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Evaluation of a Study on Flipped Learning and the Use of 

Digital Tools in Higher Education: Teacher Training 
 

D®borah Mart²n Rodr²guez, Ra¼l Santiago Campi·n 

Universidad Complutense de Madrid, Universidad de La Rioja, Spain 
 

Abstract: This paper discusses a university-level study on training secondary school 

teachers in innovative teaching practices based on the Flipped Learning pedagogical 

model. The study was conducted on the subject entitled Learning and Personality 

development, which is part of the Master in Secondary and Baccalaureate Teacher 

Training, in a Blended Learning context and, specifically, based on the Flipped 

Learning, Just in time teaching and Bring Your Own Device (BYOD) models. This 

paper describes the competencies to be developed, the instructional design, the ICT 

and LKT tools (Information and Communication Technologies and Learning and 

Knowledge Technologies) used during the learning process and selected according to 

the educational purpose of the subject and the evaluation system considered. We 

provide a descriptive analysis of the learning results in addition to the quantitative and 

qualitative evaluation made by the students of this learning experience. The 

conclusions drawn from the study serve to highlight the similarities in the findings and 

observations of other similar studies. 

 

Keywords: Learning and knowledge technologies, Teacher Training, Flipped Learning, 

Active Learning, Motivated Learning 

1. Introduction 

The evaluation presented below, assesses a university-level educational 

study based on the Flipped Learning model [0]. The study was conducted 

during the 2015-16 academic year for the subject entitled "Learning and 

Personality Development" which is part of the Official Master Course in 

Secondary and Baccalaureate Teacher Training imparted by the ICE (Institute 

of Educational Sciences) of the Universidad Polit®cnica de Madrid.  

This study was a follow-up to an earlier project on innovative teaching 

practices for the same subject, conducted in the previous academic year and 

based on the same model. Following a quantitative and qualitative analysis of 

this study, the improvements proposed were included in the study made during 

the academic year of 2015-16 [1].  

The course has an allocation of 3 ECTS credits (European Credit Transfer 

System), equivalent to a student workload estimation of 75-90 hours. This 

includes 22 contact hours, dedicated to clarifying doubts, discussions, 

meetings, case method learning, learning through gamified questionnaires, all 

of these activities are conducted in the classroom, either individually or as a 
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team. The 53-68 remaining hours are dedicated to individual or collaborative 

student work based on watching videos, replying to interactive questions and 

completing the collaborative tasks assigned. 

 

1.1 Theoretical Foundation 

The Bologna process and the development of the European Higher 

Education Area (EHEA) have led to a change in the teaching-learning process 

model. The methodological principles and the Transfer and Accumulation 

System (ECTS) mark a shift from a teacher-centred model to a learner-centred 

system [2]. The ECTS credit is defined as a transfer and accumulation system 

and measures a student's workload required to acquire the necessary 

competencies for the qualification which, in our case, is teacher training at a 

secondary school, baccalaureate or vocational skills level. 

This global, multidimensional approach is necessarily accompanied by a 

methodological change in the classroom. That is, the use of active, inductive 

and collaborative methodologies [3] and [4]. Furthermore, this new approach 

requires the detailed planning of the in-class sessions and the preparation of a 

well-designed teaching program for the ultimate purpose of ensuring that 

students acquire the appropriate competencies to improve their employability 

[4] and [5]. 

In actual fact, this proposal marks a shift from a teacher-centred model to 

a learner-centred model. This new model proposes that the classroom should 

not just be a place for the set curriculum, but should also make room for 

personal motivation, interests and learning  [6].  

The educational reforms and the approach proposed by international 

organizations (OECD 2006) towards the development of the necessary skills 

for the 21st century (Washington Partnership 21 and Melbourne ATCS21) in 

compulsory education therefore require the incorporation of new 

methodologies in schools and educational centres.  

In addition to these pedagogical approaches, we need to add the intrusion 

of technology in our personal, professional and social lives. In the face of these 

new demands, schools cannot and should not remain detached. As Tour·n has 

already pointed out [7] , if learning is mobilised, then so is education. In fact, 

what is known as mobile learning has now become a reality.  

Although technology is being increasingly incorporated into the 

educational environment, in many cases it is offered as a substitute in the 

classroom rather than an integrated tool in the teaching-learning process. 

"Technology should be considered to be a tool, not a result of learning ñ[6].  

In order to ensure coherence between education and technology and that 

technology is used in the proposed sense, we first need to decide on the 
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teaching model to be used in the classroom and then subsequently select the 

most appropriate technology or tools to be integrated into this model.   

For this reason, when addressing a change in methodology and the use of 

ICT tools or mobile learning, there is a greater need than ever for teachers to 

receive initial training. In their role as students, prospective teachers will try 

out a number of active methodologies as well as the use of technology in the 

classroom, with the ultimate goal of experiencing significant, deeper learning. 

This will then ensure that they are well-positioned to subsequently transfer this 

to secondary school teaching. 

The Flipped Learning (FL) model is a learning-centred model.  Teachers 

take on a role as facilitators or "guides" to help students in class. To do so, they 

transfer certain teaching-learning processes (lectures and content transfer) to 

the home. This information is generally made available through micro-videos, 

presentations, podcasts, lectures, etc. whilst the in-person class time is used for 

activities, dynamics and didactic techniques are proposed to facilitate the 

teacher-student and student-student interactions, under the systematic 

supervision of the teaching staff.  

This model, which has aspects that are common to Mastery Learning, 

òdemands a high degree of planning, a highly structured development and a 

thorough formative evaluationò [8]. 

The quality of instruction [é] has to do with the indications or directions 

provided to the student, with the student's participation in the learning activity 

[é] and with the reinforcement which in some way links the student with the 

learning. As most school teaching is group teaching and given the fact that any 

attempt at group teaching is linked to error and difficulty, a feedback system 

should also be included in the quality of instruction [9]. 

In the Flipped Learning model, the students are responsible for watching 

the videos and noting down any questions. The teacher offers qualitative 

feedback to the students' queries and tasks, indicating which indicators have 

been achieved and which need to be improved. A scoring guide, such as a 

rubric, is available to students at all times, for evaluation purposes. This allows 

each student to decide on his/her target level, yet again taking responsibility for 

his/her own learning. 

In the specific context of the course considered, entitled "Learning and 

Personality Development", the student, as a prospective teacher, must have a 

thorough knowledge of the cognitive learning processes and the evolutionary 

development of teenagers and, therefore, in order to "know how to apply", 

"critically assess" and "autonomously learn", he/she must experience his/her 

own metacognitive process. ñTo experience the model as a student could lead 

to its subsequent use in Secondary school classrooms, thereby leading to a 

change in methodology in schools todayò [1]. 



PEDAGOGIKA.SK, roļ. 8, 2017, ļ. 2                                           69                                               

 

2. Materials and Methods  

The study was implemented during the first term of the academic year of 

2015-16. The collection of information commenced with the analysis and 

evaluation of an earlier Flipped Learning study conducted by the same team of 

teachers during the academic year of 2014-15 for the same master's subject and 

in the same place. 

During this second study, the data were obtained after each delivery of the 

tasks performed, after the gamified questionnaires completed in the classroom 

and after the final exercise. In order to ascertain the students' opinion with 

regard to the methodology, a questionnaire was prepared, adapted from one by 

Thomas Driscoll and which was included in Moodle, our usual platform. 

Participation in the questionnaire was voluntary and anonymous. The items 

included in the said questionnaire are presented later on in this paper. 

A mixed methodology was used for the data analysis. On the one hand, the 

SPSS 20.0 statistical package was used to make a descriptive analysis whilst, 

on the other hand, the Atlas.Ti version 7.5.10 software was used to make a 

qualitative analysis of the responses given by the students to the open-ended 

questions in the final questionnaire. Inductive, open coding was used. The 

analysis shows what the students think of the master course, with regard to the 

impact that the model has had on their learning, any aspects that have either 

benefited or hindered them, and their suggestions for improvement. 

 

2.1 Sample 

A total of 60 students took part in this second study, all enrolled in the 

three specialisations of the Master, imparted in this academic year (Physical 

Education, Artistic Education and Technology). We obtained the data for the 

qualifications and results of all the students enrolled. With regard to the data on 

the students' view of the model, 31 responded to the questionnaire. 

 

2.2 Procedure 

The educational innovation study commenced with the evaluation and 

analysis of the data obtained from the earlier study (academic year 2014-15), 

where the students highly rated the experience as part of their teacher training. 

The first step was to reflect on the drawbacks that hindered optimal learning, as 

mentioned by the students of the previous academic year, in addition to their 

suggestions for improvement [1]: 

¶ Complement the video with a visual document to support the 

presentation. 

¶ Use shorter videos, preferably with a duration of less than 10 

minutes.  
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¶ Include a brief summary at the end to provide an overall view.  

¶ Include more practical cases of secondary school students.  

¶ Improve some of the techniques in order to make it easier to retain 

or remember concepts, for videos that were seen some time ago. 

 

 
Figure 1. Coding diagram for the improvement suggestions, made by students of 

the academic year 2014-15 [1] 

 

Following the complete analysis of this data, the review of the 

competencies to be developed by students, and the proposed learning outcomes 

for the subject, the team of teachers designed the learning guide with in-class 

and out-of-class learning activities, taking account of the suggestions for 

improvement listed by the students from the previous academic year.   

Active methodology was used for the didactic programming, given the fact 

that , according to the investigation conducted by Prince [11] it better predicts 

academic achievement.  

The students prepared, either individually or as a team, the activities 

described below, associated with general competencies (CG), specific 

competencies (CE) and/or learning outcomes (RA)[12] (A description of each 

competence is attached in the appendix at the end of this document) 
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a) Individual work. Watching videos and reading prior to the in-class 

sessions and participation in the interactive questionnaires. CG2, CG5, 

CG6, CG7, CE1, CE2, CE2, CE4, CE5, CE21 

b) Group work: Preparation of a WebQuest directed at teaching staff, on 

the characteristics of teenagers, teaching styles and learning styles. CG2, 

CG6, CE1, CE3, CE21, CT2, CT3 

c) Individual. Gamified questionnaires for each thematic block. CG2, 

CG5, CG6, CG7, CE1, CE2, CE2, CE4, CE5, CE21 

d) Group work:  Preparation and defence of a classroom poster. (This 

task was performed in coordination with the subject "Means and 

techniques for communication support"). The students were required to 

prepare a poster for a secondary school classroom, identifying a problem 

and possible solutions. They were allowed the use of any ICT tools 

considered appropriate. All the posters were to be put on display in the 

classroom. The students were given time to look at the posters before 

taking part in a round table, directed at obtaining more information and 

pooling ideas and suggestions. CG5, CG7, CE2, CE4, CE5, CE21, CT2, 

CT3 

e) Individual exercise of competencies. (CG2, CG5, CG7, CE4, CE5; 

RA2, RA5, RA3, RA6). 

 

The subject-matter of the course was divided into two parts: a) prior to the 

in-class session and b) the in-class session. 

 

2.2.1 Prior to the in-class session 

The video(s) recorded by the teachers, with specific content, were viewed 

before each in-class session, specifically before 10 pm on the day before our 

face-to-face class. The recording and editing were made with Camtasia Studio 

8 and Powerpoint. All the videos were included in Moodle (platform for the 

management of learning). The videos had a duration of between 8 - 12 minutes. 

During this course, the teaching staff paid particular attention to the duration of 

the videos, given the fact that this was a suggestion for improvement made by 

the students in the previous course. 
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Figure 2. Example of a video image on coexistence in schools. 

 

Each week, the contents (specific videos, infographics and/or documents) 

corresponding to the topic to be worked on from the previous session, were 

opened in the Moodle platform. In this way, students had the entire week to 

view the contents at their own pace, making any appropriate notes and watch 

the video as often as they wished in order to explore those concepts that most 

attracted their attention and/or to note down any questions. 

All the videos were interactive and were viewed from the Educanon 

platform. Students responded to pop-up questions during the video, obtaining 

automatic feedback. Furthermore, these responses served as a basis and starting 

point for the subsequent in-class sessions directed at reviewing or clarifying 

concepts. The teaching staff reviewed the responses before the session (for this 

reason it was closed at 10 pm on the evening before), based on the Just in time 

teaching [13] method, in order to analyse doubts, adapt class time to provide 

any  necessary clarifications and to value the effectiveness of the video. 

 

 

 
Figure 3. Students results in the interactive question of a video on the Educanon 

platform 
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2.2.2 During the in-class session 

The physical layout of the classroom was similar to the one shown in 

Figure 3. The students worked in class in base teams with either three or four 

members. Groups were randomly chosen, seeking heterogeneous groups with 

regard to speciality and gender. Each team was required to bring at least a 

laptop, tablet and mobile phones (BYOD) [14] in order to be in a position to 

work in the classroom. 

 

 
Figure 4. General layout of the physical structure of the classroom. 

 

Furthermore, before starting a task to be performed as a team, a document 

called "team plan" needed to be completed, naming a coordinator, supervisor, 

spokesman or secretary, their duties and commitments. This plan was reviewed 

at the end of each activity, evaluating whether the objectives had been met, 

which aspects should be improved as a team in the following task, and peer 

evaluation was used to agree on the grade to be assigned to each member. 

The in-class session had a duration of 100 minutes and was structured as 

follows:  

1. Query resolution phase. This first part was generally very 

participative. Dialogue was encouraged between everyone, in 

order to trigger discussions or new queries, facilitating true 

learning. On occasions, we used the Kahoot ñDiscussionò or 

ñSurveyò section to trigger discussions or the Mentimeter  open-

ended questions in ñSpeech Bubblesò as shown in Figure 5. Both 

tools were used with the students' mobile phones whilst the 

answers are projected on the digital whiteboard.  
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Figure 5. Students' concepts projected onto the digital whiteboard through their 

mobile phones. 

 

2. Learning consolidation phase. On occasions the topic required 

some activities to be performed in a large group and/or 

individually. Specifically, in this course we performed the 

following: 

¶ Group dynamics 

¶ Discussions 

¶ Case studies to look more deeply into concepts, based on Piaget's 

cognitive development. 

¶ Learning styles test (CHAEA - Honey - Alonso Learning Styles 

Questionnaire). 

¶ Kohlberg's moral dilemma questionnaire. 

¶ Group and individual interactive quizzes, requiring a Smartphone, 

Tablet or laptop. The most frequently-used tools were Kahoot (for 

individual quizzes) and the Socrative Space Race area (in group 

quizzes) as shown in Figure 6. 

 

 
Figure 6. Students responding to a questionnaire using their mobile phones. 
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¶ Holding a meeting to promote coexistence amongst students, with 

a circular physical layout. 

¶ Video conference with two Secondary Schools, through the 

Google Hangout. The teachers at these schools are following the 

Flipped Classroom model. 

 

3. Collaborative Work Phase, in the specific task required at this 

time (Carrying out a Webquest and preparing a classroom poster 

for a secondary school). The teacher personally deals with any 

doubts and questions that the different teams or members may 

have, maintaining constant interaction. At this moment in time, 

the teacher acts as a guide, moving around the classroom, 

available to all. 

4. Formative Evaluation Phase. At the end of each content block, we 

used Quizalize quizzes on an individual, non-anonymous basis. 

Each person answered the quizzes individually and at their own 

pace, using mobiles, tablets or laptops to do so, as shown in Figure 

7. In this case, their results were given a score as part of the final 

grade. 

 

 
Figure 7. Students from the master's course, replying to online quizzes with 

classroom feedback. 

 

2.3 ICT and LKT tools used 

In order to conduct this study, we made use of the technological tools 

shown in table 1, for the learning management and also for information 

searches, content creation, collaborative work and formative evaluation.  
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 NAME  FUNCTION  

Video Editing Camtasia Studio 8. Video Editing 

Powerpoint Video recording 

and presentation 

Learning 

Management 

Moodle Management 

platform at the 

University 

Edmodo Platform for 

information sharing 

between teachers and 

students 

Collaborative Mural.Ly Creation of 

collaborative resource 

murals 

Google Drive Creation of 

collaborative 

documents. 

Dropbox Folder to allow 

students to voluntarily 

share tasks between 

each other. 

Padlet Creation of murals 

with resources between 

all students. 

Cognitive Easel.Ly 

Picktochart 

Preparation of 

content infographics 

Cacoo 

Spycinodes 

CmapTools 

Preparation of 

conceptual maps 

Gamification Kahoot Questionnaires and 

quizzes in the 

classroom. 

Space Race-

Socrative 

Group 

questionnaires and 

quizzes in the 

classroom. 

Quizzalize Individual 

knowledge 

questionnaires in the 

classroom. 
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Communication Hangout Sharing initiatives 

with other students in 

other schools. 

Content creation 

 

Google sites Tool to allow 

students to prepare a 

Webquest. 

Wix.com Webquest 

preparation. 

Powtoon Creation of  video 

content by students. 

Slideshare Creation of 

documentation or 

presentation by students. 

Table 1. ICT and LKT tools used 

 

2.4 Learning assessment 

 

The assessment was continuous, formative and summative. Students 

received constant, extensive feedback on those points that could be improved in 

each task and also on knowledge acquired. The final grade was obtained 

through two distinct parts: 50% corresponded to the tasks individually 

performed and 50% to group work. The weightings are itemised below: 

¶ Video viewing. Individual. (10%) 

¶ Gamified questionnaires in which the correct answers are taken 

into account. Individual (10%) 

¶ Webquest. Group. (30%) 

¶ Poster Group. (20%) 

¶ Exercise of competences. Individual. (30%) 

 

 
Figure 8. Pie chart showing the distribution of the assessment tasks. 
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Students were issued with rubrics with indicators and distinct mastery 

levels, to provide them with information on work performance and assessment 

and to allow them to take responsibility for their own learning. 

