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Editorial

Par slov z redakce

Vaziené Ctenarky, vazeni ¢tenari,

Pdr slov z redakce / Editorial

radi VAm touto cestou predstavujeme pravé pfipravovand cisla na publikaéni obdobi roku
2017 az 2018. V ramci webové prezentace ¢asopisu lze nalézt vSechny uvedené vyzvy v celém znéni.

Nyni si v kratkosti tyto vyzvy predstavme.

Listopadové Cislo tohoto roku nese téma Sociokulturni diverzita
ve vzdélavani. Sociadlni a kulturni rozmanitost charakteristicka
pro soucasnou spolecnost se nutné odrazi také ve vzdélavani.
Od mikrourovné, reprezentované vztahem ucitele a zdka, zZaka
mezi sebou v kontextu socidlniho klimatu Skoly, ale také vztahem
Skoly a rodinného prostiedi, az po makrouroven reflektovanou
ve vzdélavaci politice statu, jsme soucasti socidlné a kulturné
diverzifikovaného prostiedi, jez se stava prirozenou soucasti
kazdodenniho 7ziti. Timto monotematickym cislem chceme
prispét k pochopeni vztahl, procesd a jevl ve vzdélavani,
které fakt sociokulturni rozmanitosti ovliviiuje a pretvari.
Vitdme empirické, teoretické, ale i prehledové studie, které se na
sociokulturni diverzitu ve vzdélavani zaméri a pfrispéji
k odpovédim na aktualni otdzky s touto problematikou spojené.
Celé znéni vyzvy pro rocnik 5, Cislo 2, listopad 2017 naleznete
zde.

Autofi jsou dale srde¢né zvani k publikovani pfispévkd pro
nadchdzejici dubnové vydani roku 2018. Tématem
monotematického Cisla se staly KaZzdodenni socidlni praktiky
jako soucast stvrzovani socialniho fadu v oblasti vychovy
a vzdélavani. Kazdy jedinec si utvafi své vzorce jednani,
které realizuje pomoci tzv. sociadlnich praktik. Socidlni praktiky
jsou produktem socializace kazdého jedince. Problematika
analyzy kazdodennich socidlnich praktik jako soucdsti socidlné
distribuovaného védéni predstavuje jeden z dllezZitych atributd
fungovani socidlniho fadu ve spolecnosti. Kazdodenni socialni
praktiky se [li§i napfi¢ rlznymi socidlnimi skupinami.
Fenomén analyzy kazdodennich socialnich praktik je zajimavé
analyzovat v roviné formalniho, neformalniho i informalniho
vzdélavani pro rlzné vékové skupiny. V nasi vyzvé se chceme
zaméfit zejména na specifické socidlni skupiny, které urcitym
zpUsobem zvyznamnuji vlastni (Zitou) socidlni realitu.
Toto zvyznamnovani socialni reality chceme vysvétlit z pohledu
kazdodenniho védéni clent (specifickych) socidlnich skupin,
jejich  vlastnich  socidlnich vzorcli nebo interpretaci.
Vitdme empirické, teoretické i prehledové studie, které se
uvedenou problematikou budou zabyvat. Zaroven pfijimame
tematicky nezamérené texty k publikovani, jeZz budou
nasledovat po studiich monotematicky zamérenych. Celé znéni
vyzvy pro rocnik 6, Cislo 1, duben 2018 naleznete zde.

(all for Papers — Sociilui pedagogika | Social Education Journal

Authors are invited to submit their contributions to our upcoming issue
volume 5 / issue 2 / November 2017

The topic of the monothematic issue:
Socio-cultural diversity in education system

The social and cultural diversity characteristics of contemporary society is also reflected in
education system. From the micr epresented in school social miliew and family
environment by relations both between teacher and student and among students themselves)
10 the macro-level (reflected In government education policy), we are part of a soclally and
culturally diversified environment which is becoming 2 part of our daily lives.

We see this monothematic issue as our contribution to the understanding of relations,
processes and phenomena In the education system, factors which affect and reshaping soclo-
cultural diversity. We welcome empirical, theoretical and even summary studies which are
focused on socio-cultural diversity in the education system and which vl help to answer
current questions related to this subect.

This magazine Is on the lst of peer-reviewed non-impacted periodicals issued in Czech Republic,
and s also classifled in following databases: ERIH PLUS, Fducational Research Abstracts Online
ERA (Taylor & Francis), EBSCO Education Source, CEISH, ProQuest Education Journals, ProQuest
Soclal Sclence Journals, Ulrich's Perlodicals Directory, Google Scholar, CrossRef and DOAI

Submission is open for November 2017
Proposal & Abstract Submission: 15 May 2017

Full Paper Submission: 30 June 2017
o S
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Paper Publication: 15 November 2017
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stvrzovani socidlniho Fadu v oblasti vychovy a vzdalavani
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Kaidy jedinec si utvaii své vzorce jednani, které realizuje pomoci tzv. socidlnich praktik
Socidlni praktiky jsou produktem socializace kazdého jedince. Problematika analyzy kazdodennich
socidlnich praktik jako sout4sti sociding distribuovaného védéni pledstavuje jeden 2 dileZitjch
atributds fungovani socidlniho Tadu ve spoleénosti. Kaidodenni socialni praktiky se lii napiic
rdznymi socialnimi skupinami. Fenomén analjzy kaidodennich socialnich praktik je zajimavé
analyzovat v roving formainiho, neformainiho | informainio v2déidvani pro riizné vikové skupiny.
V nadi waveé se chceme zaméfit 2ejména na specifické socialni skupiny, které uréitym zpisobem
aviznamiiuji viastni (zitou) socialni realitu. Toto zvjznamiovani socidlni reality chceme vysvétiit
2 pohledu kazdodenniho védani Clend (specifickych) socidinich skupin, jejich viastnich socidinich
vzorch nebo interpretaci. Vitdme empirické, teoretické i prehledové studie, které se uvedenou
problematikou budou zabyvat. Zaroven prjimame tematicky nezaméiené texty k publikovani
Jenz budou nésledovat po studlich monotematicky zamérenjch.

Dileité terminy;
Plijem abstraktd piispévid redakei: 15. 24712017

Piijeti celého znéni prispévki (fulltexty): 15. listopad 2017
Publikovani prispévkis online: 15. duben 2018
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Aktualni vyzvy pro autory uzavira historicky druhé anglické
Cislo, jez zlstdva tematicky oteviené. Timto usilujeme
0 co moZna nejsirsi dosah citovanosti publikovanych textd,
které mohou diky anglické formé snadnéji dosdhnout
mezinarodniho presahu. Vitdny jsou empirické, teoretické
i prehledové studie, které se zabyvaji oblasti socidlni
pedagogiky. Celé znéni vyzvy pro roénik 6, cislo 2,
listopad 2018 naleznete zde.

Zajimavou novinkou je také vytvoreni animovaného spotu pro
propagaci Casopisu o délce 2:12 min. Charakter animace
predstavuje cernd tuzka kreslici na bily papir s cilem
informovat o cilech ¢asopisu, vyhodach publikovani v ném,

cilovych skupinach casopisu a moznostech, jak v ¢asopise
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Topic: All areas related to Social Education fields are covered under the journal
Authors are cordially invited to submit papers for the upcoming edition
volume 6 / issue 2 / November 2018

Publication of an article/manuscript in Social Education requires strict conformance to the
paper template. Once the paper Is selected, it will be published online. For more detalls visit us
on www.soced.cz.

The journal is placed an the List of non-impact peer-reviewed journals published in the Czech
Republic and included in EBSCO Education Source, Educational Research Abstracts Online
(Taylor & Francis), ProQuest Education Journals a ProQuest Sacial Science Journals, CEISH,
Google Scholar, CrossRef, DOAJ and ERIH Plus.

Processing Charges: There is no charge for the submitted paper for review and publication

Formal Conditions of Acceptance:
. ey » Engl

glish
and the Editor reserves the right to refuse any manuscript,
whether on Invitation or otherwise, and to make suggestions and/or modifications before
publication.

. Al

Submission open for November 2018
Proposal & Abstract Submission: May 15, 2018
Full Paper Submission: June 30, 2018

Paper Publication: November 15, 2018

publikovat. Cteny komenta¥ je v anglickém jazyce a animovany
. sy , . v . v. , e st SWidlN] pelagogika BIE
spot je umistén v rdmci YouTube kandlu ¢asopisu. Jeho Siroké ety i %%
vyuziti je realizovano prostfednictvim wvysildni v rdmci

univerzitni televize UTB, prezentaci na vyznamnych domacich

i zahrani¢nich konferencich, osloveni autorl a verejné

dostupnosti v rdmci webové prezentace casopisu. Animovany

spot Ize zhlédnout zde.

Zménou prosla také oficialni Sablona casopisu v sekci studie. Rozsifili jsme ji o tzv. Cover page
(ndhled je k dispozici zde), jenz obsahuje kontaktni informace periodika, nazev studie a jeji autory,
formalni naleZitosti citace studie dle citacni normy APA, odkaz na jednotlivé formaty studie, CrossMark,
moznosti pohodiného sdileni studie a indexovani. Spolecné s textem rukopisu autor zasila
tzv. Title page (nahled je k dispozici zde) obsahujici kontakt na autory, ORCID ID autor( a navrhy 3-5
recenzentl predloZené studie.

