throughout the Life Span. Newbury Park, CA: Sage; 1992., Patterson
G.R, Developmental changers in antisocial behavior.[In:] R.D.Peters R. J. McMahon,
V. L. Quinsey Aggression and Violence Throughout the Life Span Newbury Park, CA: Sage;
1992
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Lack of consistency is visible both within the meaning of aggression term,
and its reasons, there is not only one theory concerning the aggression origin.
In connection to that, it has been justified to define criteria assigning the
exact shown behaviours to the aggressive behaviour class in defining aggres-
sion. These criteria include:

e the emotional component in the form of aversion, anger, annoyance
appearing in behaviour'’,

e instrumental nature of causing damage and motive of doing evil or
harm'®,

e causing the specific behaviour consequences, for example inflicting
suffering, or pain'®,

o modifying influence of social context of behaviour, for example
connected with the fulfilled role, completed task, place in the power
hierarchy and the like®.

' T. Hollenstein, I. Granic, M. Stoolmiller, J. Snyder, Rigidity in Parent-Child Interactions
and the Development of Externalizing and Internalizing Behavior in Early Childhood. Journal of
Abnormal Child Psychology, 2004/32(6).

17

Porr m. in. A H. Buss, The Psychology of Aggression, New
York,1961;S.Feshach,Agression,[In:] P. H. Mussen (ed) Ceramichael’s Manual of Child Psy-
chology,1970; W. Okon, Nowy stownik pedagogiczny, Warszawa 2001.

'8 Por. m. in. A. Fraczek, Problemy psychologicznej teorii agresji, Psychologia Wychowawcza
1973 ,nr .2; J. Ranschburg, Lek, gniew, agresja, Warszawa 1980; D. Wojcik, Srodowisko rod-
zinne a poziom agresywnosci u mtodziezy przestgpczej i nieprzestgpezej, Wroctaw -Warszawa-
Krakow-Gdansk 1977; W. Szewczuk, Stownik psychologiczny, Warszawa 1979.

' Por. m. in. A. Fraczek, Agresja- psychologiczny punkt widzenia,[w:]A. Fraczek (red.)
Z zagadnien psychologii agresji, Warszawa 1975; M. Kosewski, Agresywni przestepcy, War-
szawa 1977;J.Zakrzewski Koncentracja na sobie a agresja interpersonalna [w:] A. Fraczek (red.)
Studia nad uwarunkowaniami i regulacja agresji interpersonalnej, Wroctaw- Warszawa- Kra-
kow- Gdansk- £6dz,1986; ; K. Kmiecik-Baran, Mtodziez i przemoc. Mechanizmy socjolo-
giczno-psychologiczne, Warszawa 1999.

» Por. m. in. A. Fraczek, Problemy psychologicznej teorii agresji, Psychologia Wychowawcza
1973,nr.2;

D. Wojcik, Srodowisko rodzinne a poziom agresywno$ci u mtodziezy przestepczej i nieprze-
stepczej,

Wroctaw- Warszawa- Krakow- Gdansk,1977.
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In the psychological-pedagogic literature we meet the exchanging terms of
Laggression”, ,aggressiveness”, “aggressive behaviour” or ,violence”. Ag-
gressiveness is the permanent feature of a human being consisting in frequent
and inappropriate aggressive reactions to stimulus that occurs towards the
social objects, and inability of controlling own aggressive reactions. It can
occur with different intensity, the characteristic feature is the fact that the
subject reacts with the emotional excitement”'.

Therefore it can be stated that aggression is a predisposition to react with the
aggressive behaviour. But the term of aggression should not be confused with
the aggressiveness. The difference between aggression and aggressiveness
lies in the fact that aggression is a process and includes the subject activities,
and aggressiveness is a character feature, learned behaviour, well consolidat-
ed in the process of social learning. The frequent appearance of aggressive
behaviours has been defined as aggressiveness. Whereas the individual spe-
cific behaviours described with the specific features, are the aggressive be-
haviours.

The term of aggression is often used in exchange with the term violence.
According to H. Rylke ,, we deal with the violence situation when a weak
person(victim) has been displayed for a long time to negative influence of
a person or a group of stronger people (aggressors)”** Some of the research-
ers point out the necessity of the act of violence than the act of aggression.

I. Obuchowska emphasises, that ,,aggression can be a way of gaining control
over a man and has then a function of violence. However aggression not
always aims at subordinating other man, and violence does not have to be
manifested via aggression””.

For better understanding and diversification of school situations, it is useful
to introduce distinguishing between the terms of: aggression and violence.
Violence appearing among pupils at school is a form of aggressive behav-
iour, and aggressive behaviours reinforce violence. The characteristic feature
for aggressive behaviours is the balance among people within aggressive
behaviours and defence. Whereas, in case of violence such a balance does not
exist, because the person having physical or psychological advantage uses it

21 JM. Wolinska, Agresywno$¢ mtodziezy. Problem indywidualny i spoteczny, Lublin 2003.
22 H. Rylke, Szersze to problemu przemocy w szkole, Remedium 1997 nr4.

3 1. Obuchowska, Przemoc w wychowaniu, Kwartalnik Pedagogiczny 1989,nr 4.
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against the weaker person. In the reference books the superiority of violence
towards the aggression has been assumed. Violence is often the mean of
compulsion realisation and the power predominating somebody's power, and
aggression is not always that.

In order to specify the discussed issues, it is necessary to discuss the aggres-
sion classification. Due to the fact of different criteria we come across the
different divisions of aggression. There are some of them.

Most often, taking into consideration the type of aggression the physical and
verbal aggression have been detailed. Taking into consideration the form
criterion: active and passive, and examining the aim: indirect and direct ag-
gression™.

Taking into consideration the origin of aggressive actions, one can distin-
guish the following types of aggression:

e angry aggression (spontaneous, rousing) - emotions under it;

e instrumental aggression (hostile, cold) —the learned actions causing
pain, suffering are the basis of it;

e assignment aggression — connected with fulfilling the specific parts,
task completion™.

A. Bandura distinguishes instrumental and hostile aggression. He describes
instrumental aggression as those actions "aimed at securing extraneous re-
wards other than the victim's suffering." A student who steals a pair of tennis
shoes out of another student's locker is an example of someone who engages
in instrumental aggression. Hostile aggression is defined as actions that are
"used to produce injurious outcomes rather than to gain status, power, re-
sources, or some other types of results"*.

There is also widespread distinction between physical and relational aggres-
sion. Physical aggression includes hitting, kicking, punching, pulling, push-

* Por. m.in. A .H. Buss, The Psychology of Aggression, New York,1961; Z. Branka, Agresja
u dzieci i mlodziezy, [w:] J. Papiez, A. Pulkis,(red.)Przemoc dzieci i mlodziezy, Torun 1998;
Z. Skorny, Mechanizmy regulujace ludzkie zachowania, Warszawa 1989.

» J. M. Wolinska, Agresywno$¢ mtodziezy. Problem indywidualny i spoteczny, Lublin 2003.

% A. Bandura, A. (1973). Aggression: A social learning analysis. Englewood Cliffs, NJ: Pren-
tice-Hall 1973 p.8.
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ing and taking things away from others”’.A second type of behavior that is
intended to hurt, harm or injure another person uses the relationship or the
threat of the removal of the relationship as the means of harm and is referred
to as relational aggression. Relational aggression, includes social exclusion,
friendship withdrawal threats giving the silent treatment and spreading mali-
cious secrets, lies or gossip™.

Z. Skorny carrying the analysis of aggressive behaviours at pupils, performed
the classification of these behaviours, taking into consideration the outside
conditions favoring the aggressive behaviours. He has distinguished three
groups of aggressive behaviour evoked by:

e  behaviour of others;
e expressions of others;
e obstacles and failures in actions®.

Aggression at school can appear in different forms. It can be in a form of
physical aggressiveness (physical violence), verbal (threat, swearing), or
a direct one (insulting somebody directly) or indirect (rumors, denunciation,
destroying property). Moreover, the acts of school aggressions can appear in
the active form- requiring acting, and passive — refraining from action caus-
ing harm to others™.

Aggression can be expressed in different forms, the dominance of the par-
ticular factor decides about its type. It should be pointed out that different
forms of aggression often have ,,common pieces” such as for example physi-
cal or group aggression.

Types of aggressive relations at school

7 K.A. Dodge, J.D. Coie, D Lynam, Aggression and antisocial behavior in youth, [In:]
W. Damon, N. Eisenberg, Handbook of child psychology: Vol. 3. Social, emotional, and per-
sonality development, New York: Wiley,2006.

2N .R. Crick, J.K. Grotpeter, Relational aggression, gender and social-psychological adjustment.
Child Development, 1995/ 66.