For group work, involving the preparation of the Webquest and the poster, 

the grades were individually awarded to each student through a peer 

assessment and self-assessment process. 

To pass the subject, a student needed to achieve 50%.  

 

3. Results 

The grades obtained for each assessment task and for the subject are 

shown in Figure 6. 

 

 
Figure 9. Average grade per task. Scaled to 10. 
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The descriptive analysis of the learning results and the student grades are 

shown in table 2. 

 

Table 2. Descriptive analysis Results. 

Statistics 

 

Maxim

um 

value 

obtaina

ble 

 

VIDE

OS 

 

 

QUIZA

LIZE 

 

 

WEBQU

EST 

 

 

POST

ER 

 

EXERCI

SE 

COMPET

ENC 

 

EXAM 

EXTR

AOR 

 

FIN

AL 

GRA

DE 

1 1 3 2 3 5 10 

N Vali

d 

61 61 61 61 61 61 61 

Lost 0 0 0 0 0 0 0 

Mean .9784 .8143 2.5154 1.775

2 

2.4480 .0500 8.581

3 

Median 1.000

0 

.8500 2.6400 1.830

0 

2.5500 .0000 8.650

0 

Mode 1.00 .90 2.82 1.83
a
 2.60 .00 8.35 

Stand. 

deviatio

n 

.0559

8 

.16494 .48433 .3564

5 

.39013 .39051 .7513

8 

Minimu

m 

.75 .00 .00 .00 1.30 .00 6.19 

Maxim

um 

1.00 1.10 3.00 2.25 3.13 3.05 10.0 

a. There are a number of modes. The lowest value shall be shown. 

 

The final grades tend to have a normal distribution, as can be seen in the 

normality test, table 3, and the histogram in Figure 7. 
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Table 3. Normality test 

Normality tests 

 Cou

rse 

Kolmogorov-Smirnov
b
 Shapiro-Wilk  

 Statistic

s 

gl Sig. Statistic

s 

gl Sig. 

FINAL 

GRADE 

151

6 

.072 61 .200
*
 .976 61 .276 

*. This is the lower bound of true significance. 

b. Lilliefors significance correction 

 

 

 
Figure 10. Histogram and normal curve for the final grades. 

 

To get the students' opinion on the methodology used for the subject, a 

questionnaire was prepared with google drive-form incorporated in the Moodle 

platform. Participation in the questionnaire was voluntary and anonymous. 

Students were asked to participate once the term had ended and during the 

holiday period. 31 students responded (51% of those enrolled).  

The questionnaire was based on the model proposed by Thomas Driscroll 

with a Likert response scale from 1 to 5, where "1 highly disagree" and "5 

highly agree". The items are shown in table 4. 
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Question 
1 2 3 4 5  

1 2 3 4 5 

My interactions with the teacher during the class were more 

frequent. 
     

My interactions with the teacher during the class were more 

positive. 
     

My interactions with my classmates during the class were more 

positive. 
     

I have better access to learning materials and content      

I can select the types of material that best suit my learning style      

I have a better opportunity to work at my own pace      

I can see more possibilities of showing the teacher or my 

classmates what I have learned. 
     

I have played a more active part in decision making by 

collaborating with other classmates. 
     

I have had a greater opportunity to take part in problem solving 

and to develop my critical thinking ability. 
     

I consider that the learning is more active and experiential.      

The teacher takes greater account of my strengths, weaknesses 

and interests. 
     

More time was required than with traditional methodology      

I liked this methodology better than the "traditional" one      

I have improved my learning process      

My learning achievement has increased 

 
     

Table 4. Items from the questionnaire on perception. 
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The results of the rating given by the students are shown below in Figure 

11.  

 

 
 

Figure 11. Results of the response obtained from the perception questionnaire, 

Likert scale. 
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M OR E  I N V E S T  ON  T I M E 

I  P R E F E R  T O T R A D I T I ON A L 

H A S  I M P R OV E D  M Y  L E A R N I N G  
P R OC E S S 

M Y  L E A R N I N G  R E S U L T S  A R E  B E T T E R 

C ON T I N U OU S  E V A L U A T I ON  W A S  
B E T T E R  F OR  M Y  L E A R N I N G 

Rady2 Rady3 Rady4 Rady5 
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In addition to the closed-ended questions of the Likert scale, there were 4 

open-ended questions: 

1. Which teaching characteristics or activities have helped you in 

your learning? 

2. Which didn't help you?  

3. Give us your opinion with regard to the exercise of competencies 

4. What improvements would you introduce? 

 

The results of which are shown below. With regard to the teaching actions, 

activities or characteristics that most aided student learning, the following were 

ranked in order of frequency cited, and more than once: 

¶ The type of exercise of competency   

¶ The use of active, experiential methodologies in the classroom. 

¶ To experience deeper learning 

¶ Significant activities 

¶ Collaborative work in the classroom. 

All these factors are shown in the coding diagram in Figure 12. 

 

 
Figure 12. Diagram of factors that benefit learning, according to frequency cited. 

 

All these aspects are supported by the following quotes, obtained from the 

open-ended responses: 
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"The flipped classroom seems to me to be a really interesting initiative 

that has allowed me to improve my learning" 

 

"I've noted that the activities are easily transferable to real-life situations, 

conducting discussions and initiatives that can be found in daily life and I think 

that this is also an essential part of learning". 

 

"I think group work is very important and helps in our development and to 

learn as a whole". 

 

"The type of individual exercise" 

 

"The practical activities related to the videos" 

 

"Go over in the class, the key points seen in the videos" 

 

"I think group work is very important and helps us to develop and to learn 

as a whole". 

 

"The teacher's close rapport and friendliness (encouraged us to take part 

in the discussion)" 

 

"By looking at the theory by myself with the videos and then doing Kahoot 

and tests in class, I've been able to see what I've actually learned and what I 

still need to go over". 

 

There are basically two aspects that have not been of benefit to their 

learning: 

¶ Collaborative work is not always beneficial. 

¶ They are not accustomed to teamwork in the classroom. 

This is shown in the diagram in Figure 13 
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Figure 13. Diagram of the factors that have not had a beneficial impact on 

learning. 

 

The students gave the following arguments: 

 

"Sometimes, in the group work in class (with the Webquest) we weren't 

very efficient when left to our own devices. I think that the problem here lies in 

ourselves, as we're not used to it and we're too laid back, we don't consider it 

to be a very productive hour" 

 

"If you're unlucky enough to be in a group that doesn't collaborate much, 

then you either become demotivated or work three times harder than you 

should". 

 

Finally, the students were asked to give suggestions for improvement. 

These suggestions are shown in figure 11. The following are ranked by order of 

frequency, from the most to the least cited, and always more than twice: 

¶ Do something similar to a one-minute paper after watching the 

video and take it to class the next day. 

¶ The task assessment rubrics should consider the process and not 

just the result. 

¶ Collaborative work should only be performed for some tasks, not 

all of them. 
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Figure 14. Coding diagram linked to the suggestions for improvement. 

 

The students' responses are detailed below: 

 

As the group was large and the levels were very different, I occasionally 

became distracted and stopped paying attention. For this reason, I think that 

the initiative to work in small groups for certain topics and then have a general 

discussion is better than directly having a general discussion in which the same 

people usually do all the talking.  

 

Correction with rubrics doesn't make sense if the rest of the written work 

is not taken into account. One of two things can happen, either the rubric 

covers everything or else, when using the rubric to correct the work, a lot of 

content will be lost and you may end up assessing things that are not so 

important. 
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Having the opportunity to present some work, such as the Webquest or the 

teaching guide, before correction. 

 

It would be of interest to start the practical work before or else to ensure 

that this subject and the rest of the generic module were done at the same time 

as the practical work, in order to apply what we have learned and to use the 

practicum as a learning guide. 

 

I would suggest the One-Minute Paper be used as a way to control class 

attendance. Writing always encourages reflection and, in this way, people 

could bring in their notes to comment on the topic to be developed in the next 

subject. 

 

 Improve the pace of the videos and with an index because, at times, it's 

difficult to find specific points in the video in order to go over concepts. 

 

I think that videos with examples or anecdotes could enliven the flipped 

model. For my liking, another less authoritative approach is still missing. 

 

I would add, going over the theory of the videos in class. Because, 

although it's true that, at the start of the class, the teachers asked us whether or 

not we had any queries or doubts, many of us had in fact watched the videos a 

number of days beforehand and we'd either forgotten what questions we 

needed to ask, or we weren't easy about asking just like that. I think that a 

quick recap would open the way and would allow us to bring to mind any 

queries we had, so as to improve our learning. 

4. Discussion 

The Flipped Learning model and the use of digital technologies in the 

teaching-learning process is still considered to be a somewhat groundbreaking 

way of stimulating learning. Although, in principle, students may feel that the 

pace is very different to the one that they are accustomed to, the large majority 

of students generally prefer this methodology to the traditional one. Students 

discover an active, significant and deeper learning system, leading them to take 

decisions, to greater collaboration with their classmates and to a more positive 

interaction with the teacher, compared to other teaching models. Students 

indicate that this model improves their learning processes, adapts to their pace, 

allows them to select their materials and to check their progress, leading to 

increased performance. However, there may be no significant differences 

between the grades achieved in this subject and other subjects taught in the 

traditional style.  
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As has been observed in other research studies, the Flipped model requires 

clear instructions at the beginning, as well as a self-reliant attitude and the 

ability to put back any doubts and queries until class time; students are not 

generally accustomed to situations of this type. However, in-class activities 

then become significant and operative. Whenever we have asked students as to 

the amount of time dedicated to this subject compared to other subjects taught 

with other teaching models, the general opinion is that they didn't need more 

time and, at least, the same amount of time. Another aspect that is generally 

much appreciated is the in-class collaborative work although, on occasions, 

students request that the assessments should not always be based on team work. 

Finally, the digital tools have not only facilitated the learning process of our 

students, but have also indirectly allowed them to be trained in digital 

competencies. This is something that is highly valued, as it generally makes 

learning enjoyable, offers creative possibilities and, through the use of gamified 

questionnaires, students can assess their own progress throughout the course.  

In short, a study that was highly valued by students and which has offered 

some extremely positive results for the students and team of teachers alike. The 

suggestions for improvement have been taken on board for inclusion in the next 

study. 
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Appendix 

¶ CG2 Plan, develop and evaluate the teaching and learning process by enhancing 

educational processes that facilitate the acquisition of the respective competences 

of the respective teachings, taking into account the level and previous formation of 

the students like that Such as their orientation, both individually and in 

collaboration with other teachers and center professionals 

¶ CG5. Design and develop learning spaces with special attention to equity, 

emotional and values education, the Equal rights and opportunities between men 

and women, citizens' training and respect for human rights. Human relations that 

facilitate life in society, decision-making and the construction of a sustainable 

future. 

¶ CG6. Acquire strategies to stimulate the student's effort and promote their ability 

to learn for themselves and with Others, and develop thinking and decision skills 

that facilitate autonomy, confidence and initiative Personal information. 

¶ CG7. To know the processes of interaction and communication in the classroom, 

to master the skills and social skills necessary to Promote learning and coexistence 

in the classroom, and address issues of discipline and conflict resolution. 

http://www.ice.upm.es/we/mes/2015-2016/Documentos/GuiasAsignaturas/303000002.pdf
http://www.ice.upm.es/we/mes/2015-2016/Documentos/GuiasAsignaturas/303000002.pdf
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¶ EC1. To know the characteristics of the students, their social contexts and 

motivations. 

¶ EC2. Understand the development of the personality of these students and possible 

dysfunctions that affect learning. 

¶ CE3. Develop proposals based on the acquisition of knowledge, skills and 

intellectual and emotional skills. 

¶ CE4. Identify and plan the resolution of educational situations that affect students 

with different abilities and Different rhythms of learning. 

¶ EC5. To know the processes of interaction and communication in the classroom 

and in the center, to address and solve possible problems. 

¶ CE21. Encourage a climate that facilitates learning and values the contributions of 

the students. 

¶ CT2. Acquire skills and skills for team leadership. 

¶ CT3. Develop creativity. 

¶ RA1. Understand the main theoretical perspectives in learning psychology. 

¶ RA2. Know the individual differences in the learning process and the main 

problems related to it. 

¶ RA3. Acquire tools to design educational proposals that facilitate learning and 

development in the context of secondary education. 

¶ RA4. Know and understand the main characteristics and changes typical of 

adolescence. 

¶ RA5. Develop strategies that allow students to help their social development and to 

deal with crises characteristic of this evolutionary stage. 

¶ RA6. To promote socio-emotional competences in the classroom. 
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Stresory a syndr·m vyhorenia v pr§ci uļiteŎa ZĠ 
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Anot§cia: VĨskumn§ ġt¼dia je zameran§ na analĨzu problematiky stresorov 

v pr§ci uļiteŎa a miery syndr·mu vyhorenia v pr§ci uļiteŎa na z§kladnej 

ġkole. VĨskum bol realizovanĨ dostupnĨm vĨberom na vzorke 50 uļiteŎov 

prv®ho a druh®ho stupŔa z§kladnej ġkoly. Metodiku vĨskumu tvorila testov§ 

bat®ria pozost§vaj¼ca z dotazn²ka vlastnej proveniencie inġpirovanej 

vĨskumom O. Clipa a A. Boghean (2015) a C. Henniga a G. Kellera (1996) 

a dotazn²ka od A. Pines a E. Aronson (KŚivohlavĨ, 1998) na zistenie miery 

vyhorenia. Za najstresuj¼cejġie vo svojej pr§ci povaģuj¼ uļitelia najļastejġie 

pr²tomnosŠ ģiaka so ġpeci§lnymi vĨchovno-vzdel§vac²mi potrebami, ļast® 

legislat²vne zmeny a spoloļensk® ohodnotenie ich pr§ce. Za ļastĨ prejav 

stresu pokladali fyzick® vyļerpanie, psychick® vyļerpanie, n§chylnosŠ 

k chorob§m, bolesti hlavy a vn¼torn® napªtie. Priemern§ miera vyhorenia 

bola u uļiteŎov ï zaļiatoļn²kov (BM = 2) niģġia ako u uļiteŎov ï pokroļilĨch 

(BM = 2,7). Na z§klade pouģitia t-testu bol potvrdenĨ signifikantnĨ rozdiel 

medzi uļiteŎmi zaļiatoļn²kmi a pokroļilĨmi (F = 2,75; p-hodnota = 0,006). 

Priemern§ miera vyhorenia bola u uļiteŎov I. stupŔa ZĠ (BM = 2,72) vyġġia 

ako u uļiteŎov II. stupŔa ZĠ (BM = 2,16). Na z§klade pouģitia t-testu bol 

potvrdenĨ signifikantnĨ rozdiel medzi tĨmito skupinami uļiteŎov (F = 1,12; p-

hodnota = 0,036).  

 

KŎ¼ļov® slov§: stresory, uļiteŎ, ZĠ, burnout syndr·m, prejavy stresu, 

copingov® strat®gie. 

 

Stressors and Burnout in TeacherËs Work at Elementary School. The 

research study examined perceptions of teachers upon the stress factors and 

the rate of burnout at the elementary teacher's work. A sample of 50 teachers 

of first and second grade of primary school completed the questionnaire by 

our provenance inspired by research of O. Clipa and A. Boghean (2015) , C. 

G. Hennig and Keller (1996) and a questionnaire by A. Pines and E. Aronson 

(KŚivohlavĨ, 1998). It was found that most stressful in teachers work are 

pupils with special educational needs, frequent legislative changes and social 

evaluation of their work. They were considered physical exhaustion, mental 

exhaustion, susceptibility to diseases, headaches and internal tensions, such 

frequent consequences of the stress. The average rate of burnout among 

teachers was ï Beginners (BM 2) lower than of teachers ï Advanced (BM = 
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2.7). Based on t-test was confirmed by the significant difference between 

beginners and advanced teachers (F = 2.75; p-value = 0.006). The average 

rate of burnout among teachers was in the teachers of first grade of primary 

school (BM = 2.72) higher than in teachers second grade of primary school 

(BM = 2.16). On the basis of the t-test was confirmed a significant difference 

between these groups of teachers (F = 1.12; p-value = 0.036).  

 

Key words: stressors, teacher, primary school, burnout, consequences of the 

stress, coping strategies. 

 
Đvod 

 

 UļiteŎsk§ profesia je ļasto predmetom zvĨġen®ho z§ujmu verejnosti a je 

psychicky, ale ļasto aj fyzicky vyļerp§vaj¼ca. VŅaka pracovn®mu zaŠaģeniu 

sa postupne vytr§ca nadġenie a el§n z pr§ce a objavuj¼ sa apatia, sm¼tok, 

vyļerpanie. Z§Šaģ, ktor¼ uļiteŎ pociŠuje, m¹ģe prer§sŠ aģ do syndr·mu 

vyhorenia.  

