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Moze pristup ‘new public management™ dopomdct’ k etablova-
niu etického kodexu ucitela?

Zuzana Daniskova
Katedra Skolskej pedagogiky Pedagogickej fakulty Trnavskej univerzity,
Trnava

Anotacia: MéZe pristup “new public management’™ dopomoct’ k etablovaniu
etického kodexu ucitel’a? Text reaguje na volanie ucitelskej profesie po zvyseni
jej statusu v spolocnosti. Navrhuje prvy nevyhnutny krok po vzore sukromného
sektora, resp. niektorych stavov (lekarstvo, advokacia), ktorym by malo byt
etablovanie etického kodexu, resp. ucitel'skej komory. To sa moze udiat prave pod
vplyvom prvkov ‘new public management’ a ‘governance’, ktoré prichadzaju na
podu verejného sektora s cielom pomoct mu zlepsit sa, zvysit transparentnost
svojich procesov a vystupov, resp. sluzby, ktoru poniika. Vzdelanie, ktoré
zabezpecuju ucitelia, je sluzbou, ktoru verejny sektor poskytuje.
PEDAGOGIKA.SK, 2013, rocnik 4, ¢. 2: 108-125

Klucové slova: profesijna etika; eticky kodex; ucitelska komora; ‘new public
management’, "governance’

Can the New Public Management Approach Help in Establishing a Teacher
Code of Ethics? Published text can be seen as a reaction to teacher’s demand for
higher status in the society. Basic proposition is to establish Teacher’s code of
ethics. This idea is backed by private-sector or medical profession status
experience. New public management and governance aspects can be useful in this
and help to improve transparency and standards. Education is an essential public
sector service, what makes new public management and governance related even
more.

PEDAGOGIKA.SK, 2013, Vol. 4 (No. 2: 108-125)

Key words: Ethics of the Profession; the Code of Ethics; Teacher Union; New
Public Management, Governance

Uvod

Obcianska ,,neposlusnost™, ktorej sme boli svedkami len neddvno, v sebe
skoncentrovala réznorodé nalady ucitel'ského stavu. Na jednej strane sa
ucitel'skému stavu dostdva autondmie, slobody a zodpovednosti za
projektovanie vlastnej podoby vyucCovania, ¢im sa samozrejme na ucitelov
zvySuju kladené naroky a ocakavania — mozno vSak predpokladat, ze Stat
ucitel'om tato kompetenciu prenechava, pretoze doveruje ich profesionalite a
odbornosti. Na druhej strane sme svedkami pnutia medzi ucitelom a rodiCom,
ktory vo¢i nemu nemusi vzdy pristupovat’ s podobnou doéverou, pretoze rodi¢
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vystupuje vtomto vztahu s prezumpciou viny voc¢i ucitelovi a absolutnej
imunity vlastného dietata. Do tretice, spoloCnost’ o¢akava, ze ucitel’ sa zucastni
na ,,naprave sveta a zmierni jeho neduhy* (E. Walterova a kol., 2010, s. 214)
prave v ére, ked’ ten isty rodi¢ nie je vo vychove svojho potomka pritomny.
Prepracovany a finan¢ne podhodnoteny ucitel’ sa s tou situaciou musi istym
spdsobom vyrovnat’.

V tomto texte by sme sa chceli vysporiadat’ s ulohou, v ktorej sme si
zaumienili obnazit’ maly, ale predsa len existujuci potencidl, skryvajici sa
v neoliberalnych praktikach, ktorym celi nielen verejna sprava, ale aj samotna
vzdelavacia a Skolska sféra. Cielom textu nebude obhajovat’ tieto praktiky, ani
sa nebudeme snazit’ presvedcit’ Citatel'a o ich bezvyhradnt akceptaciu. Pokusili
by sme sa vSak ukazat, ze fakt prerastania neoliberalizmu vzdelavanim moze
produkovat’ pozitivnu externalitu, resp. pozitivny vedlajsi efekt, atym je
etablovanie etického kodexu ucitel'ského stavu. Takto etablovany eticky kodex
vnimame ako nastroj, ktory moze ¢iastocne posilnit’ nielen profesijni etiku, ale
aj samotny ucitel’'sky stav.

Preco sme spojili dve na prvy pohlad nestirodé témy — neoliberalizmus
a profesijnu etiku? Ukéazeme si, ze prave koncept tzv. new public manazmentu
(resp. “governance’) ponuka rieSenie, ktoré moze prinajmensom cCiastocne
zvysit’ spolocensky status ucitela. Text bude pozostavat’ z tychto Casti:

e Profesia — analyza pojmu a sicasna diskusia
e FEticky kodex ako atribtit profesijnej etiky
e Potencial new public manazmentu.

1 Preco profesia?

Tazisko tejto prace stoji na predpoklade, Ze eticky kodex by mal byt
nevyhnutnou sucast'ou ucitel'skej profesie. AvSak, kym narazime na samotny
pojem koédexu, musime odkryt’ niekol'ko jeho vrstiev a suvislosti. Najvyssim
referencnym kontextom tejto témy je problém profesie. V naSom jazyku mame
slova, ktoré sa casto volne zamienaju, resp. vnimaji ako ekvivalenty —
povolanie a profesia. V laickej diskusii mozno hovorit' raz o ucitel'skom
povolani, raz o ucitel'skej profesii, ¢i charakterizovat’ ucitel’a cez poslanie bez
vedomia toho, Ze tym tejto entite prisudzujeme prislusnost’ do réznych mnozin.
Anglicky jazyk predpoklada prisnejsi designat — o profession sa uvazuje len
vtedy, ak ide o duchovni Cinnost, ktord je zaroven sprevadzand znacnou
samostatnost'ou pri jej vykone (A. RemiSova, 2011). Z takéhoto vykladu slova
vyplyva, Ze ulitel'stvo bezpodmieneCne profesiou je. Ak vSak nahliadneme
sociologickt diSputu o profesii, nachddzame striktnejSie definicie, resp.
rozmanitost’ kritérii, splnenie ktorych zaradi dant ¢innost’ k profesii. Jednou
z moznosti je Kellerova taxondémia (1992, s. 185-186), ktora vymedzuje Styri
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atributy profesie, ktorymi su systematicka tedria;, profesijna autorita;
profesijnd asocidcia a profesijnd etika. Ako uvadza Stech (1994), funkcionalis-
ticka sociologia operuje az so Siestimi kritériami: existencia profesijnej
asocidcie a profesijnej etiky je zahrnutd v jednom kritériu, naopak Kellerovo
kritérium systematickej teorie je sprecizované nielen na formalizované
poznatky, ale aj ezotericki expertnu zrucnost. Okrem toho je nevyhnutné
hovorit’ o uzavretom procese prijimania do profesie, silnom pocite vnutornej
sudrznosti a autonomii pri vykonavani profesie.

Na zéklade tychto pomerne striktnych kritérii vidime, Ze mnozina
»povolanie® obsahuje viac prvkov ako mnozina ,profesia“, ¢im sa objektom
v mnozine profesia dostdva vySSiemu spolocenskému uznaniu, znacnému
patosu ¢i prestize. V logike tried a relacii nie je mozné jednoznacne zachytit’, ¢i
su profesia a povolanie navzajom disjunktné mnoziny, ¢i je jedna podmnozinou
druhej, alebo maji spolocny prienik. Vysvetlenie tohto javu je mozné
zdovodnit aspektom statickosti, resp. dynamickosti, alebo tym, ¢o Stech
nazyva evolu¢nym kontinuom. Ak berieme do uvahy kritéria (4 ¢i 6) profesie,
potom zaradenie do mnoziny ,profesie“ je arbitrirnym rozhodnutim.
Ucitel'stvo by k profesidm zaradené urcite nebolo — v teoretickej rovine sa
problematizuje najmé zakladna baza formalizovanych poznatkov (D. Lortie,
1969), ktoré su ,relativne menej objemné a intelektudlne povrchné®
(W. Goode, 1969, s. 213), u nas navyse absentuje etablovany eticky kodex, ¢i
ucitel'skd asocidcia.

Aviak mozno prave tizba po dosiahnuti stratenej' spolocenskej prestize
viedla roznych autorov k hl’adaniu inej cesty, ako zaradit’ ucitel'stvo k profesii
bez toho, aby popreli predoslé kritéria. Na jednej strane je tu odpoved
Etzioniho (1969), ktory pontka ucitel'stvu kategoriu semiprofesie, pretoze
vd’aka velkému poctu Clenov, resp. zien, ktoré pdsobia v hierarchickych
a byrokratickych institaciach, vd’aka administrativnej autorite a absencii uplnej
autonomie a sume exaktnych poznatkov, nie je ucitel'stvo (spolu so
zdravotnymi  sestrami  a socialnymi  pracovnikmi) pravou profesiou.
Semiprofesia v sebe zahima znaky povolania aj profesie. Dynamicke;jsi
a najoptimistickejsi vyvin zaznamenavame napr. u Hubermana alebo Tochona
(vid’ S. Stech, 1994), ktori hlasia, Ze ucitel'stvo a$piruje na profesiu tym, Ze sa
postupne profesionalizuje.

S takymto vyvojom, kedy sa z nie¢oho, ¢o bolo predtym povolanim, resp.
remeslom’, moZe stat’ profesia, sa stotoziiuje aj Seska pedagogicka veda (napr.

' Tomuto sa budeme venovat’ neskor.

* Stech (1994) uvadza ako medzistupeit medzi zakladnym grifom a vyvojovo najvyssim
stupfiom profesie stavovstvo, resp. remeslo. Na tomto mieste podotykame, Ze sucasné
vyzvy, kritizujiice odtrhnutost’ pedagogickej praxe od tedrie, nemusia profesionalizacii
ucitel'a celkom pomadhat, lebo mézu byt jeho regresiou, vrhnutim spit smerom
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H. Lukasova — Kantorkova a kol., 2002; V. Spilkova, J. Vasutova, 2008).
Kedze si tento text kladie za ciel’ ukazat’ jednu z ciest, ako etablovat’ ucitel'sky
eticky kodex, stotozilujeme sa s tymto pohl'adom aj my.

Na zaklade tejto analyzy nakoniec konStatujeme, ze k zamiefaniu pojmov
povolanie a profesia nemusi dochadzat’ len v laickej diskusii o ucitel'stve — ale
ako vidime, ani odbornici sa nezhoduju na jeho jednoznacnom zaradeni.

2 Preco eticky kodex?

Ako sme videli vyS$ie, jednym z parametrov skutocnej profesie je existencia
profesijnej etiky. Profesijné etiky st sucastou aplikovanej etiky, teda
predstavuju moralne normy, poziadavky, kompetencie, cnosti, oCakavania,
vyzadované od jedincov, ktori sa k danej profesii hlasia. Okrem toho skiima
etické a moralne aspekty danej profesie, resp. formuluje etické kodexy
(V. Gluchman, M. Gluchmanova, 2009). Potreba profesijnych etik sa
v profesiach stanovuje najmi preto, ze ide o slobodné povolania, resp.
pomahajuce profesie, v ktorych ma bud’ klient casto zavislu poziciu, existuje
v nich informacna asymetria, alebo dana profesia nie je vystavend konkurencii
(prikladom pravych profesii je advokat, lekar, novinar). Ucitel'stvo potrebuje
profesijnu etiku nielen preto, Ze aSpiruje na prestizne zaradenie do profesie, ale
aj preto, ze slovami Brezinku (1996, s. 158-161) disponuje slobodou volby,
istou autondémiou pri rozhodovani, pricom tento vykon nie je Tlahko
kontrolovatelny (aby napr. neskizol k lenivosti typickej pre uradnikov;
k falo$nej kolegialite a pod.). Rovnako délezitym dovodom, ktory nemusime
nachadzat’ u lekara ¢i advokata, je fakt, ze ucitel’ je mnohokrat vzorom, ktory
ziaci napodobiiuju — ovplyviiuje Ziakov nielen zamerne, ale aj spontannym
spravanim.

Na tomto mieste treba zdoraznit,, Ze profesijna etika nema byt redukovana
len na eticky kodex, v ¢om sa zhodujeme s Gluchmanom a Gluchmanovou
(2009), ale vtomto texte sme sa zamerali prave nan. Gluchman dokonca
polemizuje otom, ¢i je vhodné, aby bol eticky kodex charakteristickym
atributom profesie. Jeho presvedcenie ilustruje na priklade lekara, ktory
nepotrebuje byt pri dobrom vykone ,,dobrym ¢lovekom®, na rozdiel od ucitela.
Avsak vzhl'adom na spominant informa¢na asymetriu, ¢i zavislost’ pacienta na
lekarovi u neho predpoklada svedomité plnenie etického kodexu (prisahy), len
jeho obsah je funkciou obsahu danej profesie’.

k remeslu.

’ Toto vyjadrenie ilustrujeme na priklade povinnosti lekéra poskytnit’ pomoc aj pri
prirodnej ¢i inej katastrofe. Takyto imperativ ucitel nema, lebo nie je opodstatneny.
Navyse, po prestudovani si Hippokratovej prisahy nie je celkom pravdivé tvrdenie, Ze
na lekara sa nemusia klast’ také naroky ako na ucitel’a.
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V etickom kddexe st vyjadrené normativy profesijnej etiky (Brezinka ho
nazyva kodexom cti). Eticky kodex predstavuje pisomny a formalizovany
subor mravnych imperativov, ktorym sa ¢len profesie podriaduje, ¢im na
jednej strane reguluje svoje rozhodovanie a konanie v duchu profesijného
idealu, na strane druhej tym manifestuje svoju profesijni Cest’.

Vyznam auloha etickych kodexov ucitel'skej profesie je v tematike
profesijnej etiky ucitela diskutovanou témou, a to napriek tomu, Ze sa tento
pojem v Ceskych ani zahrani¢nych pedagogickych slovnikoch nenachadza
(R. Svafticek, J. Pracha, 2009).

Hoci sa s Gluchmanom a Gluchmanovou zhodujeme v tom, Ze eticky kodex
nie je stotoznitel'ny s profesijnou etikou, nie sme si isti, ¢i je W. Brezinka prave
ten, ktorému je toto stotoznenie mozné prisudit. Dvojica etikov, ktori sa ako
jedini na Slovensku systematicky venuju profesijnej etike ugitel'a®, tento postoj
vyjadrujii cez analyzu profesijnej etiky E. Campbellovej (2003). Ta vnima
eticky kodex len ako ,,politicky utok* ¢i ,,pracovni zmluvu®, ¢o ako nastroj
profesiondlneho zdokonalenia nepostacuje. Brezinka (1992) v publikacii o
filozofii vychovy venuje poslednu ¢ast’ profesijnej etike, kde uvazuje o kddexe,
ale prave preto, ze ucitel'ské povolanie je uneho ramcované nabozenskou
vychovou, ho nemozno obvinit, Ze povazuje kodex za jediny nastroj
profesionalizacie. Gluchman (2009) napokon v zhode s Campbellovou pri-
znava, ze tento formalizovany regulativ je ndpomocny a potrebny ako zaklad
samoregulacie profesie. Ak ale nestotozitujeme eticky kodex s profesijnou
etikou, preco tvrdime, Ze ho ucitel'sky stav potrebuje?

Ako sme uviedli vyssie, kritérium profesijnej etiky’ (resp. asocicie) je
nutnou podmienkou zaradenia istej ¢innosti do kategérie profesie — ¢im je jej
garantovana ista spolocenska prestiz a vadznost’. Je teda mozné predpokladat’, ze
existencia etického kdédexu ma potencial posilnit’ spolo¢enské postavenie
ucitela.

Pozitivnym momentom zavedenia etického kodexu, ktory sa uvadza ako
vSeobecny pre vsSetky profesie, je poskytnutie kompasu, pomocou ktorého sa
subjekt zorientuje v etickych a moralnych dilemach, ktorym moéze byt v praxi
vystaveny. Tato formulacia sa zda byt vSeobecna a vagna, ale je dolezité ju
spomenut’ vzhl'adom na vyssie uvadzanu kritiku kédexu ako pracovnej zmluvy,

* Pokusom o systematicky pristup k profesijnej etike ugitel’a je ich publikacia, v ktorej
okrem iného analyzuju rdzne verzie profesijnej etiky. Nami formulovana vyhrada
smeruje k hodnoteniu autorov Strike — Soltis, u ktorych nie je mozné analyzovat’ ich
pristup k profesijnej etike ucitela, resp. im vycitat, ze mnohé veci (etické teorie,
dilemy) zjednodusuju, pretoze ich publikacia nie je vedeckou pracou, ale uc¢ebnicou pre
Studentov ucitel'ského Studia.

> Ako sme uz uviedli, profesijna etika nie je totozna s etickym kodexom, ale v praxi
konkrétnych profesii je etickym kédexom explicitne vyjadrena.
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lebo uucitel'a prebudza vedomie nahliadat’” na isté situacie v Skole ako na
eticky nie neutralne, nestojace mimo dobra a zla, ¢im mdZze podnietit’ r0zvoj
jeho etického poznania.

Etické kdédexy, ako uvadza R. Palous (2004), su formulované nielen pre
vedomie etického rozmeru profesie, ale pre jej skvalitnenie. Okrem
legislativneho ramca ma kazda profesia svoj vnutorny poriadok. Tymto
poriadkom sa na jednej strane modze preciznejSie kontrolovat disciplina
zamestnancov, ktori, ako sme uviedli, disponuju znac¢nou slobodou, no na
druhej strane sa tym manifestuje profesijna Cest. Tato prax nam moze
pripominat’ davne cechové zdruZenia, ktoré ukazali schopnost’ svojej vlastnej
regulacie, ked” kontrolovali nielen prijimanie ¢lenov do profesijnej komunity,
ale urcovali aj podmienky ich zotrvania (pésobenie dovnutra). Zakaznikovi to
garantovalo zarucentl kvalitu a profesionalitu, cechy to chrénilo pred ich
devalvaciou, pretoze v pripade poruSenia pravidiel nastalo vylucenie z cechu
(posobenie navonok) (T. Bugelova, 2009). Prax dnesnych existujucich etickych
koédexov (a komor, ktoré dbaji na ich dodrziavanie — advokati, lekari), by
napriklad chranit’ jeho Cest’ a zastupovat' jeho zaujmy (L. Pajtinka, 2006).
V sucasnosti takato komora uz existuje (Slovenska komora ucitelov) a aj
formulovala navrh etického kodexu ucitela, avSak zatial' nedisponuje takym
vyznamom a postavenim, ako napr. Slovenskd advokatska komora (ktora
vznikla zo zakona, nie ako obc¢ianske zdruZenie) a jej kodex. Takato prax by
mohla byt uz preventivne napomocna v pripadoch, ked” sa prekracuje hranica
unosnosti a ¢innost” ucitela sa zjavne politicky zneuziva (ako priklad si
dovolime uviest pdsobenie extrémistického politika M. Kotlebu v profesii
ucitel’a a len pomal(l snahu o napravu stavu v danom pripade).

Je potrebné sa v tejto diskusii zmienit' aj o vyzname etického kodexu
smerom k ochrane ucitel'a. Brezinka (1996) tento bod uvadza ako posledny
z dovodov, prec¢o potrebuje ucitel'stvo profesijnu etiku. Eticky kdédex by nemal
urCovat’ len imperativy ucitel'a voci sebe, voci ziakom a kolegom, ale mal by
mu poskytnit’ ochranny plast’ nielen pred prehnanymi o¢akavaniami rodicov,
ale aj jasne definovat’ jeho ulohu v spoloc¢nosti, ktord mdéze na neho klast’
nerealne poziadavky. Eticky kodex moZze nielen zmiernovat napétie medzi
rodicom a ucitel'om, ¢o je v dnesnej dobe zvlast’ akcentovany problém suvisiaci
s pedocentrickym pohl'adom na dieta, ale moze byt pochopeny ako klucovy
nastroj, ktorym bude vyjadrena nova rovnovaha rozdelenia prav a povinnosti
medzi ucitelom, rodiCom a Ziakom. Eticky kodex ucitela mozno v takomto
ponati chapat’ ako legitimny pokus zadefinovat prava a povinnosti ucitela,
v ktorych sa bude zrkadlit' aj opa¢na strana, ¢ize prava a povinnosti rodica,
resp. ziaka.

PEDAGOGIKA.SK, ro¢. 4, 2013, ¢. 2 113



Vsetky spomenuté opodstatnenia st dolezité, avsak to najddlezitejsie
vnimame cez reflexiu filozofickej dimenzie ucitel'stva. UcCitel'a nie je mozné
redukovat’ na manualne pracujuceho robotnika, ktory vyraba z materialu ziaka
(R. J. Altenbaugh In I. Wong, 2006), ani nie je spravne favorizovat’ u ucitel'a
len jeho expertnost. Spojenie etiky a Specificky ucitel'skej profesie do
profesijnej etiky nema znamenat’ len to, Ze z — vedomi u ucitel’a nahliadanie
istych volieb ako volieb moralky, resp. ponukne sumar jeho moralnych
vlastnosti, ale upozorni na jeho esencialnu ulohu — vzbudit’ tGzbu, hlad. Hlad,
vedomie nedostatku ,méze ist’ v Gstrety vychove a vzdelavaniu“(R. Palous,
2004, s. 102), ktoré napomahaju hl'adat’ ontologickll podstatu, ,,udomacnit’ sa“
(nem. Dasein). Jedinec najde naplnenie iba v spolocnosti aiba v casti na
zvykoch, tradiciach a institaciach, ktoré mu spitne odrazaji pocit jednoty
s ostatnymi (Vel'ké postavy politickej filozofie, 1996). Tento ucel je mozné
preniknit’ pochopenim odkazov Sokrata, Aristotela, Komenského ¢i Patocku.
Eticky kodex je takto mozné vnimat’ nielen prizmou faktickej listiny, ale aj
metafory, v ktorej sa stelesiuje reflexia ucitel'ského poslania ako paideia.