% 7. Skorny, Psychologiczna analiza agresywnego zachowania si¢, Warszawa 1968.

30 7. Bartkowicz, Pomoc terapeutyczna nieletnim agresorom i ofiarom agresji .Lublin 2001
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Analysing the aggression phenomenon and violence at school, one should
take into account the types of relations happening in the school environment.
Talking about the violence at school in the categories of perpetrators and
victims, there are three basic relation types where that phenomenon occurs:

e pupil-pupil relation,

e  pupil- teacher relation,
e teacher -pupil relation,
e teacher-teacher relation.

The most visible forms of aggression and violence can be noticed in the in-
teractions amount pupils. Relations among pupils are often characterised by
high aggression in verbal communication. Scream, threats, insults and provo-
cations are instrumentally used to achieve own aims. The aim of aggressive
acts is to gain control over peers. The aggressive behaviour at children and
teenagers takes the form of quarrels and scuffles with peers, unjustified com-
plaining, malicious rumors, vindictiveness towards friends.

Creating ,,scapegoats” and so called ,black sheep” in the peer groups is
common among the violence forms. These people are the target of permanent
teasing or bullying with all possible ways. Most often the peers use hostile
actions, taken consciously towards these people, and that leads to fear. They
show open aversion and dislike, hostility, disrespect and humiliation aiming
at urging to submit to the group”.

The sign of the organised violence at school is spreading custom known so
far only in the army, so called bullying in the army-harassment of older over
the younger or weaker peers. That type of practice is defined in other way
too: destroying cats, kittening and from English — mobbing or bullying. Tor-
menting ,,cats” in some schools takes the funny form, but in dominating parts
of cases it takes drastic forms of aggression in connection to humiliating the
dignity of a first-year pupil. Young people of older grades gain control over
younger to perform different services, giving money and sometimes even

3 Por. m. in. A. Fraczek, 1. Pufal-Struzik, Agresja i przemoc wéréd mlodziezy. Perspektywa
psychoedukacyjna, Kielce 1996;L.Kirwil,Agresja szkolna jako rodzaj agresji prolaktywnej, [w:]
A. Rejzner (red) Agresja w szkole. Spojrzenie wieloaspektowe, Warszawa 2004.
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paying protection money. Any forms of defiance will be punished by hitting
or insulting™.

These behaviors are often called bullying. Bullying this subtype of aggressive
behavior in which an individual or group of individuals repeatedly attacked,
humiliated and / or exclude from a group of relatively weaker person™. Bul-
lying is the most common type of violence in American schools™ but also
a common issue in other countries, such as England, Canada, Japan, Austria,
New Zealand, France, Finland but also in Poland *°.

Graphs 1-2 shows international comparison of Percentage of students, that
were victims of bullying or were bullying other students in last months in
countries bordering with Poland, except Belorussia.

Analysis of studies results allow us to ascertain that violence among young
people is a major concern in most countries. The HBSC findings, show that
however, there are differences in the rates of this phenomenon in different
countries. The slightest percentage of students involved in bullying occurs in
Czech Republic - 10,3%, the highest occurs in Lithuania - over 50%. Per-
centage of victims of bullying is higher for boys than girls. Boys also more
often are taking part in bullying than girls.

Authors of HNSC report also advices to pay attention to insignificantly de-
creasing range of bullying in some countries. However in other countries this

32 Por. m. in. M. Biata, Problemy z zachowaniem dzieci i mtodziezy, Warszawa 2008; M. Kar-
kowska, W. Czarnecka, Przemoc w szkole Krakow 2000.

3 D. Olweus, Bully/victim problems among schoolchildren: Long-term consequences and an
effective intervention program, [In:] S. Hodgins, Mental disorder and crime, Thousand Oaks,
CA: Sagel1993

* S.M. Swearer, B. Doll, Bullying in schools: An ecological framework. Journal of Emotional
Abuse, 2001/ 2.

3 P.K. Smith, Y. Morita, J. Junger-Tas, D.Olweus, R. Catalano, P. Slee, P. The nature of school
bullying: A cross-national perspective. New York, 1999, SM. Swearer, B. Doll, Bullying in
schools: An ecological framework. Journal of Emotional Abuse, 2001/2, C. Currie, C. Zanotti,
A Morgan, D. Currie, M.de Looze, C. Roberts, O. Samdal O.R.F. Smith. V. Barnekow, Social
determinants of health and well-being among young people World Health Organization Regional
Office for Europe 2012,. M. Dubis Zachowania agresywne w szkole w okresie adolescencji, [w:]
red. K. Rajchel Zeszyty Naukowe Nr 1(18) WSIZiA, Warszawa 2012.E. Debarbieux, Charak-
terystyka przemocy szkolnej w europie i polski program "Szkota bez przemocy". [w:] J. Cza-
pinski (Red.), Raport roczny programu " Szkota bez przemocy " ,Warszawa 2010
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problem stays on high level®. It's necessary to say, that no worldwide re-
search, that proves the range of problem is increasing, have been published.
On the other hand some studies shows that during few last years, less and less
students are victims of bullying®’. The same observation occurs in Poland.

Graph 1. Percentage of students, that during last few months were vic-
tims of bullying (at least twice) with gender division in countries border-
ing with Poland®®

3 C. Currie, C. Zanotti, A Morgan, D. Currie, M.de Looze, C. Roberts, O. Samdal O.R.F. Smith.
V. Barnekow, Social determinants of health and well-being among young people World Health
Organization Regional Office for Europe 2012 p.200.

7 K., Rigby, Przemoc w szkole .Jak ja ogranicza¢. Poradnik dla rodzicow i pedago-
20w, Krakow2010p.2.

¥ W badaniach nie uwzglgdniono Biatorusi, gdyz panstwo to nie brato udziatu w badaniach
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Source: Self made, based on HBSC 2009/2010 report™

Graph 2. Percentage of students, that during last few months were bul-
lying other students (at least twice) with gender division in countries
bordering with Poland*’
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¥ C. Currie, et.al. op. cit., s. 185-190.
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41 C. Currie et. al., op,. cit. 5.185-190.
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Another problem that is worth to point out is that sometimes student is both,
victim and aggressor in bullying. This situation is called "bully-victim". Gen-
erally it is estimated that between 4-8 % of students are "bully-victims"*.

Aggression among pupils has a very strong physical aspect, but its element
are also oral harassment and humiliation. There is not a one, exact reason
deciding about the fact that the pupil uses violence towards his school
friends. The victim of violence, contrary to some opinions, is not a child
because of his corpulence, hair colour or wearing glasses. These are rather
inner characteristics of a pupil and his way of behaviour that decide about the
fact that he is the subject of long-term persecution. It is enough when a child
is sensitive and shy, cautious with contacts, has difficulties in being in
a group of peers, is uncertain and timid, feels worthless or is physically
weaker. It appears from the research that the most exposed to the violence are
so called ,toadies” - pupils trying to adulate teachers, ,,victims”-pupils man-
aging poorly with everything, and those from first grades, that means weaker.

It should be pointed out once again, that school bullying is an intentional
action, it never happens by accident , which is contrary to the intentions of
initiators transformed in the process hurting other students®”. The attackers
are aware of the suffering of the victim, it is the intended effect of their ac-
tions , but it is not their main goal. Researchers emphasize the phenomenon
that the key to understanding this phenomenon is the nature of the group - in
the process of harassment. People involved in this process are not only vic-
tims and aggressors , but also witnesses™’.

The nature of relationship pupil-teacher has a basic meaning for educational
influence and realisation of teaching aims. In the layout pupil-teacher, one
can distinguish certain positions: pupil's position and teacher's position, with
which the appropriate roles are connected to, remaining in certain relation
with one another. The relation of the mentioned roles consists in teaching

2 Salmivalli C., Bullyling and the peer group: A review. Aggression and Violent Behavior
2010/152)p.113.

4 B. Coloroso, The bully, the bullied, and the bystander, New York 2002, L. Kriwil, Agresja
szkolna jako rodzaj agresji prolaktywnej,[w:] Rajzer A. (red),Agresja w szkole. Spojrzenie
wieloaspektowe, Warszawa 2004,K.Rigby,Przemoc w szkole .Jak ja ogranicza¢. Poradnik dla
rodzicoéw i pedagogow, Krakow 2010.

4 B. Kochenderfer-Ladd, W. Troop — Gordon, Introduction to the special issue context, causes,
and consequences, Merrill-Palmer Quarterly, 2010/53(3), p. 222.
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and educating from the teacher's part and submitting to these from the pupil's
part. The mechanism of interpersonal interactions lies under the effective-
ness of educational-teaching work, including the mutual relationship of
a teacher and pupil.