 

1 Syndr·m vyhorenia vo vġeobecnosti 

 

Syndr·m vyhorenia je v s¼ļasnosti ļasto analyzovanĨ probl®m, ktorĨ sa 

objavuje v pom§haj¼cich profesi§ch, ale aj Ņalġ²ch, ktor® spoļ²vaj¼ v pr§ci 

s ŎuŅmi. H. Freudenberger (1974, s. 160) (autor tohto pojmu) definuje 

syndr·m vyhorenia ako koneļn® ġt§dium procesu, pri ktorom Ŏudia, ktor² sa 

hlboko nieļ²m emocion§lne zaoberaj¼, str§caj¼ svoje p¹vodn® nadġenie a svoju 

motiv§ciu. J. KŚivohlavĨ (2012, s. 82) uv§dza defin²ciu podŎa A. Pines 

a E. Aronson: ĂBurnout je form§lne definovanĨ a subjekt²vne preģ²vanĨ ako 

stav fyzick®ho, emocion§lneho a ment§lneho preģ²vania, ktor® sp¹sobilo 

dlhodob® zaoberanie sa situ§ciami, ktor® s¼ emocion§lne n§roļn®. Tieto 

emocion§lne poģiadavky najļastejġie sp¹sobuje kombin§cia veŎk®ho 

oļak§vania a chronickĨch situaļnĨch stresov.ñ Syndr·m vyhorenia sa 

vyznaļuje skupinou pr²znakov, ktor¼ V. Kebza a I. Ġolcov§ (1998) rozdelili do 

troch ¼rovn²: 

╖ Psychick® pr²znaky zahŘŔaj¼ depres²vne naladenie ako pocity ¼zkosti, 

sm¼tku, bezn§deje, bezcennosti a bezmocnosti, objavuj¼ sa prejavy 

negativizmu, hnevu, sebaŎ¼tosti, typick® je duġevn® vyļerpanie a ¼tlm 

aktivity, iniciat²vy a kreativity;  

╖ Fyzick® pr²znaky zahŘŔaj¼ celkov¼ ¼navu organizmu, vĨraznĨ pokles 

energie, bolesti hlavy, nechutenstvo, tr§viace Šaģkosti, zvĨġen® riziko 

vzniku z§vislost² ak®hokoŎvek druhu; 

╖ Soci§lne pr²znaky zahŘŔaj¼ ¼tlm sociability, nechuŠ k vykon§vaniu 

profesie, n²zku empatiu, postupn® narastanie konfliktov.  
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J. KŚivohlavĨ (1998, s. 51) rozdeŎuje pr²znaky syndr·mu vyhorenia do dvoch 

nasleduj¼cich skup²n: 

╖ Subjekt²vne pr²znaky, kde zaraŅuje veŎk¼ ¼navu, probl®my 

koncentr§cie, negativizmus, podr§ģdenosŠ, zn²ģen® sebahodnotenie; 

╖ Objekt²vne pr²znaky, kde zaraŅuje zn²ģen¼ vĨkonnosŠ trvaj¼cu 

niekoŎko mesiacov.  

Vġetky uveden® pr²znaky predstavuj¼ varovnĨ sign§l a potenci§lne 

riziko na vznik burnoutu. Na jeho vļasn® diagnostikovanie je potrebn® 

poznaŠ jeho f§zy a priebeh.  

 

2 Proces vzniku syndr·mu vyhorenia 

 

Burnout je d¹sledkom nerovnov§hy medzi oļak§vaniami a realitou, medzi 

ide§lmi a skutoļnosŠou. VĨznamnĨm znakom je chronickĨ stres vznikaj¼ci z 

dlhodobej psychickej z§Šaģe. Ide o proces, ktor®ho vyvrcholen²m je podŎa C. 

Henniga a G. Kellera (1996) vyhorenie, a to vªļġinou m¹ģe trvaŠ niekoŎko 

rokov. Tento proces prebieha podŎa nich v piatich f§zach: 

╖ Nadġenie ï obdobie, kedy m§ ļlovek veŎk® ide§ly a pre pr§cu sa 

nadġene angaģuje;  

╖ Stagn§cia ï situ§cia, kedy sa veŎk® ide§ly nedar² realizovaŠ a men² sa 

ich zameranie, poģiadavky kladen® na ļloveka ho zaļ²naj¼ obŠaģovaŠ; 

╖ Frustr§cia ï ļas, kedy pr§ca predstavuje pre ļloveka veŎk® sklamanie, 

vn²ma ju negat²vne;  

╖ Apatia ï bod, kedy ļlovek rob² len najnutnejġie, vyhĨba sa rozhovorom 

a aktivit§m; 

╖ Syndr·m vyhorenia ï stav, kedy je dosiahnut® ġt§dium ¼pln®ho 

vyļerpania.  

W. Schmidbauer (2008) dopŌŔa f§zy syndr·mu vyhorenia o podrobnejġie 

charakteristiky: 

╖ Poļiatoļn§ f§za ï okrem nadmernej angaģovanosti je pre jedinca 

typick® vzdanie sa voŎn®ho ļasu a relax§cie, hyperaktivita a preģ²vanie 

vlastnej nenahraditeŎnosti; 

╖ Prepuknutie ï ide o f§zu zmªtku, kedy sa dostavuje ¼nava a nechuŠ do 

pr§ce, narast§ diġtanc od ¼loh a Ŏud², ļast® je ļerpanie osobn®ho voŎna 

a mobbing na pracovisku; 

╖ F§za slabnutia vĨkonnosti ï jedinec sa nedok§ģe koncentrovaŠ a 

dop¼ġŠa sa v pr§ci chĨb, objavuj¼ sa fyzick® Šaģkosti a z§vislosti, 

okrem pracovnĨch sa nar¼ġaj¼ aj s¼kromn® vzŠahy; 

╖ Kompenzovanie vyhorenia ï nie je to priamo jedna z f§z vyhorenia, ale 

jedn§ sa o pr²pad tak®ho jedinca, ktorĨ skrĨva to, ģe sa vn¼torne 
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povolania vzdal. Defenz²vny postoj jedinca p¹sob² aj na kolegov, ktor² 

tĨm pozvoŎna str§caj¼ z§ujem o pr§cu. Vo vyhorenom t²me by kaģdĨ 

najradġej nechal ļo najviac pr§ce ostatnĨm. 

 

3 Pr²ļiny vzniku syndr·mu vyhorenia  

 

 Na vzniku burnoutu sa v pedagogickom prostred² podieŎa mnoho okolnost². 

Niektor® maj¼ spojitosŠ s rieġen²m a zvl§dan²m probl®mov, in® s charakterom 

pr§ce, Ņalġie s individu§lnymi vlastnosŠami ļloveka. J. KŚivohlavĨ (1998, s. 

25) uv§dza, ģe so syndr·mom vyhorenia sa najviac stret§vame u uļiteliek 

z§kladnĨch a strednĨch ġk¹l. Ide o pr²pady relat²vne najlepġ²ch uļiteliek, ktor® 

vstupovali do pedagogickej praxe s nadġen²m a t¼ģbou viesŠ ģiakov na ich 

ceste poznania. Potom, ako sa stretli s nez§ujmom ģiakov, nekolegi§lnymi 

vzŠahmi v uļiteŎskom zbore a radom Ņalġ²ch probl®mov i s¼kromn®ho 

charakteru sa u nich objavili prv® pr²znaky psychick®ho vyhorenia. V. Kaļ§ni 

a ō. ViġŔovskĨ (2005) tento stav opisuj¼ ako depersonaliz§ciu, kedy uļiteŎ 

namiesto hŎadania vhodnĨch alternat²v svojej pr§ce upad§ do apatie a men² sa 

na ļloveka, ktorĨ negat²vne formuje, respekt²ve deformuje svojich ģiakov. 

Tak®hoto uļiteŎa ģiaci neteġia, ale s¼ mu sk¹r na obtiaģ a on nie je schopnĨ 

vidieŠ d¹vody probl®mov v sebe samom. 

 Dvojica autorov C. Hennig a G. Keller (1996) sa podrobne venuje moģnĨm 

ohrozeniam v pr§ci uļiteŎov. Delia ich do ġtyroch oblast², ktor® charakterizuj¼ 

nasledovne: 

╖ Individu§lne psychick® pr²ļiny ï sem zaraŅuj¼ osobnosŠ s reakt²vnym 

alebo proakt²vnym z§kladnĨm postojom. (ōudia s reakt²vnym 

postojom s¼ n§chylnejġ² na stres a vlastn¼ zodpovednosŠ pren§ġaj¼ na 

inĨch. Proakt²vna osobnosŠ si tvor² svoj ģivot sama s orient§ciou na 

pr²tomnosŠ, prij²ma za seba zodpovednosŠ a snaģ² sa rieġiŠ probl®my.) 

JednĨm z psychickĨch ohrozen² je aj negat²vne myslenie, pretoģe 

ļlovek m§ vplyv na to, ako uvaģuje a jedn§ o udalostiach. ńalej ide o 

stratu alebo neschopnosŠ n§jsŠ v pr§ci kaģdodennĨ zmysel; 

╖ Individu§lne fyzick® pr²ļiny ï sem autori radia nedostatok rezistencie 

(odolnosti) organizmu voļi stresu a nezdravĨ sp¹sob ģivota (nadv§ha, 

fajļenie, konzum§cia alkoholu); 

╖ Inġtitucion§lne pr²ļiny ï tu ide o negat²vne p¹sobenie ġkolsk®ho 

prostredia (zl® osvetlenie, vysok§ hladina hluku, neuspokojiv® 

priestory, ġkodliv§ kl²ma ġkoly). Taktieģ atmosf®ra uļebne, aj keŅ 

vyjadruje kr§tkodob¼, moment§lnu situ§ciu, m¹ģe sa zmeniŠ v 

priebehu min¼ty alebo jedn®ho dŔa, zasahuje do preģ²vania uļiteŎa aj 

ģiaka a ovplyvŔuje jeho psychick¼ rovnov§hu (Vaġaġov§, et al., 2016). 

Vznik stresu m¹ģe byŠ vyvolanĨ aj zvĨġenĨm poļtom probl®movĨch 
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ģiakov v triedach, naruġenĨmi vzŠahmi v uļiteŎskom zbore a 

nespokojnosŠou s veden²m ġkoly;  

╖ Spoloļensk® pr²ļiny ï ako stresory tu p¹sobia vġeobecn§ neschopnosŠ 

rodiļov vychovaŠ dieŠa a udrģaŠ si s n²m zdravĨ vzŠah, negat²vny 

vplyv m®di², v d¹sledku ļoho slabne rodinn§ vĨchova, nedostatoļn® 

spoloļensk® ohodnotenie uļiteŎskej profesie.  

V r§mci zisŠovania pr²ļin vyhorenia u uļiteŎov z§kladnĨch a strednĨch 

ġk¹l sa uskutoļnil v rokoch 1999 ï 2001 vĨskum pod veden²m V. Holeļka 

(2001). Iġlo o urļenie siedmich hlavnĨch stresorov, kde sa na prvom mieste 

umiestnilo pracovn® preŠaģenie uļiteŎov, na druhom mieste bolo vedenie ġkoly 

a na treŠom probl®my, ktor® vyplĨvaj¼ z kontaktu so ģiakmi. D. Ġvingalov§ 

(2006) zasa poukazuje na pr§cu ġpeci§lnych pedag·gov, ako na skupinu 

uļiteŎov, ktor² musia zn§ġaŠ n§roky pr§ce vyplĨvaj¼cej z intenz²vneho 

kontaktu s deŠmi s r¹znym druhom a stupŔom postihnutia. Tieto deti maj¼ 

ġpecifick® potreby v oblasti vzdel§vania a je nevyhnutn® pristupovaŠ k nim 

citlivo a individu§lne. Tieģ uv§dza zauj²mavĨ diagnostickĨ fakt o tom, ģe aģ 15 

ï 20 % uļiteŎov je postihnutĨch vysokĨm stupŔom vyhorenia, priļom ohrozuje 

najmª tĨch sluģobne a vekovo najstarġ²ch. 

 

4.1 CieŎ vĨskumu 

CieŎom n§ġho vĨskumu bolo zistiŠ, ktor® stresory najviac p¹sobia v pr§ci 

uļiteŎov z§kladnĨch ġk¹l, ak® s¼ prejavy stresu u uļiteŎov a sp¹soby, akĨmi 

uļitelia zvl§daj¼ stresov® situ§cie. Sk¼mali sme aj mieru vyhorenia uļiteŎov 

z§kladnĨch ġk¹l z hŎadiska dŌģky pedagogickej praxe a stupŔa z§kladnej ġkoly, 

na ktorom respondenti p¹sobili.  

 

4.2 VĨskumn® ot§zky 

Na z§klade vĨskumn®ho cieŎa sme si vymedzili nasleduj¼ce vĨskumn® 

ot§zky: 

1) Ak® stresory p¹sobia v pr§ci uļiteŎov z§kladnĨch ġk¹l najļastejġie? 

2) Ak® s¼ najļastejġie prejavy stresu u uļiteŎov z§kladnĨch ġk¹l? 

3) AkĨmi sp¹sobmi zvl§daj¼ uļitelia z§kladnĨch ġk¹l stresov® situ§cie? 

4) Ak§ je miera vyhorenia uļiteŎov z§kladnĨch ġk¹l v z§vislosti od dŌģky 

pedagogickej praxe? 

5) Ak§ je miera vyhorenia uļiteŎov z§kladnĨch ġk¹l v z§vislosti od stupŔa 
z§kladnej ġkoly, na ktorom p¹sobia? 

 

4.3 Met·da vĨskumu 

Vo vĨskume sme pouģili neġtandardizovanĨ dotazn²k vlastnej 

proveniencie, pri tvorbe ktor®ho sme sa inġpirovali tromi existuj¼cimi 

metodikami. Prv§ z nich je metodika, ktor¼ pouģila vo svojom vĨskume 
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rumunsk§ dvojica O. Clipa a A. Boghean (2015), ktor§ vytvorila dotazn²k 

zameranĨ na zistenie stresorov a zvl§dania stresu u uļiteliek MĠ. P¹vodnĨ 

dotazn²k spom²nanĨch autoriek pozost§val z 25 poloģiek ï stresorov 

vyskytuj¼cich sa v pr§ci uļiteŎa, 10 poloģiek zameranĨch na konkr®tne 

sp¹soby zvl§dania stresu a 10 poloģiek, ktor® predstavuj¼ moģn® rieġenia 

probl®mov v ġkole. V naġom dotazn²ku sme vyuģili z p¹vodnĨch 25 stresorov, 

15 stresorov, rovnako ako v p¹vodnej metodike, ġk§lovanĨch 5-stupŔovou 

ġk§lou. Zoznam stresorov je uvedenĨ v tab. 3.  

Pri zisŠovan² prejavov stresu v pr§ci uļiteŎov sme sa inġpirovali dotazn²kom 

autorov C. Henniga a G. Kellera (1996), ktor² vo svojej publik§cii uv§dzaj¼ 24 

individu§lnych prejavov stresu, z ktorĨch sme vybrali 16 prejavov stresu 

(respondenti na ġk§le od 1 do 5 mali oznaļiŠ frekvenciu vĨskytu jednotlivĨch 

problematickĨch prejavov).  

S¼ļasŠou naġej testovej bat®rie bol aj dotazn²k od autorov A. Pines a E. 

Aronson (KŚivohlavĨ, 1998), ktorĨ je zameranĨ na zistenie miery vyhorenia. 

Ide o 21 vĨrokov, pri ktorĨch mali respondenti vyjadriŠ subjekt²vne stanovisko 

na ġk§le od 1 (nikdy) po 7 (vģdy). Dotazn²k BM zohŎadŔuje vġetky aspekty 

syndr·mu vyhorenia (fyzick®, emocion§lne, psychick®). KŎ¼ļ na vyhodnotenie 

ġtandardizovan®ho dotazn²ka uv§dza vo svojej publik§cii J. KŚivohlavĨ (1998). 

Pri interpret§cii psychick®ho vyhorenia sme postupovali podŎa legendy (BM ï 

stupeŔ vyhorenia): 

╖ BM 2 a menej = dobrĨ vĨsledok 

╖ BM 2,1 aģ 3 = uspokojivĨ vĨsledok 

╖ BM 3,1 aģ 4 = kritickĨ stav, odpor¼ļa sa ujasnenie si rebr²ļka hodn¹t 

╖ BM 4,1 aģ 5 = pr²tomnosŠ vyhorenia, treba vyhŎadaŠ pomoc 

╖ BM 5,1 a viac = alarmuj¼ci stav vyhorenia, vyhŎadaŠ odborn¼ pomoc. 

Reliabilita dotazn²ka BM vykazovala v naġej vĨskumnej vzorke vysok¼ 

mieru (Cronbachova alfa = 0,877), samozrejme zohŎadŔujeme aj vysokĨ poļet 

poloģiek vo vĨskumnom n§stroji.  

Dotazn²k vlastnej proveniencie tieģ obsahoval otvoren¼ ot§zku zameran¼ na 

vlastn® sp¹soby zvl§dania stresovĨch situ§ci². 

Testov¼ bat®riu vypŌŔali respondenti anonymne. VĨskumn® zistenia boli 

spracovan® pomocou programu Microsoft Excel a SPSS 20. Bola vyuģit§ 

deskript²vna ġtatistika pre popis frekvencie a miery vĨskytu stresorov 

a prejavov stresu. Na z§klade testu normality (Shapiro-Wilkov test) sa 

preuk§zalo norm§lne rozloģenie premennĨch vo vĨskumnej vzorke, preto sme 

Ņalej vyuģili parametrick® ġtatistick® met·dy: Pearsonov korelaļnĨ koeficient 

a t-test pri testovan² rozdielov v komparaļnej analĨze.  