Pro dosazeni SirSiho rozsahu ¢asopisu byly rovnéz vytvoreny propagacni letacky v anglickém a ¢eském
jazyce a informacni roll-up casopisu v jednotném grafickém navrhu (nahledy jsou dostupné zde).
Znacnymi zménami prochdzi také webova prezentace ¢asopisu, kterd se stavd bezpecnou soucasti
internetovych stranek a pfijemnym uZivatelskym rozhranim. Vyuzivdme také vSechny pfilezitosti
modernich technologii pro pohodiné studium obsahu. Dostupné zistdvaji nejen texty v PDF formatu
(obsahujici metadata), ale i v podobé MOBI, HTML a EPUB. Vyznamnou novinkou je také sluzba
CrossMark v systému CrossRef, kterd umozniuje uzivatellm rozpoznat, zda jde o aktualni verzi daného
dokumentu (,,publisher-maintained copy”). V neposledni radé se soustfedime na rozsifeni indexovani
v mezindrodné uzndvanych databazich. Nové je ¢asopis indexovan v databazich a digitalnim depozitari
ROAD, The Keepers Registry, ResearchGate, Academia.edu a Academic Resource Index. V neposledni
fadé s potésenim vitdme Lenku Haburajovou llavskou z Fakulty humanitnich studii UTB ve Zliné
a Lenku Gulovou z Pedagogické fakulty MU v Brné v redakéni radé ¢asopisu.

Nyni pfichazi na fadu pfedstaveni aktudlniho Cisla. PFijemné cteni Vam srdecné preje redakce.

Redakce casopisu
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Predstavujeme dubnové Cislo 2017

Vaziené Ctenarky a Ctenafi,
v nasledujicim textu predstavime letosni prvni Cislo ¢asopisu Socidlni pedagogika | Social Education.
Tentokrat jsme nezvolili variantu monotematického vydani, nicméné z obsahu pfispévkl je patrna

tendence vénovat se aktudlnim tématlim na poli socidlni pedagogiky. Dubnové Cislo se sklada z péti
prispévkl patfici do rubriky studie, z toho dva prispévky jsme obdrzeli od nasich zahranic¢nich partnera.

Jako prvni jsme zaradili prehledovou studii Volny cas ve vyzkumném diskursu v konsekvencich témat
socialni pedagogiky autor( Veroniky Kolafikové a Jifiho Némce z Katedry socialni pedagogiky PdF MU
v Brné. Studie se cilené zamérila na metodologické designy domdcich i zahraniénich vyzkum, které
byly tematicky vybrany resersi z elektronickych databdzi. Autofi studie predloZili jasna hodnotici
a srovnavaci kritéria a svlj analyticky postup ukotvili z pohledu souéasnych zplsob( traveni volného
Casu. Autofi konkrétné popsali vysledky osmi vyzkumnych studii, zpracovanych kvantitativni
metodologii. Prezentované vyzkumné vysledky popisuji zejména relacni vztahy mezi proménnymi.
Provenience jednotlivych studii pokryvala oblast USA, Ciny a CR.

Druha studie je dilem kanadské autorky Katarzyny Twarogové, v soucasnosti studujici na Svédské
univerzité ve Stockholmu. Ve svém pfispévku nazvaném Citizenship Education Cultivating a Critical
Capacity to Implement Universal Values Nationally se zabyva problematikou vychovy k ob¢anstvi
z pohledu inkluzivni spole€nosti. Autorka textu vychdazela z dila Martha Nussbauma a Jamese A. Bankse
jako predstaviteld dvou odlisnych pojeti vychovy k ob¢anstvi. V dalsi ¢asti prispévku zahrnula do svého
vykladu i jiné autory, napfiklad brazilského socidlniho pedagoga a filosofa Paula Freire.
Obsah pfrispévku cilené popisuje problematiku obcanstvi, multikulturalismu a diverzity v kontextu
rozvoje kritického mysleni zZak(l a utvareni jejich hodnot. Pfispévek ma charakter teoretické studie.

Ve tretim prispévku se tym autor( zamerické univerzity v Minnesoté (Brian Abery, Renata Ticha, Laurie
Kincade) zabyval tématem mechanismU socialni inkluze aplikovatelnych na zemé stfedni a vychodni
Evropy. Obsah pfispévku Moving Toward an Inclusive Education System: Lessons from the U.S.
and Their Potential Application in the Czech Republic and Other Central and Eastern European
Countries nejprve popisuje historicky vyvoj procesu socialni inkluze ve Skolstvi v USA, dale se zabyva
vydefinovanim inkluzivniho vzdéldvani a pokracuje prehledem vyzkum{ spojenych se zvolenou
problematikou. Vyklad problematiky nema prioritné za cil prezentovat historicko-srovnavaci analyzu,
ale ma inspirovat Ctenare k vyuziti implementacnich mechanism( inkluze ve svém edukacnim
prostiedi.

V poradi Ctvrty prispévek v rubrice studie dubnového ¢isla ma charakter vyzkumné studie s ndzvem
Sklony ke konformité jako potencialni socialni limit rozvoje nadani Zakl. Prispévek je dilem autorek
llony Kodvarové a Evy Macht z Ustavu $kolni pedagogiky Fakulté humanitnich studii UTB ve Zliné.
Zajimavé a svou povahou narocné vyzkumné téma je zpracovano pomoci metody dvoufaktorového
sémantického diferencidlu ATER aplikovaného na vzorku 86 nadanych Zzak( (testovanych
dle spole¢nosti Mensa) z nizsiho stupné viceletych gymnazii. Interpretace vysledk( vychazi z teorie
raciondlni volby, konkrétné na relaci vynaloZzeného usili versus vyse nakladd ¢i Usili Zaka. V zavéru
¢lanku autorky jmenuji doporuceni do edukacni praxe, kterymi lze minimalizovat konformitu nadanych
zak(, aby nedochdazelo ke vzniku socialnich bariér mezi témito zaky.

Paty prispévek ma rovnéZi povahu vyzkumné studie, kterd je zaloZena na kvantitativnim
metodologickém pfistupu. Autorem textu Spiritualita u studentti socialni pedagogiky a dalSich oboru
pomahajicich profesi je Ondrej Vavra, Sofa Vavrova a Olga Pechovd z Filozofické fakulty
UPOL v Olomouci a Fakulty socidlni studii OU v Ostravé. Obsah vykladu ptindsi kromé teoretického
vymezeni pojmu ,spiritualita“ podrobny popis vyzkumného postupu, reprezentovaného cetnymi
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ukazkami Ciselnych dat. Metodou sbéru dat pro zjistovani miry spirituality 334 respondentd byl
Dotaznik spiritudlni orientace. Zacileni prispévku sméfuje mj. do oblasti vzdélavani studentd
pomahajicich profesi a to v souvislosti s podporou rozvijeni jejich miry spirituality jako faktoru
optimalniho zpUdsobu Zivota.

V dubnovém cisle predstavujeme take prispévek Spanélského autora Sabina de Juan Lépeze do rubriky
Okno do svéta, ktery se zabyvala definici profese socidlniho pedagoga ve Spanélsku a rovné:
i kontextem vzniku této profese. Za stéZejni textovou pasdz povazujeme zejména vyzvy k optimalizaci
podminek a uzndni této profese, které charakterizovala v zavéru svého vykladu. Pfedstavujeme také
autorlv kratky medailon.

V recenzich zafazujeme objektivni zhodnoceni monografie autor Cefika, Smolika a Vykoukalové
Interkulturni psychologie. Vybrané kapitoly (2016), jejiz autorem je Michal Sevéik. V poradi druhd
recenze je dilem autarky Katefiny Glumbikové, ktera ¢ténardm pfiblizuje monografii Soni Vavrové,
Karly Hrbackové a Jakuba Hladika Porozuméni procesu autoregulace u déti a mladistvych
v instituciondlIni péci (2015).

Zavérecné podékovani patfi vsem clenim redakéni rady, autorlm i recenzentlim za jejich spolupraci
na pripravé tohoto cisla. Bez spolec¢né energie a odhodlani budovat uzndvany a svym zamérenim
vyjimecny odborny ¢asopis, by nebylo dovrseni vSech dosazenych vysledk( mozné.

Redakce Casopisu
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Abstrakt: Prehledova studie analyzuje vybrané vyzkumné
studie volného casu z ¢eské a zahrani¢ni provenience s relaci
k tématlm socidlni pedagogiky. Cilem studie je nejen
predstavit metodologické designy prezentovanych vyzkum(
(zejména poukazat na metody sbéru dat a jejich analyzu),
ale také zprostfedkovat ctenarlim hlavni vyzkumné zavéry
téchto studii. Pozornost je vénovana nejen naplni volného
Casu, ale predevsim vztahu volného casu kfyzickému
i dusevnimu zdravi Clovéka (diskutovana je problematika
stresu, deprese a pocitu ZzZivotni pohody), dale vztahu
volnocasovych aktivit k socioekonomickému statusu rodin
nebo plsobeni rodi¢ovské kontroly na zplsob travenivolného
Casu jejich déti. Téma volného casu je dle naseho pojeti
daleZitou soucasti socialni pedagogiky, ktera se snazi zvySovat
kvalitu kazdodenniho Zivota lidi. Na této kvalité se pfitom
volny cas vyraznou mérou podili, a proto je daleZité vénovat
mu analytickou pozornost.