Pozrime sa teda, ¢o zo stcasného diania by mohlo byt tou silou, ktora
podnieti ucitel'sky stav uvazovat aj o etickom kodexe.

3 Preco 'new public management’, resp. ‘governance'?

Ak by M. Weber alebo W. Wilson (proponenti klasického modelu byrokracie)
nazreli na podobu dnesnej spravy verejnych veci vo vacsine zapadnych krajin,
divili by sa. Prisne hierarchické, uniformné organizacie s neutralnymi
uradnikmi, ktorych kompetencie boli jasne vymedzené, st alternované
modernejSim riadenim verejnej spravy, v ktorom vécsina dolezitych sluzieb nie
je zabezpecCovana len Statnym tGradom, ale aj sikromnymi firmami ¢i nezisko-
vymi organiziciami. Novy verejny manazment (d’alej len NPM) je tak alter-
nativou, ktord prichddza najmé z Velkej Britanie a Holandska (B. G. Peters,
J. Pierre, 1998) alebo Nového Zélandu (G. Heyer, 2011). Potreba vystriedat
tradi¢né riadenie verejnych zalezitosti v druhej polovici 80. rokov vyplynula
z viacerych doévodov.

Na jednej strane model racionalnej byrokracie, ktory dodrziava spomenuta
politickil neutralnost’ a metédu zhora nadol pri zavadzani rozhodnuti z centra
(top-down), podlicha od 40. rokov neustalej kritike cez Mertona (1940),
Simona (1976), ¢i napr. Croziera (1964), ktory hovori o bludnom kruhu
byrokracie, kedy si organizacia nevie korigovat svoje vlastné chyby. Kritika
verejnej spravy neprichadza len od teoretikov, ale aj od samotnej verejnosti,
zdoraziiujicej vacsiu transparentnost verejnych vydavkov, ¢i lepSie a kva-
litnejsie sluzby (G. Heyer, 2011).

Na druhej strane mame politické, ekonomické, socialne a technologické
faktory — po ekonomicke;j a fiskalnej krize v 70. a 80. rokoch 20. storocia bola
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M. Thatcherova donatend hladat’ efektivitu a G€innost’ vo verejnych sluzbach.
Jej rieSenim bolo prave zabezpeCenie verejnych sluzieb spojenim s charitou
alebo sukromnym sektorom (K. McLaughlin, 2002). Tieto roky st charakteris-
tické vzostupom pravicovych a neoliberdlnych myslienok, ktoré veria v
neviditelni ruku trhu, konkuren¢ny boj av tzv. minimalnu rolu Statu, o
konceptu NPM vytvara ideovi zakladnu. Ak je teda novy verejny manazment
spajany s neoliberdlnou ekondmiou, a ktory spolu so svojimi konzekvenciami,
ako si ukazeme, Celi dnes silnej kritike, je potrebné zddraznit, Ze reformy
premiérky Thatcherovej boli vynttené katastrofalnym stavom britského
hospodarstva, nefungujlicim socidlnym S§tatom, stavom, kde odbory
paralyzovali spolo¢nost’ a predchadzajuce vlady nedokdzali rieSit’ akttne ani
dlhodobé problémy. Désledkom bolo, ze Britania, ktora bola eSte pred par
desatro¢iami globalnou velmocou, na konci 70. rokov =zaostavala za
porovnate'nymi eurdpskymi Statmi. A to sa vlade Margaret Thatcherovej
podarilo zmenit'.

Chrbtovou kostou NPM je myslienka, Ze implementacia trhovych rieSeni
a mechanizmov do verejného sektora zlepsi jeho efektivitu a kvalitu jeho
sluzieb, ¢o ale pre tento sektor znamena, Ze opusti klasicky byrokraticky
archetyp. Imperativom pre centralne riadenie (vladu, $tait) ma byt
koncentrovanie sa na kormidlovanie, nie veslovanie (D. Osborne, T. Gaebler,
1992). Vd’aka takémuto postupu by mala byt poskytovana sluzba skvalitnena
bez zvySenia rozpoCtu, ¢im by sa zaroven zvysila responzivnost voci
zakaznikom a posilnila sa tloha ob¢ana. Takato verejna sprava potom vyuziva
rdzne nastroje privatizacie, tzv. public- private partnership projekty, vyuziva
kontrahovanie a outsourcing (M. Trotta et al., 2011), ¢im sa zaroven
decentralizuje.

Vo verejnej politike’® je koncept ‘new public managementu® problematizo-
vany hlbsie, ako naznaCujeme v tychto riadkoch. Teoretici uvadzaju, Zze
neexistuje jeho jednoznacna definicia, adaptuje sa v rdznych krajinach roézne
podl'a historickych a kultrnych tradicii riadenia. Aplikuje sa napr. v USA
najmd do sféry vzdelavania, socialneho zabezpecenia, ¢i zdravotnej starostli-
vosti, uvazuje sa o jeho uplatnitelnosti v rozvojovych krajinach, resp. o jeho
minimalnom vplyve v $truktarach EU (B. G. Peters, J. Pierre, 1998; G. Heyer,
2011; M. Bevir et al., 2004). To, ¢o si vSak vyZaduje naSu pozornost’, je posun,
ktory tedria zaznamenava — ciele NPM st vyhodnotené ako iba manaZzérske,
orientujuce sa na vystupy, a preto st obohacované o kvalitativnejSie bohatsi
pristup, ktory zdoraziuje aj procesy poskytovania verejnej sluzby. VylepSeny
model ‘governance’ vyrastol na zikladoch NPM arovnako zdoraziuje

¢ vedecka disciplina — public policy
7 slovensky ekvivalent spravovanie
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penetraciu podnikatel'skych nalad do verejného sektora, akontabilitu a sut'az
(B. G. Peters, J. Pierre, 1998), ale vyzdvihuje rolu obcianskej spolo¢nosti
a participacie, vdaka comu o nom hovorime ako o politickom programe.
Obcanov tak povzbudzuje ,,nielen participovat’ na tvorbe verejnych politik, ale
zaroven vytvarat’ hnacie sily podporujuce spravodlivy a rovnomernejsi rozvoj*
(D. Klimovsky, 2010, s. 199). Klimovsky tiez uvadza, Ze takyto pristup
akcentuje zmenu tradi¢nej vacsinovej demokracie, smerom k tzv. konsociac-
nej®, prostrednictvom ktorej sa napliia ,,pravo byt pocuty* roznych zaujmovych
skupin (tzv. stakeholderi).

Co sa tyka nadej krajiny, unas sa prvky NPM odrazili, ako sumarizuju
K. Staronova a L. Malikova (2008), v reforme verejnej spravy — §lo o decen-
tralizaciu a dekoncentraciu moci smerom k organom miestnej samospravy, ale
aj o privatizaciu a restitiiciu. V roku 1990 Zakon o obecnom zriadeni obnovil
miestnu samospravu na urovni obce, avsak az osobitny zakon ¢. 416/2001 Z. z.,
o prechode niektorych posobnosti z orgdnov Statnej spravy na obce a na vyssie
uzemné celky, bol pre decentraliziciu kl'acovy. Urcil pravomoci v jednotlivych
administrativach a hospodarsko-riadiacich funkciach, ktoré uz nespadali pod
organy Statnej spravy (ministerstva, krajske a okresné urady Statnej spravy), ale
pod samospravy a VUC. Zakon tiez uréuje obsah pravomoci obci a VUC a
terminy prechodu réznych kompetencii na ne — tulohy a financie z oblasti
$kolstva sa riadia obcou VUC od 1. 7. 2002.

Hoci sa tieto koncepcie tesSia velkej podpore nielen na néarodnej, ale aj
nadndrodnej trovni (OECD, OSN), nie je mozné opomenit’ ich velmi silnu
a opravnenu kritiku — najmi v kontexte vzdeldvania. Mnoho svetovych
odbornikov popisuje, ako sa pod vplyvom hegemonického neoliberalizmu
modifikuje poslanie Skoly, obsah vzdeldvania, metodika, ucitelia, napr.
v primarnom a predprimarnom vzdelavani (G. Dahlberg et al., 1999;
A. Wilkins, 2010); v odbornom vzdelavani (E. Golubova et al., 2011), ¢i
v doktorandskom stidiu (P. Schneider, 2010).

My tieto hlasy mozeme pocut’ v textoch O. Ka$caka a B. Pupalu (2010;
2011), ktori podobne kritizuji ponatie vzdelavania ako komodity, ktora je
vystavena logike laissez faire.

Ako sme v uvode uviedli, nie je na§im zamerom obhajovat’ ¢i uz zakladni
koncepciu NPM, alebo rozvinutej$i model "governance’, ale chceme ukazat, ze
mozu Ciastoéne ucitel'skej profesii u nas pomoct’.

¥ unas sa zauzival pojem deliberativna demokracia. Viac v obsaznej publikacii:
Plichtova, J. 2010. Obcianstvo, participacia a deliberacia na Slovensku. Bratislava:
VEDA, 2010. ISBN 9788022411738
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4 Ako mézu poméct’?

Kazda zo spominanych koncepcii akcentuje rozne dimenzie riadenia verejnych
inStitacii, preto ak zvazujeme ich potencial posilnit ucitel'ski profesiu,
syntetizujeme dve stratégie, ktoré v§ak smeruju k rovnakému ciel’u.

Ak uvazujeme nad ideou NPM ako ideou, ktord tvrdi, Ze riadenie a manaz-
ment je vystaveny rovnakym vyzvam bez ohladu na to, ¢i ide o firmu
sukromnu, ¢i ,,verejnu, a teda maju byt riadené rovnakym sposobom (B. G.
Peters, J. Pierre, 1998), pontka sa ndm moznost’ ,,dostat’ do Skoly* eticky
koédex obycajnym napodobnenim stikromného sektora. Ak sme dnes svedkami
replikovania sit'azivosti, ¢i podnecovania konkurencieschopnosti $kol tak, ako
to funguje v komodifikovanom prostredi, tito stratégia by mohla mat na
svedomi aj to, ze Skoly si za¢ntl formulovat/navzajom preberat’ etické kodexy
ucitel’a. PreCo prave etické kodexy?

Pretoze takéto formalizované vyjadrenie etiky je v stcasnom podnikani
vel'mi moédnym prvkom. Organizacie v naSom stredoeurépskom priestore tuto
prax zavadzaju po vzore najmi USA (pisané etické kodexy su tu praxou v 75 —
93 % podnikov; A. RemiSova, 2011), ale tiez pod tlakom Coraz aktualnej$icho
konceptu corporate social responsibility. Podnik sa ma, na odporucanie R. C.
Solomona, spravat’ ako aristotelovsky obCan — cnostne (A. Remisova, 2011).
nemd byt konec¢nou ulohou podniku, ako prezentuje M. Friedman, ale sa od
neho ocakava ,,nie¢o navyse* — participacia na spolo¢nom dobre, ¢i zodpoved-
nost voCi roznym dotknutym skupinam (ang. stakeholders). Zavadzanie
formalizovanych etickych kodexov je jednym z prejavov takéhoto spolocensky
zodpovedného podnikania v ekonomickej oblasti. Ak Skola opakuje prax
sukromného sektora (¢o je dnes predmetom tzv. guvernmentalnych stadii)
nielen v oblasti tlaku na kvalitu, ale sa stara o svoj imidz, reklamu, ¢i interne-
tovu stranku, neprijala by eticky kodex ako komparativnu vyhodu na trhu voci
inej $kole, hoci mozno nie so zamerom posilnenia svojich zamestnancov?
Pouzitelnym prvkom NPM je vtomto pripade prenos poznatkov (policy
transfer), ktory pomentva prijatie a adaptaciu inovacii, ktoré boli urcené pre
iné subjekty, a ktoré si aj verejna sprava moze prevziat', replikovat’ (Staroniova,
nedatovangé).

Tato optimisticka predstava vSak moéze byt sproblematizovana prave
zahrani¢nymi skiisenostami. Tie tvrdia, Ze prave decentralizacia, resp. prvky
NPM maju neblahy dopad na ucitel'sku profesiu. Viaceri autori ukazuju, aj na
empirickych Setreniach, ze decentralizaciou deklarovanu autonomiu ucitelia
nepocitujl, ze tlakom na nutnost’ sut’aze a porovnavania sa musia ucit’ najma
oblasti, ktoré podliehaju testovaniu (I. Wong, 2006; S. Ball akol. 2012;
A. Hargreaves, 2000). Wong (2006) pomenuva tento stav ako deprofesionaliza-

PEDAGOGIKA.SK, ro¢. 4, 2013, ¢. 2 117



cia, resp. reprofesionalizacia ucitel'a. Hargreaves (2000) vo svojej Studii
pomenuva a charakterizuje Styri ,,doby* ucitel'skej profesie: predprofesijny vek,
vek autondmneho profesiondla, vek kolegiality a postprofesijny vek, priCom
prave ten posledny charakterizuje podobne ako Wong. Tvrdi, ze ,rezim
testovania‘, ¢i trhové inSpiracie, vracaju ucitela spit’ do prvej, predprofesional-
nej fazy, v ktorej sa ucil praxou ajeho uloha sa redukovala na recitovanie
a diktovanie pozndmok. AvSak okrem decentralizdcie uvazuje aj nad inym
momentom, ktory deprofesionalizuje ucitela, atym je celkovd nalada
postmoderny, ktorej vladne nielen neistota informacii a vedomosti, ale aj
neistota kolonidlne onalepkovaného kanonu Zapadu (etnocentrické kurikulum).
V tomto bode si vSak dovolime upozornit, ze Wong aj Hargreaves opominaju
fakt, ktory ucitel'sky stav dehonestoval este skor ako rézne neoliberalne
pristupy. A tym je fenomén straty autority, ktory brilantne analyzovala uz
H. Arendtova. Arendtova vo svojej eseji o krize vychovy a vzdelania, ktora
vysla povodne vroku 1961 v zbierke eseji pod ndzvom Between Past and
Future (po Cesky Krize kultury, kapitola Krize vychovy a vzdélani), upozoriuje
na rozpornost poslania vzdelavacich institicii v sucasnom svete. Tato
rozpornost’ je podla autorky zaloZena na tom, ze zatial co politicka, resp.
verejnd sféra sa zbavila principu autority, vzdelanie je na tom istom principe
bytostne zalozené. ,,Problém vychovy a vzdelania v modernom svete spociva
v tom, ze sa vychova a vzdelanie nemdze zo svojej povahy autority a tradicie
zriect, ze sa vSak na druhej strane musi odohravat’ vo svete, ktory nie je
Struktirovany autoritou ani udrziavany tradiciou® (H. Arendtova, 1994, s. 119).
Autorka tak presvedCivo ukdzala, ze kriza vo vzdelani d’aleko predchadza
obdobie thatcherovského neoliberalizmu, ktorého sa napokon Arendtova ani
nedozila. Vysledkom krizy autority vo sfére verejnej je poznacenie sféry
sukromnej, a teda aj sféry, ktora verejni a sukromnu sféru prepaja, pod ¢im
autorka chape Skolu. Jednym z faktorov, ktory prehlbuje stratu autority ucitel’a,
je vseobecnejsi koncept rovnosti, v ktorom sa ma odstranit’ rozdiel medzi
nadanym a nenadanym, ¢i u€itelom a ziakom. Zmienuje sa taktieZ o moderne;j
psychologii a pragmatizme, ktoré krizu vzdelavania urychlili. Tlak na prag-
matizmus v mnohom podporili aj pedagogické fakulty, ktoré legitimizovali
ideu konania pred ucenim.

Na druhej strane, ak uvazujeme o negativnom vplyve decentralizacie na
profesiu v anglosaskom svete, vidime, ze tam ucitel'skd profesia presla
vsetkymi troma fazami a nachddza sa vo Stvrtej. Ak vSak na zaklade Hargre-
avesovho popisu reflektujeme nasu slovensku realitu, tak sa domnievame, Ze
nas ucitel’ sa v mnohom podoba tomu v druhej faze vyvoja. Na zaklade tohto
predpokladu by sa dalo povedat, ze NPM by mohol u nas profesionalizaciu
posilnit’, nie ju utlmit, ako sme toho svedkami v zahranic¢i. Hoci nas ucitel'sky
stav pocituje anomiu podobni tej postprofesijnej, pri¢iny moéZeme hl'adat’ aj
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mimo neoliberalizmu (unds zapocatého len nedavno), napr. v spominanej
strate autority. Druha faza — autonémneho wucitela — je vykrocenim
k profesionalite. U¢itel’ sa uz neuci od kolegu napodobovanim a je akceptovany
verejnost’ou ako autondmny expert v danej profesii. Je charakteristickd dvomi
silnymi znakmi — individualizmom a ideologickym sporom dvoch metanaracii
(A. Hargeraves, 2000).

Ideovy spor, ktory Hargeraves popisuje, vieme ndjst’ aj v naSich podmien-
kach: ide o ,,ideologické” pnutie medzi pedagogikou orientovanou na dieta
a pedagogikou orientovanou na obsah, resp. pnutie medzi tradi¢nymi a progre-
sivnymi metodami, popri ktorom vznika mnoho alternativnych a experimental-
nych $kol. Paradigma pedagogiky zameranej na dieta je obhajovana fakultami,
odkial' presakuje do pedagogickej praxe. Nereflektovana rutina a tradicia,
typicka pre predprofesionalne $tadium, je teda nahradena ideologickym
konfliktom ,,medzi metanaraciou tradicionalizmu a metanariciou progresi-
vizmu‘ (A. Heargraves, 2000, s. 159).

Tento ,,vek* profesie je typicky aj silnym individualizmom - ucitelia
vyucuju vo svojich triedach, separovani od kolegov. Takyto individualizmus
potom vrcholi v nedostatku sebaddvery a nizkeho sebavedomia, pretoze ucitel
nie je konfrontovany s pracou kolegov, nema od nich spitni1 vizbu, ktora by
mu mohla byt ndpomocna. Jeho oslabenti chut’ zlepsovat’ sa, alebo neochotu
menit’ vyuCovacie zvyky a rutinu potom vnimame ako stagniciu. Walterova
(E. Walterova a kol., 2010, s. 218) tento individualizmus v naSich podmienkach
reflektuje ako ,,uzatvaranie sa do teritoria Skoly a triedy*, ktoré je spdsobené
réznymi profesijnymi sklamaniami. Podobe ako Heargraves tieto slabé stranky
pomenuva ako: nizke sebahodnotenie a nizke profesijné sebavedomie, konzer-
vativizmus a zotrvacnost’ vo svojom sebaponati, ¢i osobnostné alebo profesijné
limity potrebné na prijatie zmien ainovacii. Ak nie je ucitel'stvo u nas
etablované ako profesia so vSetkymi potrebnymi atributmi, je otazne, ¢i moze
byt deprofesionalizované.

Ako sme spominali, pri koncepcii ‘governance’ uvazujeme o inej, rovno-
cennej stratégii, ako mozno pomdct’ etablovaniu ucitel'ského kodexu. Z vyssie
spomenutych opisov tohto konceptu vyplyva, Ze jeho apel smeruje najmi
k posilneniu ob¢ianskej participacie a favorizuje princip subsidiarity, vlastny
socialnemu uceniu katolickej cirkvi (encykliky Quadragesimo anno
a Centesimus Annus)’. Ak NPM odporu¢a replikovat’ ,,dobrt prax“ sikrom-
ného sektora, "governance’ prezentuje decentralizaciu inak: ako podnietenie,
znovuozivenie (najmé v naSej krajine) komunity ako zakladnej Struktury, ktora

o Prenasat’ na vacsi a vyssi celok funkcie, ktoré mézu byt vykonavané a zaistované
mensimi a podriadenej$imi organmi, je nespravodlivostou a sucasne smrtelne
nebezpecnym zlom a porusenim spravneho poriadku® (Pius XI. Quadragesimo anno).
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stoji medzi rodinou a $titom (Neuhaus, Berger, 1996). Teda nie $kola ako
inStitacia, ale Heargravesovi ,,autonomni“ ucitelia by mali byt iniciativni
a posobit ako agenti zmien'’, ktori do $koly prindgaju inovacie, vnaSom
pripade eticky kodex. Pojem inovdcia ma vtomto kontexte svoje presné
vymedzenie a typoldgiu a verejna politika, ktora sa o. i. zaobera aj filozofiou
a praktikou NPM, ho chape ako ,,vytvaranie a implementaciu novych procesov,
produktov, sluzieb a metod ich poskytovania, ktord vedie k zlepSeniam
vystupov, ucinnosti, efektivity ¢i kvality* (D. Albury, 2005, s. 56).