4.4 Charakteristika vĨskumnej vzorky 
 N§ġ vĨskum sme uskutoļnili v siedmich z§kladnĨch ġkol§ch v okrese 

Povaģsk§ Bystrica a z¼ļastnilo sa ho 50 respondentov. VĨskumn¼ vzorku sme 
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vyberali na z§klade dostupn®ho vĨberu. Pre naġe vĨskumn® z§mery sme 

vĨskumnĨ s¼bor rozdelili z hŎadiska dŌģky pedagogickej praxe. Iġlo o dve 

kateg·rie, ktor® J. PrŢcha (2005) opisuje ako uļiteŎ zaļiatoļn²k (ĂpedagogickĨ 

ġtartñ ï 1 aģ 5 rokov praxe) a uļiteŎ expert (Ăpedagogick§ stabiliz§ciañ ï viac 

ako 5 rokov praxe). VĨskumu sa z¼ļastnilo 30 (60 %) uļiteŎov expertov a 20 

(40 %) uļiteŎov zaļiatoļn²kov. VzhŎadom na n²zky poļet respondentov 

a dostupnĨ vĨber ï v snahe zachovaŠ anonymitu respondentov (na z§klade 

viacerĨch ģiadost²), sme sa rozhodli v dotazn²ku netrvaŠ na vyplnen² veku, 

pohlavia a re§lnej dŌģky pedagogickej praxe.  

 

TabuŎka 1: Respondenti z hŎadiska dŌģky pedagogickej praxe 

DŌģka pedagogickej praxe 
Absol¼tna 

poļetnosŠ (n) 
Relat²vna 

poļetnosŠ (%) 

UļiteŎ zaļiatoļn²k  20 40 
UļiteŎ expert  30 60 

Spolu (N) 50 100 
 V r§mci premennĨch sme sa rozhodli porovn§vaŠ uļiteŎov aj z hŎadiska 

stupŔa z§kladnej ġkoly, na ktorom p¹sobia. Pomer uļiteŎov z I. a II. stupŔa bol 

v naġej vĨskumnej vzorke rovnakĨ, t. j. 25 (50 %) a 25 (50 %). 

TabuŎka 2: Respondenti z hŎadiska stupŔa z§kladnej ġkoly 

StupeŔ z§kladnej ġkoly 
Absol¼tna 

poļetnosŠ (n) 
Relat²vna 

poļetnosŠ (%) 
I. stupeŔ z§kladnej ġkoly 25 50 
II. stupeŔ z§kladnej ġkoly 25 50 

Spolu (N) 50 100 
 

 

4.5 VĨskumn® zistenia 

Najļastejġie stresory p¹sobiace v pr§ci uļiteŎov z§kladnĨch ġk¹l 

Respondenti vyjadrovali subjekt²vne stanovisko na ġk§le od 1 (nestresuj¼ce) po 

5 (extr®mne stresuj¼ce) k pªtn§stim stresorom p¹sobiacim v ich pedagogickej 

pr§ci. Za extr®mne stresov® vo svojej pr§ci povaģuj¼ uļitelia najļastejġie 

pr²tomnosŠ ģiaka so ġpeci§lnymi vĨchovno-vzdel§vac²mi potrebami, ļast® 

legislat²vne zmeny a spoloļensk® ohodnotenie ich pr§ce. Ako veŎmi stresuj¼ce 

oznaļuj¼ svoje Ņalġie vzdel§vanie, platov® podmienky, zast§vanie viacerĨch 

funkci² ļi pr§cu nadļas. Ako nestresuj¼ce faktory sa uk§zali vzŠahy v 

pedagogickom zbore, vzŠah s nadriadenĨm ļi vedenie pedagogickej 

dokument§cie. V tabuŎke 3 uv§dzame priemern® hodnoty jednotlivĨch 

stresorov.  
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TabuŎka 3: Stresory v pr§ci uļiteŎov (usporiadan® podŎa miery vn²manej 

z§vaģnosti) 

Stresor Priemern® hodnoty 

Ļast® zmeny vo vzdel§vacom syst®me 3,62 

Ģiak so ĠVVP 3,40 

Spoloļensk® ohodnotenie 3,16 

Platov® podmienky 3,12 

Zast§vanie viacerĨch funkci² 3,08 

Perfekcionizmus 2,72 

Rutina 2,62 

Profesion§lne uznanie 2,58 

Komunik§cia s rodiļmi dieŠaŠa 2,54 

ĐļasŠ na Ņalġom vzdel§van² 2,54 

Pr§ca nadļas 2,54 

Materi§lne vybavenie ġkoly 2,54 

VzŠah s nadriadenĨm 2,28 

Vedenie pedagogickej dokument§cie 2,20 

VzŠahy v pedagogickom zbore 1,82 

 

Najļastejġie prejavy stresu u uļiteŎov z§kladnĨch ġk¹l 

Respondenti sa v druhej dotazn²kovej poloģke vyjadrovali na ġk§le od 1 

(nikdy) po 5 (vģdy) k ġestn§stim prejavom stresu. Za ļastĨ prejav stresu 

pokladali fyzick® vyļerpanie, psychick® vyļerpanie, n§chylnosŠ na choroby, 

bolesti hlavy a vn¼torn® napªtie. Ide o s¼bor psychickĨch a fyzickĨch prejavov 

stresu, ktor® maj¼ nesk¹r za n§sledok vznik syndr·mu vyhorenia. Respondenti 

zaradili medzi prejavy stresu, ktor® sa u nich nikdy neobjavuj¼, najmª 

vyvol§vanie konfliktov, vyhĨbanie sa rieġeniu probl®mov, premĨġŎanie o 

zmene povolania, vyhĨbanie sa kolegom. Respondenti uv§dzali najļastejġie 

prejavy stresu vo fyzickej a psychickej oblasti, priļom soci§lnu oblasŠ uv§dzali 

ako najmenej ohrozen¼. V tabuŎke 4 uv§dzame priemern® hodnoty 

jednotlivĨch prejavov stresu. Napriek tomuto tvrdeniu sme korelaļnou 

analĨzou (Pearsonov korelaļnĨ koeficient) zistili, ģe medzi mierou vyhorenia 

u uļiteŎov a niektorĨmi prejavmi stresu v soci§lnej oblasti existuj¼ 

signifikantn® korelaļn® vzŠahy. Napr. miera vyhorenia s premennou vyhĨbam 

sa kolegom (r = 0,367**), miera vyhorenia s premennou vyvol§vam konflikty 

(r = 0,308*), miera vyhorenia s premennou vyhĨbam sa rieġeniu probl®mov (r 

= 0,486**).  

TabuŎka 4: Prejavy stresu v pr§ci uļiteŎov 

Prejav stresu Priemern® hodnoty 
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BĨvam psychicky vyļerpanĨ 3,34 

BĨvam fyzicky vyļerpanĨ 2,98 

Trp²m bolesŠami hlavy 2,76 

Som n§chylnĨ k chorob§m 2,74 

Som vn¼torne napªtĨ 2,72 

Zle sp§vam 2,50 

C²tim obavy zo zlyhania 2,50 

Nem§m radosŠ zo svojej pr§ce 2,30 

Pochybujem o svojich profesion§lnych schopnostiach 2,28 

C²tim sa bezcennĨ 2,24 

M§m probl®m sa s¼strediŠ 2,16 

VyhĨbam sa ¼ļasti na Ņalġom vzdel§van² 2,08 

PremĨġŎam o zmene povolania 1,96 

VyhĨbam sa kolegom 1,66 

VyhĨbam sa rieġeniu probl®mov 1,66 

Vyvol§vam konflikty 1,40 

 

Sp¹soby zvl§dania stresu u uļiteŎov 

Respondenti za najļastejġ² sp¹sob zvl§dania stresu uv§dzali relax a oddych 

spojenĨ so sp§nkom a tieģ akt²vny oddych spojenĨ so ġportom (graf 1).  

 
Graf 1: Sp¹soby zvl§dania stresovĨch situ§cii 
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VĨsledky miery vyhorenia sme komparovali na z§klade dŌģky pedagogickej 

praxe a stupŔa z§kladnej ġkoly, kde respondenti p¹sobia. Zistili sme, ģe 

priemern§ celkov§ miera vyhorenia respondentov bola 2,8, ļo znamen§ 

uspokojivĨ vĨsledok. Pr²tomnosŠ psychick®ho vyhorenia (BM 4,1 aģ 5) bola 

zisten§ u troch respondentov a kritickĨ stav vyhorenia (BM 5,1 a viac) 

u jedn®ho z nich. 

 
Graf 2: Hodnoty psychick®ho vyhorenia respondentov 
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ako u uļiteŎov ï pokroļilĨch (BM = 2,7). Na z§klade pouģitia t-testu bol 

potvrdenĨ signifikantnĨ rozdiel medzi uļiteŎmi zaļiatoļn²kmi a pokroļilĨmi (F 

= 2,75; p-hodnota = 0,006).  
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Graf 3: Porovnanie psychick®ho vyhorenia uļiteŎov podŎa dŌģky pedagogickej 

praxe 

Miera vyhorenia uļiteŎov z§kladnĨch ġk¹l v z§vislosti od stupŔa z§kladnej 

ġkoly, na ktorom p¹sobia 

Priemern§ miera vyhorenia bola u uļiteŎov I. stupŔa ZĠ (BM = 2,72) vyġġia 

ako u uļiteŎov II. stupŔa ZĠ (BM = 2,16). Na z§klade pouģitia t-testu bol 

potvrdenĨ signifikantnĨ rozdiel medzi skupinami uļiteŎov (F = 1,12; p-hodnota 

= 0,036). KritickĨ stav (BM = 3,1 aģ 4) uv§dzalo 36 % uļiteŎov I. stupŔa oproti 

20 % uļiteŎov II. stupŔa. Pr²tomnosŠ psychick®ho vyhorenia (BM 4,1 aģ 5) aj 

alarmuj¼ceho stavu vyhorenia (BM 5,1 a viac) bola rovnako vyġġia u uļiteŎov 

I. stupŔa.  

Graf 4: Porovnanie psychick®ho vyhorenia uļiteŎov podŎa stupŔa z§kladnej 

ġkoly 
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4.6 Diskusia 

CieŎom n§ġho vĨskumu bolo zistiŠ, ktor® stresory najviac p¹sobia v pr§ci 

uļiteŎov z§kladnĨch ġk¹l, ak® s¼ prejavy stresu u uļiteŎov a sp¹soby, akĨmi 

uļitelia zvl§daj¼ stresov® situ§cie. Sk¼mali sme aj mieru vyhorenia uļiteŎov 

z§kladnĨch ġk¹l z hŎadiska dŌģky ich pedagogickej praxe a stupŔa z§kladnej 

ġkoly, na ktorom respondenti p¹sobili. Stanovili sme pªŠ vĨskumnĨch ot§zok. 

V r§mci prvej vĨskumnej ot§zky sme zistili, ģe za extr®mne stresov® vo 

svojej pr§ci povaģuj¼ uļitelia najļastejġie pr²tomnosŠ ģiaka so ġpeci§lnymi 

vĨchovno-vzdel§vac²mi potrebami, ļast® legislat²vne zmeny a spoloļensk® 

ohodnotenie ich pr§ce. Ako veŎmi stresuj¼ce oznaļuj¼ svoje Ņalġie 

vzdel§vanie, platov® podmienky, zast§vanie viacerĨch funkci² ļi pr§cu nadļas. 

Ide o ļasto diskutovan® stresov® faktory, priļom na mnoh® z nich sa snaģia 

uļitelia verejne poukazovaŠ. Ich rieġenie m¹ģe priniesŠ komplexn§ a efekt²vna 

legislat²vna zmena. Podobn® zistenia uv§dza aj O. Clipa a A. Boghean (2015) 

vo vĨskume miery preģ²van®ho stresu a p¹sobiacich stresorov v profesii 

uļiteliek MĠ, kde autorky napokon konġtatuj¼, ģe naj¼ļinnejġ²m opatren²m na 

zn²ģenie stresu u uļiteŎov by bola primeran§ mzda a pr§ca za riadnych 

pracovnĨch podmienok. Ako nestresuj¼ce faktory sa uk§zali vzŠahy v 

pedagogickom zbore, vzŠah s nadriadenĨm ļi vedenie pedagogickej 

dokument§cie. Autorky M. Kaļm§rov§ a M. Kravcov§ (2011) zistili, ģe medzi 

hlavn® zdroje stresu v r§mci uļiteŎskej profesie patria n§roky na psychiku, 

n²zky plat, ļasovĨ tlak, nedocenenie pr§ce uļiteŎa, ļast® zmeny vzdel§vac²ch 

projektov a organiz§cie ġkoly. V s¼vislosti s touto t®mou zistila V. Anghelache 

(2015), ģe na celkov¼ spokojnosŠ pr§ce u uļiteŎa p¹sobia hlavne jeho 

poļiatoļn® oļak§vania. Ak tieto nie s¼ naplnen®, zniģuje sa aj spokojnosŠ 

s pr§cou. VġetkĨch pªtn§sŠ stresorov, ktor® sa m¹ģu vyskytn¼Š v pedagogickej 

praxi, p¹sob² na uļiteŎa ako tenzia, ktor§ je ignorovan§ spoloļnosŠou, 

nadriadenĨmi, ale ļasto aj sebou samĨm. Ġkol§m ļasto chĨba materi§lne aj 

priestorov® zabezpeļenie, uļitelia ģiadaj¼ asistentov nielen do tried so ģiakmi 

so ġpeci§lnymi vĨchovno-vzdel§vac²mi potrebami a odmietaj¼ sa neust§le 

prisp¹sobovaŠ novĨm legislat²vnym zmen§m. Zmeny v ġkolstve s¼ potrebn®, 

avġak komplexn®. Ide o veŎmi aktu§lnu ot§zku, keŅģe v tomto obdob² sa 

vytv§ra novĨ N§rodnĨ program rozvoja vĨchovy a vzdel§vania pod n§zvom 

Uļiace sa Slovensko. Okrem in®ho treba zohŎadniŠ cel¼ cestu uļiteŎa do 

najvyġġej platovej triedy (¼ļasŠ na Ņalġom vzdel§van², atestaļn® sk¼ġky), ktor§ 

predstavuje Ņalġiu plej§du stresorov.  

V druhej vĨskumnej ot§zke za ļastĨ prejav stresu pokladali uļitelia 

fyzick® vyļerpanie, psychick® vyļerpanie, n§chylnosŠ na choroby, bolesti 

hlavy a vn¼torn® napªtie. Teda prejavy, ktor® m¹ģu naznaļovaŠ zvĨġen® riziko 

syndr·mu vyhorenia. Ako zd¹razŔuje vo svojom konferenļnom pr²spevku aj 

D. Kopļanov§ (2005), dlhodobĨ psychosoci§lny stres s¼visiaci s konfliktnĨm 
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soci§lnym prostred²m v pr§ci (v naġom pr²pade sa sk¹r potvrdili probl®my 

s probl®movĨmi ģiakmi a pod.) m¹ģe maŠ v§ģne patologick® d¹sledky na 

zdravie uļiteŎa tĨm, ģe indukuje v organizme celĨ rad endokrinnĨch reakci² s 

latentnĨmi ġkodlivĨmi n§sledkami schopnĨmi zasiahnuŠ kaģdĨ org§n a kaģdĨ 

syst®m v tele. M. Popelkov§ (2011) potvrdila, ģe uļitelia s¼ so svoj²m zdrav²m 

vĨznamne menej spokojn² neģ pracovn²ci b§nk. Tieģ zo zisten² P. R. 

OËConnora a V. A. Clarka (1990) vyplĨva, ģe profesia uļiteŎa je tzv. stresov§ 

profesia. Preto je potrebn® viac ļasu venovaŠ relax§cii, pohybovej aktivite a 

inĨm odpoļinkovĨm ļinnostiam napom§haj¼cim rĨchlejġiemu odstraŔovaniu 

napªtia, ktor® sa vytvorilo v priebehu stresovej reakcie.  

V tretej vĨskumnej ot§zke uļitelia uv§dzali najļastejġ² sp¹sob 

prekon§vania stresu z pr§ce relaxom a oddychom spojenĨm so sp§nkom, a na 

druhej strane akt²vnym oddychom spojenĨm so ġportom. Akt²vny oddych 

a venovanie sa z§ujmom zistili aj autorky O. Clipa a A. Boghean (2015). 

VzhŎadom na to, ģe iġlo o otvoren¼ ot§zku, respondenti podŎa n§ġho n§zoru 

volili sk¹r soci§lne ģiaduce odpovede. Medzi odpoveŅami sa vyskytovali 

vªļġinou pozit²vne sp¹soby zvl§dania stresu, ļo je v rozpore so zisteniami P. 

Laukovej, S. T·tha a S. Juriġovej (2010), ktor² zistili medzi uļiteŎmi neģiaduce 

prostriedky kompenz§cie stresu, a to fajļenie a uģ²vanie alkoholu. PoteġiteŎn® 

je vġak zvĨġenie fyzickej aktivity oproti predoġlĨm rokom podŎa uvedenĨch 

autorov.  

V r§mci ġtvrtej vĨskumnej ot§zky sme zistili, ģe priemern§ miera 

vyhorenia vġetkĨch respondentov bola 2,8, ļo celkovo znamen§ uspokojivĨ 

vĨsledok. Avġak 36 % uļiteŎov uģ vykazuje kritick¼ mieru vyhorenia. Z 

vĨskumu D. Fontany a R. Abouserie (1993; podŎa: R. Kohoutek, 2010) 

vyplynulo, ģe vo vzorke britskĨch uļiteŎov z§kladnĨch ġk¹l 72 % uļiteŎov trp² 

miernym stresom a 23 % trp² v§ģnym stresom. Nemeck² psychol·govia C. 