Klicova slova: volny cas, vyzkum, prehledova studie, pocit
Zivotni pohody, stres, pocitac, déti, mladez, dospéli

Leisure Time in the Research Discourse in the
Consequences of Themes of Social Pedagogy

Abstract:The article deals with selected Czech and foreign
research studies which are focused on topics of social
pedagogy. The aim of the study is not only to present a
methodological design of presented research (especially
highlighting methods of data collection and analysis) but also
convey to readers the main research findings of these studies.
Attention is paid not only to ways of spending leisure time but
especially to the relationship of leisure time to both physical
and mental health (the issue of stress, depression and human
well-being will be discussed), as well as to the relationship
between leisure time activities and socioeconomic status of
families or the effect of parental controls on leisure time
activities of their children. The topic of leisure time is in our
conception an important part of social pedagogy which seeks
to enhance the quality of people's everyday lives. At the same
time, the quality of the leisure time is significantly involved in
this process and therefore it is important to pay attention to
this topic.

Keywords: leisure time, research, review, wellbeing, stress,
computer, children, teenagers, adults
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1 Uvod:

Jedna z funkci volného ¢asu, ktera je silné akcentovana i komunitou socialnich pedagog(, je zejména
funkce preventivni. Od stfedovéku znamé a renesanci naplno rozvinuté , kdo si hraje, nezlobi“ se stava
aktualni vice nez kdy jindy. Kvalitni traveni volného ¢asu totiZ hraje podstatnou roli v oblasti prevence
rozvoje celé rady rizikovych jev( véetné socidlné-patologickych. Preventivni funkci volného ¢asu proto
Pavkova (2014, s. 14-17) ne nadarmo fadi mezi zdkladni funkce volného c¢asu, kam déle spadaji funkce
vychovné-vzdélavaci, zdravotni a socialni. Tyto funkce volny ¢as naplfiuje nejen diky Siroké nabidce
volnocasovych aktivit, které jsou atraktivni z hlediska jejich zabavnostia subjektivni smysluplnosti,
a tudiz mohou byt voleny jako Zadouci alternativy k bezcilnému poflakovani se venku traveni
nadmérného casu u pocitace ¢i jinych ne pfilis vhodnych aktivit, ale také z pozice mozného rozvoje
zajmového vzdélavani, zdravého Zivotniho stylu a vseho, co je s nim spojeno. Volny ¢as se mlze podilet
na ovliviiovani fyzického i psychického stavu jedince, vcetné jeho pocitu Zivotni pohody.
Vhodné traveny volny ¢as ma totiz potencial snizovat miru pocitovaného stresu (a to predevsim pak u
muz(), ktera se u dospélych jedincd ,zvy$uje s rostouci pracovni dobou” (Sociologicky Ustav AV CR,
2016, s. 16). Vztah stresu ke zdravi je nevyvratitelny. ,Dospéli, ktefi se pravidelné citi pod tlakem casu,
si Castéji neZ ostatni stézuji na horsi zdravi” (tamtéz, s. 17). Stres a jeho vztah k volnému ¢asu je proto
v dnesni hektické dobé nezanedbatelnym bodem zajmu také socialnich pedagogu.

Cilem prehledové studie je zprostfedkovat prostfednictvim analyzy vyzkumnych studii vyzkumna
témata, kterd maji relevantni vztah k aktualnim tématdm socialni pedagogiky. Ta se zabyva zkoumanim
jeva ovlivilujicich socidlni integraci jedince a pfedevsim za pomoci poskytovani socialné-vychovné péce
se snazi napomdhat jedincim utvaret a upeviiovat optimalni Zivotni zpUsoby (a to v prostredi
rodinném, skolnim i volno¢asovém) a celkové pomahat zvysSovat kvalitu kazdodenniho Zivota jedince
(srov. Knotova, Lazarova, Lojdova, & Pevnd, 2014; Kraus, 2008; Prochazka, 2012). Mezi typicka témata
socidlni pedagogiky tak bezesporu patfi nejen oblast rodinného a Skolniho Zivota, ale pravé také
problematika trdveni volného casu, téma zdravého Zivotniho stylu ¢i otdzka predchazeni vzniku
a rozvoje socialné-patologickych forem chovani i jejich nasledné ndpravy apod. Zdmérem textu je
popsat typické vyzkumné designy (zejména metody sbéru dat a jejich analyzu) a ¢tenati zprostredkovat
hlavni vyzkumna zjiSténi, kterd se mohou stat vhodnym podnétem pro badatele na poli vyzkumu
volného casu a socialné pedagogickych jevi (diplomanti, studenti DSP apod.).

Jiz dfive (Némec, 2010, s. 80) jsme definovali volny cas jako svébytny a subjektivné vnimany, kulturné
a spolecensky podminény fenomén, v ramci kterého se jedinec nebo skupina lidi (déti, mladez, dospéli)
svobodné rozhoduji o zplisobu seberealizace prostfednictvim rozmanitych cinnosti (sportovnich,
kulturnich, technickych apod.), jimiz napliuji své potieby (pfedevsim sekundarni) a rozvijeji své zajmy.
Do kategorie volného ¢asu nezahrnujeme ¢as vyhrazeny pro Skolni vzdélavani nebo praci, stejné jako
¢innosti spojené se sebeobsluhou (hygiena, stravovani, nakupy, prace v domacnosti, doprava do
zaméstnani apod.). Volny ¢as tedy chdpeme jako cas urceny pro svobodnou seberealizaci ¢lovéka,
jako dobu kdy je mozné vénovat se vlastnim zajmim a odpocinku i dal$im individudlnim potfebam.

Volny ¢as je dnes bézné rozsifenym fenoménem, se kterym se v nasi spole¢nosti potykaji déti, mladistvi
i dospéli, tedy lidé vSech vékovych kategorii. Nebylo tomu tak ale vidy. AZ modernita s sebou pfinesla
volny cas tak, jak jej zname dnes, tedy jako komoditu dostupnou vsem lidem a ne tedy pouze ¢lenlim
vy$Si spolecenské tFidy. Jak uvadi Chorvat (2007), stalo se tak diky rozvoji technologii, s jejichz pomoci
prestala byt vydélecna prace zdavisla na ro¢nim obdobi a s nim spojeném pocasi. V modernité se prace
zrutinizovala, a diky tomu doslo k transformaci socidlniho ¢asu a s nim spojeného oddéleni se ¢asu
pracovniho od ¢asu volného. Volny ¢as mél pfitom slouzit predevsim k odpocinku, rekreaci a nabrani
novych sil zaméstnanci. S rozvojem technologii a zménou povahy prace pfispél k rozvoji volného ¢asu

1 Vyzkumna studie vznikla v ramci specifického vyzkumu realizovaného na Katedre socidlni pedagogiky PdF MU
ato spomoci studentd navazujiciho magisterského programu Socialni pedagogika a volny cas v ramci
predmétu Projektovani a vyzkum ve volném cCase. Analyzovali jsme vyzkumné studie a relevantni z nich jsme
vyuZili v tomto textu.
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a jeho aktivniho traveni také rist mezd, diky kterému se staly volnodasové aktivity dostupnéjsimi.
S rozvojem volnodasovych aktivit pak vzrlstal zajem nejen o né samotné, ale také o jejich vyzkum,
kterému se vénujeme i nyni.

Napli volného cCasu, stejné jako schopnost jeho kvalitniho traveni, je pfitom socidlné podminéna.
Z autorl upozornujicich na socidlni kontext traveni volného ¢asu je to napf. Pavkova (2008),
kterd v kontextu zvladani volného ¢asu zdUraznuje roli primarni socializace. Podle autorky totiZ plati,
Ze rodice maji vyrazny vliv na zpUsob traveni volného ¢asu svych déti. Jsou to totiz pravé rodice, ktefi
se vyraznou mérou podileji na organizaci ¢asu svych déti a ktefi jsou pro déti vzorem i koordindtorem
jejich aktivit. Pfedevsim pak v rodindach, v nichz rodice nevénuji dostatek pozornosti tomu, jak jejich
déti travi svQj volny cas, hrozi, Ze dité spiSe neZ za jinych podminek za¢ne svij volny cas travit
nevhodnymi zpUsoby, jakymi mohou byt nadmérné traveni ¢asu u televize a pocitace, potulovani se
venku a s nim souvisejici hrozba navazani kontaktu s nevhodnymi partami apod. Vhodné traveni
volného casu tak spadd do oblasti prevence vzniku nezadoucich, aZz socialné-patologickych zplsobu
chovani jednotlivych aktér( i skupin, stejné jako i do oblasti rozvoje osobnosti jedince, jeho schopnosti,
dovednosti a kompetenci vyuzitelnych nejen v bézném kazdodennim Zivoté ¢lovéka, ale i v objevujicich
se rizikovych situacich. Dil¢im cilem této studie je tedy i popis spojitosti fenoménu volného ¢asu a jeho
zpUsobu vyuZiti v kontextu s dalSimi proménnymi, které byly v analyzovanych studiich zkoumany.

1.1 Vzorek studii zafazenych do analyzy

Vybér studii zafazenych do analyzy jsme provadéli prostfednictvim klicovych slov a jejich vzajemné
kombinace, a to v ¢eském, slovenském a anglickém jazyce. Kli¢ova slova, kterym byla vénovana zvySena
pozornost, byla slozena ze spektra pojmu ,volny ¢as”, ,volnocasové aktivity”, ,vyzkum®, ,volny c¢as”,
,volnocasové aktivity”, ,vyskum®, ,leisuretime”, ,free time”, ,leisureactivities” a ,research” a jejich
pfipadnych dalSich vyznamové shodnych variant. Zdrojem pfitom byly zejména elektronické databaze
EBSCO, Web of Science, ProQuest a ERIC, ve kterych byly studie za pomoci téchto klicovych slov
vyhledany. Na zdkladé takto vybranych souborl jsme prostfednictvim studia anotaci provedli vybér
téch nejrelevantnéjsich, tzn. téch, ve kterych jako jedna ze zkoumanych proménnych byly volnocasové
aktivity déti, mladeze a dospélych a které navic byly zkoumdny v kontextu témat socidlni pedagogiky.
Z analyzy byly vylouceny studie, které poskytovaly jen dil¢i informace bez socidlniho kontextu, nebo ty,
které spadaly do spektra jinych védnich obord, jakymi byly nej¢astéji medicina, cestovani a turismus,
nebo studie ryze télovychovné orientované apod.