Prikladom zo zahrani¢ia, na ktorom je mozné ilustrovat’ nielen zmysel
existencie asociacie, ¢i etického kodexu, ale najméa sposob jeho etablovania, st
Spojené Staty americké. Situaciu, ktora pocitovali ucitelia do druhej svetovej
vojny, bol prefeminizovany a finanéne podhodnoteny stav, ktory patril
k najhorSie zarabajucej skupine tzv. bielych golierov. Tento stav viedol
mnohych ucitelov k spajaniu do réznych ucitel'skych organizacii a odborov,
s cielom vybojovat si moznost participacie pri rozhodovani o veciach
tykajucich sa $kél a so snahou o vzrast autonémie pri vykone povolania
a celkové zlepSenie podmienok prace. Hoci D. Moss (2005) povazuje za ironiu,
ze ucitelia sa pri tychto aktivitach museli uchyl'ovat k odborom, ktoré boli
tradi¢ne uréené robotnickemu povolaniu (modré goliere), ¢o ich mohlo
diskreditovat’ ako profesiu, toto konanie malo zmysel. D. Petersen (1964)
uvadza, ze uz zaciatkom 18. storo¢ia mézeme najst’ v New Yorku ¢i Bostone
rozne lokalne asociacie, ¢i uz na baze CiastoCne sukromnej, alebo verejnej.
Ucitelom z €lenstva v asociaciach vyplyvali rézne vyhody, ako mozZnost
roz§irit’ si horizonty a kontakty, moznost’ profesijného rastu, moznost’ zlepsit’
urovenn vzdelavania, ¢i moznost zasadzovat sa o zvySenie ekonomického
statusu ucitel'a. Tieto asociacie, ¢i uz lokalne, alebo na tUrovni Statu,
disponovali aj réznymi etickymi kodexmi (jednou z prvych asociacii, ktoré
prijali eticky kodex ucitel'a, bola Ucitel'ska asociacia Statu Georgia v roku
1896).

Vdaka tymto réznym asociaciam sa sformovala National Teachers
Association, ktora vznikla v roku 1857 vo Filadelfii (v roku 1927 premenovana
na dne$ny nazov National Education Association — NEA') s cielom povysit
charakter a presadzovat’ zaujmy ucitel'skej profesie. FEticky kodex na
nadnarodnej Grovni prijala v roku 1929. Tento stav je Petersenovou (1964)
vnimany ako zna¢né oneskorenie vo vyvoji ucitel'skej profesie v porovnani

' Takéto spravanie ilustruje K. Starofiova na priklade riaditela a zamestnancov
domova dochodcov, ktori sa spravali ako podnikatelia vo verejnom sektore
(K. Staronova, L. Malikova, 2008).

""'NEA nie je odborovou organizaciou, ta vznikla v roku 1916 pod nazvom American
Federation of Teachers — AFT.
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napr. s prijatim kdnonu v advokatskej komore (o 21 rokov skor), ¢i prijatim
principov lekarskej etiky v americkej komore lekarov (o 24 rokov skoér). Perry
tento fakt vysvetluje tym, ze ucitel'stvo je inou profesiou ako profesia lekara ¢i
advokata. On svoju ,,prax* vykonava v §tatnych, z dani platenych podnikoch
anavySe jeho jedineCnost vyplyva ztoho, ze ma ,bezprostredny a sucasne
meniaci sa moralny zaviazok k Sirokej klientele* (1955, s. 76), pod ¢im sa
myslia tak ziaci, ako ich rodi¢ia, pridruzené institicie, ako napriklad Skolska
rada a podobne.

Na tomto priklade vidime silu komunity a zmysel jej participacie v roznych
lokalnych organizaciach, z ktorych ma potencial regrutovat’ sa silna jednotna
stavovské organizacia, a tym aj profesijna etika na baze bottom up, nie opacne.
Je faktom, ze obcCianska spolo¢nost’ bola v tejto dobe v USA velmi silnou
silou, ako ukazal uz A. de Tocqueville'?, a Ze dnes sme naopak svedkami skor
Etzioniho (1993) ,krizy komunity*“". Prave v tejto situacii je viak $kola Goraz
viac povazovana za akysi tUstredny bod, vktorom mozno udrziavat a
obnovovat’ spoloCenstvo cez ucitel’a, ktory rozvija otvorenejSie a interaktivnej-
Sie vztahy medzi rodi¢mi a celkovou komunitou (A. Hargreaves, M. Fullan,
1998). K tomuto je napriklad filipinsky ucitel’ zaviazany priamo imperativom
etického kodexu — musi sa aktivne podielat’ na komunitnych hnutiach za
moralne, socialne, vzdelavacie, ekonomické a obcCianske zaujmy, mal by
v komunite zit' a byt jej intelektualnym vodcom. V tejto krajine mozno
ucitelovi pri poruseni etického kodexu udelit’ trest v disciplinarnom konani
(pokarhanie, do¢asné pozastavenie vykonu povolania).

Zaver

Ak sa dnes Casto place nad stavom a statusom ucitel'ského stavu, domnievame
sa, ze eticky kodex v sebe nesie potencial pomoci ucitel'skej profesii zvysit’
spoloCensky status. Pre posilnenie profesijnej identity a celkového statusu
ucitela v spolo¢nosti predsa nesta¢i, ako deklaruje Gluchman, manifestovat
silu, moc aprestiz, ¢i ,,presved¢it’ $tat alebo institicie, aby sa vychova

12 Ameri¢ania bez rozdielu veku, Zivotnych podmienok, nadania a ducha sa neustale
zdruzuji. Maji nielen obchodné a vyrobné zdruzZenia, ale aj tisice inych zdruZeni:
nabozenskych, etickych, vyznamnych aj bezvyznamnych, vel'mi v§eobecnych aj vel'mi
$pecifickych, obrovskych aj nepatrnych; Americania sa zdruzuji, aby usporadtvali
slavnosti, zakladali seminare, stavali noclaharne, budovali kostoly, rozsirovali knihy,
posielali misionarov k protinoZcom; budujii tymto spdésobom nemocnice, vézenia,
Skoly. (...) Vsade tam, kde v cele nejakého nového podniku vidite vo Francuzsku vladu
a v Anglicku urodzeného pana, pocitajte s tym, ze v Spojenych Statoch najdete nejaké
zdruzenie“ (1992).

" U nas sa po totalite ob&ianska spolo¢nost’ len rodi, teda mame iné dovody ako napr.
USA, ¢o popisuje R. Putnam v Bowling Alone.
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i vzdelavanie stali prioritou* (2009, s. 93). Takto formulované imperativy st
efemérnymi odporucaniami, ¢i pokusom o pretatie gordického uzla. Inou,
rukolapnejSou cestou moze byt’ prave replika praxi, ktoré sa v inych profesiach
osvedcili.

Ak dnes rodicia, alebo celkovy étos spolo¢nosti vola po skvalitneni sluzieb,
ktoré skola poskytuje, po védcsej akontabilite a responzivite, po povinnosti
skladat’ ucty, ,,odbornici (...), ktori sa usiluju o to, aby rastla profesijna identita
ucitelov, im odporucaju zachovavat’ a dodrziavat’ principy a idealy prezento-
vané v NAEYC Code of Ethical Conduct* (T. Giovacco-Johnson, 2010, s. 449-
450)". Co viak odporuéit’ nasim ugitefom, ak neexistuje autoritativna komora
ani formalizovany a etablovany eticky kodex?

Eticky koédex mozno chapat ako formalny krok avagny nastroj bez
zavaznejSich dosledkov, ale aj ako kluCovy nastroj, ktorym sa nastoli
rovnovaha prav a povinnosti v skole ako osobitom verejnom priestore. Vaha
etického kodexu, samozrejme, nevyhnutne suvisi s dal§imi, najméi finan¢nymi
atributmi, zabezpeCujucimi nezavislost a vysSie spolocenské postavenie
ucitel'stva ako profesie. Ak by vSak malo dojst’ k zlepSeniu situacie a zvySeniu
statusového postavenia ucitel'a, eticky koédex mozno vyuzit ako pozitivny
moment garantujuci takéto postavenie, ale tiez istotu, Ze ucitel’ neprekroci
etické hranice svojho povolania, ¢o tak ocakavaju rodi¢ia a ich deti.
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Identifying Foreign Language Learning Styles in Spanish
Undergraduate Students

Joana Salazar Noguera
Faculty of Philosophy and Arts, University of the Balearic Islands, Spain

Identifying Foreign Language Learning Styles in Spanish Undergraduate
Students. This article presents the findings of a study on the identification and
perception of learning styles conducted among first-year students (n=58) reading
for a degree in English Studies at a Spanish university. The data were gathered
from three instruments that measure learning styles — Barbe and Milone’s
Sensory Modality Strength Assessment (1981), Gregorc’s Mind Styles Model
(1984) and Keirsey’s Temperament Type Sorter (1998) — as well as an opinion
questionnaire that determines the value the students perceived in identifying their
own learning styles. Findings indicated strong visual learning preferences among
participants as well as a presence of Concrete Sequential, Guardian and Idealist
types. A low percentage of Kinesthetic students was also found. Favorable
attitudes towards learning styles’ awareness were encountered whilst previous
low exposure to learning styles inventories was identified. The implications for
tertiary education regarding learning styles’ identification as an essential
procedure in the learning process are discussed.

PEDAGOGIKA.SK, 2013, Vol. 4 (No. 2: 126-143)

Key words: Foreign Language Learning; Learning Styles; Temperament Type
Sorter,; Sensory Modality Strength Assessment, Mind Styles Model

Anotdcia: Zist'ovanie $tylov ulenia sa cudzieho jazyka u Spanielskych vysoko-
§kolskych §tudentov. Clanok prindsa zistenia z vyskumu identifikicie a percepcie
ucebnych stylov u Studentov prvého rocnika (n = 58) Studijného programu
Anglickeé studie na jednej Spanielskej univerzite. Data boli ziskané za pomoci
troch vyskumnych nastrojov: Sensory Modality Strength Assessment (Barbe,
Milone, 1981), Mind Styles Model (Gregors, 1984) a Temperament Type Sorter
(Keirsey, 1998). Studentom bol tiez zadany dotaznik zistujici, ako si vdzia
zistenia o ich vlastnom ucebnom style. Zistila sa preferencia vizudlneho ucenia
sa, ale aj isté zastupenie konkrétno-sekvencného, ochrandarskeho a idealistického
§tylu ucenia sa. Studenti s preferenciou kinestetického Stylu ucenia sa vyskytli len
v malom pocte. Studenti pozitivne ocenovali moznost spoznat svoj viastny ucebny
Styl, pretoze dovtedy ho nepoznali, ani si ho neuvedomovali. Aplikacné zdavery
vyskumu zdoraziiuju potrebu diagnostikovania ucebného stylu Studentov ako
dolezitéeho komponentu ucebného procesu.
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KUPucové slova: Ucenie sa cudzieho jazyka, ucebné styly; Keirseyho ndstroj na
identifikaciu temperamentu; vyskumné ndstroje na zistovanie ucebnych stylov
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Introduction

Research on learning styles has garnered widespread recognition in the fields
of psychology and education in recent years (Coffield, et al., 2004; Simonelli,
2004). Learning styles are closely related to preferred methods for processing
information and generally refer to personality, cognitive style and sensory
modes (Boyd, Murphey, 2004). However, cognitive styles have also been
recently related to the characteristics of the learning environment (Bedford,
2006). As a result, there are many ways to classify learning styles (Dunn,
Griggs, 2000) and many learning styles inventories, each with its own
theoretical conceptualization of the field. The field of second language
acquisition also holds many learning style classifications such as multiple
intelligences, field dependence/independence or perception (Skehan, 1998).

More recently, knowledge of the different ways information is processed
has been linked to improved learning episodes. Indeed, Gardner (2006) claimed
for a strong relationship between attitudes and motivation with achievement in
the learning of a second language. Moreover, attempts have been made to relate
the identification of learning styles with instruction techniques (Tomlison,
2005; Wormeli, 2007), alleging that this may significantly boost learning.
Additionally, many claims have been made to develop teaching practices which
allow for a match between students and teachers’ learning styles preferences.
Cavanagh and Coffin (2009) reported on a study which provided evidence on
learning maximization by matching students’ preferred learning styles with
instructors’ styles.

However, consistent evidence is lacking on whether the teaching of learning
styles through self-identification inventories is an extended practice in higher
education contexts in Spain. In some educational settings, learning styles
inventories have primarily been used to recognize cultural diversity within the
classroom (De Vita, 2001). For instance, Joy and Kolb (2009) carried out a
study which aimed at analyzing the role culture holds in the way individuals
learn. Furthermore, not enough evidence has been found on identifying
learning styles and improvement in learning episodes (Stahl, 2002). Although
studying student learning styles has already been investigated in various
disciplines (Alfonseca, et al., 2006), more data among Spanish foreign
language learners is needed.

Thus, the objective of this paper is twofold. First, it aims to describe a class-
group of Spanish first year university students’ preferred learning styles, which
were discovered through the use of learning style assessments by Barbe and
Milone (1981), Gregorc (1984) and Keirsey (1998). Second, it aims to observe
how undergraduate students perceive the identification of their learning styles.
Hence, the study addresses the following research questions:
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(1)What are the class-group Spanish EFL undergraduate foreign language
students’ learning styles according to the learning styles inventories by
Barbe and Milone (1981), Gregorc (1984) and Keirsey (1998)?

(2) What are the class-group Spanish EFL undergraduate students’ reactions to
using the learning styles inventories by Barbe and Milone (1981), Gregorc
(1984) and Keirsey (1998) in the EFL classroom?

To this end, an experimental study was conducted at the University of the
Balearic Islands (UIB) in Palma de Mallorca, Spain, in which the three
above-mentioned learning style assessments and an opinion questionnaire to
determine students’ perceptions about the identification of individual
learning styles were administered to undergraduate students in the English
Studies program.

Method

Participants

The sample used for this study comprised a total of 58 first-year students in the
English Studies program at the University of the Balearic Islands (UIB) in
Palma de Mallorca, Spain. There were 49 female informants and 9 male
subjects. The sample was largely formed by females (84,4%), representing the
greatest part of the student body in their degree. The participants’ ages ranged
between 18 and 20 (M = 18.6).

The English Studies degree at the UIB consists in 240 credits spread over a
4-year program made up of five or six core subjects a year. Most subjects deal
with the analysis of the English language as well as a description of the English
literature, culture and linguistics. The general linguistic and cultural issues
related to the target language are covered from a theoretical and practical
perspectives aiming at shaping future professionals to be devoted either to
education, investigation, translation, linguistic support or communication
media, among others. The aim of the classroom sessions is to introduce the
students to course content as well as to spur reflection on a number of issues
related to linguistic and literary content. Generally, an inductive methodology
is used to introduce the basic concepts of the syllabi and interactive approaches
are applied. Special attention is given to the practice of the four skills - reading,
writing, listening and speaking - in the foreign language. Theory classes are
generally taught to the whole-group class, while practical classes are taught to
medium or small groups. Tasks are based on an active and communicative
methodology focused on project and group work. Assessment is carried out by
means of written exams which test students’ theoretical and practical
knowledge of content-related issues in the curriculum as well as by writing
assignments, projects and essays.
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Instruments

In order to determine the participants’ learning styles and provide a full picture
of their sensory, mind and temperament modalities, three different learning
styles inventories - Barbe and Milone’s Sensory Modality Strength Assessment
(1981), Gregorc’s Mind Styles Model (1984) and Keirsey’s Temperament Type
Sorter (1998) - were administered. All three of the assessments are self-
scoring.

Barbe and Milone’s Sensory Modalities Strength Assessment focuses on
visual, auditory and kinesthetic ways of processing information, which mainly
refer to individuals who may exhibit a preference for one modality and depend
on their sense of sight, aural or movement respectively. It consists of ten
incomplete statements with three possible phrases and it measures learners’
modality preferences for processing information.

Gregorc’s Mind Styles Model examines two learning patterns: Concrete vs.
Abstract and Sequential vs. Random, classified into four learning style: (1)
Concrete Sequentials are accurate, factual and organized individuals and prefer
structure, lecture and tradition; (2) Abstract Sequentials are analytic, thorough
and systematic; (3) Abstract Random students are spontaneous, imaginative
and perceptive, and (4) Concrete Random are curious, instinctive and problem
solvers. The inventory consists of ten groups of four words each which are
ranked by participants from 4 high to 1 low in terms of value and importance to
them, then summarized by line and columns, with the highest sum indicative of
mind style preference.

Lastly, Keirsey’s Temperament Type Sorter assessment analyses the
concept of temperament in life’s main areas and distinguishes among
Guardians, Artisans, Idealists and Rationals. Guardians are practical and
concerned individuals who have a natural talent in managing, and Artisans are
usually realistic and spontaneous and excel in arts and master action skills.
While Idealists tend to be enthusiastic and concerned with personal
development so as to attain wisdom, Rationals are skeptical and pragmatic
focused on problem solving analyses. The instrument consists of 70 sentence
starters with four possible completers.

Additionally, participants were asked to answer an opinion questionnaire to
determine the perceived value in identifying one’s learning style. The
questionnaire consisted of a total of four questions. The first two questions had
to be answered by means of a Likert scale and enquired the informants about
their knowledge of their learning style previous to having worked with the
three learning style inventories as well as their liking having identified their
own learning style. Questions three and four from the questionnaire included
two different parts. First, there was a Likert scale type of question which
enquired about the students’ opinion on the learning style inventories’
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usefulness for students and teachers. Finally, the questionnaire included two
open-ended questions in which respondents had to state reasons for having
chosen one option from the Likert scale in the first part of the question.

Treatment

The three learning styles assessments were administered in English, the
participants’ target language. All students in the sample had a B2, a vantage or
upper intermediate level, of English proficiency according to the Common
European Framework of Reference for languages. Vocabulary questions were
raised during inventories’ completion, since some of the tests included
colloquial expressions. Thus, the researcher’s task was to check that the lexis
was well understood by the participants and ensure that the answering process
was clear.

The questionnaire tapping into the learners’ perceived value in identifying
their learning styles was written in English; however, students could answer the
questions either in English or in their own first languages (Spanish or Catalan).
As for procedure, first, students completed the three learning styles inventories
and then answered the questionnaire. Participants were taught how to score
each test for themselves. All the test scores recorded by the sample were then
checked by the researcher. All in all, students worked during five one-hour
sessions on identifying their own learning styles. General group discussions on
learning styles were held after tests’ self scoring.

Analysis

To ensure reliability, the three learning styles inventories and the questionnaire
tapping into students’ perceived value in identifying their learning styles were
piloted prior to their administration to avoid comprehension or interpretation
problems. These instruments had been used in previous research with
satisfactory results (Ehle, Salazar, 2008), which on the whole indicated the
internal consistency of the results across all the items on each of the three
different inventories, pointing to most tests’ items measuring similar constructs
on how the respondents perceived their way of learning. To guarantee validity,
items in the opinion questionnaire were carefully worded to ensure that they
measured tertiary learners’ perceptions to having identified their learning
styles.

The three inventories: Barbe and Milone’s Sensory Modality Strength
Assessment (1981), Gregorc’s Mind Styles Model (1984) and Keirsey’s
Temperament Type Sorter (1998) were chosen because they have been proved
to be suitable to gather data on the way individuals receive and process
information. A chi-square contrast was run for each individual learning style
inventory as well as among the three inventories by Barbe and Milone (1981),
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Gregorc (1984) and Keirsey (1998), with significance being set at the 0.05
level.

Results

This section presents the quantitative and the qualitative results obtained from
the three learning style inventories — Barbe and Milone’s Sensory Modality
Strength Assessment (1981), Gregorc’s Mind Styles Model (1984) and
Keirsey’s Temperament Type Sorter (1998) — and from the opinion
questionnaire to determine the perceived value of identifying one’s learning
style administered to Spanish undergraduate students. No significant
differences were found between all the different variables analyzed in the three
learning style inventories and gender, mainly due to the lower number of male
subjects (15.5%) who participated in the present study.

As shown in Figure 1 below results corresponding to Barbe and Milone’s
learning style inventory show that most students (female 69% and male 56%)
processed information visually. A lower percentage of the respondents (female
22% and male 33%) processed information auditorily and a much lower
percentage (female 8% and male 11%) processed information kinesthetically.
Thus, most students were visual, signaling that they are meticulous, they
visualize types and scenes and that they organize their thoughts by writing
them down.

Sensory Modality Strength Assessment

80%

69%

70%

60%

50%

40%

30%

20%

10%

0%
AUDITORY KINESTHETIC VISUAL

W FEMALE MALE

Figure 1: Barbe and Milone’s Sensory Modality Strength Assessment (1981)
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Since the p-value is equal or higher than 0.10 (see Table 1 below), we
cannot reject the hypothesis that the rows and columns are independent. As a
result, the row observed in a particular case may not be related to its column.

Table 1: Chi-square contrast Barbe and Milone’s Sensory Modality
Strength Assessment (1981)

Chi-square contrast

Chi-square GL P-value

0,69 2 0,7083

The results related to Gregorc’s mind style test indicate that the Concrete
Sequential mind style accounted for most of the sample (female 51%), as can
be seen in Figure 2 below, and that the remainder of the female sample was
split among the other mind styles, i.e., Concrete Random, Abstract Sequential
and Abstract Random, with a higher percentage of these being Concrete
Random students (20%). Male students in this study were mainly Abstract
Sequential (44%) and Concrete Random (33%). These results indicate that
most female participants in this study preferred structure lecture, tradition and
routine while most male participants preferred rational and analytical type of
learning activities.

Mind Styles Model Assessment
60%
51%
50% 4400
40%
’ 33%
30%
o,
20% 18% 20
(]
10% 11% 11%
- :- B
0%
Abstract Random Abstract Concrete Random Concrete
Sequential Sequential
W FEMALE MALE

Figure 2: Gregorc’s Mind Styles Model Assessment (1984)
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From the chi-square test (see Table 2 below) the hypothesis that the row and
column selected are independent is rejected. As can be seen in Table 3 below
significant differences among the four categories, CS, CR, AS and AR are
shown as the p-value is 0,163467308.