Hennig a G. Keller (1995) uv§dzaj¼, ģe poļet uļiteŎov postihnutĨch vysokou 

mierou vyhorenia sa pohybuje medzi 15 ï 20 %.  

Priemern§ miera vyhorenia bola u uļiteŎov ï zaļiatoļn²kov (BM = 2) niģġia 

ako u uļiteŎov ï pokroļilĨch (BM = 2,7). Na z§klade pouģitia t-testu bol 

potvrdenĨ signifikantnĨ rozdiel medzi uļiteŎmi zaļiatoļn²kmi a pokroļilĨmi (F 

= 2,75; p-hodnota = 0,006). Tieto zistenia sa viaģu aj s vekom respondentov, 

keŅģe predpoklad§me, ģe uļitelia s dlhġou pedagogickou praxou s¼ spravidla 

vekovo starġ² oproti zaļiatoļn²kom. S vekom, ale aj s dlhĨm p¹soben²m 

v rizikovom povolan² tĨkaj¼com sa pr§ce s ŎuŅmi postupne kles§ vĨkonnosŠ aj 

odolnosŠ organizmu voļi stresu. Naopak, sluģobne mladġ² uļitelia pracuj¼ s 

vªļġ²m entuziazmom a optimizmom. Ļerstv² absolventi vysokĨch ġk¹l 

prich§dzaj¼ do zamestnania pln² oļak§van² a z§palu pre pr§cu. Realita 

pedagogickej praxe im vġak ļasto vezme ich il¼zie a oni ļasom podŎahn¼ 

vyhoreniu.  
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V piatej vĨskumnej ot§zke sme zistili priemern¼ mieru vyhorenia u 

uļiteŎov I. stupŔa ZĠ (BM = 2,72) vyġġiu ako u uļiteŎov II. stupŔa ZĠ (BM = 

2,16). Na z§klade pouģitia t-testu bol potvrdenĨ signifikantnĨ rozdiel medzi 

skupinami uļiteŎov (F = 1,12; p-hodnota = 0,036). KritickĨ stav (BM = 3,1 aģ 

4) uv§dzalo 36 % uļiteŎov I. stupŔa oproti 20 % uļiteŎov II. stupŔa.  

Pr²tomnosŠ psychick®ho vyhorenia (BM 4,1 aģ 5) aj alarmuj¼ceho stavu 

vyhorenia (BM 5,1 a viac) bola rovnako vyġġia u uļiteŎov I. stupŔa. Vyġġia 

miera psychick®ho vyhorenia u uļiteŎov prv®ho stupŔa s¼vis² s ich n§roļnou 

pr§cou s deŠmi. Uļia ģiakov z§klady, na ktorĨch sa potom stavia vġetko ostatn® 

v sekund§rnom vzdel§van². Maj¼ ġirġ² z§ber vedomost² a z§ujmov, pretoģe 

nemaj¼ aprob§ciu len na jeden alebo dva predmety, ako je to na druhom stupni. 

Samozrejme, aj v sekund§rnom vzdel§van² existuj¼ r¹zne ¼skalia, ktor® 

uļiteŎom sp¹sobuj¼ stres. UļiteŎ uļ² kaģd¼ hodinu v inej triede, ļomu mus² 

prisp¹sobiŠ aj svoj vĨklad. Neust§le pracuje s r¹znymi kolekt²vmi ģiakov z 

r¹znych roļn²kov, stret§va sa vo vªļġej miere s vĨchovno-probl®movĨm 

spr§van²m sa ģiakov.  

Naġe vĨskumn® zistenia vġak nemoģno zovġeobecniŠ, s¼ limitovan® 

pomerne malou vĨskumnou vzorkou, ako aj vĨskumnĨm dizajnom a 

metodikami pouģitĨmi vo vĨskume. 

 

Z§ver 

Na z§klade naġich zisten² m¹ģeme s¼hlasiŠ s vyġġie uvedenĨmi autormi, ģe 

uļiteŎsk§ profesia je pomerne stresuj¼ca, viac s¼ ohrozen² uļitelia prim§rneho 

vzdel§vania a tieģ uļitelia s dlhoroļnou praxou. Medzi prejavy stresu patria 

hlavne somatick® a psychick® probl®my, ktor® sa potom v praxi odr§ģaj¼ 

hlavne na ļastejġej nepr²tomnosti v pr§ci z d¹vodu zdravotnĨch probl®mov. 

Uvedomujeme si, ģe v s¼ļasnosti na Slovensku nie s¼ nastaven® priazniv® 

podmienky na vykon§vanie uļiteŎskej profesie. Medzi odpor¼ļania, ktor® 

vyplynuli z n§ġho vĨskumu patria (okrem komplexnej a pozit²vnej reformy 

ġkolstva):  

- spr²snenie krit®ri² posudzovania psychickej pracovnej sp¹sobilosti 

uch§dzaļov o uļiteŎsk¼ profesiu (Kopļanov§, 2005); 

- d¹kladn§ psychologick§ pr²prava bud¼cich uļiteŎov (soci§lno-

psychologick® tr®ningy zameran® na rozv²janie podstatnĨch soci§lnych 

zruļnost²) (Kopļanov§, 2005); 

- otvoren§ medializ§cia vġetkĨch aktu§lnych ot§zok spojenĨch so ġkolstvom 

a postaven²m dneġn®ho uļiteŎa (Kopļanov§, 2005); 

- podporiŠ vytv§ranie poz²ci² pre odbornĨch zamestnancov (ġkolsk² 

psychol·govia, soci§lni pedag·govia) a ich angaģovan²m sa aj pri 

prevent²vnych aktivit§ch pre uļiteŎov; 
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- podporiŠ vytv§ranie poz²ci² pre asistentov uļiteŎov nielen pre ģiakov so 
ġpeci§lnymi vĨchovno-vzdel§vac²mi potrebami (napr²klad do prvej triedy); 

- zjednoduġiŠ postup v platovĨch triedach uļiteŎov a zruġiŠ platovĨ strop; 

- zaviesŠ z§ģitkov® prevent²vne programy pre uļiteŎov (vĨznam 

posilŔovania pozit²vneho sebapoŔatia pri zvl§dan² z§Šaģe v zmysle 

hardiness potvrdili u bud¼cich uļiteŎov Miġkolciov§, ńuricov§, 2015); 

- budovaŠ na pracovisku pozit²vnu pracovn¼ kl²mu, ktor§ napom§ha k 
vn¼tornej pohode uļiteŎov; 

- pom§haŠ zvyġovaŠ spoloļensk¼ hodnotu uļiteŎskej profesie; 

- poskytn¼Š odborn¼ pomoc uļiteŎovi v pr²pade vysokej miery vyhorenia. 
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Anot§cia: VĨchova formuje n§zory, postoje a aj spr§vanie dieŠaŠa. Na 

z§klade spr§vania det² predġkolsk®ho veku voļi rovesn²kom m¹ģeme 

predpokladaŠ ich nasledovn® spr§vanie v Ņalġ²ch vĨvinovĨch obdobiach, ļo 

je spojen® s moģnĨm patologickĨm spr§van²m v pubert§lnom obdob², ļi 

dospelosti. Ġt¼dia sa preto zameriava na vzŠah medzi vybranĨmi aspektmi 

vĨchovy matiek v ¼plnĨch rodin§ch a agres²vnym a prosoci§lnym spr§van²m 

det² v materskej ġkole k svojim rovesn²kom. ńalej porovn§va mieru 

prejavovania jednotlivĨch druhov spr§vania u chlapcov a dievļat. VĨskumnĨ 

s¼bor tvorilo 28 uļiteliek materskĨch ġk¹l a 96 matiek det² vo veku 4,5 aģ 6,5 

roka z ¼plnĨch rod²n zo siedmich materskĨch ġk¹l v Bratislavskom kraji. 

Mieru pouģ²vania zloģiek vĨchovy u matiek voļi svojmu dieŠaŠu sme 

zaznamenali prostredn²ctvom upraven®ho dotazn²ka ADOR (MatŊjļek, ř²ļan, 

1983) na sebavĨpovede matiek. A na z²skanie ¼dajov o spr§van² dieŠaŠa v MĠ 

sme pouģili Ġk§lu soci§lneho spr§vania dieŠaŠa predġkolsk®ho veku ï 

uļiteŎsk§ forma [PSBS-TF, The Preschool Social Behaviour Scale ï Teacher 

Form] (Crick, Casas, Mosher, 1997). V miere prejavovania agresie 

a prosoci§lneho spr§vania sa u dievļat a chlapcov rozdiely nepreuk§zali. 

Preuk§zalo sa vġak rozliļn® p¹sobenie vĨchovy matiek na dievļat§ 

a chlapcov. Naġe hypot®zy sa sļasti potvrdili. Ġtatisticky vĨznamn® korelaļn® 

vzŠahy so spr§van²m det² sa preuk§zali pri prejavovan² hostility, pozit²vneho 

z§ujmu, direkt²vnosti a ned¹slednosti vo vĨchove matiek. Ģiadny ġtatisticky 

vĨznamnĨ vzŠah so spr§van²m det² sa nepreuk§zal pri auton·mii vo vĨchove 

zo strany matiek. Tieto vĨsledky s¼ do znaļnej miery podobn® ako vĨsledky zo 

zahraniļnĨch vĨskumov.  

 

KŎ¼ļov® slov§: fyzick§ agresia, predġkolskĨ vek, prosoci§lne spr§vanie, 

vĨchova, vzŠahov§ agresia 

 

Educational Behavior of Mothers, Prosocial and Aggressive Behavior of 

Children of Preschool Age. The education shapes the opinions and attitudes 

and behavior of the child. Based on the behavior of preschool children to 

their peers, we can expect the following behavior in other developmental 

stages, which is to involve with possible pathological behavior in the 

adolescence or adulthood. Therefore the study is focused on relationship 

between scales of parenting styles of mothers in complete family and 

aggressive and prosocial behavior of children to their peers in kindergarten. 
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It also compares degree of manifestation of different kinds of behavior in 

boys and girls. The sample consist of 28 kindergarten teachers and 96 

mothers of kids in age from 4,5 to 6,5 years coming from complete families 

in seven kindergartens in Bratislava region. Degree of using elements of 

parenting styles in mothers towards their children was measured by modified 

questionnaire ADOR (MatŊjļek, ř²ļan, 1983) for self-assessment of mothers. 

For getting data of children behavior in kindergartens we used Preschool 

Social Behavior Scale ïTeacher Form (Crick, Casas, Mosher, 1997). We 

havenót found a difference in degree of aggression and prosocial behavior 

between boys and girls. But we found different effect of motherËs parenting 

style on girls and boys. Our hypothesis was partially confirmed. Statistically 

significant correlations were demonstrated between the childrenËs behavior 

and exercising hostility, positive interest, directivity and inconsistency in 

parenting style of mothers. He wasnËt demonstrated statistically significant 

correlation between the childrenËs behavior and autonomy in parenting style 

of mothers. These results are largely similar to those of the foreign studies.  

 

Key words: Physical aggression, Preschool age, Prosocial behavior, 

Upbringing, Relation aggression. 

 

Đvod 

V predġkolskom obdob² je dieŠa schopn® empatie, prosoci§lneho spr§vania, 

aj z§mernej agresie, pretoģe prekon§va Ņalġiu vĨvinov¼ ¼roveŔ v oblasti 

soci§lneho, emocion§lneho, aj mor§lneho rozvoja.  

Prostredn²ctvom spolupr§ce a kontaktu s rovesn²kmi sa rozv²ja decentr§cia, 

t. j. schopnosŠ pozeraŠ sa na vlastn® konanie oļami druh®ho, ļi vc²tiŠ sa do 

pocitov druh®ho. To znamen§, ģe dieŠa je schopn® pom§haŠ slabġ²m, podriadiŠ 

sa z§ujmu ostatnĨch, rieġiŠ konflikt kompromisom. D¹leģit® na rozvoj 

decentr§cie je odl²ġenie seba od druhĨch, ale aj ne/empatick® spr§vanie 

najbliģġ²ch os¹b voļi dieŠaŠu (Ġulov§, 2005). PodŎa Hoffmana (in Ġulov§, 

2005) dieŠa v tomto obdob² prech§dza z§ujmom od seba k druh®mu. 

VeŎkĨ vĨznam pre rozvoj sebaregul§cie spr§vania m§ mor§lny vĨvin. 

Piaget a Kohlberg maj¼ s²ce odliġn® koncepcie mor§lneho vĨvinu, ale obaja 

sp§jaj¼ predġkolskĨ vek s heteron·mnou mor§lkou dieŠaŠa, podŎa ktorej sa 

dieŠa riadi pr²kazmi a z§kazmi Ŏud², ktor² s¼ pre neho autoritou. Jeho cieŎom je 

vyhn¼Š sa trestu alebo z²skaŠ odmenu. Postupne sa tak uļ² mor§lnym hodnot§m 

a norm§m. Je to obdobie tvorby z§kladov mor§lky (Ġulov§, 2005). Avġak dieŠa 

by nebolo schopn® sebaregul§cie spr§vania bez rozvoja svedomia. V tomto 

veku sa zaļ²na prejavovaŠ svedomie dieŠaŠa prekroļen²m jeho hran²c 

nastavenĨch autoritou, ale aģ keŅ vie s§m rozoznaŠ zl® spr§vanie od dobr®ho. 

Za svoje spr§vanie si samo vn¼torne udel² trest alebo ho ģiada od dospel®ho. 

Svedomie rozv²jaj¼ odmeny a tresty od rodiļov. Neodpor¼ļa sa vġak 
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materi§lna odmena a fyzick® tresty. Vytv§ra sa tak prosoci§lnosŠ a potl§ļa 

uspokojenie aktu§lnych potrieb a agresivity u dieŠaŠa (ř²ļan, 2006).  

 

VĨchova v rodine 

Naznaļili sme, ģe vĨchova v rodine je d¹leģitĨm aspektom vo vĨvine 

dieŠaŠa. VĨchova p¹sob² spolu s biologickĨmi ļiniteŎmi vĨvinu 

a sebautv§ran²m na formovanie osobnosti ļloveka. Jej cieŎom je preto rozvoj 

osobnosti dieŠaŠa, ale aj z²skanie a internaliz§cia novĨch zruļnost², n§vykov, 

vlastnost², ktor® s¼ spoloļensky ģiaduce, a tieģ pozit²vne formovanie 

charakteru (Prevend§rov§, Kub²ļkov§, 1996). Rodina predstavuje pre dieŠa 

najvªļġ² vplyv v jeho prvĨch ġiestich rokoch ģivota. DieŠa sa v prvĨch rokoch 

ģivota takmer v¹bec nestret§va s inĨmi ŎuŅmi, neģ s rodinnĨmi pr²sluġn²kmi, 

najļastejġie s matkou a otcom a vĨznamnejġiu rolu preberaj¼ od rovesn²kov 

a uļiteŎov v neskorġom veku (Manniov§, 2007). Medzi d¹leģit® funkcie 

rodinn®ho syst®mu patr² aj socializ§cia a vĨchova, bez ktorĨch nie je rodina 

¼plne funkļn§, a st§va sa dysfunkļnou. Rodiļia pouģ²vaj¼ r¹zne vĨchovn® 

prostriedky a met·dy. Ide o sp¹sob vĨchovy, ktorĨ zahŘŔa celkov¼ interakciu 

medzi dospelĨm a dieŠaŠom (Ļ§p, 1996, Manniov§, 2007). Doch§dza tu 

k reciprocite, teda nielen rodiļ ovplyvŔuje spr§vanie dieŠaŠa, ale aj dieŠa 

ovplyvŔuje spr§vanie rodiļov. Rodiļ vġak mus² disponovaŠ autoritou. Bez 

autority nemoģno vychov§vaŠ dieŠa k vhodnej interakcii s rovesn²kmi 

a vhodn®mu spr§vaniu (Manniov§, 2007). Deti pozit²vne ovplyvŔuje otvoren§ 

komunik§cia, emoļn® teplo v rodine, spoloļn® rieġenie probl®mov a z§ujem 

od ostatnĨch ļlenov rodiny. Negat²vne vĨvin dieŠaŠa ovplyvŔuje nen§visŠ, 

hostilita v rodine, st§le pr²kazy a z§kazy rodiļov, nez§ujem o ļlenov rodiny, ļi 

chaotick® riadenie rodiļov (Milovanovic, Budimir-Ninkovic, 2012).  

Aspekty vĨchovy, ktor® budeme sk¼maŠ, vych§dzaj¼ z tzv. Becker-

Schaeferovho modelu pozost§vaj¼ceho z dvoch dimenzi²: kontrola 

(obmedzenie) vs. auton·mia (zhovievavosŠ) a l§skavosŠ (akcept§cia) vs. 

hostilita (odmietnutie) (Lam, 1997). Na Slovensku a v Ļeskej republike je 

zn§my model ġtyroch komponentov a ich kombin§ci² od Ļ§pa, ktorĨ sa tieģ 

inġpiroval tromi vĨchovnĨmi ġtĨlmi od Lewina. Ġtyri komponenty predstavuj¼ 

prejavy rodiļov k dieŠaŠu v ich vzŠahu. Jedn§ sa o komponent kladnĨ 

a z§pornĨ (dimenzia emoļn®ho vzŠahu), poģiadaviek a voŎnosti (dimenzia 

vĨchovn®ho riadenia) (Ļ§p, 1996).  