Pracovali jsme prevaziné s vyzkumnymi studiemi realizovanymi ve spolecnostech tzv. zdpadniho typu,
které spojuje podobné kulturni klima vnimani volného ¢asu. Do analyzy tak byly zahrnuty vyzkumy
pochdzejici z prostiedi zapadni Evropy a vybranych c¢asti Ameriky. Pro ukazku dilezZitosti vyznamu
a vlivu socidlniho kontextu na traveni volného casu ale uvadime i jednu vyzkumnou studii
uskuteénénou v Cinéz. Tato studie toti vliv socialniho a kulturniho (a stejné tak i historického) kontextu
zemé na zplsob nejen traveni, ale i vnimani volného Casu jasné demonstruje. Pozornost jsme pfitom
chtéli vénovat také Ceskym studiim, nebot pravé ceské prostiedi je tim, které nas i ctenére
v kaZzdodennim Zivoté obklopuje. Soucasti analyzy jsou proto i Ceské studie.

Celkem jsme pracovali s dvaceti tfemi studiemis. Napti¢ vyzkumy se casto prolinalo vicero témat
najednou. Zdjem osmi studii4 se orientoval pfevainé na sportovni aktivity nebo na Cas traveny
u televize a pocitace a s tim souvisejici zdravotni rizika détské obezity ¢i dalsi rizika spojena s uzivanim

2 Weiakol. (2015).

3 Prehled studii naleznete v Tabulce 1 umisténé na konci studie.

4 Beutel, Brahler, Glaesmer, Kuss, Wolfling, & Miller (2011); Bocan & Machalik (2012); Fejfarova & Jesina
(2011); Graham, Wall, Lasrson, & Neumark-Sztainer (2014); Hamfik a kol. (2012); Kudlacek (2015);
Vitariusova, Babinska, Kostalova, Rosinsky, Hlavata, Pribilincova, Babinska, & Kovéacs (2010); Zumarova
(2015).


https://www.ncbi.nlm.nih.gov/pubmed/?term=Br%C3%A4hler%20E%5BAuthor%5D&cauthor=true&cauthor_uid=21067277
https://www.ncbi.nlm.nih.gov/pubmed/?term=Br%C3%A4hler%20E%5BAuthor%5D&cauthor=true&cauthor_uid=21067277
https://www.ncbi.nlm.nih.gov/pubmed/?term=Kuss%20DJ%5BAuthor%5D&cauthor=true&cauthor_uid=21067277
https://www.ncbi.nlm.nih.gov/pubmed/?term=Kuss%20DJ%5BAuthor%5D&cauthor=true&cauthor_uid=21067277
https://www.ncbi.nlm.nih.gov/pubmed/?term=M%C3%BCller%20KW%5BAuthor%5D&cauthor=true&cauthor_uid=21067277
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internetu. Devét studiis se vice zamérovalo na vztah volného ¢asu a pocitu Zivotni pohody, prozivaného
$tésti a vyrovnavani se se stresem. Ctyfi studie zkoumaly ovliviiovani volného &asu déti rodicis.
Sest studiiz vyrazné pracovalo se socioekonomickym postavenim zkoumanych respondentd &i s dalsimi
socidlné stratifikacnimi charakteristikami, které mohou ovliviiovat podobu traveni volného casu.
Jedna studies se zabyvala vztahem mezi kariérni adaptabilitou a volnym ¢asem.

Pro zevrubnéjsi analyzu a zprostfedkovani metodologického designu a zejména zavér( jsme vybrali
osm studii, a to tak, aby analyzou identifikovand dominantni témata vyzkumi volného casu byla
zastoupena vzdy alespon jednou studii. Nasi snahou tedy bylo, aby vybrané studie vidy reprezentovaly
dominantni témata objevujici se v analyzovaném vzorku. Vybrané studie jsou nejrelevantnéjsi jak
z hlediska diskutovanych témat v oblasti socidlni pedagogiky, tak z hlediska nabidky sofistikovaného
designu prekracujiciho ramec deskriptivni analyzy, tzn. do vyzkumného designu jsou zakomponovany
i dalSi proménné a od popisného konstatovani a zachyceni statutu quo se dozviddme vice o relacnich
souvislostech proménnych, nebo jsme svédky pokusu o vyvozeni kauzalnich souvislosti. Pravé z téchto
dlvodl se nam studie jevily jako relevantni a vhodné pro blizsi popis a analyzu pfinasejici ¢tenariim
vhled do situace zkoumani volného ¢asu v soucasnych vyzkumech jak z hlediska procesu sbéru dat
a jejich analyzy, tak i dominantnich vyzkumnych zjisténi. Snazili jsme se téz o vybér studii zejména
z poslednich cca 5-10 lets.

2  Zakladni deskriptivni charakteristika studii

Pro pfehledovou studii jsme vybrali celkem osm vyzkumnych studii zaloZzenych na kvantitativnim
designu. V péti pfipadech byly respondenty déti a mladistvi, zbylé tfi se zaméfily na dospélé, pficemz
jedna z nich se zabyvala mladymi dospélymi ve véku 21 az 29 let. Nej¢astéji se témata vybranych
vyzkum vazala k souvislosti mezi zpisobem traveni volného ¢asu a zdravim ¢lovéka. Zdravim pfitom
mame na mysli jak zdravi télesné, tak i dusevni (zejména psychickou pohodu, pocit stésti apod.).
V ramci tématiky télesného zdravi vyzkumy nejcastéji diskutovaly problematiku obezity déti a jeji vztah
k travenivolného casu (téma sportu versus sledovani televize a pocitace). Zcela logicky se tyto vyzkumy
tykaly pfevaziné détské populace, pfedevsim zakt zakladnich skol, v jejichZ prostredi se ¢asto odehraval
i samotny sbér dat. Vyjimkou ale nebyly ani vyzkumy probihajici se vzorky adolescent( ¢i mladych
dospélych a dospélych. S témito cilovymi skupinami byl spojen také vyzkum vztahu mezi trdvenim
volného casu a duSevnim zdravim. Kategorie dusSevniho zdravi byla zastoupena konceptem
"well-being", tj. pocitu Zivotni pohody respondentu sestavajici nejen z komponenty celkového zdravi,
ale také intenzity proZivaného pocitu Stésti nebo stresu, na jehoz zvladani a odbourdvani se pravé
i volny ¢as muze vyrazné podilet.

V ramci vyzkumnych studii ¢asto dochazelo k rozliSovani mezi aktivnim a pasivnim travenim volného
¢asu. V této souvislosti je tfeba upozornit na terminologickou nesourodost. Aktivnim travenim volného
¢asu mély studie ve vSeobecnosti na mysli nejen fyzicky aktivné traveny volny ¢as v podobé sportovnich
aktivit apod., jak to samotné slovni spojeni jisté asociuje, ale celkové Slo o aktivni trdveni volného ¢asu
ve smyslu volného casu vyplnéného urcitou aktivitou (tfeba i pohybové pasivni). Aktivni naplr volného

s Bocan & Machalik (2012); Brown, Nobiling, Teufel, & Birch (2011); Celen-Demirtas a kol. (2015); Gerber &
Puhse (2008); Kim, Chun, Heo, Lee, & Han (2016); Leversen, Danielsen, Birkeland, & Samdal (2012); McHale
a kol. (2001); Qian a kol. (2014); Wei a kol. (2015).

6 McHale a kol. (2001); Marshall, Young, Wozniak, Lollis, Tilton-Weaver, Nelson, & Goessling (2014); Sharpa
kol. (2006); Keijsers, Branje, Hawk, Schwartz, Frijns, Koot, van Lier, & Meeus (2012).

7 Bocan & Machalik (2012); McHale a kol. (2001);Roets, Cardoen, Bie, & Roose(2013); Sletten (2010); Van
Tuyckoma & Scheerderb (2010); Wei a kol. (2015).

s Celen-Demirtas a kol. (2015).

9V jednom ptipadé jsme vsak ucinili vyjimku a zprostfedkovavame studii publikovanou v roce 2001. Ta je totiz
zajimava nejen z pozice vyzkumnych zjisténi, ale také rozmanitosti pouZitych vyzkumnych nastroju, jakozto i
sbérem dat ve dvou vyzkumnych etapach zrealizovanych v rozestupu dvou let.
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¢asu proto v ramci binarity fyzicky aktivni — fyzicky pasivni mohla mit podobu i fyzicky spiSe pasivnich
aktivit (rozuméjme nesportovnich, nepohybovych), jako jsou vytvarné krouzky apod. V krajnim pfipadé
se hovofilo o sledovani televize Ci traveni ¢asu u pocitace. Zaroven se vyskytovalo rozliSovani mezi
travenim volného ¢asu organizovanym a neorganizovanym zpUsobem. Dle Pavkové (2014, s. 22) lze
¢innosti ve volném case ,rozdélovat na pravidelné a ptilezitostné, organizované a spontanni“. Mezi ty
organizované fadime zdjmové krouzky, jazykové kurzy, sportovni oddily apod. Spontanni aktivity
ve volném case se pak vice odvijeji od aktualnich potfeb jejich ucastnik(l (hra, zabava, relaxace)
a mohou probihat individudlné i ve skupiné (srov. Hofbauer, 2004). M{Ze se jednat o pobyt na hfisti,
posezeni s prateli, poslech hudby ¢i hrani pocitatovych her. Podivejme se nyni obsahové detailnéji
na jednotlivé vybrané vyzkumné studie.