The disturbed interpersonal relationships of a pupil-teacher are the signifi-
cant reason of aggressive behaviours of a pupil towards the teacher. It often
results from replacing the rule of cooperation and mutual help with the rule
of dominance, coercion and strength. That is why there are often the acci-
dents of ignoring the teacher's orders, humiliation and vandalism. Pupils
play so called fight with teachers , and peers. It results in communication
based on gaining advantage and extorting the submissiveness. The attacked
teachers often do not know, how they are to react to aggression from pupils.
Lack of response from the teacher, is often construed by a persecutor as an-
other challenge, is a signal that he met a weaker person than he was, whom
he is able to terrorize and gain control of him/her. In that way a teacher be-
comes the potential aim, to which the certain aggressive behaviours are di-
rected to. The terrorized teacher looses his authority among pupils in a class
and school, stops being the support for his pupils in charge. Defeating the
teacher results in the increase of the aggressors' self-esteem and confirma-
tion that the world is governed by the strongest™.

According to W. Komar, the aggressive behaviour of pupils towards the
teachers are aimed at:

e the resistance towards him as such,

e escape” from the task, that was ordered, ,,to do out of spite”,

e destroying the subject or object symbolizing the source of violence,
e  oral insulting, authority humiliation,

e refusal or boycott of the certain order™.

The aim of such aggression is the dominance over somebody who is theoreti-
cally stronger and being higher in the school hierarchy. Pupils happen to try

4 B. K. Ojrzynska, Mobbing wsroéd nauczycieli przyczyna przemocy wéréd miodziezy, [w:]
A. Rejzner (red) Agresja w szkole. Spojrzenie wieloaspektowe, Warszawa 2004.

* W. Komar ,Edukacja “u$miercania” - czyli $wiat szkoly jako agresja :szanse przeciwdziatania,
Edukacjal999, nrl ,s. 17-31.
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the limits of human resilience on their teachers and reactions of adults to their
strength. Pupils often enter a dispute with teachers, because they cannot re-
sign themselves to receiving bad marks. Moreover, teachers are often ignored
and provoked, and pupils orally insulted by teachers, thrown out of the class-
room or frightened. Aggressive behaviour of pupils is directed first of all
towards teachers who are not accepted, too strict, unfair in marking. The
unfair punishment (mark/grade) given by a teacher, based on the exaggerated
subjectivity, often leads to upset the value system accepted by the punished
person in that way a pupil. The unjustified criticism from the impulsive
teacher, is treated by a pupil as a willingness of disgracing him in front of the
class.

Teachers play an important role in the interpersonal relations with the stu-
dents. Teachers have the unique opportunity to provide support, to decrease
or to help preventing behavior problems. Based in attachment theory, high
quality teacher-student relationships are made to provide safety and support
to students through the provision of closeness, warmth, and positivity*’. Re-
search also suggests teacher-student relationships may provide a model for
appropriate behaviors as well as scaffolding for necessary social and behav-
ioral skills®.

Interactions of pupils with teachers are also characterised by hidden conflicts,
often contained emotions. Pupils manifest hostility also by wilful behaviours,
disobedience, teasing discussions.

Teachers having contact with aggression towards themselves, are often ag-
gressive too in relations with pupils, and also with other teachers. There are
cases of harassing pupils by teachers. The victims of aggression are those
who disagree with a teacher, ask too many questions, revealing the lack of
knowledge of a teacher in certain fields, cause educational problems, are
different from the rest of the class. The aim of aggression is to show, who
rules in a class and paradoxically making teaching easier. Reprehensible

47J. A. Baker, S. Grant, L. Morlock, The teacher-student relationship as a developmental context
for children with internalizing or externalizing behavior problems. School Psychology Quarterly,
2008/ 23(1)., U. Bronfenbrenner, U. Contexts of child rearing: Problems and prospects. Ameri-
can Psychologist, 1979/34(10).

8 J.A Baker, Contributions of teacher—child relationships to positive school adjustment during
elementary school. Journal of School Psychology, 2006/44(3), E.E. O’Connor, E. Dearing,
B. Collins, Teacher-child relationship and behavior problem trajectories in elementary school.
American Educational Research Journal, 2011/48(1).
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conducts and behaviours of a teacher towards a pupil is a diversified attitude
towards pupils-pulling strings for well-behaved favorites, and persecuting
unpopular pupils, humiliating, ridiculing, unjust marking, inconsistency,
threatening and power demonstration®.

Among the factors influencing the relationship teacher-pupil, that can be the
embers of conflict in these relations, one should mention the following: the
relationship of a teacher towards the pupil, the attitude of a teacher towards
the pupil and a class™.

The most important and fundamental factor of creating the relationship be-
tween a teacher and a pupil is his attitude. It is a resultant of personal features
of a teacher, personal experience and level of consciousness influencing his
own behaviour.

Bad attitudes accepted in contacts with pupils, are the reasons of conflicts in
mutual relationships. The Lenient-mediocrity attitude supports the slackness
in discipline in a classroom, causes the fact that the pupils are getting impa-
tient and are willing to distract themselves. Whereas, the strict attitude-despot
one causes the increasing frustration among pupils, and as a result the differ-
ent forms of disruption during the lesson.

The important factor being connected with the teachers' attitudes, is the rela-
tionship of teachers towards pupils. J. Stefanowicz distinguishes three types
of relationships of teachers towards pupils:

e amorphous, when a teacher is interested mainly in his position and
carrier, and does not take care of pupils;

e tense, when a teacher tries to gain control over pupils;

e harmonious, when a teacher tries to understand a pupil, and influ-
ence his personality and development.

Whereas, according to H. H. Anderson, in contacts among a teacher and
a pupil there are two main types, at the same time two types of teachers:
dominating(imperious, overbearing) and integrating (uniting)>*.

¥ I. Danilewska , Agresja u dzieci — szkola porozumienia, Warszawa 2002.
M. Biata, J. Mozdzynski, Podstawy ksztattowania relacji nauczyciel-uczen, Warszawa 2002

31 J. Stefanowicz, Psychologia wzajemnych kontaktow, Warszawa 1976.
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In the first one, a teacher does not respect views, wishes, habits, individual
features and attitudes of pupils. In influences in a negative way, the educa-
tional-teaching process causing the emotional disorder of pupils, releases the
uncertainty of pupils towards a teacher excluding the effective cooperation.

The integrating type is characterised by the democratic attitude of teachers
that evokes the feeling of self-confidence at pupils, having confidence in
themselves, that is positive for the whole educational-teaching process.

When treating school as a community, the atmosphere should be considered
as an important issue, as it is one of the factors which affect behavior of
teachers and students. As indicated by E. Smelova influence on the climate
of the school: “ all perceptual and cognitive processes and organizational
variables on school staff and students™™.

Writing about aggressive and generating violence actions of teachers, it is
important to point out the sources of these behaviours. Teachers themselves,
among the factors influencing the behaviours mentioned above, indicated the
need of keeping discipline, professional stress, aggression from pupils, over-
wosrzlfing, material problems, uncertainty at work and mobbing among teach-
ers

Another plane of the relationships at school, are the relationships among
teachers. The common phenomenon is appearing of different conflicts among
a headmaster and teachers, and among particular teachers, that sometimes
result in mobbing aimed at elimination of the inconvenient teacher from the
school. The source of misunderstandings among the teaching staff can be for
example, payment matters, overtime schedule, employing new teachers,
belonging to the friendship system created on the basis of liking and antipa-
thy. The witnesses of mobbing towards the teacher are pupils. Observing
these behaviours by pupils teaches the division into weaker and stronger, and
the perpetrator's action can be a model of aggressive behaviour for them.

52 za J. Stefanowicz, Dz. cyt.

3 E. Smelova, Klima $koly v kontextu kutikuldmi reformy v Ceské republice. Technologia
vzdelavania, 2009, vol. 16, no. 6, s. 13-15. ro¢. XII. 04/2004.

3 Por. m. in. B. K. Ojrzynska, Mobbing wéréd nauczycieli przyczyna przemocy wéréd mtod-
ziezy, [w:] A. Rejzner (red) Agresja w szkole. Spojrzenie wieloaspektowe, Warszawa
2004;J.Surzykiewicz,Agresja i przemoc w szkole — uwarunkowania socjologiczne, Warszawa
2000
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Moreover, it influences the perception of a teacher who is recognized as
incompetent one, dull and lazy”’.

Teachers experience different conflicts, and at the same time cannot solve
them properly, they transfer their own dissatisfaction and sensitivity to pu-
pils. The disrupted cooperation and co-existence in a teaching team, dishar-
monizes the course of teaching-educational work and can consolidate nega-
tive behaviour patterns at teachers, mainly at pupils.