Table 2: Chi-square contrast Gregorc’s Mind Styles Model Assessment
(1984)

Chi-square contrast

Chi-square GL P-value

2,71 3 0,4380

Table 3: Chi-square contrast for CS, CR, AS and AR

Concrete Sequential Concrete Random Abstract Sequential Abstract Random

Chi-square contrast

Inferior limit Superior limit Observed Expected Chi-square
frequency frequency
Smaller or equal 1,5 35 17,75 16,76
1,5 2,5 7 17,75 6,51
2,5 3,5 9 17,75 431
3,5 20 17,75 0,29

Chi-square =27,8732  P-value=0,163467308

Findings corresponding to Keirsey’s learning style inventory indicate that
most participants had a Guardian and an Idealist temperament (female 37% and
35 respectively), while the rest were primarily Rational or Artisans (see Figure
3 below). Male respondents in this study however were mainly Idealists,
Artisans or Rationals, while Guardian male students were non-existent. These
results signal that most female participants were cooperative and concrete
while most male learners were skilled at diplomatic integration, tactical
variation and abstract learning.
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Figure 3: Keirsey’s Temperament Type Sorter Assessment (1998)

As shown in Table 4 below, the row observed in a particular case cannot be
related to its column. Global results are also significant as the p-value is 0,001

(see Table 5 below).
Table 4: Chi-square contrast Keirsey’s Temperament Type Sorter
Assessment (1998)
Chi-square contrast
Chi-square GL P-value
0,07 3 0,9950
Table 5: Chi-square contrast A, I, G and R
Artisan Idealist Guardian Rational
Chi-square contrast
Inferior limit Superior limit Observed Expected Chi-square
frequency frequency
Smaller or equal 1,5 12 17,75 1,86
1,5 2,5 39 17,75 24,44
2,5 3,5 14 17,75 0,79
3,5 6 17,75 7,78

Chi-square= 35,8732 P-value= 0,001

No significant correlations between Spanish EFL undergraduate students
learning styles’ results on the learning styles inventories by Keirsey (1998),
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Barbe and Milone (1981) and Gregorc (1984) were found, except for the
characteristics of CR and kinesthetic. A correlation of 0,298 is found between
CR and Kinesthetic informants, which is significant at the p-value of 0,0061.

Participants’ answers to the questionnaire that determines the perceived
value of identifying one’s learning style unveiled that almost half the students
had had only vague notions about their learning styles and approximately one-
fourth of the sample had known very little or nothing about how they learned,
as Figure 4 shows. Thus, exhaustive generalized knowledge of the students’
own ways of processing information was lacking.

Before doing these tests, did you already know
what learning style you had?

Not at all
Very little 6% Yes
16% 29% OYes
B Somewhat
O Very little
0O Not at all
Somewhat
49%

Figure 4: Students’ previous knowledge of their learning styles

Additionally, while most participants exhibited unfamiliarity with learning
styles measurements and superficial knowledge of their preferred learning
mode acquired through informal estimations, they reportedly enjoyed having
identified their learning styles through the inventories by Barbe and Milone,
Gregorc and Keirsey (see Figures 5).
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Did you like to identify your learning
Very little style?
6%
Not at all
s o 2% OYes
omewhat e
10% T J_‘—'—--,_ @Very much
’ OSomewhat
Very much Yeos OVery little
23% 59% @ Not at all

Figure 5: Liking or disliking identifying one’s learning style

As regards the main reasons for most learners’ positive response to learning
styles identification, these relate to an awareness of their strengths as well as an
improvement of their learning. The following quotation provides insight into
this issue: “Now I know which learning style I can strengthen during the course
in order to improve in a practical and effective way”' (Participant 61, female).

Similarly, most students responded positively to the usefulness of having
identified their learning styles (see Figure 6 below).

Do you think it was useful to you to be able to
identify your learning style?

Very little Not at all
1% 1% B vos

B Very much

Somewhat
20%

O Somewhat
Very much O Very little
1% 67% B Not at all

Figure 6: The usefulness of students knowing their own learning styles

' *Students’ comments, which were written in English, the students’ target language,
have been included in their original version.
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As for the reasons to finding learning styles identification useful, most
participants expressed that this helped them to know more about themselves as
well as to learn in a more efficient way. The following quotes reveal the
usefulness students found in discovering their learning styles: “It has been
useful because it is a way of identifying your own attitudes and learn how to
use to exploit my qualities and improve my weaknesses” (Participant 54, male);
“Because it makes me aware of certain aspects about the way I learn which I
had not thought of before” (Participant 11, female); “Because now I know
which is the best way for me to understand things” (Participant 6, female).

With regard to the teachers’ usefulness of knowing their students’ learning
styles, most participants’ answers were positive (see Figure 7), indicating that
knowledge of students’ learning styles was relevant information for instructors
to have.

Do you think that it is useful for your teacher to know
their students' learning styles?

Very little Not at all

1% 2%
Somewhat O Yes
0,
2% B Very much
Very much 0O Somewhat
1% O Very little
ves m Not at all
749, ot at a

Figure 7: The usefulness of teachers knowing their students’ learning styles

Most students put forward a range of reasons why they considered that
teachers’ knowledge of their students’ learning styles was extremely positive
for both teachers and students. The following quotes provide insight into how
teachers might be able to present course content better and explain it more
efficiently: “It is useful in order that the concepts are better taught to all
students” (Participant 19, female); “Because if you know how your students
learn it will be easier for you to teach them” (Participant 41, male).

Another reason put forward as regards usefulness of teachers’ knowledge
about student learning styles was the instructors’ adoption of appropriate
teaching methodologies. The following quotes illustrate this reflection: “It will
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help the teacher avoid getting frustrated trying to force wrong ways of
teaching” (Participant 58, female); “Because the teacher can better use the
different methods depending on the characteristics of the class” (Participant 40,
female).

Concerning how teacher knowledge of student learning styles is to students,
most participants claimed that teachers would be able to better approach all
students’ needs, better academic performance could be reached and motivation
to learn would be fostered. The following quotes illustrate this point: “Yes,
because the teacher can approach better the student and adapt to his/her way of
learning and do classes oriented to students” (Participant 17, female); “Because
she will be able to do activities according to the students’ learning styles and
she can guide her students much better than if she doesn’t know anything about
their way of learning” (Participant 36, female); “Because it will help the
teacher understand each student individually and she will give us material
according to our needs” (Participant 52, female); “She can therefore prepare the
class, materials and tools so as students can get the highest achievement”
(Participant 47, female); “The teacher can modify the way she/he is teaching
and make the class more enjoyable while we are learning and she/he can
motivate their students” (Participant 4, female).

On the whole, data obtained from the opinion questionnaire revealed
that most undergraduate students exhibited positive attitudes to unfolding their
learning preferences through the inventories by Barbe and Milone, Gregorc and
Keirsey. Identifying students’ learning styles was reportedly useful to
instructors so as to accommodate teaching methodology accordingly, equally
reach all students, influence student achievement, and thus, motivate students.

Discussion

In the first place, this study has attempted to ascertain a class-group of first-
year Spanish undergraduate students’ learning styles by means of three
instruments that measure learning styles - Barbe and Milone’s Sensory
Modality Strength Assessment (1981), Gregorc’s Mind Styles Model (1984) and
Keirsey’s Temperament Type Sorter (1998). Second, the study used an opinion
questionnaire to determine the students’ perceptions of identifying their own
learning styles.

In reply to the first research question, which enquired into the participants’
learning styles, results on the Barbe and Milone (1981) inventory indicate that
most undergraduate students in the English Studies degree program at the
University of the Balearic Islands appear to be visual, signaling their
preferences to learn either through images, demonstrations and descriptions.
This is consistent with findings by Barbe and Milone (1982), who found that
30% of the population builds their knowledge bases primarily through visual
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processing. The results of our study also reveal a low percentage of kinesthetic
learners, which might due to their unfamiliarity to instruction types favoring
natural discovery, not generally encouraged in Spanish tertiary contexts.

The results of the Gregorc’s (1984) inventory show that the prevailing mind
style among most Spanish foreign language students is Concrete Sequential,
pointing to their learning preferences being characterized by structure, order,
practicality, product-orientation and the literal use of meaning in language.
These results may be due to earlier teaching influences on these students,
namely traditional foreign language teacher-centered approaches (Krashen
1987; Ellis 2002; Radwan 2004), which may have shaped their favorite way to
learn. Our findings are congruent with the results obtained by Gould and
Caswell (2006) and Thompson et al. (2002,) who found Concrete Sequential to
be the dominant mind style. Similarly, the findings by Gregorc (1984) revealed
that the predominant mind-style group was also Concrete Sequential (40%).

The results of the Keirsey’s (1998) inventory show that most students were
also revealed to be Guardians and Idealists, which might be due to the
participants’ young age (M= 18.6) or the fact that most Idealists are good at
teaching and counseling and in general, enroll in Humanities degrees, which
may be the case of the subjects of this study. The results may also imply that
these undergraduate teaching students have a utopian bent and horizons in their
future, something that could be interpreted positively in today’s materialistic
society. Results also reveal a lower percentage of Rational and Artisan
students. This may be because these inventories were administered to
undergraduate students working towards a degree in the social sciences, such as
a foreign language degree. These results should be interpreted within their
context — English Studies — since the results might have been different if these
learning style assessments had been administered to science students with a
more rational learning style (A. Esa, et al. 2009). Our results are in line with
those obtained by Keirsey (1998), who found that the Rational group accounted
for 5% of the sample he analyzed. Nevertheless, the Idealist group in his study
corresponded to the third group (8%).

The results have shown that there are no significant correlations between
Spanish EFL undergraduate students learning styles’ results on the learning
styles inventories by Keirsey (1998), Barbe and Milone (1981) and Gregorc
(1984) except for the Concrete Random and Kinesthetic students. Concrete
Random students learn experientially stimulating environments featuring
novelty and change and kinesthetic learners learn best when movement is
involved and do well as performance, thus dimensions concerning movement
and change could be interrelated. However, both Concrete Random and
kinesthetic learning styles are the categories which display the lowest
percentages in the present study. Thus, this result reveals that the three tests are
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independent learning styles inventories which measure different aspects of
information processing, all included under the vast term of learning styles.

With regard to the second research question, which tapped into the students’
perceived value of identifying their learning styles, our findings reveal that
before undergoing these assessments, most students were not familiar with the
learning styles assessments by Barbe and Milone, Gregorc and Keirsey. Our
findings are in line with Rausch (1996), who also yields evidence of students’
lack of self-knowledge on learning preferences.

Our results also indicate that most participants enjoyed identifying their
learning styles and considered that knowing the way in which they learn helped
them to become better learners. Above all, most students considered it very
useful for their teachers to know their students’ learning styles, mainly because
it would help instructors teach more efficiently, use more appropriate teaching
methods and engage students’ motivation for learning. Similar findings were
obtained by Thomas and McKay (2010) who studied the positive relationship
between instructors’ awareness of their students’ learning styles and classroom
didactical resources’ improvement. Equally, the findings by Lashley and
Barron (2006) describe positive reflective teaching practices through the
detection of students’ learning needs. Additionally, our findings are in
accordance with the results of Cavanagh and Coffin (2009) who claimed a
learning outcome improvement when instructional material is matched to
students’ cognitive styles.

Concluding remarks

In sum, our study has shown that visual and Concrete Sequential styles
predominate and that kinesthetic learners are less favored, which may reveal a
need for more active, holistic methodological approaches within the context of
higher education in Spain. Our findings also reveal that it is not very common
for Spanish undergraduate students in the English Studies degree to identify or
work with learning styles inventories in the classroom. Nevertheless, most
participants displayed a positive attitude towards identifying and reflecting on
their learning styles and found them very useful for both students and teachers.
All in all, the findings of this experimental study may have implications for
undergraduate students and university instructors. Teachers should attempt to
include more learning tasks that involve students in action such as simulations
and group breakout sessions during the foreign language teaching processes so
as to create more optimal learning environments. Further research includes not
only making steady use of various learning styles inventories in tertiary
education, but also exploiting information on student learning styles to promote
self-knowledge and enhance weaker personality modes. Moreover, further
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work should address how teaching practices are designed and tailored after an
awareness of student learning styles has been garnered.
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Analysis of the Teachers’ Attitudes and Needs in Relation to
Socially Disadvantaged Pupils in the Czech Republic'

Anna Safrankova — Vladimira Kocourkova
The Faculty of Education, The Institute of Education and Social Studies,
Olomouc, Czech Republic

Analysis of the Teachers’ Attitudes and Needs in Relation to Socially Disad-
vantaged Pupils in the Czech Republic. The paper is focused on the theoretical
basis and partial results of the research of the teachers’ attitudes and needs in
relation to socially disadvantaged pupils in the Pardubice and Moravian-Silesian
Regions in the Czech Republic. The survey was based on the assumption that the
teacher’s attitude (consisting of cognitive, affective and behavioral components)
may significantly affect teacher's educational activities in relation to socially
disadvantaged pupils. Presented data are based on use of a Likert type rating
method. The paper briefly introduces the concepts of selected conceptual and
theoretical basis. The focus of the paper is the interpretation and analysis of the
obtained data in cultural and social context.

PEDAGOGIKA.SK, 2013, Vol. 4. (No. 2: 144-159)

Key words: Attitude; Social Disadvantage; Socially Disadvantaged Pupil;
Teacher,; Education

Anotdcia: Analyza postojov ucitelov a potrieb vo viahu k socidlne
znevyhodnenym fiakom v Ceskej republike. Prispevok je zamerany na teoretické
zaklady a ciastkove vysledky vyskumu postojov jednotlivych ucitelov a potreby vo
vztahu k socialne znevyhodnenym ziakom v Pardubiciach a Moravskosliezskom
kraji v Ceskej republike. Prieskum bol zaloZeny na predpoklade, Ze pozicia
ucitela (skladajuca sa z kognitivnych, afektivnych a behavioralnych zloziek) moze
vyznamne ovplyvnit ucitelovu vzdelavaciu cinnost vo vztahu k socidlne
znevyhodnenym Ziakom. Uvedené udaje su ziskané ratingovou metodou Liker-
tovho typu. Prispevok strucne oboznamuje s pojmami koncepcného a teoretického
zakladu. TaZisko prace je interpreticia a analyza ziskanych dat v kultirnom a
spolocenskom kontexte.

PEDAGOGIKA.SK, 2013, roc. 4, ¢. 2: 144-159

KPucové slova: postoj; socialne znevyhodnenie; socidlne znevyhodneny Ziak;
ucitel’; vzdelavanie

' The outcomes of the survey were obtained when working on the research project IGA
PdF 2011 035 called “Analysis of attitudes and needs of the primary school teachers
in relation to education of socially disadvantaged pupils”.
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Introduction

The following contribution presents the partial outcomes of the research survey
implemented within an IGA project called “Analysis of attitudes and needs of
the primary school teachers in relation to education of socially disadvantaged
pupils” (PAF_2011_035). The project was conducted from 1% March 2011 to
29" February 2012. The aim of the project was to find out the teachers’
attitudes and needs in relation to education of the socially disadvantaged pupils
at the ISCED 1 and ISCED 2 levels.

Besides others, the aim of the project was to find current attitudes and needs
of the teachers towards pupils being socially disadvantaged in two regions of
the Czech Republic (the Moravian-Silesian and Pardubice Regions). The
project also focused on determination of the individual and psychological
meanings of chosen terms in the area of social disadvantage on teachers’ side.

In particular, this paper focuses on the teachers’ attitudes towards socially
disadvantaged pupils using the Likert type of scale.

Theoretical context

To work with obtained data, it is necessary to briefly introduce terminology of
the research survey, e.g. social disadvantage, a socially disadvantaged pupil
and an attitude which are among the key terms.

Social disadvantage

Social disadvantage can be understood in three views:

- as a state of failure of a social environment where an individual lives and
where a process of his/her socializing is therefore endangered (e.g. a low
socio-economic status of a family);

- as a state of a low social status of an individual in a society resulting from
various causes;

- and in the most general view as a result of an insufficient or inadequate
stimulating environment (socio-economic status of a family need not to be
disrupted).

Robert J. Havighurst (1964, p. 41) also perceives social disadvantage in
three ways — in terms of certain family characteristics relating directly to the
child, in terms of their personal characteristics, and in terms of social group
characteristics of their family. J. Clegg and J. Ginsborg (2006, p. 2) add that
defining and delimiting of social disadvantage is not easy as we often
characterize this phenomenon using socio-economic status of a family.
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Socially disadvantaged pupil

In the Czech Republic, socially disadvantaged pupils are specified by central
educational document called The Framework Education Programme for Basic
Education (J. Jetabek, 2007, p. 113) according to which socially disadvantaged
pupils are categorized into a group of pupils with special education needs.
According to this document, the pupils from families with low socio-cultural
and economic standing, frequently at risk of socio-pathological influences, who
have been placed into institutional education or who have been ordered
protective education, pupils who are asylum seekers or in a process of granting
a status of an asylum seeker, are considered to be socially disadvantaged
pupils. Pupils who come from the environment socially or culturally and
linguistically different from an environment which majority population of
pupils grow up in. These are also included in this group (similarly Art. 16
section 4 of Law No. 561/2004 Coll., the Education Act). On complexity of
this issue and hence arising difficulties see more in a contribution by B.
Stépankova (2010).

A socially disadvantaged pupil for purposes of our survey is defined as a
pupil whose family environment is analyzed in detail and who is assessed for
following criterion (and at least three of the following are true):

e Pupil who is a member of a national minority in the territory of the Czech

Republic;

e Pupil who is a member of an ethnic minority;

e Pupil coming to our territory when migrating (above all asylum seekers in
all phases of the process);

e Pupil coming from a family having its maximum income on the subsistence
level,

e Pupil who has at least one parent who is a disadvantaged job seeker;

e Pupil coming from a family where primary education is the highest reached
education or where one or both parent have not finished primary education;

¢ Pupil who has been ordered institutional care or imposed restrictive care.

Attitude

According to J. Cap and J. Mare$ (2007) we can define an attitude as acquired
motifs expressing the relation of an individual to an object, thing, people,
activity, group, event, idea and so on. Similarly, attitude is defined by R. L.
Atkinson et al. (1995). P. Hartl (1993) defines attitude in his lexicon of
psychology as “a tendency to react to objects, persons, situations and ourselves
in a stable way”. M. Nakone¢ny (1997) sums up this term when he explains
that this term was introduced into sociology and psychology by W. J. Thomas
and F. Znaniecki (1918) who understood it as a conscious relation of an
individual to a value. G. W. Allport (1935) presented a classic definition when
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he stated that an attitude is a mental and neural relation of emergency,
organized by experience and developing a directive or dynamic influence on
individual’s responses towards all objects and situations which he/she is related
to. Based on and complied to the above stated, an attitude of a teacher to the
pupil can be defined as a motif expressing teacher’s relation to the pupil, to the
group of pupils, to school environment, and speaking generally, to school
education and to his/her own profession. One of the specific features of
attitudes is their evaluating character which inter alia has, consequently, an
impact on the behavior of an individual (D. Albourracin, B. T. Johnson, M. P.
Zanna, 2005).

Teacher’s attitude is composed of cognitive, affective and behavioral
components (D. Katz, E. Scotland, 1959), and it can significantly influence,
both in the positive and the negative ways, the educational process and
educational activity of a teacher in relation to socially disadvantaged pupils. As
J. Beran, J. Mare§ and S. Jezek (2007) do, we assume as well that without
thorough knowledge of teachers’ attitude it is neither possible to understand
complex and multi-dimensional issues of education nor manage and affect it.
Teachers confront new requests with their emotions, levels of their own
knowledge, education and particular pedagogical behavior which are affected
by their own experience. Researching the teachers’ attitudes is worth of having
adequate attention, as they give rise to motivation which mobilizes the powers
and brings energy to the organism. However, as B. Lazarova (2005) states, the
teachers are often resistant to changes.

The importance of attitudes in educational process was appreciated by
J. Pelikan and Z. Helus (1984) who researched preferential attitudes of
teachers. As a preferential attitude they perceived an overwhelming focus of
the teacher on certain pupils in the class who consequently became more than
others objects of increased interest of a teacher (both in positive and negative
senses) which also affects the pupils’ performance. Their research also showed
that preferential attitudes of the teachers to pupils have an indirect influence on
the overall atmosphere in the class, and additionally they influence both the
individual pupils and the interaction of the teachers with the class. In the
consciousness (or subconsciousness) of a teacher, a particular pupil is on one
hand always confronted with a subjective teacher’s conception of the ideal
pupil, and on the other hand with the other schoolmates regarding their acting
and behavior. Those schoolmates with higher adaptability index, rather silent
and calm, even-tempered and those not conspicuous because of their activity or
liveliness were better assessed. Based on these findings we can assume that
those pupils who are in a certain way out of “average” tend to be undervalued.
And the socially disadvantaged ones may be among such pupils.
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The teacher’s attitude is formed upon various aspects. M. Nakonecny (1997)
sums them up as: specific experiences, social models, institutional factors and
social communication, influence of primary and secondary groups. In our view,
public opinion mentioned by P. Hartl (1993) is also crucial as it may affect
attitude towards certain groups of pupils. Unfortunately, we still experience
situations when often untrue information is transmitted in form of “supposedly
experienced”. The transmitters often rely on passivity of the target group
accepting the information and at the same time unwilling to verify the
transmitted statements — strengthening of prejudices (V. Kocourkové, A. Sa-
frankova, 2011). According to J. V. Musil (1999) it is a referential group which
generally has the greatest influence on a potential change of attitudes.
Consequently, within the frame of socio-cultural transmission in the socializing
process we can possibly think of transmission of the teacher’s attitudes towards
his pupils, sometimes on an unconscious functional level (V. Kocourkova,
A. Safrankova, 2011). A. Bandura (In A. Kiihn, 1998) also pointed out the
influence of copying when attitudes were built.