2.1 Pasivni traveni volného ¢asu a sedavy Zivotni styl ¢eskych skolak

Studie si kladla za cil analyzovat sedavy Zivotni styl déti skolniho véku se zamérenim na cas trdveny
u televize a pocitace, ktery dle autor(i studie (Hamtik, Kalman, Bobdkova, & Sigmund, 2012) mlzZe mit
negativni vliv na zdravi déti a podili se na problémech souvisejicich s détskou obezitou.

Nahodné vybrany vyzkumny vzorek byl sloZzen ze 4 425 7ak( zakladnich skol ve véku 11 az 15 let.
Data byla sebrana v ramci mezindrodniho vyzkumu ,Health Behaviour in SchoolAgedChildren”
prostfednictvim dotaznikuio. Nasledné byla ziskana data zpracovdana logistickou regresivni analyzou.

Vysledky kvantitativniho vyzkumu ukazaly, Ze vice nez 55 % divek a 60 % chlapct travi pred obrazovkou
televize, DVD nebo videa vice nez 2 hodiny denné, a to nejvice ve véku 13 let. Casté je také traveni ¢asu
u pocitace. U chlapct dominuje hrani PC her nebo na playstationu a doba vénovana této cinnosti
se s vékem zvysuje. Pro divky je typictéjsi chatovani, ,brouzdani po internetu” nebo e-mailovani.
Stejné jako u chlapcd, i u dévcat se mira Casu traveného u pocitace s vékem zvysuje.

2.2 Volny cas déti pred monitorem pocitace

Vyzkum tykajici se zpUsobu traveni volného ¢asu u podcitace ve véku 12 aZz 14 let provedla
Zumdrova (2014). Vyzkum mél kvantitativni charakter a sbér dat probéhl prostfednictvim dotazniku,
ktery obsahoval oteviené i uzaviené otazky. Dotaznik byl anonymni a Ucastnili se ho Zaci sedmi
stfednich skol z Hradce Kralové. Cilem vyzkumné studie bylo zjistit, kolik ¢asu déti travi u pocitace,
jaké aktivity na pocitaci provozuiji, kolik ¢asu vénuji hrani pocitacovych her, internetu a sociadlnim sitim.
Vyzkum se vénoval také otazce, zda si déti uvédomuiji rizika spojend s uzivanim pocitace a internetu.
Vyzkumny vzorek byl sloZzen celkem z 857 zaku (425 chlapct a 432 divek) ve véku od 12 do 14 let.

Z vyzkumu vyplynulo, Ze pocitac je béZnou soucdsti Zivota déti a jejich volného ¢asu. Pocitac jako hlavni
aktivitu ve volném c¢ase v dotazniku volili hlavné chlapci, ktefi na dal$i misto umistili sport nebo
setkdvani s prateli. U divek byl pocitac jako prostfedek naplfiovani volného ¢asu aZ na tretim misté
za poslechem hudby a setkdvanim s prateli. Chlapci pfitom uvadéli, Ze Cas straveny na pocitaci
nejcastéji vénuji hrani her, pocitac¢ je pro né prostfedkem zdbavy. Divky ho naopak vyuZivaji jako
prostfedek ke komunikaci a travi vice ¢asu na socidlnich sitich a chatovdnim. Stejné jako ve vyse
popsaném vyzkumu se ukdzalo, Ze vybér pocitacovych aktivit je genderové diferencovany. Studie také
zkoumala, zda si déti uvédomuiji rizika, ktera se s ¢asem trdvenym u pocitace poji. Z celkového poctu
respondentl uvedlo 70 % divek a 62 % chlapcU, Ze o néjakych rizicich souvisejicich s uzivanim pocitace
vCetné internetu jiZ slySelo, ale presto, jak uvadi autorka studie, bylo zaznamendno rizikové chovani
souvisejici s uzivanim internetu. Z vyzkumu vyplynulo, Ze 92 % divek a 79 % chlapcl ma profil v jedné
ze socidlnich siti. Pfitom 40 % chlapct a 45 % divek sdélilo, Ze v ramci socidlnich siti komunikuji
s osobou, se kterou se nikdy nesetkali a 69 % divek a 45 % chlapcl povaZovalo sdileni fotografii
na socialnich sitich za nerizikové.

10 Dotaznik zdravotniho chovani Zakd vypracovany koordinacnim pracovistém Svétové zdravotnické organizace.
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Studie zavérem konstatuje, Ze Cas straveny na pocitaci je v priméru tfeti nejéastéjsi aktivitou. Déti jsou
u pocitace v praméru 2,47 hodin denné (bez rozdilu pohlavi), pficemZ tato doba narlstd zejména
v obdobi prazdnin a vikendu. Tato zjisténi uvozuji, Ze tyto zajmové Cinnosti jsou provozovany na ukor
pohybovych aktivit, coZ mliZze mit nezadouci Ucinky na fyzické zdravi déti.

2.3 Volny cas pifed monitorem v kontextu socioekonomického statutu rodicti a nudy

Rozsahlejsi analyzu zplsobu traveni volného ¢asu déti ve véku 6 aZz 15 let vypracovali Bocan a Machalik
(2012). U respondentl se mimo casu traveného u televize a pocitade zaméfrili téZ na jejich zajmové
aktivity a vliv socioekonomického statutu rodiny ditéte v kontextu hodnotovych postoji a volného
¢asu. Autofiv ramci vyzkumné zpravy prezentovali vysledky z kvantitativni ¢asti vyzkumu, v jehoZ ramci
bylo dotazovéano 2 238 détive véku 6 a7 15 let na Gzemi celé CR. Vyzkumny vzorek byl vybran na zakladé
kvotniho vybéru, ktery se odvijel od véku, pohlavi a regiondlniho zastoupeni tak, aby vzorek byl
dostate¢né reprezentativni a odpovidal aktualnim Gdajim Ceského statistického Gradu. Sbér dat se
uskutecnil technikou fizenych standardizovanych rozhovord.

Volny ¢as déti v rdmci vyzkumu autofi rozdélili na volny ¢as vyuzity individualné (déti ho travi samy,
nebo se svymi kamarady), na ¢as s rodici a organizovany ¢as (volnocasové aktivity pod zastitou instituci
poskytujicich zajmové ¢i neformalni vzdélavani). Na zédkladé provedené faktorové analyzy autofi
rozdélili zpUsoby travenivolného ¢asu do péti zakladnich oblasti. Nej¢astéjsi z nich byla neorganizovana
¢innost, kam spadd napr. sledovani televize, které se dle vyzkumu vénuje vétsina déti dennodenné bez
rozdilu véku a pohlavi. Castou aktivitou je i $kolni pfiprava. Jako dalsi z neorganizovanych ¢&innosti
nasleduje pobyt venku s kamarady. Druhou nejcastéji praktikovanou skupinou aktivit je IT (internet,
chatovani, pocitacové hry, filmy) a poslech hudby, které se zacinaji prosazovat predevsim u starsich
déti, u nichZ poslech hudby jakoZto zpUsob traveni volného ¢asu dominuje. Ve tfeti skupiné nalézame
organizované aktivity, kterymi jsou sport a krouzky provozované rlznymi organizacemi,
které navstévuji alespon jednou tydné pfiblizné tfi ¢tvrtiny déti ve véku 6 aZ 15 let. Zaméreni krouzkd
se lisi z hlediska pohlavi — u divek prevladaji aktivity hudebné dramatické, vzdélavaci, vytvarné
a rukodélné. Chlapci se vénuji vice sportdim, aktivitdm technickym a turistice. Ctvrtou oblasti,
vzeslé z faktorové analyzy, je intelektudlni ¢innost, kdy nejrozsifenéjsi aktivitou je uceni. Jen stfedné
frekventovanou je cetba kniZzek a ndvstéva knihoven. Posledni a okrajovou oblasti je orientace
na spotrebu (navstévy fastfoodl, nakupovani a navstévy kina).