Conclusion

Aggression of pupils towards friends and teachers and aggression of teachers
towards pupils can be treated as signals of disorders in the educational pro-
cess leading to improper personality development of pupils, and also as sig-
nals of mutual intolerance and manipulation.

From the deliberations so far, it has been seen that school is one element
contributing to creation of behaviours socially not accepted, and also can be
one of the aggressive sources itself. International studies as well as Polish
ones, shows that atmosphere in school is an important factor related to level
of school violence. Aggression and violence in school are phenomena that
frequently sets in community context, not only in relation between victim and
aggressor. Analysis of school atmosphere, that can prevent school violence,
seems to be most promising field of studies not only from scientific, but also
practical point of view. That is why it is important to know that aggression
phenomenon, being present at school, its size and regularities, and as a result
it should contribute to creation of the possibility of the effective fight and
preparing the preventive effects. As E. Smelova emphasizes,” it’s necessary
to make changes in syllabus, interposed from lowest level of education in
order to eliminate and response to problems”.

School- completing its teaching and educational tasks- influences pupils, not
only thanks to transfer of certain content, but also as a result of interpersonal
contacts of a teacher and a pupil. Meanwhile, the quality of these contacts is

53 E. Grzesik mobbing wsrod nauczycieli, zycie szkoty, Zycie Szkoty 2011,nr 4.

% E. Smelova, Preschool education versus curricular reform[w:] Journal of Technology and
Information Education, 1/2013, Volume 5, Issue 1 s.32.
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often far away from the perfection, what is the result of the lack of the proper
social climate of a school, proper work atmosphere.

Bibliography

Abramczyk J., Zjawisko agresji w szkole — wychowawcze wyzwanie na
progu XXI wieku,[w:]Rejzner A. (red) Agresja w szkole. Spojrzenie
wieloaspektowe, Warszawa 2004.

Bartkowicz Z., Pomoc terapeutyczna nieletnim agresorom i ofiarom agresji
.Lublin 2001.

Biata M., Problemy z zachowaniem dzieci i mtodziezy, Warszawa 2008.

Biata M., J. Mo6zdzynski J., Podstawy ksztattowania relacji nauczyciel-uczen,
Warszawa 2002.

Baker, J. A. Contributions of teacher—child relationships to positive school
adjustment during elementary school. Journal of School Psycholo-
gy,2006/ 44(3),

Baker, J. A., Grant, S., Morlock, L., The teacher-student relationship as
a developmental context for children with internalizing or externalizing
behavior problems. School Psychology Quarterly, 2008/23(1).

Bandura, A. Aggression: A social learning analysis. Englewood Cliffs, NJ:
Prentice-Hall 1973.

Branka Z., Agresja u dzieci i milodziezy, [w:] Papiez J., Pulkis
A.,(red.)Przemoc dzieci i mtodziezy, Torun 1998.

Brook, J., Zheng, L., Whiteman, Brook, D., Aggression in toddlers: Associa-
tions with parenting and marital relations. The Journal of Genetic Psy-
chology, 2001/162(2).

Buss A, H., The Psychology of Aggression, New York,1961.

Casas, J., Weigel, S., Crick, N., Ostrov, J., Woods, K., Jansen Yeh, E.,
et al.,Early parenting and children’s relational and physical aggression in
the preschool and home contexts. Applied Developmental Psychology,
2006/27.



VYZKUMNE SETRENI | 89

Cohen L. , L., Manion L., K. Morrison K., Wprowadzenie do nauczania,
Poznan 1999.

Coloroso B, The bully, the bullied, and the bystander, New York 2002

Crick N.R., Grotpeter J.K., Relational aggression, gender and social-
psychological adjustment. Child Development, 1995/ 66.

Currie C., Zanotti C., Morgan A., Currie D., de Looze, M. D., Roberts C.,
Samdal O., Smith. O.R.F., Bamekow V., Social determinants of health
and well-being among young people World Health Organization Regional
Office for Europe 2012.

Danilewska J., Agresja u dzieci — szkola porozumienia, Warszawa 2002.

Debarbieux E.,, Charakterystyka przemocy szkolnej w europie i polski pro-
gram "Szkota bez przemocy". [w:] Czapinski J., (red.), Raport roczny
programu " Szkota bez przemocy " ,Warszawa 2010.

Dodge K.A., Coie J.D., Lynam D., Aggression and antisocial behavior in
youth, [In:] W. Damon, N. Eisenberg, Handbook of child psychology:
Vol. 3. Social, emotional, and personality development, New York:
Wiley,2006.

Dubis M., Zachowania agresywne w szkole w okresie adolescencji, [w:] red.
K. Rajchel Zeszyty Naukowe Nr 1(18) WSIZiA, Warszawa 2012.

Feshach S., Aggression, [In:] P. H. Mussen (ed) Ceramichael’s Manual of
Child Psychology,1970.

Fraczek A., Problemy psychologicznej teorii agresji, Psychologia Wycho-
wawcza 1973 nr 2.

Fraczek A., Czynnosci agresywne jako przedmiot studiéw eksperymentalnej
psychologii spotecznej, Wroctaw 1979.

Fraczek A., Agresja- psychologiczny punkt widzenia,[w:]Fraczek A., (red.)
Z zagadnien psychologii agresji, Warszawa 1975.

Fraczek A., Pufal-Struzik 1., Agresja i przemoc ws$réd mtodziezy. Perspek-
tywa psychoedukacyjna, Kielce 1996.

Grzesik E., mobbing wéréd nauczycieli, Zycie Szkoty 2011,nr 4.



90 | VYZKUMNE SETRENI

Hollenstein T., Granic 1., Stoolmiller M., Snyder J. ,,Rigidity in Parent-Child
Interactions and the Development of Externalizing and Internalizing Be-
havior in Early Childhood. Journal of Abnormal Child Psychology,
2004/32(6),

Karkowska M., W. Czarnecka, Przemoc w szkole Krakow 2000.

Kmiecik-Baran K., Mtodziez i przemoc. Mechanizmy socjologiczno-
psychologiczne, Warszawa 1999.

Kochenderfer-Ladd B., W. Troop — Gordon, Introduction to the special issue
context, causes, and consequences, Merrill-Palmer Quarterly, 2010/53(3).

Komar W., Edukacja “u$miercania” - czyli §wiat szkoty jako agresja: szanse
przeciwdziatania,
Edukacjal999, nrl.

Kosewski M., Agresywni przestepcy, Warszawa 1977.

Kirwil L., Agresja szkolna jako rodzaj agresji prolaktywnej, [w:] A. Rejzner
(red) Agresja w szkole. Spojrzenie wieloaspektowe, Warszawa 2004.

Landy S, Peters RD. Toward an understanding of a developmental paradigm
for aggressive conduct problems during the preschool years. In: Peters R,
McMahon R, Quincy V, editors. Aggression and violence throughout the
lifespan. Newbury Park, CA: Sage; 1992.

McCormick, M. P., O’Connor, E. E., Cappella, E., McClowry, S. G. Teach-
er—child relationships and academic achievement: A multilevel propensity
score model approach. Journal of School Psychology, 2013/51(5).

Obuchowska 1., Przemoc w wychowaniu, Kwartalnik Pedagogiczny 1989, nr
4,

Ojrzynska B. K., Mobbing w$réd nauczycieli przyczyna przemocy wsrod
miodziezy, [w:] A. Rejzner (red) Agresja w szkole. Spojrzenie wie-
loaspektowe, Warszawa 2004.

Okon W., Nowy stownik pedagogiczny, Warszawa 2001.

Olweus D., Bully/victim problems among schoolchildren: Long-term conse-
quences and an effective intervention program, [In:] S. Hodgins, Mental
disorder and crime, Thousand Oaks, CA: Sage1993.



VYZKUMNE SETRENI |91

Ostrov, J., Keating, C.,Gender differences in preschool aggression during
free play and structured interactions: An observational study. Social De-
velopment, 2004/13(2).

Patterson, G. R., De Baryshe, B. D., & Ramsey, E. A developmental perspec-
tive on antisocial behavior. American Psychologist, 1989, 44.

Patterson G.R, Developmental changers in antisocial behavior. [In:]
R.D.Peters R. J. McMahon, V. L. Quinsey Aggression and Violence
Throughout the Life Span Newbury Park, CA: Sage; 1992.

Ranschburg J., Lek, gniew, agresja, Warszawa 1980.

Rigby K., Przemoc w szkole .Jak ja ograniczaé. Poradnik dla rodzicoéw
i pedagogdw,Krakow2010.