 

Prosoci§lne spr§vanie 

Prosoci§lne spr§vanie sa snaģilo vysvetliŠ mnoģstvo defin²ci² od r¹znych 

autorov. My si predstav²me defin²ciu od P§len²ka (2008, s. 387), ktorĨ definuje 

prosoci§lne spr§vanie ako Ăcel¼ ġ²rku prejavov v medziŎudskom spr§van², ktor® 

zasahuj¼ do rozpoloģenia inĨch Ŏud² v smere jeho uŎahļenia a zlepġeniañ. 
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Niekedy sa vyjadruje aj pojmom altruizmus. Prosoci§lne spr§vanie sa rozv²ja 

spojen²m biologickĨch vplyvov, osobnostnĨch ļŘt, soci§lnych vplyvov 

(vĨchova, vzor), motivaļnĨch, kognit²vnych (schopnosŠ rozpoznaŠ, kedy 

ļlovek pomoc potrebuje a ako mu pom¹cŠ) a situaļnĨch faktorov (KaŔkovsk§, 

2007). Najviac n§s zauj²ma soci§lny vplyv, ktorĨ je ġirokĨ. V r§mci neho m¹ģe 

²sŠ o vplyv soci§lnych noriem ako reciprocita a soci§lna zodpovednosŠ 

(P§len²k, 2008). Pr²ļinu by mohla vysvetliŠ aj te·ria soci§lnej vĨmeny. 

V predġkolskom veku je hlavnĨm faktorom rozvoja prosoci§lneho spr§vania 

rodinn® prostredie (KaŔkovsk§, 2007). Prosoci§lne spr§vanie sa m¹ģe rozv²jaŠ 

pr§ve tĨm, ģe dieŠa v ranom veku zaģilo bezpeļn¼ vªzbu s matkou (Mart²nek, 

2009) a tieģ vĨchovnĨmi ġtĨlmi rodiļov. V ļeskom vĨskume sa zistilo, ģe 

vĨchovn® ġtĨly rodiļov viac p¹sobia na chlapcov neģ na dievļat§. Chlapci 

starġieho ġkolsk®ho veku v tomto vĨskume reagovali citlivejġie na vĨchovn® 

ġtĨly rodiļov a aj prosoci§lne spr§vanie je viac ovplyvŔovan® vĨchovnĨm 

ġtĨlom rodiļov (KaŔkovsk§, 2007).  

Vo viacerĨch vĨskumoch sa preuk§zali vzŠahy medzi jednotlivĨmi ġtĨlmi 

alebo aspektmi vĨchovy rodiļov a prosoci§lnym spr§van²m det². VĨskum 

Krevansa a Gibbsa (1996) poukazuje na to, ģe odŔatie l§sky, trestanie, zruġenie 

privil®gi² a pohrozovanie dieŠaŠu v puberte zniģuje rozvoj empatie a redukuje 

prosoci§lne spr§vanie. Zhou a kol. (2002) vo svojich vĨsledkoch uv§dzaj¼ 

podobn® tvrdenia. PodŎa nich empatia, a tak aj prosoci§lne spr§vanie je 

pozit²vne spojen® s teplom a reagovan²m rodiļa na dieŠa v mladġom ġkolskom 

veku aģ adolescencii. Vyġġia miera empatie je pritom spojen§ s niģġou 

tendenciou k agres²vnemu spr§vaniu (Zhou a kol., 2002). Vģdy je vġak 

d¹leģit®, ako vie rodiļ nar§baŠ so svojou autoritou a poskytovaŠ dieŠaŠu 

primeran¼ l§sku. DieŠa berie svojho rodiļa v§ģne a neprejavuje voļi nemu 

negat²vne em·cie, keŅ od dieŠaŠa nieļo ģiada. Vtedy ide o efekt²vne riadenie 

voļi dieŠaŠu, a tak podporuje jeho empatiu a prosoci§lne spr§vanie (Krevans, 

Gibbs, 1996). Butler (2008) dopŌŔa tento vĨskum o zistenie negat²vneho 

vzŠahu medzi prosoci§lnym spr§van²m adolescentov a nez§ujmom aģ 

nen§visŠou, teda hostilitou zo strany rodiļa. Pri vĨchove det² v predġkolskom 

veku sa zistili podobn® zistenia ako pri vĨchove adolescentov. Rovnako sa 

zistila korel§cia medzi prosoci§lnym spr§van²m austr§lskych det² a niģġou 

mierou trestov vo vĨchove matiek a tieģ vyġġou mierou l§sky v ich vĨchove. 

Tento vzŠah sa s²ce nepreuk§zal u tureckĨch det², ale ich prosoci§lne spr§vanie 

sa sp§ja s vyģadovan²m posluġnosti od matky, ļo sa naopak nepreuk§zalo 

u austr§lskych det². Moģno teda pozorovaŠ medzikult¼rne rozdiely (Yagmurlu, 

Sanson, 2009). Brajġa-Ģganec a Hanzec (2014) taktieģ sk¼mali dan¼ 

problematiku u det² predġkolsk®ho veku a uv§dzaj¼, ģe teplo vo vzŠahu 

s matkou pozit²vne s¼vis² s prosoci§lnym spr§van²m, zatiaŎ ļo tolerancia, resp. 

zhovievavosŠ m§ negat²vny vzŠah s prosoci§lnym spr§van²m det². Aj 



PEDAGOGIKA.SK, roļ. 8, 2017, ļ. 2                                           113                                               

 

u trojroļnĨch det² charakteristickĨch ako eur·pski Ameriļania sa preuk§zal 

citlivĨ pr²stup zo strany rodiļov ako podporuj¼ci sp¹sob ved¼ci k 

prosoci§lnemu spr§vaniu u det². V tomto vĨskume sa tieģ potvrdil hostilnĨ ġtĨl 

vĨchovy a ġtĨl s prevaģuj¼cim pouģ²van²m kontroly ako sp¹sobu vĨchovy, 

ktor®, naopak, zniģuj¼ prejavy prosoci§lneho spr§vania det² (Whiteside-

Mansell a kol., 2003). Cornell a Frick (2007) vo svojom vĨskume uvaģuj¼ 

o d¹leģitosti temperamentu dieŠaŠa, resp. jeho vplyve na vzŠah medzi 

nekonzistentnou vĨchovou rodiļa a rozvojom empatie u dieŠaŠa 

v predġkolskom veku. VzŠah medzi tĨmito dvoma premennĨmi sa v ich 

vĨskume preuk§zal v negat²vnom smere, a iba u det², ktor® disponovali tzv. 

behavior§lnou neinhibovanosŠou, teda takĨm deŠom, ktor® sa bezhlavo vrhaj¼ 

do ļinnost² a nemaj¼ tak¼ vysok¼ kontrolu nad svoj²m spr§van²m ako deti s tzv. 

behavior§lnou inhibovanosŠou (Cornell, Frick, 2007).  

 

Agres²vne spr§vanie 

Mohlo by sa vġeobecne povedaŠ, ģe toto spr§vanie je zameran® na ubl²ģenie 

druh®mu (Bordens, Horowitz, 2008; P§len²k, 2008). PodŎa Bordensa 

a Horowitza (2008) je za agres²vnu osobu oznaļen§ t§ osoba, ktor§ z§merne 

ubl²ģila, poġkodila druh®ho ļloveka ļi inĨ ģivĨ organizmus, alebo objekt. 

Autori rozdeŎuj¼ druhy agresie r¹zne. Mart²nek (2009) je z§stancom delenia 

agresie spojen®ho z viacerĨch druhov agresie. Kombin§ciou priamej vs. 

nepriamej agresie, verb§lnej vs. fyzickej agresie a aktivity vs. pasivity vznik§ 

osem druhov agresi², ako je napr. fyzick§ akt²vna priama agresia, verb§lna 

akt²vna nepriama agresia. Okrem nich rozliġuje emocion§lnu, frustraļn¼ 

a inġtrument§lnu agresiu (Mart²nek, 2009). Zahraniļn² autori a vĨskumn²ci 

pracuj¼ vo vĨskumoch aj so skrytou a zjavnou agresiou, proakt²vnou 

a reakt²vnou agresiou. Spom²naj¼ aj symbolick¼ agresiu, vzŠahov¼ agresiu 

a podobne (napr. Crick, Grotpeter, 1995; Swit, McMaugh, 2012). Z nich n§s 

bud¼ najviac zauj²maŠ fyzick§ a vzŠahov§ agresia. 

Fyzick§ agresia je ubliģovanie priame formou kopania a bitia druh®ho, ļo 

osobe m¹ģe sp¹sobiŠ rany na tele (Bordens, Horowitz, 2008). Deti s¼ schopn® 

aj inej agresie voļi druhĨm, teda vzŠahovej agresie (pozri Crick, Grotpeter, 

1995; Crick, Zahn-Waxler, 2003; Ostrov, Crick, 2007). To je d¹vod, preļo sa 

dnes sk¼ma nielen fyzick§, ale aj vzŠahov§ agresia u predġkolskĨch det². 

VzŠahov§ agresia je podŎa Cricka (in Swit, McMaugh, 2012) medziŎudsk® 

manipulat²vne spr§vanie, ktor® je opakovateŎne a ¼myselne pouģ²van® 

na ubliģovanie druh®mu. Niektor² autori ju vn²maj¼ ako opak zjavnej/priamej 

agresie, konkr®tne ako ubl²ģenie druh®mu tĨm, ģe poġkod² jeho vzŠahy 

s druhĨmi klamstvami, ļi soci§lnym vyl¼ļen²m (Crick, Casas, Mosher, 1997). 

Priļom Archer (2004) ju povaģuje za takĨ typ agresie, ktor§ obsahuje buŅ 

prvky priamej, alebo prvky nepriamej agresie. K jej nepriamej forme patr² 
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soci§lny ostrakizmus a odmietnutie (Archer, 2004), konkr®tne soci§lne 

vyl¼ļenie rovesn²ka z hry, ļi zo skupiny; a odmietnutie, ktor® vznik§ 

rozpr§van²m klamstiev o rovesn²kovi (Crick, in Swit, McMaugh, 2012). 

Priamou formou je priama konfront§cia (Archer, 2004), konkr®tne ovl§danie 

druh®ho prostredn²ctvom verb§lneho vyhr§ģania sa (napr. ģe ho prestane maŠ 

r§d, keŅ neurob² to, ļo chce) (Archer, 2004; Crick, in Swit, McMaugh, 2012). 

Belden, Gaffrey a Luby (2012) tvrdia, ģe u det² predġkolsk®ho veku sa objavuje 

pr§ve priama vzŠahov§ agresia, a preto je lepġie pozorovateŎn§ (dieŠa si 

zakryje uġi, a tak d§va najavo ignor§ciu rovesn²ka), neģ u starġ²ch det², ktor® 

ļastejġie vyuģ²vaj¼ nepriamu vzŠahov¼ agresiu. 

Okrem frustr§cie, osobnostnĨch ļŘt a biologickĨch z§kladov je agres²vne 

spr§vanie rozv²jan® aj spoloļnosŠou. Najprv na n§s vplĨva rodina, nesk¹r sa 

prip§jaj¼ rovesn²ci, uļitelia, m®di§ a kult¼ra (Bordens, Horowitz, 2008). Albert 

Bandura (1971) tvrd² vo svojej te·rii soci§lneho uļenia, ģe agres²vnemu 

spr§vaniu sa d§ nauļiŠ rovnako ako ak®mukoŎvek in®mu spr§vaniu ļloveka. 

A to buŅ prostredn²ctvom priamych trestov a spevŔovan²m, alebo pozorovan²m 

druhĨch (observaļnĨm uļen²m) (tamtieģ). Deti napodobŔuj¼ spr§vanie 

dospelĨch, ļasto rodiļov, ktor² sa st§vaj¼ ich vzormi poļas prvĨch ġiestich 

rokov ģivota (Karsten, 2006). Rodiļia tieģ podporuj¼ agres²vne spr§vanie 

dieŠaŠa, ak s¼ oni fyzicky alebo verb§lne agres²vni voļi dieŠaŠu (Bordens, 

Horowitz, 2008). Rodina je d¹leģit§ pri osvojovan² si vzorcov spr§vania. PodŎa 

soci§lno-integraļn®ho modelu vznik§ agres²vne spr§vanie pri nevhodnej 

vĨchove rodiļov, pr²kladom je zanedb§vaj¼ca vĨchova, a keŅ rodiļia dieŠa 

zneuģ²vaj¼ (tamtieģ). Taktieģ pri preģ²van² neistej vªzby sa dieŠa m¹ģe staŠ 

agres²vnym, lebo tak®to dieŠa bude chcieŠ na seba up¼taŠ pozornosŠ (Mart²nek, 

2009). 

Predstav²me si niekoŎko vĨskumov, ktor® sk¼mali prepojenie medzi 

vĨchovnĨmi ġtĨlmi, ļi aspektmi vĨchovy a agres²vnym, ļi probl®movĨm 

spr§van²m. Casas a kol. (2006) tvrdia, ģe autoritat²vny ġtĨl vĨchovy negat²vne 

s¼vis² s fyzickou agresiou dievļat predġkolsk®ho veku. Na druhej strane 

naznaļuj¼, ģe tolerantnĨ ġtĨl vĨchovy je pre dieŠa veŎmi negat²vny. Uk§zala sa 

jeho pozit²vna s¼vislosŠ so vzŠahovou agresiou oboch pohlav² a fyzickou 

agresiou dievļat predġkolsk®ho veku. So vzŠahovou agresiou oboch pohlav² 

tieģ pozit²vne s¼visela aj autorit§rska vĨchova, ale najmª, ak ju pouģ²va otec 

(Casas a kol., 2006). Taktieģ vĨskum Brajġa-Ģganeca a Hanzeca (2014) 

potvrdzuje, ģe tolerancia, resp. zhovievavosŠ zo strany matky pozit²vne s¼vis² 

s probl®movĨm spr§van²m det² predġkolsk®ho veku, zatiaŎ ļo vzŠah medzi 

probl®movĨm spr§van²m det² a teplom matky m§ negat²vny smer. 

U trojroļnĨch det², eur·pskych Ameriļanov, sa zistil pozit²vny vzŠah medzi 

externaliz§ciou probl®mov det² a hostilnĨm rodiļovstvom, a 

taktieģ rodiļovskĨm pr²stupom charakteristickĨm vysokou mierou kontroly 
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a obmedzenĨm reġpektovan²m auton·mie dieŠaŠa. A, naopak, negat²vny vzŠah 

medzi externaliz§ciou probl®mov a citlivĨm rodiļovstvom, ktorĨ je 

charakteristickĨ teplom a z§ujmom o dieŠa (Whiteside-Mansell a kol., 2003). 

Na z§klade tĨchto vĨskumov by sme mohli konġtatovaŠ, ģe je d¹leģit® vedieŠ 

vo vĨchove skŌbiŠ auton·miu a direkt²vnosŠ a nepouģ²vaŠ krajnĨ sp¹sob 

riadenia (pr²liġ auton·mny alebo pr²liġ direkt²vny sp¹sob riadenia dieŠaŠa). 

PodŎa soci§lno-integraļn®ho modelu agres²vne spr§vanie dieŠaŠa by mohlo byŠ 

sp¹soben® tvrdĨm riaden²m dieŠaŠa, nekonzistentnou vĨchovou, slabĨm 

monitorovan²m dieŠaŠa, slabĨm pozit²vnym vzŠahom, ļi nez§ujmom o ļinnosti 

dieŠaŠa (Patterson, DeBaryshe, Ramsey, 1989). O deti v predġkolskom aģ 

mladġom ġkolskom veku sa zauj²mali Gadeyne, Ghesquiere, Onghena (2004) v 

longitudin§lnom vĨskume, v ktorom zistili, ģe deti, ktorĨch rodiļia pouģ²vaj¼ 

vo vĨchove n²zku mieru obmedzuj¼cej kontroly, vykazuj¼ oveŎa menej 

probl®mov®ho spr§vania, neģ deti rodiļov pouģ²vaj¼cich vysok¼ mieru 

obmedzuj¼cej kontroly (tamtieģ). V danej problematike sa zaoberali o deti 

v predġkolskom aģ mladġom ġkolskom veku tieģ Osa a kol. (2014) a Duncombe 

a kol. (2012), ktor² zistili, ģe aj v tomto vekovom obdob² existuje vzŠah medzi 

nekonzistentnou vĨchovou rodiļa a agres²vnym spr§van²m a celkovo 

probl®movĨm spr§van²m dieŠaŠa. Duncombe a kol. (2012) navyġe preuk§zali, 

ģe negat²vna emoļn§ expresivita matky podporuje vĨskyt prejavov 

probl®mov®ho spr§vania det² predġkolsk®ho a mladġieho ġkolsk®ho veku. T¼to 

pozit²vnu s¼vislosŠ medzi hostilitou a nevhodnĨm spr§van²m, ako je agresivita, 

preuk§zal vo vĨskume s adolescentmi aj Butler (2008). 

 

Rozdiely medzi pohlaviami 

Altay a G¿re (2012) tvrdia, ģe rozdiely medzi pohlaviami m¹ģu byŠ 

sp¹soben® pr§ve socializ§ciou, keŅģe k chlapcom a dievļat§m sa okolie spr§va 

odliġne. Chlapci s¼ nab§dan² skrĨvaŠ slabosŠ, maj¼ byŠ tvrd² k sebe aj k inĨm. 