Ze studie je patrné, Ze na zpuUsobu traveni volného casu déti se podili spole¢ensko-ekonomické
postaveni rodich déti, které dle vysledkd vyzkumu Uzce souvisi se vzdélanostni Urovni rodicl
(tj. 1épe sociadlné situované rodiny mély také vyssi vzdélani). Obé proménné pak ovliviiovaly zpUlsob
traveni volného casu stejnym smérem. Konkrétné mliZzeme uvést, Ze ¢im vyssiho vzdélani rodice
dosahuiji, tim vice vedou své déti k tomu, aby se nenudily, a tim vice se jejich déti vénuji organizovanym
volnocasovym aktivitam (sport, krouzky), Castéji pracuji s pocitacem a vice se vénuji ¢innostem
intelektualnim. Tyto déti také casto travi svlij volny ¢as s rodinou (rodici, sourozenci, prarodici).
Naopak déti rodic¢a s nizkym vzdélanim a nizkym socioekonomickym statusem se vice nez ostatni vénuji
neorganizovanym c¢innostem odehravajicich se mimo rodinu, jako jsou navstévy kamaradl
nebo schazeni se venku. Z vyzkumu vyplynulo, Ze se vzrlistajicim vzdélanim rodica jejich vliv na zplisoby
traveni volného Casu déti roste a s tim se poji i mira ovliviiovani pocitl nudy. Pocit Zivotniho Stésti je
pfitom s pocitem nudy Uzce svazan. Z déti, které ve vyzkumu uvadély, Ze se v Zivoté nenudi, pocitovalo
Zivotni Stésti 95 %. U téch, co uvadély, Ze se nudi Casto, uz to bylo jen 78 %. Nizsi mira pocitu Zivotniho
Stésti a spolu s tim vys$si mira pocitu nudy byla pfitom odhalena Castéji u déti ze socioekonomicky
slabych a méné vzdélanych rodin. Naopak déti, které se vénuji organizovanym volnoc¢asovym aktivitam
(coz, jak jsme vysSe zminili, jsou také Casto déti ze vzdélanéjsich a socioekonomicky lépe situovanych
rodin), jsou ve svém Zivoté vyraznéji Stastné. Vyzkum tedy potvrdil, Ze pocit Zivotniho Stésti je
determinovan zplisobem traveni volného casu.
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2.4 Kvalita volného casu a Zivotni pohoda

Tématu subjektivné pocitované Zivotni pohody a zplsobu traveni volného ¢asu se vénovaly i dalsi
vyzkumy. Za zminku stoji americky vyzkum provedeny autorkami McHale, Crouter a Tucker (2001)
na téma volnocasové aktivity prepubescent(, ktery mimo jiné téz dospél k podobnému zavéru jako
vyse popsany vyzkum, totiZ Ze existuje vztah mezi socioekonomickym postavenim rodica a zplsobem
trdveni volného Casu jejich déti.

V rdmci vyzkumné studie byly volnocasové aktivity davany do relace se Skolnimi zndmkami (ty byly
chapany jako méritko kognitivnich a akademickych kompetenci), s chovanim (predevsim s pripadnymi
problémy v chovani) a se symptomy deprese (ty byly soucasti pocitu Zivotni pohody ¢i nepohody
respondentl). Cilem vyzkumu bylo zdokumentovat ontogeneticky vyznam détskych aktivit,
a to prostfednictvim méreni vztahu mezi volnocasovymi aktivitami a psychickym naladénim déti.
Pozornost byla vénovana také socidlnimu kontextu volnocasovych aktivit, tedy tomu, zda déti travi sv(j
¢as spise samy, nebo s rodici, pod dohledem, nebo bez dozoru s vrstevniky.

Vyzkumny design nesl urcité prvky longitudinalniho vyzkumu. Prvni vyzkumna etapa se uskutecnila se
189 détskymi respondenty (102 prvorozenych divek a 96 prvorozenych chlapcl) ve véku 10 az 11 let
a jejich rodici. Nasledné byl vyzkum opakovan po uplynuti dvou let (tj. v obdobi adolescence
respondentl) a vysledky z obou vyzkumnych etap byly porovnany.

Spektrum vyzkumnych nastrojd bylo pomérné bohaté. Tvofrily je rozhovory v domacim prostiedi,
v jejichz ramci rodi¢e popisovali rodinnou situaci a pfipadné problémy v chovani déti. Déti zase
popisovaly vlastni projevy deprese. Do vyzkumu byly zaclenény zndmky ziskané z vysvédceni
jednotlivych respondent(. PouZit byl i dotaznik, v jehoZ rdmci byla zjisStovana mira projevi deprese
u déti. Jako dalsi vyzkumny néstroj bylo pouzito telefonni interview v délce 30 az 60 minut. V jeho rdmci
détsti respondenti 7x informovali tazatele o tom, jak stravili v dany den svij volny ¢as — jakymi
aktivitami ho vyplnili, jak dlouho tyto aktivity trvaly a kdo se s nimi volnocasovych aktivit Gcastnil.
Béhem sbéru dat badatelé pouzivali techniku vybavovani si vzpominek (,cued-recall procedure”),
ktera méla détem pomoci vzpomenout si na ¢innosti, jez ve svém volném case vykonavaly. Vyzkumnici
tak mohli ziskat data o povaze détskych aktivit, které se odehrdvaly mimo Skolu v predeslych
12 az 16 hodinach. Telefonni rozhovory byly provedeny také s rodici (4x), ktefi byli dotazovani na to,
kolik ¢asu béhem dne stravili se svymi détmi a do jakych volnocasovych ¢innosti se s nimi zapojili.
Zjistovan tak byl obsah i socialni kontext volnocasovych aktivit déti.

Nasledna analyza dat, kterd se odvijela pfedevsim od statistickych metod zjistujicich miru korelace
a kovariance a od regresni analyzy, ukazala, Ze od toho, s kym déti travi svQj volny c¢as, se nasledné
odviji i napln a kvalita volno€asovych aktivit. Socialni kontext volnoasovych aktivit i jejich povaha maji
vliv na psychické ladéni ditéte, jeho znamky ¢i pfipadné problémy v chovani. Studie napfiklad
prokdzala, Ze déti, které ve véku 10 let travi vice svého volného Casu s rodi¢i, maji méné projevl
deprese. Naopak déti, které v tomto véku travi svij volny Cas zejména ,poflakovanim se venku,”
maji obvykle horsi zndmky a objevuji se zde problémy v chovani i ¢astéjsi depresivni sklony. Naopak
déti, které ve svych deseti letech vice sportovaly, mély obvykle lepSi znamky a nasledné ve véku 12 let
byly signifikantné méné depresivni. Zajimavé vysledky byly zjistény v kontextu miry Cteni déti.
Neni prekvapivé, Ze déti, které v 10 letech hodné cetly, mély obvykle ve 12 letech dobré znamky.
Zajimavéjsim zjisténim bylo, Ze tyto déti zaroven vice inklinovaly k projeviim deprese, a to jak ve svych
10, tak i 12 letech. Vyssi tendence k projeviim deprese se totiZ projevily pravé u déti, které svij volny
Cas travi hodné o samoté.

2.5 Volny cas, pocit stresu a deprese

Pokud bychom se chtéli blize podivat na vztah mezi volnym casem a depresivnim ladénim jako
vyslednym psychickym stavem jedince, nez na faktory, které tento vysledny stav ovliviiuji, mizeme se
zaméfit na promeénnou stres. Ten muze byt jednou z mnoha pficin depresivniho rozpoloZeni jedince.
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Americky vyzkum, zaméreny na zkoumani vztahu mezi kazdodennim stresem a volnym ¢asem jako
prostorem pro odreagovani, realizovaly autorky Qian, Yarnal a Almeida (2014).

Drive provedené vyzkumné studie, z nichZ autorky vychazely, prokazaly, Ze denni stresory maji vliv
na jedincovo zdravi a pocit Zivotni pohody, a to nejen v ramci konkrétniho dne, ale i z dlouhodobého
hlediska. Volny ¢as autorky vnimaji jako proménnou, kterd mizZe miru stresu a schopnost ¢lovéka se
s nim vyporadat vyrazné ovliviiovat. DfivéjSi vyzkumy se dle nich zamérovaly pfedevsim na zkoumdani
subjektivné vnimané Zivotni pohody a zdravi souvisejiciho se stresem ve vztahu k mnoZstvi volného
¢asu. V potaz se vSak nebral fakt, Ze lidé mohou prozivat stres i v rdmci svého volného ¢asu, nebo ze se
celkovd mira proZivaného stresu u jedincll se stejnym mnozZstvim volného ¢asu miuze lisit.
Proto autorky v rdmci vyzkumu zohlednily i osobni vnimani stresu zkoumanych osob a zaméfily
pozornost na to, zda nadstandardné vyuzity volny ¢as mulze pozitivné ovlivnit vnimani stresu
v dlouhodobéjsi perspektive.

Data byla ziskdna ze dvou etap jiz realizovaného vyzkumu jinych autorlii, jehoZ respondenty byli
dospéli Ameri¢ané. | v tomto pripadé byla pro sbér dat vyuZita metoda telefonickych rozhovor.
Data byla téZ ziskdvana prostfednictvim psani kaZzdodennich reflexi do denikl. PouzZitim tohoto
vyzkumného nastroje se autorky chtély vyhnout ¢astému uskali mnohych vyzkumd, kterym je nedbala
kategorizace volnocasovych aktivit. Vyzkumnikem predem vytvorené kategorie totiz nemuseji
odpovidat realité, a proto je nutné ptat se samotnych respondent(, které konkrétni aktivity oni sami
povazuji za ,volnocasové”, u kterych relaxuji, nebo které vnimaiji jako pracovni povinnosti.

Statistickd analyza provedena pomoci viceliroviiového modelovani (multilevel modeling) pfinesla fadu
zjisténi. Vyzkum ukazal, Ze v prdmeéru lidé vnimaji své kazdodenni pocity stresu jako obtizné.
poukazovali na méné volného ¢asu. Vysoka mira volného Casu v pribéhu jednoho dne (vyssi mira
volného casu, nez jaka je béznd v obycejném dni respondenta) se prokazala jako proménnd, kterd ma
vliv na vnimani stresord jako méné zavainych i v nasledujicim dni. Cim vice volného ¢asu €lovék ma,
tim méné zdvaziné pak v nasledujicim dni stres hodnoti. Tento efekt se vSak vyraznéji projevuje spise
u lidi, ktefi maji bézné malo volného cas, nez u lidi, ktefi maji obvykle volného ¢asu dostatek. U jedincl
s ,nadmirou” volného casu jsou pozitivni vysledky ve vztahu k vnimani stresu minimalni. Kazdopadné
hodnota volného ¢asu v procesu snizovani miry stresu byla potvrzena.