Methodology of the research

When undertaking our research survey, the research of attitudes was
investigated by pack of methods (a Semantic differential, questionnaire, scales
of the Likert type) used to gain a lot of information on teacher’s attitude
towards socially disadvantaged pupils in cognitive, affective as well behavioral
levels. In this contribution, as it was already alleged, we would like to present
the outcomes of one of the method used, i.e. use of scales of the Likert type
(R. Likert, 1932). We assume that attitude scales may help to reveal one of the
levels in the research of attitudes towards social disadvantage. Based on them
we can determine the intensity of positive or negative affect. The scales are
composed of certain amount of statements the respondent can more or less
agree or disagree with. Attitude scales also imply a neutral attitude which is
placed in between the antipoles of agreement and disagreement (V. Cer-
nouskova, 1988). Thanks to comprehensible formulation of the statements
focused on social disadvantage issues we can find out the respondent’s degree
of agreement or disagreement with a statement. When using scales we face the
problem of dilemma whether to use odd or even number of choices. As well,
the researcher has to carefully formulate the statements assessed by the
respondent.

The Likert scale expresses the degree of agreement or disagreement with the
given statement. In our questionnaire, our scale had following five degrees: 1 —
strongly agree, 2 — agree, 3 — neither agree nor disagree, 4 — disagree, 5 —
strongly disagree.
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Parameters of a research instrument were verified and optimized by means of a
pre-research. In order to guarantee validity and reliability, there were
consultations on the individual methods during the pre-research with experts
from centers for pedagogical-psychological counseling in given regions,
teachers of the researched set, and with school headmasters and experts from
the area of pedagogy and methodology. When some misunderstandings
occurred, changes in wording were made.

There is a variety of options of how to process data obtained by the Likert
scales. In the presented survey we decided to evaluate obtained data using
relative frequency (e.g. P. Gavora, 2000, p. 96; L. Cohen et. al., 2011, p. 387).
Then the data will be processed using other statistical methods and finally the
gained outcome will be compared to data gained from a Semantic differential
and a questionnaire.

Research sample

Research sample was composed of primary schools teachers from the
Moravian-Silesian Region and Pardubice Regions. So as to work with the
ordinary primary school environment, we have not included special schools,
alternative schools and international schools. All schools at the ISCED 1 and
ISCED 2 levels of selected regions (according to the register of primary
schools valid to 24™ November 2011) were approached. The research
instrument was at the disposal in electronic form on created web pages.
A request to fill out the questionnaire was addressed to the primary schools
teachers of the relevant regions. At the same time, the request to fill out the
inquiries was sent to headmasters of these schools. E-mail addresses of the
sampled school teachers and headmasters were gained from complete lists of
schools on the internet portals within the individual regions or they were gained
from the web pages of the individual schools.

On the whole, 399 primary schools were approached, 251 from the
Moravian-Silesian Region and 148 from the Pardubice Region. However, only
197 questionnaires came back. The following table shows the number of
respondents according to the regions.

Table No. 1: Number of respondents according to selected regions

Region n; f;
Moravian-Silesian 123 0,624
Pardubice 74 0,376
Total 197 1

In total 197 respondents were represented by 25 men (12.7%) and 172
women (87.3%). This might be a sign of a long-term feminization of the Czech
primary schooling (Priicha, 2002). Research complex was composed of
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respondents with a different length of their practice, as it is shown in the
following table.

Table No. 2: Length of practice of respondents

Length of practice Moravian-Silesian Region Pardubice Region
0-5 years 0,0894 0,1892
6-10 years 0,0976 0,1487
11 and more 0,813 0,6621

Out of total number of respondents there were 49.75% (18.92% in the Pardubice Region and 68.29% in the
Moravian-Silesian Region) teaching in the primary and middle schools and 50.25% (81.08% in the Pardubice
Region and 31.71%) teaching in upper schools.

Considering the low number of returned inquiries, we are aware that
research survey cannot affect the whole issue of teacher’s attitudes to the
phenomenon of social disadvantage in the surveyed regions. However, we
believe that this partial survey summing up the teacher’s attitudes including
prejudices, experiences, opinions and persuasions etc. can at least help to
intercept this very subtle determinant in inclusive education of socially
disadvantaged pupils and in the pedagogical process generally. The data gained
in this survey may become a theme and a source for widely approached
research surveys, and followingly for surveys focused directly on verification
of the influence of ascertained attitudes on educational process.

Results

The respondents were to assess 32 statements in total, sorted into 3 basic
categories:

- Socio-cultural and economic aspects of life;

- Socio-cultural characteristics in educational process;

- Socially disadvantaged pupils’ characteristics. (Safrankova, A. 2012)

The statements are made by the authors of the project themselves. They are,
however, inspired by the researches which took place in close areas (e.g.
M. Potmésil In J. Havel, H. Filova, 2010; D. Bittnerova, 2009; 1. Gabal 2007;
E. S. Bogardus 1925 etc.).

Table No. 3 presents items of socio-cultural and economic aspects of life which
may predict social disadvantage.
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Table No. 3: Socio-cultural and economic aspects of life — relative fre-
quency in %

Statement 1 2 3 4 5 Xz

Everyone can solve his/her situation, if they want

. 14,72 49,24 12,18 20,3 3,55 100
it hard enough.

People who cannot maintain a family should not

- 1421 2741 2589 2538 1 100
have children. > 7, , , 7,

Everyone should only have as many children as

SO 35,33 45,69 10,15 6,6 2,03 100
many he/she can maintain.

Only people who can adapt to our (Czech)

. .. . 12,69 30,96 8,63 335 14,21 100
culture are entitled to live in the Czech Republic. ’ i ’ i i

The Romanies should adapt to major population. 36,04 47,21 11,68 5,08 0 100

Employing foreigners increases the

. 14,72 24,37 26,4 26,4 8,12 100
unemployment rate of the Czech population.

I wouldn’t mind to live in a neighborhood where

.. . . 3,05 11,68 38,58 31,98 14,72 100
people of other than majority population live.

The choice of place of living would be at my
case positively influenced by the fact whether
overwhelming majority of socially disadvantaged
people lives here.

16,75 26,9 18,27 19,8 18,27 100

The values in the table are given in %: 1-strongly agree, 2- agree, 3- neither agree nor disagree, 4-disagree, 5-
strongly disagree.

It has already been obvious from preliminary results (Safrankova, A., 2012)
that researched area is very debatable and therefore given percentages are not
striking in some cases.

In the area where positive choices prevail (i.e. agree, strongly agree), there
are the following statements.

Statement “Everyone can solve his/her situation, if they want it hard
enough” with 63.96 % of the respondents who opted for a positive choice,
statement “Everyone should only have as many children as many he/she can
maintain” (81.02 % for a positive choice) and statement “Romanies should
adapt to major population” (83.25 %). Based on this experience we can only
think of a higher rate of social distance or negatively oriented/xenophobic
attitude towards both people in difficulties generally and people of the Romany
ethnic group where a request to assimilate is also presented. We can also
anticipate certain intolerance to the Romany culture, or rather, intolerance to its
preconception connected with e.g. negative presentation of the Romany ethnic
group in the society (on social networks, for instance), due to prejudices.

The remaining assessment of statements in this group is largely
indeterminate, often a choice of neither agree nor disagree is opted for which
can demonstrate both uncertainty of choices and conscious or subconscious
perception of a choice which is expected and complying to profession of a
teacher and the reality. The most obvious is this situation in case of statement
“I wouldn’t mind to live in a neighborhood where people of other than
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majority population live”. However, indeterminacy in this area may also be
connected with a real experience of the individual respondents and with the
idea of a particular national or ethnic group.

Category of items in the area of socio-cultural characteristics in educational

process is represented by greatest amount of assessed statements. The results in
the form of relative frequency are presented in the Table No. 4. This category
was focused on:

The approach of the teacher to socially disadvantaged pupils and assessing
its significance for education;

The significance of socioeconomic influence on the pupil and school
education;

The assessing teacher’s competences and workloads;

The cooperation and communication with families of socially disadvantaged
pupils;

The communication with external partner of a school in this area
(institutions, centers for pedagogical-psychological counselling).

Table No. 4: Socio-cultural characteristics in educational process — relative
frequency in %

Statement 1 2 3 4 5 z

Having an equal approach to all pupils is all

: 4 22,34 1
right. 9,6 ,3 6,6 41,12 20,3 00

Low socio-economic status of the pupil’s family

o 5 20,3 48,22 8,63 21,32 1,52 100
affects the pupil in a negative way.

Cultural distinctions ~ strikingly —affect the

) . 18,27 54,31 8,12 17,77 1,52 100
education of pupils.

Socio-economic situation of the pupil’s family
has no influence on communication with the 5,58 24,37 9,14 44,16 16,75 100
pupil’s family.

It was unpleasant for me to communicate with

. A . 5,08 23,86 25,38 32,99 12,69 100
pupil’s families who live on the street.

Social attitudes of the teacher influence the

. . C . 38,07 49,24 8,63 4,06 0 100
pupils (education, development, socialization). ? i

The teacher is always fair in his/her assessment. 10,66 44,67 25,89 17,26 1,52 100

Social attitudes of the teachers affect the

. 6,6 29,44 15,74 36,55 11,68 100
assessment of the pupils.

The assessment of the pupil is affected not only
by the results itself but also by individual 11,17 51,27 4,06 28,93 4,57 100
characteristics and situation of the pupil.

Teachers have no means (time, finance) to offer a
helping hand to families of socially disadvan- 27,41 42,64 8,12 19,8 2,03 100
taged pupils.

It is all right to offer help not only to socially

. . . . 19,2 44 17,26 16,24 2,54 100
disadvantaged pupils but also to their families. 929 67 ’ ’ ’

There should be established a separate classes for
the Romanies, because they cannot cope with 7,11 22,34 18,27 42,64 9,64 100
education in mainstream schools/classes.
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I am convinced that presence of a socially

disadvantaged pupil substantially increases my 39,59 38,58 6.6 13,2 2,03 100
workload.

I am convinced that my preparation for work

with socially disadvantaged pupils is sufficient 8,12 41,62 28,43 18,78 3,05 100

for reaching the needed results.

I am convinced that my preparation for
communication with socially disadvantaged
pupils is sufficient for reaching the needed
results.

8,63 35,03 33,5 19,8 3,05 100

I am afraid to meet the families of socially

. . 4,57 19,29 12,18 47,21 16,75 100
disadvantaged pupils face to face.

I can diagnose a social disadvantaged pupil or
pupil endangered by social disadvantage without 9,14 49,75 15,74 21,32 4,06 100
any problems.

Communication with competent institutions
supporting the socially disadvantaged pupils is 1,02 18,27 27,41 42,13 11,17 100
very creative and effective.

Communication with a pedagogical-

psychological

counselling centres is (regarding the situation of 4,57 23,86 23,35 40,61 7,61 100
the socially disadvantaged pupils) very active

and rewarding.

The values in the table are given in %: 1-strongly agree, 2- agree, 3- neither agree nor disagree, 4-disagree, 5-
strongly disagree.

In the group of statements focused on the teacher’s approach to socially
disadvantaged pupils and assessment of its significance there were positive
choices (strongly agree, agree) opted in the following statements:

“Social attitudes of the teacher influence the pupils (education,
development, socialization)” where we can see hugely prevailing frequency of
positive choices in utterances of 87.31 % of the respondents. Less obvious is
prevalence of positive assessment at statements “The assessment of the pupil is
affected not only by the result itself but also by individual characteristics and
situation of the pupil” with 62.44 % and “The teacher is always fair in his/her
assessment” with 55.33% of the respondents.

In the group of statements focused on the significance of socio-economic
influence on the pupil and school education there were prevalence of positive
choices in both cases. The statement “Low socio-economic status of the pupil’s
family affects the pupil in a negative way” was assessed positively by 68.52 %
of the respondents, and 72.58 % of the respondents assume that “Cultural
distinctions strikingly affect the education of pupils.”

The group of statements focused on teacher’s own competences and
workload were represented by four statements; in one of them “I am convinced
that presence of a socially disadvantaged pupil substantially increases my
workload” a positive choice prevailed (78.17 %). In other statement, 58.89 %
of the teachers assume that they can diagnose a socially disadvantaged pupil.
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Unfortunately, in the practice it usually happens that if teachers are to diagnose
a really socially disadvantaged pupil within a class, it is often difficult for them
as they lack the knowledge of methodology and criteria. Unfortunately, this
issue is scarcely communicated with supportive institutions (e.g. pedagogical-
psychological counselling centres). The remaining two cases showed
indeterminacy in persuasion of teacher’s own competences in work with the
socially disadvantaged pupils and communication with their families.
Approximately one half of the respondents (49.74 %) think they have sufficient
competences to work with this group of pupils and 43.66 % of them think that
they have sufficient competences to communicate with the families of pupils
with social disadvantage.

Fourth group of statements focused on cooperation and communication with
the family. No striking indeterminacy occurred here, but in one case (“I am
afraid to meet the families of socially disadvantaged pupils face to face”)
negative choice prevailed. 63.96 % of teachers are not afraid of direct contact
from which we may assume that negative experience is missing. On the whole
60.91 % of teacher disagrees with a statement that “Socio-economic situation
of the pupil’s family has no influence on communication with the pupil’s
family”.

Table No. 5: Characteristics of socially disadvantaged pupils — relative
frequency in %

Statement 1 2 3 4 5 X
Children without social disadvantage have
better taking off, they have better school 20,81 55,33 10,66 11,17 2,03 100

results, are more forceful and successful.

It is necessary to apply the same approach to

all socially disadvantaged pupils. 10,15 15,23 8,12 41,12 25,38 100

The major group of socially disadvantaged
pupils consists of pupils of the Romany ethnic 16,24 35,03 16,75 26,9 5,08 100
group.

Socially disadvantaged pupils have more

. 16,75 51,78 10,15 19,8 1,52 100
educational problems.

I am afraid that socially disadvantaged pupils

are not well accepted by their peers. 18,27 60,41 6,09 14,72 0,51 100

The values in the table are given in %: 1-strongly agree, 2- agree, 3- neither agree nor disagree, 4-disagree, 5-
strongly disagree.

The statements focused on communication with external partners of a
school do not show particular indeterminacy of choices. About one half of the
respondents chose a negative option in both cases: “Communication with
competent institutions supporting the socially disadvantaged pupils is very
creative and effective” (53.3 %) and “Communication with a centers of
pedagogical and psychological support is (regarding the situation of the
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socially disadvantaged pupils) very active and rewarding” (48.22%), which
according to us shows the need to intensify communication and cooperation.

Category of items focused on characteristics of socially disadvantaged
pupils (see Table No. 5) was presented by five statements altogether which
were assessed by the respondents. In four of them certain prevalence has
occurred.

The prevalence of positive choice was most noticeable at statement “/ am
afraid that socially disadvantaged pupils are not well accepted by their peers”
which was confirmed by 78.68 % of the respondents. Altogether 76.14 % of the
respondents assume that “Children without social disadvantage have better
taking off, they have better school results, are more forceful and successful”
and 68.53 % of the teachers think that “Socially disadvantaged pupils have
more educational problems”. We appreciate the outcome of 66.5 % of the
respondents who disagree with a statement that “it is necessary to apply the
same approach to all socially disadvantaged”, showing at the same time that
the teachers consider a principle having respect for every individual. The
statement “the major group of socially disadvantaged consists of the Romany
ethnic group pupils” was positively assessed by 51.27 % of the respondents.

Discussion

In some areas the results of this investigation are not very cheering in some
regards. The investigated teachers themselves (87.31%) realize that their
attitude towards socially disadvantaged pupils (as a part of their social attitude)
affect the pupils — their education, development and socialization. Significant
percentage of the investigated teachers also assumes that cultural distinctions
have striking impact on education of pupils (72.58 %) and that a pupil is
negatively influenced by low economic status of the family (68.52 %,).
According to 60.91 % of the respondents this negative influence can also be
seen in communication with the family. As much as 63.96 % of the teachers are
not afraid to communicate. Altogether 78.68 % of the teachers are aware that
socially disadvantaged pupils are not well accepted by their peers and 76.14 %
of the teachers think that children without social disadvantage have better both
life and educational chances. There is a considerable percentage being aware
of how topical this issue is and how important is a need to approach socially
disadvantaged pupils individually (66.5 %). The investigated teachers
(78.17%) are also aware that presence of a socially disadvantaged pupil or
pupils significantly increases their workload which is according to 68.53 %,
e.g. caused by the fact that these pupils have more educational problems than
the group of pupils without social disadvantage.

The significance of attitude to the pupils with social disadvantage is proved
also by the fact that 62.44 % of the respondents states that according to their
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view the assessment of the pupil is affected not only by the results itself but
also by individual characteristics and situation of the pupil.

Approximately one half of all respondents (49.74 %) think that their
preparation for the work with the socially disadvantaged pupils is sufficient to
meet the needed results, 58.89 % of them states that they diagnose social
disadvantage without problems. Only less than half of the respondents think
they are competent enough to work with this group of pupils (49.74 %) and
43.66 % of the respondents think that they are sufficiently competent to
communicate with the families having pupils with social disadvantage.

There can be seen a certain rate of xenophobia from the attitude of the
respondents having chosen a positive option in case of a statement the
Romanies should adapt to major population (positive choice of 83.25%). It was
rather surprising to learn that 63.96 % of the respondents think that everyone
can solve his/her situation, if they want it hard enough which can be considered
to be a myth these days.

The research results might be misrepresented by various factors, in
particular by one called the guinea-pig effect when a respondent tends to play a
role which he/she considers to be the right one. Within the given scale, the
respondents used the middle values (neither agree, nor disagree), the reason for
this might be their hesitation and presentation of their real opinion because of
sensitivity of answers.

Conclusion

The education of socially disadvantaged pupils is a complicated issue, which is
being discussed by both professional and lay public. It is necessary to see that
this research (due to its scope) cannot reflect the whole issue of educating of
this assorted group of pupils. The core of the research was to analyze the
current state in the area of teachers’ attitudes and needs regarding the socially
disadvantaged pupils. Our starting point was the assumption that if we want a
teacher to impact positively on education of this group of pupils, he/she should
have an adequate, respectful and tolerant attitude towards this group. The data
obtained in this analysis can be a subject and a source for researches of wider
scope and consequently also for a research focused on verifying the influence
of obtained attitudes on educational process, as we assume that without a
proper knowledge of given issue we cannot expect a positive change in the area
of education socially disadvantaged pupils.
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Spravy

Slovenska pedagogicka spoloc¢nost’ pri SAV vroku 60. vyrocia
vzniku SAV

V tomto roku si SAV pripomina okrtthle vyro¢ie svojho vzniku. Je to
prilezitost’, aby aj vedecké spolocnosti ocenilo dlhodobu spolupracu so SAV.
Mnohé z nich to maju aj vo svojom oficidlnom nazve uvedené, ze pdsobia“pri
SAV*“. Rada slovenskych vedeckych spolo¢nosti pri SAV vo svojom
tohtoro¢nom programe pripravuje slavnostné zhromazdenie, ktoré¢ho cielom je
bilancovat’ a sucasne aj ukazat' ako uspesne sa rozvijaju podporné aktivity
spolo¢nosti pri rozvoji vedeckého vyskumu v jednotlivych oblastiach
slovenskej vedy ac¢im dokazu vedecké spolocnosti zaujat' SirSiu odbornu
i laicktl verejnostvo svojich popularizaénych aktivitach. Aj nasa spolo¢nost’
bude prezentovat’ svoje vysledky.

Slovenska pedagogicka spoloc¢nost’ pri SAV v roku 2002 obnovila svoju
¢innost’ po preruseni jej aktivit v roku 1989. Jej predsedom je od tohto roku
prof. L. Machacek. Slovenska pedagogicka spolo¢nost’ patri v sucasnosti k
stredne velkym spolo¢nostiam v rdmci SAV. Jej pocet ¢lenov sa stabilizoval na
urovni 100 ¢lenov. Celkovy pocet evidovanych Clenov je sice 161, ale iba 96
z nich si riadne plati ¢lenské poplatky. V rokoch 2010, 2011 a 2012 pribudlo 15
novych ¢lenov, predovsetkym doktorandov.

V uplynulych rokoch sa realizovali tradicné formy Cinnosti: pre ¢lenov boli
zorganizované pravidelné odborné prednasky (napr. prof. Svec, prof.
Ondrejkovi¢) na katedrach pedagogiky filozofickych a pedagogickych fakult.
Sekcie spolo¢nosti organizujii vedecké konferencie spolocnosti v tradicnych
terminoch kazdy rok (napr. vysokoskolska pedagogika pod vedenim PhDr. M.
Sirotovej). Sekcia socialnej pedagogiky pod vedenim doc. Z. BakoSovej
dlhodobo pripravuje svoj terminologicky a vykladovy slovnik. Sekcia dejin
Skolstva a pedagogiky pod vedenim PhDr. V. Michalicku organizuje
spomienkové stretnutia s osobnostami pedagogickej vedy na Slovensku pri
prilezitosti dna ucitel'ov.