Sk¹r sa im toleruje agres²vne spr§vanie ako dievļat§m. Dievļat§ s¼, naopak, 

chv§len® v pr²pade, ģe s¼ dobr® a posluġn®. Rodiļia tieģ ļastejġie poskytuj¼ 

pomoc dc®ram neģ synom (Karsten, 2006), ļo by mohlo sk¹r nauļiŠ dievļat§ 

prosoci§lnemu spr§vaniu neģ chlapcov. 

Swit a McMaugh (2012) zistili, ģe vzŠahov§ agresia je podstatne viac 

zast¼pen§ u starġ²ch det² predġkolsk®ho veku (> 4,5 roka). A tieģ, ģe vyġġia 

miera vzŠahovej agresie je v s¼vislosti s niģġou mierou prosoci§lneho 

spr§vania. Nepotvrdili vġak ģiadne rozdiely medzi dievļatami a chlapcami 

(Swit, McMaugh, 2012). Naopak, Marton a kol. (2009) zistili rozdiely medzi 

dievļatami a chlapcami v sp¹soboch spr§vania a tvrdia, ģe pred piatym rokom 

veku s¼ dievļat§ viac empatick® a prosoci§lne zapojen® vo vzŠahu 

s rovesn²kmi na rozdiel od chlapcov. Crick, Zahn-Waxler (2003) a Crick, 

Grotpeter (1995) tvrdia, ģe zjavn® probl®mov® spr§vanie, ako je fyzick§ 
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agresia, ļi ġikanovanie s¼ viditeŎn® najmª u chlapcov, zatiaŎ ļo dievļat§ 

vyuģ²vaj¼ hlavne skryt® probl®mov® spr§vanie ako ohov§ranie, klamstv§ 

o druhĨch.  

 

VĨskumnĨ probl®m, cieŎ, ot§zky a hypot®zy 

Podstatou n§ġho vĨskumn®ho probl®mu je psychologickĨ dopad 

vĨchovn®ho spr§vania matky na mieru prejavovania kladnĨch, ļi z§pornĨch 

druhov spr§vania det² v materskej ġkole. VĨchova formuje n§zory, postoje a aj 

spr§vanie dieŠaŠa. Na z§klade spr§vania det² predġkolsk®ho veku voļi 

rovesn²kom m¹ģeme predpokladaŠ ich nasledovn® spr§vanie v Ņalġ²ch 

vĨvinovĨch obdobiach, ļo je spojen® s moģnĨm patologickĨm spr§van²m 

v pubert§lnom obdob², ļi dospelosti. Preto je naġ²m vĨskumnĨm cieŎom 

sk¼maŠ, ļi existuje vzŠah medzi pozit²vnym z§ujmom, hostilitou, 

direkt²vnosŠou, auton·miou a ned¹slednosŠou matky vo vĨchove a tromi 

druhmi spr§vania (prosoci§lne spr§vanie, fyzick§ a vzŠahov§ agresia) dieŠaŠa 

predġkolsk®ho veku voļi svojim rovesn²kom. A tieģ, ktorĨ faktor vo vĨchove 

by mohol maŠ najnegat²vnejġ² a najpozit²vnejġ² vzŠah so spr§van²m. Okrem 

toho n§s bude zauj²maŠ, ļi sa preuk§ģe odliġn§ miera prejavovania jednotlivĨch 

druhov spr§vania u dievļat a u chlapcov.  

 

VĨskumn® ot§zky a hypot®zy  

VĨskum m§ nasledovn® vĨskumn® ot§zky a hypot®zy:   

O1: Ktor® faktory vĨchovn®ho spr§vania matiek s¼visia a v akom smere 

s agres²vnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom v materskej 

ġkole? 

Na z§klade vĨskumu Brajġa-Ģganeca a Hanzeca (2014), ktorĨ uv§dza, ģe 

vyġġia miera probl®mov®ho spr§vania u det² predġkolsk®ho veku negat²vne 

s¼vis² s teplom medzi rodiļom a dieŠaŠom, sme stanovili prv¼ hypot®zu: 

H1: Predpoklad§me, ģe existuje negat²vny vzŠah medzi pozit²vnym 

z§ujmom matiek a agres²vnym spr§van²m det² predġkolsk®ho veku voļi 

rovesn²kom. 

Druh¼ hypot®zu sme vytvorili na z§klade viacerĨch vĨskumov. Duncombe 

a kol. (2012) vo vĨskume det² predġkolsk®ho aģ mladġieho ġkolsk®ho veku 

zistili, ģe agres²vne spr§vanie pozit²vne s¼vis² s ned¹slednĨm rodiļovstvom a 

negat²vnou emoļnou expresivitou zo strany rodiļa. Pozit²vny vzŠah medzi 

ned¹slednosŠou vo vĨchove a agres²vnym spr§van²m preuk§zal aj Osa a kol. 

(2014) u trojroļnĨch det². Gadeyne, Ghesquiere, Onghena (2004) preuk§zali 

pozit²vnu s¼vislosŠ direkt²vnosti matiek s agres²vnym spr§van²m det² 

predġkolsk®ho aģ mladġieho ġkolsk®ho veku. Brajġa-Ģganec a Hanzec (2014) 

uv§dzaj¼, ģe zhovievavĨ pr²stup rodiļa m¹ģe sp¹sobiŠ zvĨġen® prejavy 
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probl®mov®ho spr§vania dieŠaŠa predġkolsk®ho veku. ńalġia hypot®za je preto 

nasledovn§: 

H2: Predpoklad§me, ģe existuje pozit²vny vzŠah medzi hostilitou, 

direkt²vnosŠou, auton·miou a ned¹slednosŠou matiek a agres²vnym 

spr§van²m det² predġkolsk®ho veku voļi rovesn²kom. 

O2: Ktor® faktory vĨchovn®ho spr§vania matiek s¼visia a v akom smere 

s prosoci§lnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom 

v materskej ġkole? 

Tretiu hypot®zu sme stanovili znovu na z§klade vĨskumu Brajġ-Ģganeca 

a Hanzeca (2014), ktorĨ preuk§zal negat²vny vzŠah medzi zhovievavosŠou 

matiek a prosoci§lnym spr§van²m det² predġkolsk®ho veku. Whiteside-

Manssell a kol. (2003) dok§zali negat²vny vzŠah medzi prosoci§lnym 

spr§van²m trojroļnĨch det² a Ņalġ²mi dvomi zloģkami vĨchovy (hostilita 

a direkt²vnosŠ). Vo vĨskume Cornella a Fricka (2007) sa s²ce preuk§zala 

negat²vna s¼vislosŠ medzi nekonzistentnou vĨchovou a ¼rovŔou empatie u det² 

predġkolsk®ho veku, ale len pri deŠoch s urļitĨm typom temperamentu. Na 

z§klade tohto vĨsledku by sme aj napriek tejto neģiaducej premennej stanovili 

tretiu hypot®zu: 

H3: Predpoklad§me, ģe existuje negat²vny vzŠah medzi hostilitou, 

direkt²vnosŠou, auton·miou a ned¹slednosŠou matiek a prosoci§lnym 

spr§van²m det² predġkolsk®ho veku voļi rovesn²kom.  

Brajġa-Ģganec a Hanzec (2014) zistili, ģe prosoci§lne spr§vanie dieŠaŠa 

predġkolsk®ho veku m§ pozit²vny vzŠah s teplom vo vzŠahu rodiļ ï dieŠa. 

PodŎa dan®ho zistenia sme vytvorili nasledovn¼ hypot®zu: 

H4: Predpoklad§me, ģe existuje pozit²vny vzŠah medzi pozit²vnym z§ujmom 

matiek a prosoci§lnym spr§van²m det² predġkolsk®ho veku voļi 

rovesn²kom. 

O3: Existuje rozdiel medzi spr§van²m dievļat a chlapcov predġkolsk®ho 

veku voļi svojim rovesn²kom? 

Marton a kol. (2009) zistili, ģe dievļat§ s¼ viac prosoci§lne k rovesn²kom 

neģ chlapci, a to najmª pred ich piatym rokom veku. Crick so Zahn-Waxlerom 

(2003) a Crick s Grotpeterom (1995) tvrdia z vĨsledkov svojich vĨskumov, ģe 

dievļat§ prejavuj¼ skryt¼, vzŠahov¼ agresiu voļi svojim rovesn²kom ļastejġie 

neģ chlapci, a chlapci zase ļastejġie prejavuj¼ fyzick¼, zjavn¼ agresiu voļi 

svojim rovesn²kom na rozdiel od dievļat. Na z§klade tĨchto vĨskumov (Crick, 

Grotpeter, 1995; Crick, Zahn-Waxler, 2003; Marton a kol., 2009) sme vytvorili 

nasledovn® hypot®zy: 

H5: Predpoklad§me, ģe dievļat§ prejavuj¼ vyġġiu mieru prosoci§lneho 

spr§vania a vzŠahovej agresie voļi svojim rovesn²kom v porovnan² 

s chlapcami.  
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H6: Predpoklad§me, ģe chlapci prejavuj¼ vyġġiu mieru fyzickej agresie voļi 

svojim rovesn²kom v porovnan² s dievļatami. 

 

Postup vĨskumu 

V janu§ri sme osobne navġt²vili riaditeŎky vybranĨch materskĨch ġk¹l 

v Bratislavskom kraji. Ak riaditeŎka a uļiteŎky/uļitelia s¼hlasili s ¼ļasŠou 

ġkoly na vĨskume, riaditeŎka a uļiteŎky, ktor® sa z¼ļastnili na vĨskume, 

podp²sali informovanĨ s¼hlas. N§sledne dostali broģ¼ru, ktor§ vysvetŎovala 

z§mer, obsah, pr§va ¼ļastn²ka a podmienky vĨskumu. Boli poģiadan² o jej 

vyvesenie na n§stenku, kde si matky mohli preļ²taŠ potrebn® inform§cie 

o vĨskume. S uļiteŎkami/uļiteŎmi sme sa dohodli na poļte dotazn²kov, ktor® 

im bud¼ k dispoz²cii vo vytlaļenej podobe. Dostali dva druhy dotazn²kov, 

jeden druh oļ²slovanĨch dotazn²kov v oļ²slovanĨch ob§lkach pre matky (pre 

zabezpeļenie s¼kromia odpoved²) a Ņalġ² druh oļ²slovanĨch dotazn²kov pre 

uļiteŎky. VĨber matiek, resp. det² bol pr²leģitostnĨ na z§klade ochoty matiek. 

Kaģd® dieŠa, ktor®ho matka sa z¼ļastnila na vĨskume, malo svoje ļ²slo, aby 

sme vedeli priradiŠ dotazn²k od matiek a dotazn²ky od uļiteliek k jedn®mu 

dieŠaŠu. Men§ det² a ich pr²sluġn® ļ²slo mali k dispoz²cii len uļiteŎky dan®ho 

dieŠaŠa. N§sledne sme sa dohodli, kedy si pre dotazn²ky pr²deme.  

Po z²skan² vġetkĨch dotazn²kov sme d§ta zap²sali do SPSS, vypoļ²tali sme 

reliabilitu dotazn²kov a zisŠovali vzŠahy (konkr®tne signifikanciu a Pearsonov 

korelaļnĨ koeficient jednotlivĨch vzŠahov) medzi premennĨmi pomocou 

korel§ci² a scatter plot grafov a rozdiely vo vĨskyte spr§vania u dievļat 

a chlapcov pomocou Mann-Whitney U-testov.  

 

VĨskumnĨ s¼bor 

VĨskumu sa z¼ļastnilo 28 uļiteliek a uļiteŎov materskĨch ġk¹l. Dotazn²k 

o vĨchove matky bol rozdanĨ 200 matk§m, z toho sa ich vr§tilo 124. 28 

odovzdanĨch dotazn²kov nebolo kompletne vyplnenĨch, alebo sa netĨkali det² 

vo vymedzenej vekovej hranici, preto sme ich nemohli pouģiŠ. VĨskumnĨ 

s¼bor preto tvor² 96 matiek (matky chlapcov 47; 49 %) det² predġkolsk®ho 

veku, konkr®tne vo veku 4,5 roka aģ 6,5 roka (M = 66,05 mesiacov, t. j. 5,5 

roka, SD = 5,74 mesiaca, min. 55 mesiacov, max. 78 mesiacov). Mladġie deti 

neboli pre n§s vhodnou vzorkou, pretoģe v mladġom obdob² je v spr§van² 

dieŠaŠa pr²tomnĨ vzdor, ktorĨ nemus² s¼visieŠ s patologickĨm spr§van²m 

v neskorġom veku.  

VĨskumu sa z¼ļastnili len ¼pln® rodiny pozost§vaj¼ce z biologickej matky 

a biologick®ho otca, popr²pade s¼rodenca/s¼rodencov. Zamerali sme sa na deti 

zo ġt§tnych materskĨch ġk¹l z Bratislavsk®ho kraja. VĨskum sme uskutoļnili v 

siedmich materskĨch ġkol§ch (na desiatich pracovisk§ch): ġtyri matersk® ġkoly 

na dedine a tri matersk® ġkoly so ġiestimi pracoviskami. 
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Met·dy zberu ¼dajov 

Vo vĨskume sme pre kaģdĨ konġtrukt zvolili jednu met·du zberu ¼dajov. 

Na zistenie vĨchovn®ho ġtĨlu rodiļov sme zvolili modifikovanĨ a upravenĨ 

dotazn²k ADOR; na zistenie spr§vania sa det² predġkolsk®ho veku sme pouģili 

Ġk§lu soci§lneho spr§vania dieŠaŠa predġkolsk®ho veku ï uļiteŎsk¼ formu.  

Dotazn²k rodiļovsk®ho konania a postojov pre adolescentov [Z. MatŊjļek, P. 

ř²ļan, 1983; ADOR] zisŠuje ako 9 ï 15-roļn® deti vn²maj¼ postoje a vĨchovn® 

met·dy rodiļov. Z§kladom pre tento dotazn²k bol dotazn²k E. S. Schaefera a jej 

upraven§ verzia SchuldermanovĨch. ADOR popisuje vĨchovn® met·dy 

a postoje na z§klade troch faktorov: pozit²vny z§ujem vs. hostilita, direkt²vnosŠ 

vs. auton·mia a ned¹slednosŠ. Prv® dva faktory netvoria ¼plne kontinuum. 

Sk·re totiģ m¹ģe byŠ vysok® v oboch p·loch. P¹vodnĨ dotazn²k m§ 50 

poloģiek, t. j. desaŠ poloģiek na jednu ġk§lu. Vo vĨskume sme pouģili upravenĨ 

dotazn²k ADOR (Biz²kov§, 2010) na sebavĨpovede matiek det² predġkolsk®ho 

veku, ale zredukovali sme poļet poloģiek dotazn²ka na 40, t. j. 8 poloģiek na 

jednu ġk§lu, ktor® hodnotia matky na 3-bodovej stupnici: 0 (nie je pr²tomn®), 1 

(je pr²tomn® ļiastoļne), 2 (je pr²tomn®). Reliabilita ġk§l je nasledovn§: Ŭ = 

0,752 (pozit²vny z§ujem); Ŭ = 0,539 (hostilita); Ŭ = 0,642 (direktivita); Ŭ = 

0,472 (auton·mia) a Ŭ = 0,640 (ned¹slednosŠ).  

Ġk§la soci§lneho spr§vania dieŠaŠa predġkolsk®ho veku ï uļiteŎsk§ forma 

[Crick, Casas, Mosher, 1997; PSBS-TF, The Preschool Social Behaviour Scale 

ï Teacher Form] m§ za ¼lohu pos¼diŠ spr§vanie dieŠaŠa 3,5 ï 5,5-roļn®ho 

z pohŎadu uļiteŎa. VypŌŔa ho jeden z uļiteŎov dan®ho dieŠaŠa. DanĨ dotazn²k 

sme dali preloģiŠ trikr§t do slovensk®ho jazyka. Z tĨchto prekladov sme vybrali 

najlepġie varianty prekladu danĨch poloģiek. Dotazn²k obsahuje 25 poloģiek, z 

ktorĨch 8 hodnot² vzŠahov¼ agresiu (Ŭ = 0,862), Ņalġ²ch 8 hodnot² fyzick¼ 

agresiu (Ŭ = 0,926), 4 hodnotia prosoci§lne spr§vanie (Ŭ = 0,739), 3 z nich 

hodnotia depres²vny vplyv a 2 hodnotia preferenciu vzŠahu k typu pohlavia. 

Pre potreby n§ġho vĨskumu sme z dotazn²ka pouģili poloģky na zisŠovanie 

prosoci§lneho spr§vania, vzŠahovej a fyzickej agresie. Na kaģd¼ poloģku sa 

odpoved§ na 5-bodovej ġk§le (1 = nikdy alebo takmer nikdy pravda, 5 = vģdy 

alebo takmer vģdy pravda).  