2.6 Volny c¢as a nezaméstnani mladi dospéli

Vztah mezi volnym ¢asem a nezaméstnanosti zkoumaly autorky amerického vyzkumu Celen-Demirtas,
Konstam a Tomek (2015). V centru pozornosti byl pojem kariérni adaptability, kterou Ize chapat jako
schopnost jedincll vyrovnavat se s pozadavky pracovniho trhu a s nim souvisejicimi zménami.
Dle Savickase (In Celen-Demirtas a kol., 2015, s. 211) je kariérni adaptabilita pfipravenost jedince
na vyrovnavani se s predvidatelnymi i nepredvidatelnymi profesnimi rolemi, ukoly a zménami
pracovniho trhu. Dobrd kariérni adaptabilita usnadiiuje profesni zaclenéni jedince do nového
zaméstnani a zvysuje pravdépodobnost dlouhodobého kariérniho Uspéchu.

Vyzkum byl proveden na vzorku mladych nezaméstnanych dospélych ve véku 21 az 29 let, ktery byl
sloZen z 84 Zen a 100 muzl s vysokoskolskym vzdélanim. Autorky vychazely z predpokladu, Ze mladi
dospéli jsou vékovou kategorii, kterd se nachdzi v obdobi hledani vlastni socidlni identity,
vCetné identity profesni. Obdobi je proto spojeno s rizikem vétsi emocni zatéze a poklesu pocitu
prozivané pohody. Nezaméstnanost je navic rizikovym faktorem, ktery se muize podilet na vzniku
uzkosti a deprese. Vyzkum se pak logicky zaméfil i na pocit subjektivni pohody a volnocasové aktivity
vnimal jako néco, co se podili na posilovani nejen kariérni adaptability, ale i celkového subjektivné
prozivaného pocitu pohody mladych dospélych, ktefi se nachazeji v psychicky obtizné situaci

11 MIDUS | (National Survey of Midlife Development in the United States) v letech 1995-1996 a MIDUS Il v letech
2005-2006.
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nezaméstnanosti. Volnocasové aktivity jsou ve vyzkumu vnimany v kontextu jejich ,,ochranné” funkce,
tj. jako copingové strategie, které pomahaji zvladat stresujici Zivotni situace a posilovat pocit Zivotni
pohody a spokojenosti.

Jednim z nastrojli, které vyzkumnice vyvinuly, byl dotaznik mérici kvalitu volnocasovych aktivitiz,
v jehoz ramci byly zjistované volnocasové aktivity rozdéleny do tfi kategorii: relaxace (tj. aktivity
pfinasejici uvolnéni, v jejichz ramci jedinec neprovadi Zadné fyzicky ani psychicky namdahavé ukony,
napt. sledovani televize), vykonové volnocasové aktivity (smyslem je dosazeni néjakého cile,
napr. sloZzeni puzzle, sport, prekonani sebe sama) a socidlni volnocasové aktivity (ty se zakladaji
na kontaktu s jinymi lidmi, patfi zde napf. setkani s prateli).

Vysledky vyzkumu, které byly ziskany statistickym zpracovanim dat, ukdzaly, Ze mnoZstvi Casu
vénovaného témto tfem typlm volnocasovych aktivit nemélo Zadny vztah k mife pocitu subjektivni
pohody respondent( ani k jejich kariérni adaptabilité. Vyznamnéjsi vysledky ale pfinesl vyzkum kvality
téchto aktivit. Jako vyznamné se ukdzaly socialni a vykonové volnocasové aktivity, které prokazaly
vztah s kariérni adaptibilitou i celkovym pocitem Zivotni pohody. Naopak relaxaéni volno¢asové aktivity
Zadnou pozitivni souvislost se zkoumanymi kategoriemi neprokazaly. Autorky textu proto v zdvérecné
diskuzi zdaraznuji predevsim roli téch volnocasovych aktivit, které mladym nezaméstnanym,
ktefi se mohou nachazet v situaci socialni izolace, pfinaseji nové kontakty, socidlni vazby a umoziuji
jim zaZit pocit socidlniho zaclenéni a sebevyjadreni, a tim jim mohou napomoci s feSenim situace
nezaméstnanosti. Zjisténi, Ze na rozvoji kariérni adaptability a pocitu subjektivniho blaha se odrazi
predevsim kvalita traveného casu, nikoli jeho ¢etnost, autorky vnimaji jako dobrou zpravu. Kvalitni
travenivolného casu je podle nich totiz dostupné pro lidi rlizného socialniho statusu, coz se 0 mnozstvi
volného casu fici neda. Lidé s nizkym socioekonomickym statusem dle autorek nemaji — vzhledem
k tomu, Ze maji omezené ekonomické zdroje, a tak i vyssi pracovni povinnosti — dostatek volného casu.
At uz budeme s timto tvrzenim souhlasit, nebo bychom se k nému v rdmci diskuze vymezily, dlleZity
je zavér, ktery zdlraznuje kvalitu volného ¢asu, respektive volnocasovych aktivit, tedy to, na co se maji
poradci mladych nezaméstnanych (a v naSem ptipadé i socidlni pedagogové jako takovi) zaméfit.

2.7 Volny éas a zivotni pohoda v Ciné

V kontextu uvadénych vysledk(l pfipomenme, Ze predlozené vyzkumy byly realizovany v zdpadni
Evropé nebo Americe, tedy ve svété, ktery je oznacovan jako ,,zapadni,” a je pro néj typicky specificky
kulturni kontext. Timto tvrzenim nechceme zpochybnit skute¢nost, Ze Ceskd republika se od Ameriky
v mnoha vécech kulturné odliSuje. Nalezneme v3ak i pro obé prostfedi kulturni charakteristiky
spole¢né ¢i obdobné. V jinych ¢astech svéta se vSak uplatiuji jiné kulturni modely, s ¢imZ mohou
souviset také rozdily ve zplUsobech traveni volného casu a jeho vnimani, a spolu s tim i jeho vlivu
na pocit Zivotni pohody.

Pro pfiklad uvedme celonarodni vyzkum z Ciny autord Wei, Huang, Stodolska a Yu (2015), ktery si klad|
za cil popsat vztah mezi volnogasovymi aktivitami a pocitem $tésti obyvatel Ciny. Analyzovéna byla
data ziskana zcelostatniho prizkumuis, ktery proved| cinsky ndarodni statisticky urad spolu
s generalnim postovnim Uradem a cinskou centralni televizi. Data byla sbirdna v letech 2011-2012
ze véech 31 provincii, autonomnich region(i a obci kontinentalni Ciny. Nahodny vzorek &ital 73 622
dotaznik(, jejichZ ndvratnost byla 73,6 %. Otazky v dotazniku orientujici se na volny cas respondent
zjistovaly predevsim mnoiZstvi volného cCasu a jeho povahu. Zaroven byla reflektovana mira
pocitovaného stésti respondentd pomoci péti polozkové Likertovy skaly. Sledovana byla i demograficka
data, jako jsou ptijem rodiny, rodinny stav, gender, misto bydlisté a vék.

12 Tzv. ,The Quality of Leisure Activity Questionnaire” (vice in Celen-Demirtas a kol., 2015).
13 Ten nesl nazev ,,Survey of the Chinese Economic Life” (vice k tomu in Wei a kol., 2015).
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Vyzkumnici vychazeli z faktu, e Cina je dnes soucasti druhé nejvétsi ekonomiky svéta, s &imz se poji
rst blahobytu obyvatelis, ktefi maji na traveni volnocasovych aktivit nejen dost finanénich prostredka,
ale také vice casu, nez tomu bylo dfive. Zaroven autofi upozoriuji na pretrvavajici konfucidnskou
tradici, v jejimz kontextu lidé preferuji spise , kvalitné” straveny volny cas, nez jeho kvantitu, ktera neni
v ramci kultury konfucianismu vnimana kladné. Autofi z toho vyvozuji, Ze volny ¢as bude mit vliv
na pocit Stésti, ale bude-li jej ,nadmira”, nemusi se pozitivni vliv projevit. Lidé mohou pfipisovat
volnocasovym aktivitam jinou hodnotu na zdkladé jejich kulturniho zakotveni, a proto je nutné
zkoumat, které volnocasové aktivity se podileji na posilovani pocitu Stésti vice nez jiné. V neposledni
fadé zajimal autory vyzkumu vztah mezi pocitem stésti a sociodemografickymi charakteristikami.

Nikoho zfejmé neprekvapi, Ze pozitivni vztah mezi volnofasovymi aktivitami a pocitem Stésti byl
v ramci studie potvrzen. Cim vice volného &asu jedinec md, tim se podle vysledkd studie citi byt
$tastnéjsSim. Vysledky vyzkumu ale navic ukazaly, Ze se pocit Stésti poji predevsim s pasivnimi
volnocasovymi aktivitami, jako je sledovani televize nebo brouzddni po internetu. Vysvétlenim dle
autord vyzkumu muiZe byt praveé to, Ze v mistni kulture je volny ¢as a jeho hodnota spojena predevsim
s klidem a relaxaci. Naopak ve vztahu k aktivnim volnocasovym c¢innostem (cviceni, nakupovani,
socialni aktivity jako je navstéva kina, vecere, party ¢i hrani karet) Zadny vliv na pocit jedincova Stésti
nalezen nebyl, co? je asi zadkladni rozdil oproti vyzkumim ze zemi zapadnich kultur, kde predevsim
organizované ¢i na socidlni kontakt bohaté aktivity hraly prim. Dle autor( realizovaného vyzkumu
mozna pricina tkvi v tom, Ze na rozdil od zapadnich respondentd ¢insti obyvatelé dostatecné nechapou
pojem volného ¢asu a citi se byt v jeho rdmci nekompetentni, tj. nedokazou jej aktivné vyuzit a zapojit
se do néj, a predevsim, Ze konfucianska tradice zemé ovliviiuje i tak na prvni pohled banalni oblast,
kterou je volny cas a jeho vnimani mistnimi obyvateli.