Sekcia sociologickej pedagogiky spolupracuje s IUVENTou — Slovenskym
inStititom mladeze na novych vyskumnych projektoch v oblasti prace s
mladeZzou vo volnom c¢ase (PhDr. J. Mihalikov4, PhD.). Finan¢nu podporu
ziskalo viac ako 10 novych vyskumnych projektov, najmid doktorandov
v pedagogickych vedach (www.iuventa.sk). Tato tradicia predstavuje jedno
z mala prepojeni pedagogického vyskumu na vyznamnu oblast’ Statnej politiky.

Pravidelne sa aktualizuje webova stranka vedeckej spoloc¢nosti
(www.spaeds.org). Je vSak zrejmé, ze po istom Casovom odstupe si zaslizi
,,novu tvar®.
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Celoslovenské vedecké konferencie ako celoslovenské reprezentativne
podujatia sa konali v dvojrocnych intervaloch (2004, 2006, 2008, 2010, 2012)
vzdy spolo¢ne s valnym zhromazdenim naSej vedeckej spolocnosti. Tieto
konferencie sa organizuju v spolupraci s Katedrou pedagogiky FF UCM (prof.
J. Danek) v Trnave. Myslime si, ze pohl'ad na uplynult dekadu ukazuje, Ze
priestor utvoreny nasou vedeckou spolo¢nost'ou nie je iba ,,pasivnym® zberom
toho, €o sa objavilo na vedeckych pracoviskdch. Vedeckd spolo¢nost’ dala aj
mnohé podnety, aby sa vyskumna orientacia v pedagogickych vedach prime-
rane menila a aktualizovala.

V roku 2008 sa Slovenska pedagogicka spolo¢nost’ stala riadnym ¢lenom
Europskej pedagogickej spolocnosti (EERA). Nominovany zastupcom je
Clenka vyboru PhDr. P. Korsnakova asGfasna hlavna redaktorka
Pedagogika.sk. NaSa spolupraca sa UspeSne rozvija a postupne bude mozné
zapojit’ do jej aktivit viacerych clenov spolo¢nosti. Dokonca sme vyrovnali
nase finanéné podiznosti za &lenské v rokou 2012 a 2013.

Od roku 2010 Slovenska pedagogicka spolo¢nost’ pri SAV je vydavatel e-
casopisu pre pedagogické vedy Pedagogika.sk.(www.casopispedagogika.sk) Jej
prvym hlavnym redaktorom bol prof. P. Gavora. Casopis sa stava doleZitym
nastrojom zjednocovania pedagogickej komunity na Slovensku a napomaha
prezentovat’ vysledky jej vyskumu v medzinarodnom kontexte. Vydavatel stoji
pred strategickym rozhodnutim ¢i zapojit’ autorov do jeho spolufinancovania.
Casopis vycerpal vietky finanéné zdroje, ktoré sa podarilo naakumulovat
v prvom trojro¢nom obdobi najma zasluhou prof.Gavoru.

Nasa vedecka spolo¢nost’ uspesne ukoncila svoje aktivity v roku 2012
(s financnym prispevkom SAV vo vyske 1400 eur) a vstupuje do roku 2013
s tradiénymi projektmi (s finanénym prislubom vo vyske 1200 eur), ktoré
predlozili najmé vedtci sekcii.

Je vSak zrejmé, Ze pozitivna bilancia v roku jubilea SAV nebrani vidiet,, Ze
aj pedagogicka vedecka spolocnost’ stoji v nasledujicom obdobi pred kompli-
kovanymi rozhodnutiam, ktoré st spojené aj s generacnou vymenou. Dufame,
7e sa jej podari zvladnuat’ aj tuto nie najl’ahsiu ulohu bez ,,straty kvetinky*.

Prof. Ladislav Machacek

predseda SpaS pri SAV
Bratislava, Trnava 13. 3. 2013
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Jubileum polskych andragogi

Obdobi po roce 1990 je v Polsku charakterizovano zna¢nou vlastni aktivitou
andragogickych stfedisek ptisobicich zejména na vysokych skolach, poradanim
celopolskych andragogickych védeckych konferenci — Casto s mezinarodni
ucasti, vydavani periodickych publikaci a bohatou knizni produkci.

K vyznamnym meznikiim v ¢innosti polskych andragogii patii rok 1993,
kdy vzniklo Akademickie Towarzystwo Andragogiczne (Akademické andrago-
gické sdruzeni — ATA), soustfed’ujici andragogy vysokych Skol, center
ustavicného vzdelavani a osvétovych sdruzeni.

Idea vzniku ATA, spolcujici védecké pracovniky a dalsi lidi zabyvajici se
edukaci dospélych, se zrodila v roce 1993 v Lodzi, v dob€ konéni prvni polsko-
némecké konference pod ndzvem Profesjonalizacja akademickiego ksztafcenia
andragogicznego (Profesionalizace vysokoskolského andragogického vzdela-
vani), zorganizované piedstaviteli Némeckého svazu lidovych vysokych skol
(DVV) se sidlem v Polsku. Prvni sjezd se konal vtémze roku v Toruni.
A préve starobyla Toruni se po dvaceti letech stane ve dnech 15. — 16. kvétna
zde pod heslem: ,DYNAMIKA IDENTITY — Teorie a praxe vzdélavani
dospélych setkaji na druhém kongresu, jehoz potadateli jsou Pedagogicka
fakulta Univerzity Mikuladse Kopernika, Centrum pro dalsi vzdélavani v Toruni
a Vyssi odborna Skola ekonomicka v Bydhosti.

Sidlo ATA je na VarSavské univerzité (Uniwersytet Warszawski — UW),
Pedagogické fakulté, ul. Mokotowska 16-20 ve VarSavé. Soucasnd prezidentka
Spolecnosti, E. —M. Skibinska, ndm v rozhovoru k vyro¢i ATA fekla: ,Nase
Spolecnost plsobi v nekolika oblastech jako je naptiklad rozvoj andragogiky
jako teorie vzdélavani dospélych, vyzkum, zahajeni a podpora novych forem
vzdélavani dospélych, odborné vzdélavani andragogt a Sifeni andragogickych
praktickych a teoretickych znalosti mezi studenty pedagogickych vysokych
Skol, kazdoro¢ni ,,Letni Skoly mladych andragogl a znalcli v poradenstvi® a
dalsi aktivity. Diky usili ATA v roce 2010 byla profese andragog zapsana do
celostatni klasifikace profesi a specializaci.*

Hlavni pfinos organizace ATA lze shledavat
v integraci polskych andragogi, jejich Gsili o uznani
andragogiky jako védy a ve vyznamném vkladu
v oblasti vyzkumu a védy, véetné Siroké publikaéni
¢innosti, prispivajici k profesnimu rlstu a popularizaci
andragogiky Sirokym vrstvam obyvatel.

Spolecensko-osvétova ¢innost ATA je organizovana
na vysokych Skolach, kde jsou uplatiiovany formy
edukace dospélych a prednasky z andragogiky. Zde vyvijeji aktivitu skupiny
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ochotnych lidi, ktefi délaji vSe pro rozvoj a modernizaci riznych forem
edukace dospélych, vyzkumu a teoretickych analyz zandragogiky a sni
spojenych véd.

Napliiovani svych cild spole¢nost realizuje organizovanim studif,
prednaskami, seminafi, konferencemi a védeckou cinnosti v oblasti edukce
dospélych a andragogiky s ucasti polskych a zahrani¢nich védcid, edi¢ni a
publikacni ¢innosti a dal§imi formami ¢innosti jako poradenstvi a organizovani
vzdé¢lavacich kurzi.

Spolecnost ma v soucasnosti 71 tadnych clenti, které tvoii akademicti
ucitelé, védecti pracovnici, ucitelé nebo jini organizatoti edukace dospélych.
Nejvyznamnéjsi profesoii — seniofi polské edukce dospélych jsou Cestnymi
Cleny. Aktualné to jmenovité jsou: T. Aleksander (Krakéw), O. Czerniawska
(Lodz), A. Kargulowa (Wroctaw), J. Kargul (Wroctaw), J. Potturzycki
(Warszawa) a A. E. Wesolowska (Warszawa).

Za dobu své existence nalezi ATA knejvyznamnéj$Sim organizacim
v Polsku, kterd sjednocuje andragogické prostfedi. K dosazeni svého cile mimo
jiné podnika riizné iniciativy jako naptiklad:

e Edukacja Dorostych (Edukace dospélych) je védecky Casopis, ktery vydava
ATA od roku 1993. Do konce roku 2007 to byl ctvrtletnik, od roku 2008
vychazi jako pilro¢nik. Hlavnim poslanim je prezentace nejnovéjsich
teoretickych trendll v oblasti andragogiky a vysledki vyzkumu provadéného
védci a akademiky, vyména nazori andragoghi — praktikl, nabizejicich
vyznamné postupy a prezentaci uspéchti v praxi vzdeélavani dospélych,
priblizovani teoretickych feseni pro praktickou ¢innost a sdileni zkuSenosti.

e Biblioteka Edukacji dorostych (Knihovna edukace dospélych), kterou
dosud tvoii 44 svazkl. VétSina knih je kolektivnim dilem vice autorti nebo se
jednd o sborniky z mezinarodnich konferenci, uskutecnénych v Polsku.
Pfinosem jsou také individualni autorské publikace, tematicky zaméfené na
tradice polské teorie a praxe edukace dospélych a na zkusenosti ve vzdélavani
dospélych v jinych evropskych zemich, Australii, Americe a jinde. Autofi
prezentuji své pohledy, védecké vysledky a nastifiuji spoleCenské potieby
v oblasti vzdélavani dospélych. Sympatické na této edici je, ze polsti
andragogové jsou sami autory, korektory, piekladateli cizojazyénych anotaci a
zahranicnich ptispévk.

e Rocznik andragogiczny (Andragogicky roc¢nik) je nejdéle vychazejici
pravidelny titul polskych andragogt sdruzenych v ATA. Dosud bylo vydano 17
almanachu, pti¢emz dva byly souborem dvouletého obdobi.

Piinasi védeckd pojednani a informace z oblasti vzdélavani dospélych
v Polsku i ve svété. Obsahem kazdého ,,ro¢niku® jsou teoretické zaklady a
vysledky andragogickych badani, pfiklady zpraxe, informace o edukaci
dospélych. Pfiblizena je rovnéZz mezinarodni spoluprace, pfinos a vyznam
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polskych andragogii formou biografickych portréti a dalsi. Zafazeny jsou také
recenze a hodnoceni kniznich novinek z dané védni oblasti. Autory ptispevkil
jsou univerzitni profesofi, védecti pracovnici, absolventi a studenti s andragogi-
kou specializaci a dalsi osobnosti 1 ze zahrani¢i.

Polskym andragogiim piejeme do dalSich let zasluzné prace ve vzdélavani
dospélych, aby se jim dafilo v lidech probouzet touhu po vzdelavani se v celé
$ifi Zivota a méli pii tom na paméti, ze na uceni neni zadny Clovek stary a slovy
Jana Amose Komenského, ze kazdy je ,,... tvor kuceni narozeny“ a ma-li
hodné¢ prospét ostatnim i sob¢, je potieba ,,... ¢asn¢ mu na vSecko oci otevriti a
k chapani v§eho smysly odemknouti...“. (Komensky, J. A.: ,,Vybrané spisy®,
svazek II. DIDAKTIKA, 2. vydani, nakladatelstvi knihkupectvi 1. L. Kober,
Praha, 1872, s. 37-48).

Jiti Pavlu

Konferencia Kvalitativni pristup a metody ve védach o ¢lovéku:
»Hranice normality“

Vdnoch 21. a22. januara 2013 sa konal XII. rocnik cesko-slovenskej
konferencie s medzinarodnou ucastou s nazvom Kvalitativni pristup a metody
ve védach o cloveku s témou Hranice normality. K hlavnym organizatorom
konferencie patrili Katedra psychologie Filozofickej fakulty Univerzity
Palackého v Olomouci v spolupraci s partnermi a organizacné zaistenie
zabezpecovala spolo¢nost’ Contexo. Konala sa pod zastitou Ministra Skolstva,
mladeZe a telovychovy CR P. Fialy, rektora Univerzity Palackého v Olomouci
M. Maslané a primatora mesta Olomouc M. Novotného. Konferencia sa
uskuto¢nila v historickych priestoroch barokovej budovy Konvikt — Umelecké
centrum Univerzity Palackého v Olomouci.

Hlavnym cielom tejto konferencie bolo preskiimanie ,hranic normality*
v optike (ne)normalnych jedincov, ¢i réznych socialno-vednych odborov. Jej
ustrednou témou malo byt predstavenie pouzitych kvalitativnych metéd vo
vyskumoch.

Konferenciu slavnostne zahijil predseda programového a organiza¢ného
vyboru A. Neusar, ¢len katedry psychologie FF UP v Olomouci, sekcie
teoretickej psycholodgie a po nom sa k slavnostnym prihovorom pridali aj rektor
UP v Olomouci M. Maslan, dekan FF UP v Olomouci J. Lach a veduci katedry
psycholégie FF UP v Olomouci M. Sucha.

Konferencia sa skladala z troch sekcii. Prva mala nazov: ,,Co je
(ne)normalne?“. Tu sa dali vypocut’ prispevky o definovani (ne)normality
z pohladu rdznych disciplin (pedagogika, psycholdgia, filozofia, socioldgia...).
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Témy sa zaoberali diagnostikovanim, posunom normality v priebehu casu,
pozitivnou deviaciou, odliSenim prijateI'ného od neprijatelného, subjektivnym
prezivanim l'udi mimo normu a pod. V druhej sekcii ,,Kvalitativny pristup vo
vyskume nebeznych ¢i tazko dostupnych populdcii” odzneli prispevky
poukazujlice na problémy, na ktoré moze vyskumnik narazat’ v roznych fazach
vyskumu. V tretej sekcii s ndzvom ,,Varia“ boli zaradené ostatné prispevky
prezentujuce vysledky vyskumu kvalitativneho pristupu.

Pocas dvoch dni bolo na konferencii odprezentovanych celkovo 70
prispevkov a 8 posterov. Musime podotknut’, Ze aj ked’ hlavnou témou mali byt
vyuzivané kvalitativne metody vo vyskume, z tohto hl'adiska nebola dimenzia
problému naplnena. PrednaSok so skutoéne uvadzanymi kvalitativnymi
metédami bolo iba zopar. Jednou znich bola sekcia Styri pristupy ku
kvalitativnej analyze, ktora prezentovali 1. Cermék, J. Koutnd Kostinkova,
T. Rihacek, R. Hytych, V. Chrz, L. Chalupnickova, K. Zabrodska, M. Perjano-
Sova, kde cez interpretativnu fenomenologicki analyzu, metdédu zakotvenej
teorie, narativnu a diskurzivnu analyzu boli analyzované rozhovory so Zenami
so skiisenostou rakoviny pfs. Vd’aka tymto metédam vystupoval v popredi
metodologicky aspekt jednotlivych analyz a vynikol tak sposob ako kazda
z uvedenych metdd spoluuréuje podobu svojich vysledkov. Tato prednaska
bola zaroven predstavenim pripravovanej knihy, ktora pontika prakticky navod
ako analyzovat data z perspektivy uvadzajucich Styroch metod.

Z ponukanych tém z oblasti normality nas oslovila prednaska 1. Smetacko-
vej. ,,Tomas nie je normalny chlapec: nemaskulinni chlapci v Skolskych
triedach”, ktora sa zaoberala genderovymi schémami u deti na zakladnych
Skolach a ich vplyvu na formovanie genderovej identity a vzajomnych vztahov.
Za zaujimavu ju povazujeme nielen kvoli prezentovaniu vysledkov, ale hlavne
z dovodu uvedenia komplexného priebehu vyskumu, v ktorom bolo pouzitych
niekol’ko metdod — pozorovanie, rozhovor, sociometricky dotaznik, rozbor
kresby a pop-pantheon. Vyskum sa zameriaval hlavne na chlapcov, ktori sa
svojim spravanim vymykaji predstave ,,idedlneho chlapca®“ a socialne
postavenie tychto chlapcov bolo d’alej analyzované prostrednictvom konceptu
,,border work* a ,,border stone*.

Okrem inych prispevkov sa normalitou zaoberali aj témy abnormalita
v medicine a hranice normality v praci. V sekcii hranice normality v praci
mohol zaujat’ prispevok P. Charvata s ndzvom Socidlna exkluzia ludi bez
domova — Bezdomovectvo z kvalitativnej vyskumnej perspektivy. 18lo o kvalita-
tivny antropologicky vyskum realizovany v prostredi prazskych bezdomovcov.
Okrem interview boli pouzité aj pozorovania ziskané spolunazivanim
samotného autora v skupine bezdomovcov. Dalsi nadvizujuci prispevok v tejto
sekcii bol od A. Neusara s nazvom Hodnota ,,nemat na to* alebo ako prilisna
lahkost (,mat na to“) casto nevedie ku kreativite, ale iba k normdlnemu
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(=stadovému) Zivotu. Tu autor zaujimavo zdoraziioval ako neprist’ o skuto¢né
hodnoty a pritom sa nedostat’ do bludného kruhu Zivota na dlh, pretoze sa
domnieva, Ze pre uvedomenie si skutocnych hodnét nie je potrebné zazit
nedostatok.

Ciel konferencie bol z nasho pohladu splneny, avSak osobne sme oc¢akavali
VaCsi prinos v oblasti predstavovania kvalitativnych metod, aky bol
prezentovany. Napriek tomu sme vSak ziskali bohaté informacie, ako
postupovat’ pri realizacii vlastnych vyskumov.

Silvia Malatinska, Iveta Sedliakova

Medzinarodna konferencia ,,Profesijné vzdelavanie pre vzdelavanie
profesii*

Od 30. novembra do 1. decembra 2012 sa v anglickom Birminghame uskutoc-
nila medzinarodna konferencia spoloc¢nosti IPDA (International Professional
Development Association), ktord sa venuje d’alSiemu vzdelavaniu ucitelov
v Eurdpe a vo svete. Historiu tohto podujatia je mozné sledovat’ od roku 2008,
v ktorom z britskych narodnych a regionalnych asociacii pre kontinualny
profesijny rozvoj ucitelov (CPD — Continuous Professional Development)
vznikla aj tato odbornd spolocnost. Jej cielom je podporovat, rozvijat
a presadzovat efektivne postupy a koncepcie pre profesijny rozvoj pedagdgov,
poskytnut’ priestor pre inovacie a skisenosti odbornikov, ktori sa tejto oblasti
venuju. Karentovanym ¢asopisom ,,Professional Development in Education sa
IPDA snaZi o disemindciu vyskumnych zisteni, metodologickych postupov
a odporucani v ramci d’alSieho vzdelavania ucitel'ov.

Univerzita v Birminghame v spolupraci s Astonskou univerzitou poskytli
moderné a funk¢né priestory svojho Konferencného centra. Medzinarodné
forum otvoril svojou inSpirativnou prednaskou emeritny profesor Univerzity
v Cambridge John McBeath, ktory ucastnikov konferencie vyzval k prehod-
noteniu vnimania ,,vodcovstva“ ariadenia procesov ucenia sa a vzdeldvania
v prostredi triedy, Skoly a aj samotnych komunit ucitel'ov, ktori cez formalne ¢i
incidentalne formy kontinualneho vzdelavania rozvijaja svoju profesionalitu.

Priblizne 90 pedagégov rdéznych stupiiov $kol a Skolskych vychov-
novzdelavacich zariadeni z mnohych krajin (Velkd Britania, Holandsko,
Francuzsko, Portugalsko, Izrael, India, Nigéria, Cina) prezentovalo svoje
prispevky v Styroch sekciach. Obsahovo sa zameriavali na tieto kI'uCové témy:
podstata atiloha vzdelavacich komunit ucitelov, obsah kontinualneho
vzdelavania pri zefektivneni Cinnosti Skoly, riadenie vzdelavania ucitelov
a rola vzdelavatel'ov pedagogickych a odbornych zamestnancov.
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Fakulta humanitnych vied Zilinskej univerzity prezentovala spolu s vy-
skumnym timom projektu Leonardo — PaCTT (Partnerships around Continuous
Teacher Training) priebezné vysledky analyz a komparacii paradigiem
a systétmov dalSieho vzdeldvania ucitelov v Siestich eurdpskych krajinach.
Partnermi projektu st ucitelia, vedeckovyskumni pracovnici a ¢lenovia
ministerstiev na Birmingham City University (UK), Paris Chambers of
Commerce (Francuzsko), National Institute for Training and Career
Development in Education (NIOKSO, Bulharsko), University of Beira Interior
(Portugalsko), Capa Anatolian Teacher Training High School (Turecko).
Finalnym produktom by mal byt navrh efektivneho modelu kontinudlneho
vzdelévania ucitel'ov, ktory by reSpektoval Specifika jednotlivych eurdpskych
krajin a zaroven by zaru€oval kvalitu ich vzdelavania.