Rudkowska G., Agresja u dzieci, [w:] red. Kuzma J., Szarota Z., Agresja
i przemoc w instytucjach
wychowawczych, Krakéw 1998.

Rylke H., Szersze tlo problemu przemocy w szkole, Remedium 1997 nr 4.

Salmivalli C., Bullyling and the peer group: A review. Aggression and Vi-
olent Behavior 2010/15(2).

Skorny Z., Mechanizmy regulujace ludzkie zachowania, Warszawa 1989.

Skorny Z., Psychologiczna analiza agresywnego zachowania si¢, Warszawa
1968.

Smelova E., Klima $koly v kontextu kutikularni reformy v Ceské republice.
Technolégia vzdelavania, 2009, vol. 16, no. 6, s. 13-15. ro¢. XII. 04/2004.

Smelova E., Preschool education versus curricular reform [w:] Journal of
Technology and Information Education, 1/2013, Volume 5, Issue 1 s.31-
35.

Smith P.K., Morita Y., Junger-Tas J., Olweus D., Catalano R., Slee, P. The
nature of school bullying: A cross-national perspective. New York, 1999.

Stefanowicz J., Psychologia wzajemnych kontaktow, Warszawa 1976.

Surzykiewicz J., Agresja i przemoc w szkole — uwarunkowania socjolo-
giczne, Warszawa 2000.



92 | VYZKUMNE SETRENI{

Swearer S.M., B. Doll B., Bullying in schools: An ecological framework.
Journal of Emotional Abuse, 2001/ 2.

Szewczuk W., Stownik psychologiczny, Warszawa 1979.

Wolinska J. M., Agresywnos$¢ mlodziezy. Problem indywidualny i spoteczny,
Lublin 2003.

Wood, J. J., Cowan, P. A., & Baker, B. L. (2002). Behavior problems and
peer rejection in preschool boys and girls. The Journal of Genetic Psycho-
logy,2002/ 163 (1).

Wojcik D., Srodowisko rodzinne a poziom agresywnosci u mtodziezy prze-
stepczej i nieprzestepczej, Wroctaw -Warszawa- Krakéw-Gdansk 1977.

Zakrzewski J., Koncentracja na sobie a agresja interpersonalna [w:] Fraczek
A., (red.) Studia nad uwarunkowaniami i regulacja agresji interpersonal-
nej, Wroctaw- Warszawa- Krakow- Gdansk- £.6dz,1986.






94 | RECENZE

Interkulturni vzdélavani ucitelii primarni §koly

Stolinska Dominika (rec.)

Castkova, Pavlina. (2014) Interkulturni vzdélavani ucitelii primdrni skoly.
Brno: Tribun EU, s.r.o. ISBN 978-80-87658-09-3.

Snahou odborné publikace je podpora zvysSeni zajmu o problematiku inter-
kulturniho vzdélavani a multikulturni vychovy. Cilova oblast je autorkou
prezentovana jako fenomén doby, a proto se zaméiuje na predstaveni hlub-
Sich souvislosti, jez se k ni vztahuji. Odborna kniha vznikla na zékladé néko-
likaletého usili, a jsou v ni tedy uvadény vazby teoretickych pfistupl i moz-
nosti jejich aplikacniho vyuziti.

Jak jiz bylo fe¢eno, Pavlina Castkova se problematikou interkulturniho vzdé-
lavani zabyva jiz po dobu n€kolika let. Védecky titul Ph.D. ziskala po obha-
job¢ disertacni prace pravé v dané oblasti. Odbornd publikace v mnohém
Cerpa zjejich zkuSenosti, které ziskala pfi studiu v doktorském studijnim
programu v oboru Pedagogika na pedagogické fakulté univerzity Palackého
v Olomouci, kde se konkrétné zaméfovala na feSeni souboru jevi
v interkulturnim vzdélavani. V soucasnosti je odbornou asistentkou na Kate-
dre technické a informacni vychovy téze fakulty.

Cely text odborné knihy je logicky strukturovan do osmi kapitol. Nejprve
jsou nastavena teoretickda vychodiska interkulturniho vzdélavani, ktera se
opiraji o soucasnou troveii interkulturniho vzdélavani v prostiedi Ceské
republiky, a dale je téma rozvijeno v kontextu profesni pfipravy ucitell pri-
marni Skoly.

Podivame-li se na charakteristiku textu blize, pak v prvni kapitole mizeme
nalézt vymezeni interkulturniho vzdélavani jako predmétu védeckovyzkum-
ného badani. Zde je prezentovan exkurz do védeckovyzkumné cinnosti
v dané oblasti v tuzemsku i1 zahrani¢i v datovém spektru od 40. let 20. stoleti
po soucasnost. Nalézt zde miizeme také souvztaznost s mezinarodnimi srov-
navacimi testy TIMSS a PISA (v ¢eském prostiedi pak také testy spolecnosti
SCIO). Poukazovano je zde také na neopomenutelnou ¢innost neziskovych
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organizaci, jejichz rozsahlé aktivity v této oblasti byvaji znatelné¢ medializo-
vany.

Druha kapitola pak usazuje zakladni odborné pojmy do kontextualnich sou-
vislosti a vysvétluji terminologickou nejednotnost ptfipadné nevhodnost né-
kterych interpretaci, jez ztézuji orientaci v problematice. Nésledujici kapitola
poté zaciluje pozornost na prostiedi Ceské republiky v souvislosti s jejim
demografickym vyvojem. Tim je podtrzena aktudlnost celé feSené problema-
tiky.

Ve ctvrté kapitole autorka piechdzi k charakteristice pojeti interkulturniho
vzdélavani v prostredi ceské primarni Skoly. Prezentuje zde proménu kuriku-
la na podklad¢ evropské vzdélavaci dimenze a blize se zamétuje na interpre-
taci pojeti tematiky v souvislosti s legislativn¢ ukotvenym ramcovym vzdéla-
vacim programem pro zakladni vzdélavani. Nevyhyba se vSak ani nastinu
mozné aplikace problematiky pfimo do vychovné vzdélavaciho procesu na
primarni Skole.

V paté kapitole priblizuje didakticky koncept interkulturniho vzdélavani, kdy
na podkladé filosofického pojeti tematiky strukturuje cile interkulturniho
vzdélavani, jejichz napliovani podporuje etapizaci vychovné vzdélavaciho
procesu. K uplatnitelnosti t€chto ne vzdy pro ucitele popularnich prvkl (které
jsou vSak pro vychovné vzdé€lavaci proces nezbytné) dale napomaha ndvrhem
vyucovacich metod, kde jsou kromé tradi¢nich typologii uvadény také ne jiz
tak roz§ifené metody jako napt. metoda Persona dolls vychazejici z Deweyho
edukacni teorie Learning by doing, pfipadné specifické metody doporucova-
né autory vzdélavacich projektii jako napt. CzechKid, Varianty, Anti Bias aj.
Na tyto metody je mj. navazovano zpisoby hodnoceni vysledkll vychovné
vzdélavaciho procesu. Efektivita ucitelovych vzdélavacich strategii je ptibli-
zovana prostfednictvim nastinu kulturné-standardniho a transkulturniho pfi-
stupu k multikulturni vychove.

V Sesté kapitole se autorka zaméfuje na osobnostni a profesni charakteristiku
ucitele primarni Skoly a jeho vyznam pro rozvoj interkulturnich kompetenci
jeho zakl. Tomu by logicky mélo piedchazet vlastni ziskani interkulturnich
kompetenci. Tim je dana logickd navaznost nasledujicich dvou kapitol, kde je
pozornost vénovana profesni priprave ucitelti v dané oblasti. Najdeme zde jak
ptipravu na pregradudlni urovni (kde je obsahle uvadéna troven dané piipra-
vy na vysokych 8kolach v Ceské republice), dali vzdélavani pedagogickych
pracovnikl a kontext praktického ovéfeni vlastnich kompetenci.
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Publikace v souladu s aktudlni vzdélavaci politikou charakterizuje koncept
interkulturniho vzdé€lavani jako jednu z nezbytnych soucasti ptipravy zaka
primarni Skoly na zivot v diverzitni spolecnosti. Zadmérem autorky nebylo
podat podrobny piehled, ale spiSe kontextualné uchopit souvislosti s tématem
souvisejici. Danou tematikou se v ceském prostredi zabyva fada uznavanych
odborniki jako napi. (podle abecedy) Dana Moree, Jitka Plischke, Jan Pra-
cha, Lenka Sulova a dalsi, o jejichz autorské pfistupy se autorka opira.