 

VĨsledky  

Pre potvrdenie vĨskumnĨch hypot®z a zistenie odpoved² na vĨskumn® 

ot§zky sme z²skan® ¼daje spracovali v ġtatistickom programe SPSS. VĨsledky 

sme zisŠovali pomocou Pearsonovej korel§cie a pouģit²m Mann-Whitney U-

testu. Najprv sa vġak zameriame na deskript²vnu ġtatistiku v tabuŎke 1. 
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TabuŎka 1 ï Deskript²vna tabuŎka premennĨch vĨchovy a spr§vania u dievļat 

a chlapcov 

Premenn® Priemer Medi§n Modus SD Min.  Max. 

pozit²vny 

z§ujem  
ï dievļat§ 

14,60 15 16 1,67 10 16 

pozit²vny 

z§ujem  
ï chlapci 

15,11 16 16 1,38 10 16 

hostilita  
ï dievļat§ 

3,65 3 3 2,08 1 8 

hostilita  
ï chlapci 

2,78 2,5 1 1,89 0 8 

direkt²vnosŠ 
 ï dievļat§ 

10,35 10 10 2,27 5 15 

direkt²vnosŠ  
ï chlapci 

9,61 9 8 2,33 6 16 

auton·mia  
ï dievļat§ 

6,56 7 6 2,21 1 13 

auton·mia  
ï chlapci 

7,00 7 10 2,73 2 15 

ned¹slednosŠ  
ï dievļat§ 

6,96 7,5 8 2,38 2 12 

ned¹slednosŠ  
ï chlapci 

7,02 7 7 2,50 1 11 

prosoci§lne sp. 

ï dievļat§ 
15,52 16 13 2,44 11 20 

prosoci§lne sp. 

ï chlapci 
15,37 15,5 14 3,18 8 20 

vzŠahov§ ag.  
ï dievļat§ 

13,56 12,5 8 4,83 8 27 

vzŠahov§ ag.  
ï chlapci 

12,87 12 9 4,56 8 28 

fyzick§ ag.  
ï dievļat§ 

9,83 9 8 3,23 8 24 

fyzick§ ag.  
ï chlapci 

10,87 9 8 4,48 8 27 
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Ot§zka 1: Ktor® faktory vĨchovn®ho spr§vania matiek s¼visia a v akom 

smere s agres²vnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom 

v materskej ġkole? 

H1: Predpoklad§me, ģe existuje negat²vny vzŠah medzi pozit²vnym z§ujmom 

matiek a agres²vnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom. 

H2: Predpoklad§me, ģe existuje pozit²vny vzŠah medzi hostilitou, 

direkt²vnosŠou, auton·miou a ned¹slednosŠou matiek a agres²vnym spr§van²m 

det² predġkolsk®ho veku voļi rovesn²kom. 

Pre overenie danĨch hypot®z sme pouģili Pearsonovu korel§ciu, pretoģe sa 

tĨkaj¼ vzŠahov medzi premennĨmi. VĨsledky jednotlivĨch hodn¹t 

vĨznamnosti a hodn¹t Pearsonovho korelaļn®ho koeficientu medzi fyzickou 

agresiou det² a aspektmi vĨchovy matiek s¼ uveden® v tabuŎke 1, a medzi 

vzŠahovou agresiou det² a aspektmi vĨchovy matiek v tabuŎke 2. Na z§klade 

tĨchto hodn¹t sme nepotvrdili prv¼ hypot®zu, pretoģe sme nezistili ģiaden 

negat²vny vzŠah medzi oboma druhmi agresie det² a vĨchovou matiek.  

TabuŎka 2 ï Pearsonova korel§cia medzi vĨchovnĨm spr§van²m matiek 

a fyzickou agresiou dievļat a chlapcov 

** Signifikancia korel§cie < 0,01 

 

Druh¼ hypot®zu sme ļiastoļne potvrdili (tabuŎka 1 a 2). Zistili sme stredne 

silnĨ pozit²vny vzŠah medzi hostilitou matiek a fyzickou agresiou u dievļat (r = 

0,349; p = 0,007). Hostilita matiek mala tieģ stredne silnĨ pozit²vny vzŠah so 

vzŠahovou agresiou dievļat (r = 0,400; p = 0,002). Napokon sme zistili stredne 

silnĨ pozit²vny vzŠah medzi direkt²vnosŠou matiek a vzŠahovou agresiou 

dievļat (r = 0,335; p = 0,009). Medzi vĨchovou matiek a agres²vnym 

spr§van²m chlapcov sme nezistili ģiaden vĨznamnĨ vzŠah. 

 

 
Chlapci Dievļat§ 

fyzick§ agresia 

Pozit²vny z§ujem 
Pearsonova korel§cia -,070 -,177 
Sig. (jednostrann§) ,319 ,113 

Hostilita 
Pearsonova korel§cia ,197 ,349** 
Sig. (jednostrann§) ,092 ,007 

Direkt²vnosŠ 
Pearsonova korel§cia ,002 ,224 
Sig. (jednostrann§) ,495 ,061 

Auton·mia 
Pearsonova korel§cia -,124 ,014 
Sig. (jednostrann§) ,204 ,462 

Ned¹slednosŠ 
Pearsonova korel§cia ,030 ,094 

Sig. (jednostrann§) ,420 ,259 
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TabuŎka 3 ï Pearsonova korel§cia medzi vĨchovnĨm spr§van²m matiek 

a vzŠahovou agresiou dievļat a chlapcov 

** Signifikancia korel§cie < 0,01 

 

Ot§zka 2: Ktor® faktory vĨchovn®ho spr§vania matiek s¼visia a v akom 

smere s prosoci§lnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom 

v materskej ġkole? 

H3: Predpoklad§me, ģe existuje negat²vny vzŠah medzi hostilitou, 

direkt²vnosŠou, auton·miou a ned¹slednosŠou matiek a prosoci§lnym 

spr§van²m det² predġkolsk®ho veku voļi rovesn²kom. 

H4: Predpoklad§me, ģe existuje pozit²vny vzŠah medzi pozit²vnym z§ujmom 

matiek a prosoci§lnym spr§van²m det² predġkolsk®ho veku voļi rovesn²kom. 

Na overenie tĨchto hypot®z sme opªtovne pouģili Pearsonovu korel§ciu. Na 

z§klade tabuŎky 3, kde s¼ zobrazen® vĨsledky vzŠahov medzi aspektmi 

vĨchovy matiek a prosoci§lnym spr§van²m det², m¹ģeme ļiastoļne potvrdiŠ 

hypot®zu 3, aj hypot®zu 4. V r§mci ġtvrtej hypot®zy sme potvrdili stredne silnĨ 

negat²vny vzŠah medzi prosoci§lnym spr§van²m dievļat a hostilitou matiek (r = 

-0,372; p = 0,004) a slabĨ negat²vny vzŠah s ned¹slednosŠou matiek (r = -

0,260, p = 0,036). U chlapcov sa preuk§zal len slabĨ negat²vny vzŠah medzi ich 

prosoci§lnym spr§van²m a hostilitou matiek (r = -0,249, p = 0,045). V tretej 

hypot®ze sme potvrdili, ģe existuje stredne silnĨ pozit²vny vzŠah medzi 

pozit²vnym z§ujmom matiek a prosoci§lnym spr§van²m u dievļat (r = 0,334; p 

= 0,009). 

 

 

 

 

 
Chlapci Dievļat§ 

vzŠahov§ agresia 

Pozit²vny z§ujem 
Pearsonova korel§cia ,004 -,106 
Sig. (jednostrann§) ,489 ,234 

Hostilita 
Pearsonova korel§cia ,127 ,400** 
Sig. (jednostrann§) ,197 ,002 

Direkt²vnosŠ 
Pearsonova korel§cia ,216 ,335** 
Sig. (jednostrann§) ,073 ,009 

Auton·mia 
Pearsonova korel§cia -,150 -,101 
Sig. (jednostrann§) ,157 ,244 

Ned¹slednosŠ 
Pearsonova korel§cia ,047 ,148 

Sig. (jednostrann§) ,377 ,155 
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TabuŎka 4 ï Pearsonova korel§cia medzi vĨchovnĨm spr§van²m matiek 

a prosoci§lnym spr§van²m dievļat a chlapcov 

** Signifikancia korel§cie < 0,01; * Signifikancia korel§cie < 0,05 

 

Ot§zka 3: Existuje rozdiel medzi spr§van²m dievļat a chlapcov 

predġkolsk®ho veku voļi svojim rovesn²kom? 

H5: Predpoklad§me, ģe dievļat§ prejavuj¼ vyġġiu mieru prosoci§lneho 

spr§vania a vzŠahovej agresie voļi svojim rovesn²kom v porovnan² 

s chlapcami.  

H6: Predpoklad§me, ģe chlapci prejavuj¼ vyġġiu mieru fyzickej agresie voļi 

svojim rovesn²kom v porovnan² s dievļatami. 

Zauj²mali sme sa tieģ o rozdiely v spr§van² medzi pohlaviami. Na z²skanie 

vĨsledkov sme pouģili neparametrickĨ Mann-Whithey U-test. Nepotvrdili sme 

vġak piatu a ani ġiestu hypot®zu.  

 
Graf 1 ï Porovnanie prejavovania fyzickej agresie u dievļat a chlapcov 

 
Chlapci Dievļat§ 

prosoci§lne spr§vanie 

Pozit²vny z§ujem 
Pearsonova korel§cia ,021 ,334** 
Sig. (jednostrann§) ,445 ,009 

Hostilita 
Pearsonova korel§cia -,249* -,372** 
Sig. (jednostrann§) ,045 ,004 

Direkt²vnosŠ 
Pearsonova korel§cia -,105 -,047 
Sig. (jednostrann§) ,242 ,375 

Auton·mia 
Pearsonova korel§cia ,112 -,111 
Sig. (jednostrann§) ,227 ,223 

Ned¹slednosŠ 
Pearsonova korel§cia -,222 -,260* 

Sig. (jednostrann§) ,067 ,036 
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V prejavovan² fyzickej agresie sme nezistili vĨznamnĨ rozdiel medzi 

dievļatami a chlapcami (U = 1035,5; p = 0,184). VĨsledok sme vyjadrili 

v grafe 1. VĨpoļtom sme nezistili vĨznamnĨ rozdiel medzi dievļatami a 

chlapcami ani v prejavovan² prosoci§lneho spr§vania (U = 1131,5; p = 0,442), 

ani v prejavovan² vzŠahovej agresie (U = 1067,5; p = 0,270). VĨsledky s¼ 

vyjadren® v grafoch 2 a 3.  

 
Graf 2 ï Porovn§vanie prejavovania vzŠahovej agresie u dievļat a chlapcov 

 
Graf 3 ï Porovn§vanie prejavovania prosoci§lneho spr§vania u dievļat 

a chlapcov 

V naġom vĨskume sa s²ce vĨznamn® rozdiely nepotvrdili, ale na z§klade 

grafov (1, 2, 3) existuje tendencia k rozdielom medzi pohlaviami v miere 

prejavovania danĨch troch druhov spr§vania. Z grafov (1, 2, 3) je zrejm®, ģe 
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viac chlapcov neģ dievļat m§ vyġġie sk·re vo fyzickej agresii. A, naopak, ģe 

viac dievļat neģ chlapcov m§ vyġġie hodnoty vo vzŠahovej agresii, a chlapci 

maj¼ tendenciu k niģġej miere prejavovania prosoci§lneho spr§vania.  

DoplŔuj¼ce zistenia 

VzhŎadom na to, ģe sme nenaġli ģiaden vzŠah medzi auton·miou matiek 

a spr§van²m det², zauj²mali sme sa aj o celkov¼ dimenziu auton·mia ï 

direkt²vnosŠ. Hodnotu tejto dimenzie sme z²skali, keŅ sme z hodnoty ġk§ly 

direkt²vnosti odpoļ²tali hodnoty ġk§ly auton·mie, ļo znamen§, ģe negat²vne 

hodnoty na osi x (graf 4) naznaļuj¼ auton·mnu vĨchovu a pozit²vne hodnoty 

direkt²vnu vĨchovu matiek. VĨznamnĨ stredne silnĨ vzŠah sme zistili len 

medzi dimenziou riadenia a vzŠahovou agresiou dievļat, a to v kladnom smere 

(r = 0,301, p = 0,036). V grafe 4 moģno jasne pozorovaŠ kvadratick® krivky, 

ktor® naznaļuj¼ smer vzŠahu medzi premennĨmi u oboch pohlav² zvl§ġŠ. Aj 

keŅ danĨ vzŠah nebol vĨznamnĨ na strane chlapcov, radi by sme pouk§zali na 

to, ģe vĨchova matiek m¹ģe odliġne p¹sobiŠ na chlapcov a na dievļat§.  

 
Graf 4 ï VzŠah medzi dimenziou riadenia matiek a prejavovan²m vzŠahovej 

agresie u dievļat a chlapcov 

 

Diskusia 

VĨchova matky m§ s veŎkou pravdepodobnosŠou vĨznam pre osvojovanie 

si vzorcov spr§vania dieŠaŠa. V naġom vĨskume sme preuk§zali viac vzŠahov 

medzi vĨchovou matiek a spr§van²m ich dc®r neģ ich synov. Z vĨsledkov by 
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sme mohli us¼diŠ, ģe prejavovanie hostility matkou voļi svojmu dieŠaŠu m§ 

pravdepodobne najnegat²vnejġ² vzŠah so spr§van²m voļi jeho rovesn²kom, 

pretoģe sa preuk§zal vĨznamnĨ vzŠah hostility so vġetkĨmi tromi druhmi 

spr§vania dievļat, a ako jedinĨ vzŠah s prosoci§lnym spr§van²m chlapcov. Na 

druhej strane, auton·mia matiek vo vĨchove je pravdepodobne m§lo vĨznamn§ 

pre spr§vanie det² voļi ich rovesn²kom, keŅģe sa nepreuk§zal jej vĨznamnĨ 

vzŠah so spr§van²m det². 

Dimenzia prejavu l§sky sa n§m jav² ako d¹leģit§ zloģka v rodinnej vĨchove. 

DieŠa m§ uģ od narodenia siln¼ vªzbu s matkou a deŠom z§leģ² na jej l§ske 

a z§ujme, zatiaŎ ļo uļiteŎky v materskej ġkole nie s¼ tak® vĨznamn® pre dieŠa 

z hŎadiska prejavovania l§sky. D¹leģitĨ je fakt, ģe deti v predġkolskom veku 

napodobŔuj¼ dospelĨch, najmª bl²zkych Ŏud², a potrebuj¼ sa identifikovaŠ 

s osobou rovnak®ho pohlavia (Karsten, 2006). Preto ak matka neprejavuje 

z§ujem, ale sk¹r nen§visŠ voļi svojej dc®re, tak dc®ra nem§ vzor, podŎa 

ktor®ho by sa aj ona mala zauj²maŠ o svojich rovesn²kov. Pravdepodobne preto 

sa k nim spr§va nepriateŎsky. Naopak, ak matka prejavuje z§ujem a l§sku 

k svojej dc®re, tak m§ vzor spr§vania sa, od ktor®ho sa uļ² pom§haŠ druhĨm 

a prejavovaŠ voļi druhĨm pozit²vne em·cie. U chlapcov je pravdepodobne 

d¹leģit® najmª p¹sobenie negat²vneho vzoru zo strany matky. KeŅģe chlapci 

by mali maŠ tendenciu sa identifikovaŠ so svoj²m otcom, tak vĨchova otca 

bude moģno pre nich d¹leģitejġia z pohŎadu osvojovania si vzorcov spr§vania. 

Matka vzhŎadom na vek dieŠaŠa je st§le osobou, s ktorou m§ urļit¼ vªzbu, 

a pravdepodobne preto jej hostilnĨ pr²stup k chlapcovi predġkolsk®ho veku 

nepodporuje prejavovanie prosoci§lnosti v jeho spr§van².  

Dimenzia riadenia a ned¹slednosŠ s¼ tieģ vĨznamn® v r§mci rodinnej 

vĨchovy, ale podŎa n§s je vĨznamn§ aj od uļiteliek v materskej ġkole, keŅģe 

tam vl§dnu ļasto in® pravidl§ neģ doma. Pri ned¹slednosti vo vĨchove sme 

zistili len negat²vny vzŠah s prosoci§lnym spr§van²m dievļat. Ned¹slednosŠ 

matky zahŘŔa jej ovplyvnenie em·ciami pri vĨchove dieŠaŠa, menenie svojho 

n§zoru, a tĨm p§dom matka za rovnakĨ ļin dieŠa raz trest§ a raz zase chv§li. 

Uvaģujeme teda o tom, ģe by ned¹slednosŠ matky mohla byŠ d¹vodom, preļo 

si dieŠa nevie ust§liŠ jasn® vzorce spr§vania sa. ńalej konġtatujeme, ģe doma 

a v materskej ġkole je rozdielna vĨchova. Domnievame sa, ģe uļiteŎka MĠ m§ 

voļi deŠom jednotn¼ vĨchovu, pretoģe m§ jasne dan® pravidl§, na ktor® si dieŠa 

mohlo v priestoroch materskej ġkoly zvykn¼Š poļas minim§lne roļn®ho pobytu 

v nej (vĨskum sa tĨkal det² od 4,5 roka veku). Deti tak vedia, ak¼ reakciu m¹ģu 

od uļiteŎky MĠ oļak§vaŠ za svoje spr§vanie. V dom§com prostred² si dieŠa 

nemus² byŠ tak® ist® reakciou matky na jeho spr§vanie, keŅģe doma m¹ģe byŠ 

veden® nejednotnou, nejasnou vĨchovou z jej strany. Nemus² tak vedieŠ, ako 

by sa malo presne spr§vaŠ. To by mohlo byŠ d¹vodom, preļo dieŠa nie je 

v materskej ġkole agres²vne voļi ostatnĨm, avġak m¹ģe byŠ pravdepodobn®, ģe 