Vedecké podujatie v Birminghame naplnenim svojich cielov a zamerov,
otvorenou diskusiou, formativnou evalvaciou cez vytvorené autodiagnostické
dotazniky pre kazdého ucastnika konferencie, tak vyrazne posunulo dopredu
odbornu oblast’ profesijného rozvoja nielen eurdpskych ucitelov. Z jednotli-
vych prednaSok a referatov sme zaznamenali niektoré odportcania, ktoré
sumarizujeme v nasledujucich bodoch:

- podporit’ také pristupy ku kontinualnemu vzdelavaniu ucitelov, ktoré
vyplyvaji z metdd, stratégii a foriem vzdelavania dospelych (napr. principy
mentoringu a koucingu),

- rozvijat’ najmi tie formy vzdelavania ulitelov, ktoré by sa realizovali
vramci Skoly, nie mimo nej (komparacia vzdelavania ,,inside of school® a
,outside of school®),

- analyzovat potreby Sskoly, triedy, ,ucitel'skej komunity” a podla nich
reagovat’ na vyber obsahu a foriem vzdelavacich programov, kurzov uréenych
pre ,,ucenie sa“ ucitel'ov,

- vnimat' délezitost medzindrodnych mobilitnych projektov (v ramci EU),
v ktorych by ucitelia ziskali nové skiisenosti, inova¢né pristupy a rozsirili svoje
profesijné kompetencie, naplnili isté Standardy d’alSieho vzdelavania,

- pomahat’ ucitelom vytvarat’ zo Skoly komunitu, nielen institiciu a organiza-
ciu. Zlepsit komunikaciu a vzajomnu sudrznost vramci ucitel'skych
pracovnych skupin, socidlnych sieti, neformalnych organizacii, zdruzeni a pod.
- podporit’ uucitelov ich vlastni sebaddveru a sebahodnotenie, pretoze
v mnohych krajindch sa zniZzuje socidlny status ucitela, degraduje sa jeho
profesionalita, $kola ako uiaca sa organizacia najviac ,,doplaca“ na politické
zmeny krajiny,

- zmenit filozofiu a koncepciu individudlneho modelu profesijného rozvoja
ucitel'ov na model zaloZeny na timovej spolupraci medzi ucite'mi, kooperacii
v ramci jednotlivych stupniov vzdelavania ¢i profesijnych odborov.
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Podrobny program konferencie a prehl’ad abstraktov jednotlivych prispevkov je
mozné najst na oficialnej stranke spolo¢nosti IPDA. Plenarne prednasky,
panelové odborné diskusie vyznamnou mierou prispeli k rozvoju pedagogiky,
andragogiky a pedeutologie nielen na Slovensku.

Andrea Kubalikova

Komentar k priloZenej fotografii: Konferencia v Birminghame (30. 11. — 1. 12.
2012) — niektori Clenovia z vyskumného timu projektu Leonardo — PaCTT
(zlava: Phil Taylor, Adrian Kacian, Elaine Matchett, Victor Cavaleiro, Alex
Kendall, Dina Pereira, Vlasta Cabanova, Pierre Vignes, Andrea Kubalikova).
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Maturitna skuasSka 2012 a Celoslovenské testovanie Ziakov 9. ro¢nika
ZS v $kolskom roku 2011/2012

V $kolskom roku 2011/2012 sa zrealizovala externa &ast’ (EC) a pisomna forma
internej ¢asti (PFIC) maturitnej skusky (MS), ktorej sa zicastnilo 59 465
maturantov zo 754 strednych §kol. Testy EC MS vychadzali z cielovych
poziadaviek na vedomosti a zru¢nosti maturantov pre jednotlivé predmety MS.
Jednym z ciel'ov testov EC MS bolo rozlisit’ vykony Ziakov tak, aby mohli byt
maturanti navzajom porovnavani. Dal§im z cielov testovania bolo zhodnotit’
uroven znalosti, zru¢nosti a kompetencii maturantov, ktoré su vymedzené
zakladnymi pedagogickymi dokumentmi.

Celkové priemerné uspesnosti v testoch EC MS sa pohybovali v rozmedzi
od 32,2 % (franctzsky jazyk uroven Bl) do 83,3 % (taliansky jazyk troven
B1). Celkové priemerné uspesnosti z predmetov, ktoré pisalo viac ako 200
ziakov, sa pohybovali od 42,9 % (nemecky jazyk trovein Bl) do 69,3 %
(mad’arsky jazyk a literatara).

Slovensky jazyk a literatura

V testoch z vyucovacich jazykov, slovenského jazyka a slovenskej literatury
odbornych §kol a konzervatdrii. V teste zo slovenského jazyka a literatiry
v oblasti Citania s porozumenim (66,4 %) Ziaci na velmi dobrej urovni
preukazali kompetenciu vytvorit’ logicky tisudok z informaécii, ktoré su v texte
explicitne vyjadrené. Ulohy vyzadujuce spracovanie implicitnych informacii na
zaklade medzitextového prepojenia a dedukcie boli rieSené s nizSou
priemernou uspesnostou. Nesuvisly text aulohy knemu zvladli Zziaci
s priemernou uspesnostou. V jazykovej zlozke (55 %) ziaci dosiahli najvyssiu
priemernu uspesnost’ v ulohach z lexikologie (72,3 %) — ur€ovanie vyznamu
slova v kontexte, synonyma, antonyma. Naopak, niZ§iu priemerni Uspesnost’
mali pri Glohdch zo zvukovej stranky jazyka (35,3 %) a z morfoldgie (44,6 %)
— urcovanie slovného druhu, gramatickych kategoérii a stupiiovanie prisloviek.
Literarna zlozka (46,4 %) bola pre ziakov najtazSou Castou testu. Pomerne
dobre sa orientovali v literarno-historickej a literarno-vednej terminologii (60,6
%), nizku priemernt UspeSnost’ preukéazali pri praci s umeleckymi jazykovymi
prostriedkami (39,3 %). Z porovnania priemernej Gispesnosti ziakov v teste zo
SJL v rokoch 2009 az 2012 z pohl'adu zriad’'ovatel'a mdzeme skonstatovat, Ze
najvyssiu priemernu uspesnost’ dosiahli za sledované obdobie Ziaci cirkevnych

cvve
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Cudzie jazyky
V skolskom roku 2011/2012 v zmysle novely vyhlaSky Ministerstva Skolstva
Slovenskej republiky o ukoncovani $tudia na strednych Skolach platnej od 1. 9.
2011 vSetci ziaci gymnazii maturovali z povinného cudzieho jazyka na Grovni
B2. Ziaci SOS a konzervatorii si troveit povinného cudzieho jazyka mohli
zvolit. Uroveii B2 si zvolilo iba 1,3 % ziakov zo SOS a konzervatérii. Oproti
minulym rokom sa vyrazne zvysil podiel maturantov, ktori dosiahli v testoch
z anglického jazyka (AJ) urovenn B2 anemeckého jazyka (NJ) urovenn B2
priemernu uspesnost’ nizsiu ako 33%.

V teste z AJ uroven B2 dosiahli Ziaci najvysSiu priemernt UspesSnost’
v Citani s porozumenim (57,6 %), priCom najvacsie tazkosti im sposobovalo
prirad’'ovanie viet do kontextu, najviac sa im darilo pri urCovani spravnosti
a nespravnosti vyrokov a vyhladavani Specifickych informacii v texte. NiZsiu
priemernu uspesnost’ (55,8 %) dosiahli v pocivani s porozumenim, kde mali
uspesnost’ dosiahli v gramatike a lexike (52,7 %), kde boli ziaci menej uspesni
pri doplitani slov do kontextu. Vyraznejsie rozdiely v priemernej Gispesnosti
v testovanych oblastiach boli zaznamenané v teste z AJ uroveit B1: najvyssia
priemerna uspesnost’ v pocivani s porozumenim (58,7 %), nizSia v Citani
v gramatike a lexike (39,4 %).

V teste zNJ trovenn B2 bola najvyssia priemerna uspe$nost’ dosiahnuta
v gramatike a lexike (48,6 %), kde ziakom spdsobovali t'azkosti spojky a ulohy
s narocnejSou slovnou zasobou a kontextom. NizSiu Uspesnost’ dosiahli Ziaci
v pocivanim s porozumenim (47,8 %), kde mali problémy s tlohou na
doplnenie pozadovanej lexikalnej jednotky do zhrnutia textu. Najnizsia
uspesnost’ bola dosiahnutd v ¢itani s porozumenim (37,8 %), ziaci boli
uspesnejs$i v ulohach na identifikovanie zédkladnych informacii, problém mali
s tlohami vyzadujicimi naro¢nejsie myslienkové operacie. V teste z NJ Giroven
B1 ziaci dosiahli najvy$siu priemernti uspeSnost’ v po¢uvani s porozumenim
s porozumenim (38,2 %).

V PFIC MS zvyutovacich acudzich jazykov dosiahli Ziaci vysledky
porovnatelné s vysledkami EC MS.

Matematika

V teste EC z matematiky bola priemerna tspesnost’ ziakov 50,8 %. Ziaci oboch
druhov $kol boli najuspesnejsi v oblastiach zaklady matematiky a kombinato-
rika, pravdepodobnost’ a Statistika. Najniz§iu priemerni uspeSnost dosiahli
v stereometrii. Najvéacsie rozdiely v priemernej uspeSnosti ziakov gymndzii
a strednych odbornych §kol sme zaznamenali v ulohach zameranych na grafy
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a vlastnosti funkcii a v tllohdch zameranych na vyuzitie analytickej geometrie v
planimetrii. Z porovnania priemernej uspesnosti v testoch z MAT v rokoch
2009 — 2012 zpohladu zriadovatela mozeme zhodnotit, Zze v poslednych
rokoch sa rozdiely medzi priemernymi uspeSnostami ziakov §kol jednotlivych
zriad’ovatel'ov postupne zmensuju.

Na zaklade udajov z merani realizovanych v ramci EC MS v rokoch 2006
az 2012 vieme rozoznat urcité tendencie ziakov pri vybere maturitnych
predmetov aurovni. Dlhodobo pozorovanym javom je skutocnost’, ze Al je
preferovanym cudzim jazykom. Medziro¢ne narastol podiel maturantov z AJ
70 68,6 % na 74,0 %. Zaujem o maturitu z d’alSich cudzich jazykov klesa
(s vynimkou ruského jazyka). Pocet ziakov, ktori maturuji z matematiky, tiez
klesa. Zaujimavé vSak je, ze ide predovsetkym o pokles poctu gymnazistov
maturujucich z MAT, pri¢om podiel maturantov z MAT zo SOS v sledovanom
obdobi rokov 2009 — 2012 rastie. Podrobné analyzy vysledkov EC a PFIC MS
v Skolskom roku 2011/2012 zjednotlivych predmetov st obsahom
predmetovych sprav, ktoré NUCEM zverejiiuje na svojej webovej stranke
www.nucem.sk.

Nérodny tstav certifikovanych merani vzdelavania (NUCEM) je zodpo-
vedny v zmysle zakona ¢. 245/2008 Z. z. o vychove a vzdelavani a o zmene
a doplneni niektorych zadkonov v zneni neskorsich predpisov (dalej iba Skolsky
zakon) za pripravu a odborné zabezpecenie externého testovania Zziakov
zakladnych $kol. V skolskom roku 2011/2012 realizoval po Stvrtykrat v poradi
uz desiate celoslovenské testovanie Ziakov 9. ro¢nika zakladnych $kél (ZS)
pod nazvom Testovanie 9 (T9).

Celoslovenské testovanie Ziakov 9. roénika ZS je sumativne hodnotenie
ziakov na vystupe zo stupnia ISCED 2, ktoré sa realizuje prostrednictvom
centralne zadanych Standardizovanych testov. Testovanie 9 ma ambiciu byt’
objektivnym nastrojom na meranie a porovnavanie vykonov jednotlivych
ziakov a 8kol. Cielom testovania je porovnat’ vykony Ziakov v testovanych
predmetoch ana zaklade vysledkov ziakov poskytnut’ spétni vdzbu Skoldm
o ich urovni v porovnani s ostatnymi Skolami na Slovensku. Ciel’ testovania
urcuje aj celkové nastavenie, druh, Specifikaciu testov (rozliSovaci, normativny
test, NR test) a metodiku hodnotenia. Vysledky testovania, ktoré rozliSuju
ziakov podla ich vykonov, maju rozhodujlici vyznam pri prijimani ziakov na
stredné Skoly. V zmysle Skolského zakona st vysledky Testovania 9 jednym
z kritérii prijatia ziakov na stredné skoly.

Dia 14. marca 2012 sa celoslovenského testovania Ziakov 9. roénika ZS
zhcastnilo celkovo 43 513 Ziakov z 1 449 zakladnych §kol. Ziaci boli testovani
z predmetov matematika, slovensky jazyk a literatira, madarsky jazyk a
literattra, slovensky jazyk a slovenska literatira a ukrajinsky jazyk a literatara.
Testy pisalo 40 604 Ziakov z 1 310 $kdl s vyuCovacim jazykom slovenskym,
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2 874 ziakov zo 124 §kol s vyucovacim jazykom madarskym a 35 ziakov
z 3 kol s vyuCovacim jazykom ukrajinskym. Testovania sa zacCastnilo aj 2 431
ziakov so zdravotnym znevyhodnenim.

Vysledky Ziakov 9. ro¢nika ZS v testovanych predmetoch

Test z matematiky

Test z matematiky rieSilo 43 485 ziakov, priemerna uspesnost’ testu bola
57,5 %. Chlapci riesili test s uspeSnostou 57,3 % adievcatd s uspesnostou
57,8 %, pricom tento rozdiel nebol vecne vyznamny. To znamend, Ze chlapci
i diev€ata dosahuju v matematike porovnatelné vykony.

Test zo slovenského jazyka a literatary

Test zo slovenského jazyka a literatiry pisalo 40 633 ziakov, priemerna
uspesnost’ ziakov v teste bola 54,5 %. Chlapci riesili test s GspeSnost'ou 52,0 %
a dievcata s tispeSnostou 57,0 %, pricom tento rozdiel nebol vecne vyznamny.
Test z mad’arského jazyka a literatiry

Test zmadarského jazyka a literatury pisalo 2 862 ziakov, priemerna
uspesnost’ ziakov v teste bola 56,4 %. Chlapci riesili test s tspesnost'ou 54,1 %
a dievcata s uspeSnostou 59,0 %. Rozdiel medzi priemernymi uspesnostami
chlapcov a dievcat sa Statisticky potvrdil v prospech dievcat avsak nebol vecne
vyznamny.

Test zo slovenského jazyka a slovenskej literatury

Test zo slovenského jazyka a slovenskej literatiry pisalo 2 862 Ziakov zo $kol
s vyuCovacim jazykom mad’arskym. Priemerna uspesSnost’ Ziakov v teste bola
59,4 %.Chlapci riesili test s UspeSnostou 56,7 % a dievCatd s uspesnostou
62,3 %, pricom rozdiel medzi priemernymi UspeSnostami chlapcov a dievcat
nebol vecne vyznamny.

Test zo ukrajinského jazyka a literatiry

Test z ukrajinského jazyka a literatary pisalo 35 ziakov, ich priemerna
uspesnost’ v teste bola 73,1 %.

Ziaci s ispeSnost'ou 90 % a viac

V Skolskom roku 2011/2012 dosiahlo 1,8 % ziakov zo §kdl s vyucovacim
jazykom slovenskym a 2,0 % ziakov zo 8kol s vyuCovacim jazykom mad’ar-
skym v kazdom predmete samostatne tispesnost’ najmenej 90 %. Rozhodnutie o
prijati tychto ziakov na $tadium na strednej Skole bez prijimacej skusky je
v kompetencii riaditel’a strednej $koly.

Vysledky skol T9-2012

Vysledky $kol z T9-2012 st zverejnené na novom portali VYSLEDKY 2012
na internetovej stranke http://dataportal.nucem.sk/vysledky/. Aplikacia umoz-
nuje Skolam vytvorit’ vlastny prehlad vysledkov T9-2012 formou tabulky.
Tabul’ka obsahuje vSetky z(castnené $koly z vyberu podl'a pontkanych filtrov
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— zriadovatel' Skoly, vyuCovaci jazyk Skoly a testovany predmet. V ramci
tabulky je mozné usporiadat vybrané Skoly podla kazdého z ponukanych
udajov, napriklad podl'a uspesnosti, vzostupne alebo zostupne. Po kliknuti na
akukol'vek Skolu sa zobrazia zakladné tidaje o Skole a tiez vysledky danej Skoly
zo vsetkych testovanych predmetov T9-2012. V tabul’ke su okrem inych udajov
zverejnené aj informacie o pocte ziakov so zdravotnym znevyhodnenim
a priemernych zndmkach skoly za jednotlivé testované predmety.

Zistenia z didaktickych analyz

Z hladiska didaktickej analyzy sa v teste z matematiky preukazalo, ze ziaci pri
vystupe zo ZS nemaji osvojené zakladné ucivo z geometrie, z kombinatoriky,
pravdepodobnosti a $tatistiky do takej hibky, aby ho vedeli efektivne pouzit
v ulohéch s vysSou kognitivnou néarocnostou. Najslabsie vysledky dosiahli
ziaci v geometrii av kombinatorike. Viaceri Ziaci 9. ro¢nika ZS maji
nedostato¢ne rozvinuti priestorova predstavivost, nedokazu rozlozit' zlozené
geometrické tvary na jednoduchsie, absentuje u nich schopnost’ napldnovat’ si
stratégiu rieSenia ulohy.

V teste zo slovenského jazyka a literatury ziaci zvladli nové typy uloh
zamerané na Citanie s porozumenim, preukazali na dobrej urovni zrucnost’ vo
vyhladavani informacii z réznych pramenov — ziaci dokézali, Ze ich kompeten-
cie vpraci stextom sa v mnohych ohladoch zvysili. Dokazali vyhladat,
pomenovat’ a oznacit' ziadané informacie v sivislom i nesuvislom, v umelec-
kom ivecnom texte aniektoré znich aj dalej spracuvat. V ulohach
vyzadujucich vyssi stupen kompetencii spracovania znamych i neznamych
poznatkov mali Zziaci tazkosti s uplatnenim schopnosti porozumiet zmyslu
obsahu celého textu. Viaceri nedokéazali spracovat’ informdacie v niektorych
textoch, roztriedit’ ich na podstatné a nepodstatné a zaujat’ k nim stanovisko,
avSak niektori ziaci nedokazali vykonat' ani selekciu informacii, aby ich
nasledne mohli vyuzit. Pomerne nizku troven dosiahli ziaci pri zvladani tloh
zameranych na uplatnenie jazykovych pravidiel v beznych komunikacnych
situaciach.

NUCEM planuje aj nad’alej zachovat v procese testovania zavedené
postupy a zarovenn hladat dalSie kroky, ktoré by prispeli kjeho vyssej
efektivite a objektivnosti. Stcasne oCakdvame, Ze aj d’alSie ziCastnené strany,
Skoly aich zriadovatelia, zaujm( profesionalny pristup k Testovaniu 9.
NUCEM kazdoroéne pristipi k vyhodnoteniu zavedenych opatreni a zistenia
poskytne Ministerstvu $kolstva, vedy, vyskumu a $portu, Statnej Skolskej
inSpekecii, krajskym Skolskym tiradom a zriad’ovatel'om §kol.

Citatel' najde podrobnejsie informacie v nasledujiicom texte: Brestovska, K.,
Dankova, J. a i. Sprava o priebehu a vysledkoch externej casti a pisomnej
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formy internej casti maturitnej skusky v Skolskom roku 2011/2012. Zostavil
M. Repovsky. Bratislava: NUCEM, 2012.

Alzbeta Palackova, Miroslava Misova, Eva Polgaryova
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Recenzie

LUKASOVA, Hana: Kvalita zivota déti a didaktika
Praha : Portal, 2010. 202 s.

V Ceské republice je od roku 2004 legislativné ukotveno pojeti edukace zalo-
zené zejména na osobnostné socidlnim a mravnim rozvoji. V dikci skolského
zakona je mezi tzv. obecnymi cili vzdélavani na prvnim misté uveden ,, ...
rozvoj osobnosti cloveka, ktery bude vybaven poznavacimi a socialnimi
zpusobilostmi, mravnimi a duchovnimi hodnotami pro osobni a obcansky Zivot,
vwkon povolani nebo pracovni cinnosti, ziskavani informaci a uceni se v prii-
béhu celého Zivota.* Nasledné kurikularni dokumenty na statni urovni (ram-
cové vzdélavaci programy) potvrdily toto pojeti edukace, kdyZz zavazné stano-
vily pro jednotlivé stupné vzdélavani kompetencni cile.

Vyznamny okruh osobnosti Ceské pedagogiky prosazuje toto ,.celostni®,
»Tozvojoveé® pojeti edukace prakticky od pocatku devadesatych let, a to v od-
borné tvorbé, vyzkumném nasmeérovani svych pracovist i v roviné osobniho
jednéni. Patfi k nim mj. profesorka Hana LukaSov4, od roku 2000 vedouci
katedry pro primarni pedagogiku a alternativni vzdélavani Ostravské univerzity
a feSitelka domacich i mezinarodnich projektd zkoumajicich mj. zmény v pojeti
ucitelské profese. V textech vydanych od roku 2010 Hana Lukasova opakované
vyzyva ucitele, aby se nebali tvotfivé uchopit svobodu, kterou jim poskytuje
platné vymezeni cili vzdélavani, a promitli je do své vyuky.