I pfes skuteénost, ze odborna kniha prezentuje takovy Siroky ramec, pisobi
velmi ¢tivé a srozumitelng. Jak autorka sama uvadi, je ur¢ena odborné i ne-
odborné vetejnosti, ale predevsim uciteliim a studentim ucitelskych obort,
kteti maji osobni i profesni zdjem o problematiku.

Publikace vznikla jak v tisténé tak v elektronické podobé.



RECENZE |97

Ucitel a rodi¢

Veronika Svréinova (rec.)

Capek, R. (2013) Ucitel a rodic¢. Praha: GRADA.

Publikace se zabyva tématem spoluprace Skoly a rodicli, zaméfuje se prede-
vS§im na tfidniho ucitele, ktery hraje nejdilezitéjsi roli v oblasti komunikace
Skoly s rodi¢i. Téma vztahu ucitele a rodice je v oblasti pedagogické literatu-
ry dosti opomijené, takze publikace Ucitel a rodi€ je v tomto sméru ojedin€la,
jelikoz ptinasi komplexni pohled na oblast komunikace ucitele s rodi¢i. Za-
byva se touto problematikou ze tfi hledisek — sleduje spolupraci skoly
s rodi¢i, blize se zabyva tfidnimi schiizkami a v neposledni tad¢ ptiblizuje
a charakterizuje rozhovor mezi rodi¢em a ucitelem. Kromé reflexe soucasné-
ho stavu spoluprace uéitelti a rodict v ¢eském Skolnim prostiedi nahlizi autor
rovnéz na tuto situaci i do zahranici, kniha rovnéz obsahuje ptipadové studie,
vlastni vyzkum, analyzu praxe a dalsi praktické informace.

Autor publikace Robert Capek se od roku 2000 vénoval teorii vychovy,
didaktice a dal§im pedagogickym obortim na Katedfe pedagogiky a psycho-
logie Pedagogické fakulty Univerzity v Hradci Kralové. V soucasné dobé se
mimo jiné vénuje realizaci vyuky psychologickych predmétli na Fakulté
informatiky a managementu. Autor rovnéz puasobi jako lektor ve Skolicich
organizacich a zaméfuje se na problematiku suportivni a alternativni vyukové
metody, odmény a trestu ve Skolni praxi, fizeni tfidni schtizky, rozhovoru
s rodi¢i apod. V roce 2011 realizoval projekt Inovace vedeni tfidnich schiizek
jako soucést projektu ZS Broumov ,,Nové metody a formy vyuky podporujici
rovny pfistup ke vzdélavani v Masarykové zéakladni skole®. Cilem projektu
bylo pozorovanim a dotaznikovym Setfenim rodicl zjistit kvalitu tfidnich
schlizek, aktivné reagovat na zjiSténé rezervy a rozsifit je o znaky tfidnich
schiizek, které jsou samoziejmosti v zahrani¢i, zkvalitnit tim samotnou reali-
zaci tiidnich schtzek, vylepsit spolupraci uciteli a rodicd, dale podpofit
vznik Skolniho spolecenstvi a posilit klima Skoly.

Publikace je rozdélena do sedmi hlavnich kapitol, ty jsou dale rozdéleny na

podkapitoly. Kazda kapitola se zabyva nékterym z vyse uvedenych témat, jez
charakterizuje teoreticky a dale je doplnuje piiklady z praxe v ¢eském i za-



98 | RECENZE

hrani¢nim Skolnim prostiedi. Autor vybird nejen ptiklady klasické spoluprace
ucitelt a rodicli, aby tak naznacil soucasné tendence spoluprace ucitelt
a rodicl, ale poukazuje rovnéz na situace extrémni (mysleno predev§im nega-
tivni), které naznacuji, kam az mize nedostatecna komunikace ve Skolnim
prostiedi vést a jaké problémy z toho poté pro skoly plynou.

V tvodni kapitole autor poukazuje na to, Ze spoluprace ucitelt a rodici je
jednim z velice dulezitych prvki vzdélavani, a to predevSim v prostredi
zakladnich $kol. Prezentuje vyzkum Kratké (2006), ktera doklada svym Set-
fenim, Ze role tfidniho ucitele je pro vSechny aktéry vzdélavani (zak, ucitel,
rodic¢e) vyznamna. Dle Kratké tidni ucitelé predpokladali, ze rodice ptikla-
dali jejich funkci praimérnou dulezitost 3,44 (na pétistupiiové skale), rodice
vSak tfidnim uditelim ptisuzovali vyznamnost mnohem vyssi (4,30). Sami
t¥idni uéitelé pak své funkci ptisuzovali rovnéz vysoky vyznam (4,12). Capek
tak uvodem pfiiblizuje nutnost zabyvat se problematikou komunikace uciteli
a rodict z komplexngjsiho hlediska.

Druha kapitola se vénuje spolupraci, autor piedstavuje nékolik moZnych
stupiiii zapojeni rodi¢i do Zivota §koly podle Epsteinové (1992):

plnéni zakladnich rodic¢ovskych povinnosti;
komunikace ve sméru $kola — rodic;

zapojeni rodict (dobrovolniktl) do ¢innosti $koly;
zapojeni rodic¢ do domaci piipravy;

zapojeni rodict o rozhodovani o zaleZitostech skoly;
6. zapojeni rodi¢ii do Skolni komunity.

A e e

Autor zminuje, ze v ¢eském Skolnim prostiedi existuje nemalo $kol, které
kon¢i v oblasti spoluprace s rodi¢i pouze na druhém mozném stupni zapojeni
rodicti do Cinnosti $koly, tj. komunikace pouze ve sméru skola — rodi¢. Kapi-
tola poukazuje na to, Ze vnasem Skolnim prostfedi v oblasti spoluprace
Skoly s rodici existuji dva protipoly — klientsky a partnersky pristup. Na
jedné strané Skoly (ale i vefejnost) vnimaji rodice jako klienta, kterému je
nutno ,,skladat ucty, tedy reagovat na jeho pfani a informovat jej o déni ve
Skole. Na stran¢ druhé zde existuje piistup partnersky, kdy je rodi¢ vniman
jako partner, ktery se Skolou sdili odpovédnost za vzdélani svého ditéte. Au-
tor vSak poukazuje na to, ze tyto dva principy nemusi byt protipoélem, ale
prave naopak, nemély by se vyluCovat.
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Druha kapitola se v jedné z podkapitol vénuje rovnéz samotnym rodictim,
poukazuje na to, Ze o tom, jak budou rodi¢e spolupracovat se Skolou, se pro-
mitaji pfedstavy rodi¢d o tom, jakym smérem se ma vzdélavani ubirat:

X6,

typ zdlraznuje ,,orientaci ve svete®;
typ se zaméfuje na ,,vzdélani a sebedvéru®;
Mee,

typ upfednostiuje ,,slusnost a kazen*;
typ vyzdvihuje ,,vSeobecnou uroven*.

balh i

Kapitola predstavuje rovnez vybrané vysledky vyzkumu spolecnost EDUin,
ktera ve spolupraci s vyzkumnou spolecnosti Perfect Crowd realizovala Set-
feni u 522 rodicl se zaméfenim na jejich nadzory. Autor upozoriiuje na to, ze
sami rodi¢e maji napiiklad zajem wcastnit se vyuky (40 % rodict) ¢i nefor-
malné se setkavat s rodici a uciteli (31 % rodic), 55 % rodict dale uvadi, ze
Skola nevytvaii podminky pro spolupraci a 95 % rodict si mysli, Ze by skola
méla délat vice pro spolupraci.

V nasledujici kapitole proto autor ptredklada obvyklé formy spoluprice
ufiteld a rodici, které dale vice priblizuje. Autor rovnéz poukazuje na kon-
krétni priklady z Ceského Skolniho prostiedi. Velice atraktivni a zaroven
inspirujici je nasledujici podkapitola, ktera se vénuje zahrani¢nimu srovna-
ni. Publikace tak predklada ptfiklady spoluprace rodict a Skoly v Anglii,
USA, Kanad¢, Polsku, Dansku, Némecku, Rusku, Rakousku, Malajsii, Italii,
Francii ¢i Nizozemi. Po prostudovani této kapitoly si ¢tenaf uvédomi, jak
,chuda® je situace spoluprace rodicti a Skoly v nasich podminkach. Na pfi-
kladu ¢eské rodiny, ktera n¢jaky Cas pobyvala v USA, si pak ¢tenat uvédomi
markantni rozdil pfedevSim v piistupu rodicd ke spolupraci se skolou.
V Ceské  $kole stale pievazuje tendence negativniho  pfistupu
k vyznamngj§imu zapojeni se do $kolniho déni, v tomto pripad¢ byva aktivni
rodi¢ chapan jako jedinec, ktery se chce uciteli/fediteli zalibit a ostatnimi
rodici je tento posuzovan jako ,,Splhoun® , ktery chce na spolupraci se skolou
tézit vyhody. Naopak v USA a celkové jiz v mnoha vyspélych zahrani¢nich
zemich je spoluprace rodict se Skolou vysoce spolecensky cenéna a Clenstvi
v nékterém z rodicovskych vyborl ¢i pouze participace na zapojeni se do
spoluprace se Skolou je chapana jako velice vyznamna ¢innost.

V dalsi podkapitole vénované spolupraci autor poukazuje na méné obvyklé
formy spoluprace rodi¢t a Skoly, Casto odkazuje na program Zacit spolu
ana vzdélavaci filosofii n€kterych alternativnich Skol, pfedevsim waldorfské.
Publikace na tomto misté rovnéz prezentuj principy iniciativy ,,Rodice vita-
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ni*, ktera se snazi pro rodiée vytvofit ptatelské a komfortni prostiedi. Skoly,
které potom splni zakladni pozadavky a dva volitelné, si pak mohou vyveésit
na vchod pestrobarevnou ceduli s certifikatem.

Posledni podkapitola je vénovana informovani rodici, poukazuje opét na
vyzkum spolecnosti EDUin v této oblasti, predklada nejcastéjsi formy preda-
vani informaci rodi¢im a rovnéz ukazuje nékolik ptikladt z praxe.

Tieti kapitola je vénovana tfidni schiizce. Autor ji chape jako jednu
zahrani¢nich $kol odlisnd, i v zahrani¢nim Skolnim prostfedi je pravé tiidni
schizka nosnym bodem komunikace mezi uliteli a rodi¢i. V jedné
z podkapitol autor predklada vlastni vyzkum, ve kterém se hloubéji zabyval
tématem tfidnich schiizek na jedné zékladni Skole v severovychodnim pohra-
ni¢nim regionu. Vyzkum splnoval znaky akéniho vyzkumu, nebot kromé
diagnostiky problémt pak navrhoval i feSeni. Autor poukazuje na zajimavé
vysledky, které se ve vyzkumu ukazaly, a to naptiklad, ze kvalita tfidnich
schlizek byla velice nizka, ze sami ucitelé k nim méli negativni postoj a ne-
chapali dulezitost jeji funkce, tj. setkani s rodici a pfedavani informaci, vétsi-
na ucitell byla totiz nejstastnéjsi, kdyz pfislo co nejméné rodica. Publikace
pak pfedstavuje navrh, realizaci a hodnoceni zmén v organizaci a vedeni
ttidnich schiizek, ke které s autorem ucitelsky sbor dosel.

V podkapitole nova tfidni schlizka se ¢tenaf dozvi, jak by mohla vypadat
,,dokonala tFidni schiizka“, ktera by byla pro vSechny aktéry piinosem.
Nasledujici podkapitola pak predklada ptipravu na realizaci této nové tiidni
schlizky krok za krokem a je urena piedevsim ucitelil, jako neocenitelny
navod co vSe si pfed schiizi s rodi¢i pfipravit, ale rovnéz na jaké situace se
ma ucitel ptipravit.

Ve ¢tvrté kapitole se autor vénuje problematice rozhovoru, na tomto misté
predklada pripadovou studii — kdyz komunikace s rodi¢em selze. Autor pou-
kazuje na zavaznost dopadu nedostate¢nosti komunikace ve skolnim prostie-
di, zabyva se velice slozitym pfipadem Sikany a jejim feSenim ve Skolnim
prostredi, kde neochota tfidniho ucitele komunikovat se zaky, rodici i fedite-
lem zasahla do zivota vSech aktérti nemalou mérou.

V jedné z podkapitol se ¢tenat dozvi zakladnich 12 typti chyb v komunikaci,
jako je rozdilné chapani kontextu, projektivni identifikace, atribu¢ni chyby
jako hald efekt, stereotypizace, predsudky ¢i figura v pozadi apod. V dalsi
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podkapitole autor vymezuje spravné vedeny rozhovor, jeho zakladni
pravidla a popisuje Ctyfi faze uspésného rozhovoru.

., Prubivskym kamenem spoluprace ucitelii s rodici jsou v nasem Skolstvi
domdaci ukoly. Rozdéluji nejen rodice, ale i ucitele zejména v ndzorech na
Jejich vhodnost, uZitecnost a efektivitu. “(Capek, 2013, s. 146) Autor tedy
vénuje jednu z kapitol ¢asto diskutovanému tématu domacich ukold. Hned
v ivodu prezentuje nazor deviti rodicti na domaci ukoly a pak uvadi srovnani
dvou rodin v pfistupu k détem, poukazuje na to, ze domaci ukoly jsou
v riznych rodinach chapany odlisn€. Autor upozoriiuje na to, zZe stejné tak
jsou chapany i odbornou vefejnosti. Zavér kapitoly je tak vénovan charakte-
ristice spravné zadaného domaciho tukolu.

Sesta kapitola s ndzvem Jak se ptat rodi¢@? upozoriiuje predeviim na to, Ze
v situacich, kdy skola zjistuje spokojenost rodi¢ti pomoci dotaznikli, nesetii
Skola sugestivnimi ¢i alibistickymi otazkami. Autor tak predklada casté chy-
by, které se v dotaznicich vyskytuji, predklada priklad dotazniku, na kterém
autor prezentuje konkrétni chyby, které dale vysvétluje.

V zéavérecné kapitole se autor vénuje vzdélavacimu programu Zacit spolu,
ukazuje Ctenafi, jak jsou v tomto programu definovany pozadavky na praci
ucitele v oblasti spoluprace s rodi¢i zakd i SirSi vefejnosti pomoci kritérii,
indikatorti a ramcti obsahové napln¢ indikatort.

Publikace predstavuje zakladni vhled do problematiky spoluprace ucitele
a rodice. Kniha nechce a ani si neklade za cil podrobny pi‘ehled dané pro-
blematiky. Sam autor v zavéru uvadi, Ze publikace se vymyka typické od-
borné literatute, kterou pedagogicka védecka obec obvykle vydava — tedy
literatufe, ve které se autofi snazi shromazdit v§echny nazory, které kdy od-
bornici o dané problematice méli, a to nejen v nasem Skolnim prostredi, ale
i v zahrani¢nim.

Je vsak na mist¢ podotknout, ze dana situace si zada odbornéjsi pripravu.
Ucitelé by méli danou problematiku na zakladé podnéti této publikace pro-
studovat hloub¢ji. Autor sam se vénuje okrajové této problematice
v nékterych svych publikacich (Odmeény a tresty ve skolni praxi, Tridni klima
a Skolni klima).

Problematice vztahu ucitel a rodi¢ obecné se vénuje Mare§ a Kiivohlavy
v publikaci Komunikace ve skole (1995), na alternativni pojeti nahlizi Vikova
v knize Vztah skoly a rodiny ve Skolské alternativé — pripad waldorfské skoly
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(2009). Dalsi podnétné informace lze najit v Cinnosti tiidniho ucitele
v soucasnych podminkdach ceského Skolstvi (Kratka, 2007) nebo v publikaci
veénujici se iniciativé Rodice vitani — Rodice vitani (Foitek, 2011).

Publikace obecné je piehledna a ¢tiva, je psana srozumitelné, takze ji oceni
iSiroka vefejnost bez pedagogického vzdélani. Ucitelé jisté nejvice
v publikaci oceni ptehled nejriiznéjSich méné obvyklych forem spoluprace
s rodici, velmi pfinosnou pro né€ urcité bude kapitola vénovana rozhovoru, ve
které autor predklada faze spravné vedeného spésného rozhovoru. Kapitole
tfidni schlizka by méli vénovat pozornost nejen uéitelé s dlouhodobou praxi,
pro které bude podnétem pro inovace ve vedeni tfidni schiizky za ucelem
zvyseni jeji uspésnosti, ale zamétit by se na ni méli predevSim zacinajici
ucitelé, kteii jeSté nemaji zkuSenosti s vedenim tfidnich schlizek a pro které
bude tato kapitola nesmirn€ ndpomocna vzhledem ke komplexnosti predstavy
o tom, jak by tfidni schiize méla vypadat a na co vSe se ma ucitel pripravit.

Publikace Ucitel a rodi¢ se snazi poukazat na to, Ze v oblasti pedagogiky
nelze stagnovat na jednom misté, ze ucitelé musi neustale své pedagogické
dovednosti rozvijet a Ze pokrok ve vSech oblastech pedagogickych je nejen
mozny, ale i nutny.
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Dana Stérbova, MiluSe Raskova. Homosexuality in the pedagogical-
psychological concept.