Tato recenze se zaméfi na publikaci Kvalita Zivota a didaktika, ktera je
ceskému Ctenafi k dispozici jiz od roku 2010, kdy v nakladatelstvi Portal vyslo
prvni vydani. Autorka si je védoma toho (s. 18), jak obtizné je pro Ceské ucitele
promyslet rozvojové pojeti edukace vzhledem k tomu, jak silné kofeny ma u
nas pojeti opacné, tj. vwkonové. Ve svém textu proto usiluje o operacionalizaci
rozvojového pojeti do roviny praktické vyuky.

Prvni ze ¢tyf kapitol recenzované knihy vymezuje autoréino pojeti obou
pojmul z nazvu - didaktika 1 kvalita Zivota déti. Slovy autorky samotné, ucitel
muze ve vyuce ,,vidét zaka bud’ celého, nebo ho redukovat jen na "hlavu’, ktera
chodi do Skoly* (s. 9). Vidéet zaka celého klade na ucitele narok prispivat ke
kvalit¢ jeho zivota a vést ho k tomu, aby za ni postupné piebiral vlastni
zodpovédnost. Kvalitu Zivota zéka by mél ucitel podle autorky promyslet v péti
oblastech, totiz v oblasti somatického rastu, psychického a socialniho vyvoje,
seberozvoje jeho Ja a spiritudlniho rozvoje. (Téchto pét dimenzi ovliviiovanych
Skolni edukaci identifikoval v pojmu kvalita zivota jiz v letech 2006 — 2009
tym zapojeny do vyzkumného projektu GACR Kvalita Zivota u déti a dospi-
vajicich s profesorem MareSem jako hlavnim feSitelem a na$i autorkou jako
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jednou ze spolufesitelek; kniha tedy nyni rozviji didaktické souvislosti téchto
zjisténi.

Ma-li model vyuky piispivat ke kvalité zivota zakd, musi v ném hrat klico-
vou roli péce o vztah ucitel-zak, argumentuje autorka (s. 23). Ve druhé kapitole
proto stavi proti sob& vyukové strategie povzbuzujici rozvoj zaku (stimulujici)
a ty, které naopak rozvoj brzdi (inhibi¢ni). S Cetnymi odkazy pievazné na
ceskou i slovenskou pedagogicko-psychologickou literaturu objasiiuje dillezi-
tost stimulujicich strategii s védomim, ze pro uclitele nemusi byt samoziejmé,
protoze neodpovidaji jejich vlastni zakovské zkuSenosti ani zaméfeni jejich
profesni ptfipravy. Tuto obtiz maji Ctenafi pomoci piekonat kapitoly tfeti a
ctvrtd, tvotici jadro recenzované knihy.

Kapitola treti ukazuje, jak mize ucitel promyslené zvySovat kvalitu zivota
zakt ve vSech péti oblastech, kde ji ovliviuje Skolni vyuka. Somaticky rist a
zrani zakl (oblast I) je podle autorky ohrozovan napiiklad vnucenym tempem
vyuky, nedostatkem pohybu ¢i nadmérnou zatézi; pozitivné mize naopak
pusobit rytmické stiidani aktivit, tvofivé vypravéni ucitele a ovSem vSimavost
k obtizim zakli. Moznosti podpory psychického rozvoje zaki (II) autorka
neomezuje na oblast kognitivni, naopak ukazuje moznosti rozvoje emocional-
niho a konativniho. V oblasti socidlniho rozvoje (III) vyzdvihuje kuptikladu
vyznam dobrého klimatu tfidy a Skoly, v oblasti rozvoje zakovské identity (IV)
uditeldv vliv na kognitivni, emocionalni i konativni pojeti zakovského JA. Pro
podporu spiritualniho ristu (oblast V) odkazuje text ¢tenafe na publikace au-
tord Matéjcka, Smékala, Heluse, Riese, Vacka ¢i Palouse, ze zahrani¢nich jmen
napiiklad na Bubera, Lievegoeda ¢i Haase. Vybérem zdroji a odkazl v této
kapitole ukazuje autorka c¢tenafi, kde ona sama nachazi (a tedy i on miZze
nalézt) v literatufe opory pro celostni pojeti rozvoje Zaka, nez aby si Cinila
narok na uplnost vyctu.

Kapitola ¢tvrta promysli zakladni didaktické kategorie z hlediska rozvojo-
vého pristupu. Jak ma ucitel rozhodnout o cilech, metodach ¢i vhodnych
organiza¢nich formach vyuky, o materialnich didaktickych prostiedcich a také
samoziejmé o adekvatnim zplsobu hodnoceni, aby rozvijel kvalitu Zivota
zakt? Text je cenny jak praktickymi navody pro uditele (jimz je uréen piede-
v§im), tak pro odbornou pedagogickou vetejnost tim, Ze az na uroven vyuco-
vaci hodiny domysli didaktické souvislosti rozvojového pojeti edukace.

Didaktika Hany LukaSové je normativni svym piiklonem k rozvojovému
pojeti edukace a argumentaci v jeho prospéch. Autorka pojmenovava a reflek-
tuje vlastni hodnotova stanoviska, coz je v socialnich védach obecné uznava-
nou podminkou zjednavajici normativnimu pfistupu legitimitu. Pravé svou
(deklarovanou a reflektovanou) normativitou se jeji text liSi od pfevazné
deskriptivniho, systematizujiciho pfistupu didaktik jinych autort. Tim, ze Hana
Lukasova odmita redukovat didaktiku naptiklad na popisny vycet kategorii ¢i
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problém efektivity preddvani obsahtl, je jeji autorsky pocin po mém soudu
ojedin€ly. Kniha tim miZe byt pfitazliva i pro ucitele z praxe, ktefi ve své
vyuce s implicitnim pojetim ditéte (a stylu vyuky) pracuji, avSak ne vzdy je
kriticky reflektuji.

Svym zaméfenim a celkovym vyznénim ma kniha Hany LukasSové charakter
vyzvy, aby ucitelé tvotivé uchopili svobodu, kterou jim dava kompetencni a
rozvojové vymezeni cili vzdéldvani v Ceskych kurikuldrnich dokumentech,
rozhodli o charakteru vlastni vyuky a ptevzali za své kvalifikované rozhodnuti
zodpovédnost.

Magdalena MareSova

Katedra pedagogiky a psychologie

Fakulta ptirodovédné-humanitni a pedagogicka
Technicka univerzita v Liberci

MACHACEK, Ladislav — KROSLAK, Stanislav: Dve 3koly
demokracie
Olomouc : Obcianske vzdelavanie a Skolska samosprava UPOL, 2012. 81 s.

V stcasnej rozvijajucej sa demokratickej societe, v ktorej st vytvorené rela-
tivne vhodné podmienky na to, aby sa aktivna ucast’ obanov na sprave verej-
nych zalezitosti plnohodnotne prejavila, dochadza, paradoxne, k opa¢nému
javu. Mame moznost’ sledovat’ deficitné prejavy demokracie vo forme Coraz
vicsej apatie obyvatel'stva sa akymkol'vek sposobom podielat’ na celo-
spolo¢enskom diani. A ked’Ze v procese socializacie ¢loveka zohrava dolezit
ulohu vek, je dolezité vstepovat’ pozitivne navyky, podporujuce participaciu, uz
v mladosti, aby sme sa od tohto nelichotivého trendu postupne odvracali.
Nakol’ko je obcianska zodpovednost’ nevyhnutnou podmienkou zmysluplného
fungovania a napredovania spolo¢nosti, je potrebné pokusit’ sa si¢asnti mladi
generdciu, pasivny ¢lanok spolo¢nosti ,,aktivovat™. V snahe nacrtnut’ rieSenie,
vd’aka ktorému by sa zefektivnila a vyraznejSie uplatnila mladeznicka parti-
cipacia, pontkaju autori recenzovanej publikdcie moznost’ aktivizacie mladeze
prostrednictvom Zziackych Skolskych rad na skoléach, ako ,,priestoru®, v ktorom
sa na zaklade vychovy, vzdeldvania a iniciativneho poOsobenia odohrava
premena mladého ¢loveka na aktivneho ¢lena Skolskej samospravy a neskor
aktéra celospolocenského diania ako takého. Tento relativne novy inStitut
zaroven ponuka Struktarnu prilezitost na to, aby sa posilnila vdzba medzi
,uéenim sa demokracii“ a ,robenim demokracie“ (,,learning by doing®).
V suvislosti s vy$Sie uvedenym je ziaduce zdoraznit, Ze mladi l'udia na
Slovensku maju pre participaciu v Skole, ale tieZ vo verejnom prostredi
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k dispozicii relativne silni legislativnu podporu. V tomto roku si dokonca
pripominame desiate vyroCie od prijatia zakona o Skolskej sprave a samo-
sprave. A prave tato publikacia, ktora si dala za ciel’ preskumat’ situaciu a stav
rozvoja obc¢ianskeho hnutia mladdeze usilujuceho sa 0 nové moznosti participa-
cie na rozhodovacich procesoch prostrednictvom skolskej samospravy, umoz-
nuje konfrontovat' teoretickii a formalnu stranku celej problematiky s jej
realnym stavom. Samotny ndzov Citatel'a upozoriiuje, Ze to, s ¢im sa na nasle-
dujucich viac ako osemdesiatich strandch oboznami, je presne odborne vypro-
filovana a jasne vymedzend problematika. Uz zmietiovany titulny nazov je
zrejmym odkazom autorov, ktorym akcentuju nie len symbolicku, ale predo-
vSetkym logickil prepojenost’ a nutni vzajomnu podmienenost’ terminov —
demokracia — ob¢ianske vzdelavanie — Skolska samosprava.

Samotny obsah publikacie je koncipovany do Styroch tematickych oblasti,
ktoré stiéasne tvoria jej kostru vo forme jednotlivych kapitol. Uvodna &ast je
struénym popisom formalneho a neformalneho obc¢ianskeho vzdelavania, ako
jednoty dvoch S$pecifickych foriem, pricom sa zdoraziuje ich vzajomné
prelinanie v procese vychovy mladeze k demokratickému obcianstvu. Napriek
tomu, ze nezanedbatelntl tlohu v tomto procese zohrava aj informalna eduka-
cia, koncepCne sa tu kladie vac¢si doraz na neformalne vzdelavanie, ktoré
vytvara priestor na proces sebaur¢enia mladych l'udi. Ti neformalnou cestou
nadobudaju a sucasne si osvojuji nové poznatky, kreuju individualne nazory a
postoje, ¢im v koneénom doésledku zvySuji svoju obciansku gramotnost.
Vychadzajuc vsak zo stagnacie zaujmu mladych l'udi o aktivizaciu v obc¢ianske;j
a politickej sfére, realnu perspektivu na zvySenie zdujmu o veci verejné autori
vidia v ,,relativne novom institute neformalneho vzdelavania — t. j. v Ziackych
Skolskych radach (ZSR)*“ (s. 4). Vstupna kapitola plni predovietkym ulohu
rozpracovaného tvodu k problematike asamotné ZSR su podobnejsie
analyzované az v zavere¢nej kapitole.

Druha tematicka oblast, venovana vyhradne formalnej edukacii, ponuka
Citatel'ovi detailnejsi pohl'ad na proces zmien vyucovania ob¢ianskej nduky na
Slovensku. Autori sa neobmedzuju len na teoreticky prierez danou problemati-
kou, ale s vyuzitim osobitnych vyskumnych prostriedkov systematicky hodno-
tia vybrané otazky tykajuce sa dolezitych aspektov v ramci obsahu a metod
vyucby obcianskej vychovy. Konkrétne sa jedna o prezenticiu ciastkovych
vysledkov vyskumu ICCS 2009 (International Civic and Citizenship Study),
ktoré spracoval prof. L. Machacek pre expertizu NUCEM v Bratislave. V ramci
prezentovanych zaverov sa poukazuje, okrem iného, na skuto¢nost’, Zze z hl'a-
diska ziskavania vedomosti a poznatkov o demokracii, je v porovnani s tradic-
nymi predmetmi (ako napr. historia) Géinnejsi prave predmet nauka o spoloc-
nosti, pripadne ob¢ianska vychova, ktory ma vyrazny vplyv nielen na poznanie,
ale tieZ na samotné konanie Ziakov. Prekvapujuco vsak vyznieva skutoCnost,
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ze riaditelia jednotlivych §kol (predovsSetkym gymnézii) povazujii za menej
dolezité, aby sa ziaci v ramci tohto predmetu pripravovali na participaciu na
Skolskej samosprave.

Za osobitnu zmienku v rdmci tejto kapitoly stoji aj pedagogicky experiment
vo vyucovani obcCianskej nauky na strednej Skole, realizovany doktorandom
prof. L. Machacka PaedDr. S. Kroslakom. Experiment je zalozeny na praktic-
kej komparacii efektivnosti netradicnej a tradi¢nej formy vyucby rozdelenim
Studentov vybraného ro¢nika na experimentalnu a kontrolnu skupinu. Vo vse-
obecnosti sa méze oCakavat, Ze zazitkova (netradi¢nd) forma bude, v zmysle
dosiahnutia lepSich vysledkov zo strany Studentov, na ktorych bola tato metddu
uplatiiovand, tc¢innejsia. To bolo v kone¢nom dosledku experimentalne potvr-
dené, nebolo vsak mozné s urcitostou dokazat, Ze je schopnad zabezpelit aj
vyssiu uroven vedomosti. Obdobné vysledky dosiahli i Studenti v druhej
skupine. Samotny autor ale pripomina, Ze permanentnou aplikdciou sa zazit-
kova metoda stava ,,vSednou a unavnou “ (s. 30) pre vSetkych, preto je potrebné
klast’ doraz na jej kombinaciu s klasickou metédou vyucby.

Ziskané empirické poznatky o obcCianskej vedomostnej trovni ziakov
strednych §kol na Slovensku, nadobudnuté vyskumom z roku 2011, su blizsie
analyzované v tretej kapitole. Primarnym zamerom predmetného vyskumu bolo
prostrednictvom jednotlivych vedomostnych testov zistit', ako efektivne dokazu
ziaci nardbat’ s prevazne zndmymi informaciami z oblasti obc¢ianskej vychovy
a ¢i a akym spdsobom chapu nielen fungovanie ob¢ianskej spolo¢nosti, ale tiez
politiku v jej SirSich suvislostiach. Nemozno opomentt fakt, ze ziskané udaje
sa stali dolezitou zlozkou sumarnej hodnotiacej Skaly, ktora nasledne umoznila
komparaciu s vysledkami medzinarodného vyskumu ICCS 2009. Ten demon-
Stroval, ze ziaci na Slovensku vo veku 14 rokov dosiahli v testoch obc¢ianskych
vedomosti vysledky nad priemerom zacastnenych krajin. Komparacia vysled-
kov vroku 2009 a 2011, ktord vykazuje v horizonte troch rokov nemenné
pozitivne hodnoty, je dokazom Ucinnosti formalneho obc¢ianskeho vzdelavania
na udrzanie istej irovne ob¢ianskej gramotnosti Ziakov na Slovensku.

NajrozsiahlejSou ¢ast'ou publikacie je zaverecna kapitola, v ktorej sa venuje
osobitna pozornost’ ziackym Skolskym radam na strednych Skolach, ako
potencialnemu prostriedku na zvySenie ucasti Ziakov v $kolskej samosprave.
Skola poskytuje mladym 'ud’om priestor jednak na kvalitné vzdelanie, ale aj na
prezentaciu vlastnych pohladov na rozmanité oblasti, ktoré¢ sa jej bytostne
dotykaju. Je dolezité poznamenat’, Zze iba teoreticka priprava nestaci. Potrebna
je 1 prakticka skusenost’, ktord umozni mladym I'ud’om prostrednictvom tcasti
na vnutornych procesoch rozhodovania, odohravajtcich sa na skole, ,,zazit*
demokraciu prakticky na ,,vlastnej kozi“. V recenzovanej §tudii je zddrazno-
vané, ze Skola je vyznamnym subjektom, ktory kreuje ,,informovaného, zod-
povedného, participativneho obcana “ (s. 44) nielen formalnou, ale aj neformal-
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nou edukaciou. Tym skor, Ze $kola mé nielen moznost, ale zaroven i zdkonni
povinnost’ vytvarat’ ziakom priestor a vhodné podmienky pre preberanie spolu-
zodpovednosti za rozhodovanie a prispiet tak krozvoju vychovy mladej
generacie k demokratickému obcianstvu. Za tymto ucelom bola zriadena
expertna skupina, ktorej Gistrednym cielom bolo zrealizovat’ prieskumnu sondu
(aj s podporou TIUVENTY na zéklade poverenia odboru mladeze MS SR),
monitorujucu participaciu mladych l'udi na Skolskej samosprave. Dosiahnuté
vysledky, ktoré su v publikécii prezentované formou tabuliek, ¢i prostrednic-
tvom autentickych rozhovorov reflektujicich nazory konkrétnych clenov jed-
notlivych ziackych skolskych rad — koordinatorov aj ziakov — poukazuji na
vznik, fungovanie, aktivity a samozrejme aj ich dosiahnuté vysledky.

Celkovo je treba uviest, e o &innosti a problémoch $tudentov v ZSR sa
vela nevie. Napriek tomu, Ze institat ziackych Skolskych rad disponuje velkym
edukaénym potencidlom, ktory je mozné zmysluplne vyuzit tak zo strany
ziakov, ako aj pedagogov. Inititat ZSR poskytuje isté moZnosti na
prezentovanie nazorov samotnych ziakov, ktoré sa tykaju rieSenia Sirokej
palety redlnych problémov konkrétneho Skolského prostredia. V publikacii sa
vSak upozoriiuje na dva protichodné trendy. Na jednej strane badame stupajuci
trend v zriadovani poctu ziackych Skolskych rad na slovenskych skolach.
.V roku 2004 malo ustanovenu zZiacku Skolsku radu iba 32,8% (288) skol, ale
v roku 2007 to bolo uz 50,2% (404) skol. V skolskom roku 2010/2011 potvrdilo
existenciu Ziackej samospravy az 58,4% (431) strednych skol“ (s. 47). Na
strane druhej, dokladaju autori vela vyskumnych signalov o tom, ze ich
existencia ostava iba na tirovni oficialnej a formalnej. Co mozno dokézat aj na
zédklade vyroku predsednitky vybranej ZSR, ktord svoju pracu vnima a tieZ
vykonava tak, ako sa od nej oCakava — teda formalne. ,, V podstate je to len
formalne, nemam redalny vplyv na nic¢, podpisem maximdlne zdpisnicu, ktoru
vedie koordindtor* (s. 65). Vznik ZSR je navyse vo velkom pocte iniciovany
predovsetkym zo strany pedagdgov, od predstav ktorych sa odvija aj nasledny
proces riadenia, kontroly, iniciovania aktivit, ¢i rozhodovania pri nabore
ziakov. Opisany stav je vyustenim a dosledkom esSte nelichotivejSieho trendu,
tykajuceho sa spdsobu vyucby a obsahovej naplne predmetu ob¢ianska nauka,
v ktorom podl'a autorov absentuje motivacny prvok v podobe oboznamovania
ziakov s podstatou fungovania samospravnych mechanizmov na S$kolach
a vyhodach ucasti ziakov na celkovej sprave $kolského prostredia, ktoré sa ich
kazdodenne dotyka. Z uvedeného dovodu nadobudanie vedomosti a v§tepova-
nie demokratickych principov u ziakov, ich naslednd obc¢ianska uvedomelost’ a
rozvijanie ich zodpovednosti za formovanie bezprostredného okolia, v ktorom
sa nachadzaju, povazuju autori za prvoradé vo vztahu k zmysluplnému fun-
govaniu ziackych Skolskych rad.
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Po komplexnom zhodnoteni mozno konsStatovat, Ze publikdcia prinasa
preciznou kombinaciou teoretickych a empirickych poznatkov, mnoZstvo
podnetnych informacii z oblasti obcianskeho vzdelavania a Skolskej samo-
spravy. Tie, na ziklade vyzvy odboru mladdeze Ministerstva Skolstva SR,
ziskaval a kompletizoval Slovensky institat mladeze — IUVENTA a UIPS MS
SR prostrednictvom celej rady vyskumnych procesov v priebehu rokov 2005 —
2012. V ramci tejto publikacie je potrebné vyzdvihnut jednak systematicki
a logicku nadvéznost’ jednotlivych kapitol, zaujimavu, prehl'adnt a informacne
nasytenu prezentaciu vyskumnych rezultatov, ale tiez formu (fokusové skupiny
a autentické vypovede), ktorou sa ziskavaju a nasledne prezentuju poznatky
o ziackych Skolskych radach. Danej $tadii to nepochybne pridava na kvalite,
¢im sa stava relevantnym, ale tiez inSpirativnym zdrojom, vhodnym pre odbor-
ného Citatel'a, ktory sa o dani problematiku blizSie zaujima. Zaroven sa tato
Studia stdva napomocnou a v istych ohladoch aj smerodajnou pomoéckou pre
metodické a koncepcné prace, cielom ktorych je stabilizovat a upevnit’
postavenie Studentov v Skolskej samosprave.

Anna Polackova
PreSovska univerzita v PreSove

PEDAGOGIKA.SK, ro¢. 4, 2013, ¢. 2 181



	OBSAH 2-2013 doplnené SD
	1 Daniskova OK studia zalomena-PK
	2 Noguera - OK studia zalomena-PK
	3 Safrankova - Kocourkova -OK studia-PK
	SPRAVY 2 OK def.
	RECENZIE OK oprava