Abstract: The paper presents the view of homosexuality as an important
element of education. Its aim is to present opinions of members of selected
groups helping professions in the field, which was discovered through the
empirical research.

Key words: homosexuality, sex education, research.

Szilvia Golyan. The complex analysis of early childhood institutional
change.

Abstract: The aim of my work is the complex analysis of the transition from
kindergarten to school, the first big change in the Hungarian institutional
education, which is now (2015)* compulsory from the age of three. There is
a research evidence which contends that this transition to the first year of
primary is very important and may have a long-term impact on the child’s
future development and learning.

To achieve my research aims, I wanted to find answers to some determinative
questions. I placed the problem of the transition in an interpretative frame, it
was the fair educational environment. I shortly examined the literature and
history of transition in early childhood in Hungary. During the historical
review of the problem, first I tried to find an answer that which factors of the
domestic early education system may ‘obstruct’ children in the transition;
secondly my aim was fo ‘seek’ the national initiatives addressed to solve
these transition problems. In the comparative analysis I highlighted the prac-
tice of those European countries where the early childhood institution change
is considered special. As a result of the theoretical and practical work speci-
fied above, I conducted a longitudinal study to attempt to examine the rela-
tionship between the level of satisfaction of children’s kindergarten activities
and their attitudes related to school learning. Finally, I wanted to an answer
to the question that whether the adequate central law and content regulation
concerning the early childhood institutional change ensures the continuity of
the transition in Hungary.

The complex analysis of the kindergarten transition into school is aimed to
approach the issue with many criteria and there required different methods
and methodological solutions in different part of the research.
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# Before that attending the kindergarten from the age of five was compulsory
only, but it was changed by the Act CXC of 2011 on National Public Educa-
tion. At first it wanted to lead it in from the 1" of September 2014, but be-
cause of the missing conditions the new date is the I* of September 2015.

Key words: play, kindergarten, pedagogical assessment, questionnaire, re-
search.

Jitka Petrova, Dominika Stolinska. Pregradual teacher training in
integrated science education at primary school.

Abstract: The article discusses the possibilities of integrated education in
science education at the primary school. Introduces the basic concepts in the
field of integrated education, integrated education, outlines the history and
describes the possibilities of integrating the curriculum in the current curricu-
lum. In conclusion illustrates the innovations that have been made within the
project FRUP: Modernization and support of interactivity in education of
integrated scientific and social science knowledge base at the Department of
primary and pre-primary education, Faculty of Education, Palacky University
in Olomouc.

Key words: integrated education, science education, primary school, innova-
tion, undergraduate training of teachers

Alena Bercikova. View of preschool teachers and of students of teaching
for kindergarten to drama education.

Abstract: The author perceives the drama in education as a versatile meth-
odology for development of children in preschool age. Its utilization in daily
kindergarten routine highly depends on the approach of preschool teachers
and students to this field. In this report the author is presenting up to now
outputs from a piloting focused on student theoretical preparedness for appli-
cation of drama in education in fieldwork. Furthermore the author is re-
searching the awareness of preschool teachers of the subject matter. Consecu-
tively the author outlines further research activities and presents the planned
research methods and hypotheses.

Keywords: Drama in education, nurseryschoolteacher, nurseryschooleduca-
tionprocess, pre-schoolchild, student.
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Malgorzata Dubis. Violence and aggression in interpersonal contacts at
school.

Abstract: Violence and aggression has become common phenomena in
modern world, they include almost all fields of social life. The reflection of
problems the society copes with, is visible in the way of perceiving the edu-
cational values by pupils and their behavior at school. The increase of ag-
gressive behaviour in school is proved both by everyday observations of
teachers and parents, and the social research and also the police statistics.

The alarming fact is not only the increase of different forms of aggression
and violence among teenagers, but also brutalization of these type of actions.
Moreover, the age limit both of the offenders and victims has been decreas-
ing in a visible way.

Facing these worrying occurrences, the school contends with new problems
and challenges. That is why it is important to know that phenomenon of ag-
gressiveness being present at school, its size and regularities, and in the effect
it should lead to take up the planned and decisive actions aiming at limiting
the aggressive behaviour and violence.

Key words: youth, school, aggression, violence.
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Informace pro autory

Ucelem vznikajiciho ¢asopisu je dat prostor pro publikovani riiznych
typtu ¢lankt (uvefejiiovany budou stati, studie, vyzkumné zpravy, recenze
atp.), které se budou vztahovat ke specifickému stupni vzdélavani — tedy
primarni a preprimarni skoly.

Vsechny texty budou prochazet standardnim recenznim fizenim.
Vzhledem k tomu, ze aspiraci ¢asopisu je predkladat kvalitni prace, budou
Clanky pfedany dvéma recenzentim (v pfipad¢ bipolarnich stanovisek bude
text zadan tfetimu recenzentovi), pfiCemz recenzni fizeni bude pro autory
anonymni.

Autor uchazejici se o publikovani svého clanku deklaruje, Ze se
jedna o ptivodni text.

Sablonu pro psani jednotlivych typii &lankt i kritéria pro jejich hod-
noceni miZete nalézt na webovych strankach http://kpv.upol.cz. Zde uvadime

vvvvvv

e rozsah kompletniho textu (na zakladé souhlasu redakéni rady mozno
publikovat delsi texty):
o stat’ — do 20 normostran;
o studie — do 40 normostran;
o vyzkumné zpravy — do 15 normostran;
o recenze — do 5 normostran;

e autor vuvodu textu uvede anotaci a kli¢ova slova v ¢eském (nebo
slovenském / polském) jazyce a v anglické jazykové mutaci;

e autor se zavazuje v clanku respektovat aktualni bibliografickou cita-
ci dle normy CSN ISO 690:2011;

e  obrazky, tabulky, schémata atp. autor umisti jednak do textu, avSak
také pfilozi zvlast’ (z divodu rizika zhorSeni kvality v textovém edi-
toru);

e mimo samotny text by mél autor uvést kontaktni udaje (jméno
s tituly, kontaktni korespondencni a elektronickou adresu);

e autor mize svij text zaslat bud’ korespondencné na CD nosici, nebo
jako prilohu elektronickou postou na nésledujici adresy:
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o Mgr. Dominika Stolinska, Ph.D.; Zizkovo nam. 5, 771 40
OLOMOUC;
o  Dominika.Stolinska@gmail.com;
o své ¢lanky zasilejte vzdy 1,5 mésice pfed vydanim aktudlniho ¢isla
—tedy do 10. dubna a 10. fijna daného roku;
e upozoriiuyjeme autory, ze publikované ¢lanky nebudou honorovany
(nebudou-li vyzadany redak¢ni radou).

Dékujeme vSem, ktefi mate zajem s nami spolupracovat, publikovat, komen-
tovat a tim podporovat spoluutvaieni poznatkové linie v nasi oblasti pedago-
gické vedy.
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Information for Authors

The purpose of the magazine is emerging to give space for the pub-
lication of different cell types (they published articles, essays, research re-
ports, reviews, etc.), which will apply to a specific level of education — pri-
mary and pre-primary schools.

All texts will go through the standard review process. Due to the fact
that the magazine is present aspiration quality work, the articles presented to
two reviewers (in the case of bipolar positions the text entered third review-
er), the review process will be anonymous authors.

Author applying for publishing his article declares that it is the orig-
inal text.

Template for writing different types of articles as well as criteria for
their evaluation can be found on the website http://kpv.upol.cz. Here are the
most important notes:

e the scope of the complete text (on the basis of the consent of the edi-
torial board to publish longer texts):

o articles —up to 20 pages;

o study — to 40 standard pages;

o research reports —up to 15 standard pages;
o reviews — to 5 pages;

e the author in the introduction to the text indicating the annotation
and keywords in Czech (or Slovak / Polish) language and English
version,

e the author undertakes to respect the current article bibliographic ci-
tation according to ISO 690:2011;

e figures, tables, diagrams, etc.. author places both in the text, but also
attached separately (because of the risk of deterioration in a text edi-
tor);
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e out of the text the author should include the contact information
(name with titles, postal contact and e-mail);

e author can send the text either by mail on a CD or as an attachment
via e-mail at the following addresses:

o Mgr. Dominika Stolinsk4, Ph.D.; Zizkovo nam. 5, 771 40
Olomouc, the Czech Republic;

o Dominika.Stolinska@gmail.com;

e send your articles always 1.5 months prior to the current issue — un-
til 10 April and 10 October of that year;

e note the authors of the published articles are not remunerated (unless
requested by the editorial board).

Thanks to all who are interested to work with us, publish, comment on and
promote the line helping shape the knowledge in our field of pedagogical
sciences.