2.8 VIliv rodic¢a na volny cas adolescentu

Vztah mezi travenim volného ¢asu adolescent( a vlivem rodicd na volnocasové aktivity jejich déti
zkoumali autofi Sharp, Caldwell, Graham a Ridenour (2006). Predpokladali pfitom, Ze adolescenti
ve svém volném case vyhleddavaji smysluplné a zajimavé zazitky, které mohou hrat roli v procesu
rozvoje jejich identity, dovednosti a zajmU. BohuZel mnozi dospivajici ve svém volném case prozZivaji
také nudu, kterd omezuje rozvoj jejich zajml i osobnosti a navic se poji s vy$Sim rizikem uZivani
alkoholu, drog a provozovanim delikventnich aktivit. Vyzkumnici si proto kladou otazku, jaké faktory
plsobi na adolescenty ve sméru podpory vyhledavani smysluplnych volnocasovych aktivit a zabyvaji
se mimo jinéis tim, jakou ulohu v tomto procesu sehravaji rodi¢e a jejich mira zapojeni
se do ovliviiovani volného €asu svych déti. Pozornost byla vénovana napf. vlivu rodi¢ovské kontroly
a jejich zajmu o volny cas svych dospivajicich syn(i a dcer.

Vyzkumny vzorek zahrnoval 354 studentd celkem deviti stfednich Skol (53 % muzl, 47 % Zen)
z venkovského prostfedi severni ¢asti USA. Data vyzkumnici Cerpali z longitudidlni studie
»Taking Charge of Leisure Time"” autora Caldwella z roku 2004. Longitudidlni studie sbirala data
v rozsahu tfi let. Nastroji sbéru dat byly rozhovory a ohniskové skupiny s vybranymi adolescenty,
ktefi sami posuzovali své volnocasové aktivity a zapojeni rodic¢li do jejich organizace a povédomosti
o nich. Rodicovska kontrola volného ¢asu byla méfena pomoci osmi polozkové skaly, s jejiz pomoci
respondenti vyjadiovali miru pocitované rodicovské kontroly v otdzce jejich volného ¢asu. Pozornost
byla vénovana také tomu, na kolik maji rodi¢e prehled o volnocasovych aktivitdch svych déti
(napf. zda vi, kam jejich déti jdou, kdyZz mifi ven, nebo co délaji po skole apod.). Vyzkum dale zkoumal

14V radmci prezentovaného vyzkumu je tfeba uvadéna fakta (stejné jako vysledky vyzkumu) autory studie vnimat
v SirsSim kontextu politickém. Ideologie statni moci mizZe jen obtizné pripustit fakt, Ze stale milidny lidi Ziji
v chudobé a v bidnych Zivotnich podminkach. To je také dlivod, proc¢ se nékteré formulace vychazejici
z interpretace studie mohou jevit jako ,paradoxni“ (blahobyt obyvatel apod.). Pfesto viak danou studii
povazujeme za zajimavou, a proto jsme ji zafadili do této prehledové studie.

15 Vyzkum se také zabyval motivacnimi styly adolescentd, které je vedou k aktivnimu traveni volného casu.



Kolarikovd & Némec /Volny ¢as ve vyzkumném diskursu v konsekvencich témat...

to, jak moc se respondenti ve svém volném case nudi a naopak jak zabavné a zajimavé pro né jejich
volnocasové aktivity jsou.

Statistickym zpracovanim dat vyuZivajicim analyzy prdmeéru, t-testl, test(l invariance a vicendsobné
regresni analyzy dosli vyzkumnici k fadé zavér(. Obecné se ukazalo, Ze ¢im starSi adolescenti jsou,
tim méné motivovani se stavaji k tomu, aby si aktivné vyhleddvali zajimavé traveny volny ¢as, vénovali
se svym zajmim apod. Jak kontrola a s ni spojena snaha rodi¢l organizovat volny ¢as svych déti,
tak znalost rodi¢l tykajici se naplné volnocasovych aktivit déti se s vékem ditéte snizuji, pricemz divky
Castéji neZ chlapci udavaly, Ze jejich rodice maji prehled o jejich volnocasovych aktivitach. Co se tyce
rodicovské kontroly a rodicovskych znalosti volného ¢asu svych potomki ve vztahu k motivaénim
stylim adolescent(, vyzkumnici nalezli vzajemné korelace. Vyzkum ukazal, Ze rodicovska znalost (tedy
zdjem o to, co déti ve volném case délaji) ma na zajmy adolescentl pozitivni vliv. Rodicovska znalost
byla spojena s vyssi mirou motivovanosti adolescentl a s jejich vyssi mirou seberegulace v otazce
travenivolného casu. Naopak ve vztahu kontroly a s ni spojené snahy o aktivni organizaci volného ¢asu
déti se smérem k zajmUm prokazal vliv negativni. To, Ze méla rodiCovska kontrola negativni vliv
na volnocasové zkusenosti a zajmy adolescentl nebylo dano tim, Ze by rodi¢ovska kontrola ovliviiovala
motivovanost déti a jejich seberegulaci. Vysvétleni autofi hledali spiSe v tom, Ze rodice, ktefi pfilis
kontroluji volny ¢as svych déti, mohou adolescenty smérovat do ¢innosti, které nejsou v souladu s jejich
zajmy nebo dovednostmi, coZ vede k tomu, Ze adolescenti nemaji o tyto aktivity zajem.

Autofi nasledné provedli jesté post hoc analyzu, aby zjistili, zda plati vztah, Ze se zvySend rodicovska
kontrola volného c¢asu déti objevuje tam, kde déti prokazuji nizkou miru motivovanosti k aktivnimu
traveni volného casu (tj. vénovani se koni¢kiim apod.), nebo zda spiSe plati, Ze se motivovanost
adolescentl sniZuje aZ jako reakce na pfilisSnou rodi¢ovskou kontrolu volnodasovych aktivit.
Vysledky poukdzaly na obousmérny vztah mezi rodicovskou kontrolou a motivaci adolescentd.
Na zacatku adolescence jsou pfitom rodi¢ovské znalosti a rodicovska kontrola silnéji spojeny s budouci
motivaci adolescent(l, neZ Ze by tomu bylo naopak.

3  Jaké jsou a jaké védéni prinaseji — zavérecna diskuse

Zavérem se podivejme, jak byly analyzované studie metodologicky vystavény a jak poznatkové prispély
do védnich obor( socialni pedagogiky a pedagogiky volného c¢asu.

Do vybéru byly zahrnuty zejména texty uverejnéné v mezindrodnich databazovych systémech,
jejichz obsah je recenzovan a zarucuje tak urcity metodologicky standard a design sestdvajici
z obhajitelného zplsobu kladeni otazek, reprezentativniho nebo jiného vhodného sbéru dat, jejich
statistickou analyzu a interpretaci.

e Ve vétsiné studii je zcela zfejmy zamér realizovat vyzkum na reprezentativnich vybérovych
souborech, které dosahuji aZ tisice respondentlis. Pokud nemUzie byt splnéna podminka
nahodného vybéru, je alternovana nejcastéji vybérem kvotnimaz, popfipadé jinym adekvatnim
typem vybéru. Tam, kde jde autorim o ziskani dat od specifickych skupin respondentd, je logicky
vyuzito vybéru zamérnéhoas (napf. skupina vysokoskoldk ¢i stredoskolaka).

e Ruku v ruce se zamérem realizovat vyzkum na reprezentativnich souborech jsou zvoleny i metody
sbéru dat. VSem analyzovanym studiim dominovalo dotaznikové Setfeni, které vsak bylo v fadé
pripadld kombinovano i s kvalitativnéji orientovanymi strategiemi. Setkat jsme se mohli
s rozhovory a ohniskovymi skupinamiis. Ve dvou pripadechzo bylo pouZito telefonickych

16 Napf. Hamfik a kol. (2012); Wei a kol. (2015).

17 Napf. Bocan & Machalik (2012).

18 Napt. Celen-Demirtas a kol. (2015); Sharp a kol. (2006); Zumarova (2015).
19 Sharp a kol. (2006).

20 McHale a kol. (2001); Qian a kol. (2014).
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strukturovanych rozhovorll srodi¢i i détmi a vyjimecné se tyto pristupy kombinovaly
i s pozorovanim pfimo v rodinach, nebo byl sbér dat provadén prostfednictvim pravidelnych
denikovych zaznam( respondentem:zi. Je tedy zfejmé, Ze zvlasté v situacich, kdy je obtizné
predem vycerpavajicim zpUsobem operacionalizovat zjistované proménné a strukturovat je
do dotaznikovych polozek, voli autofi sbér kvalitativnich dat, které dale transformuji
do nomindlnich proménnych a nasledné pracuji s jejich cetnostnimi charakteristikami.

e  Zprostfedkovali jsme studie, které sestavaly z pomérné sofistikovaného vyzkumného designu.
Témér ve viech studiich badatelim neslo jen o statistické zachyceni daného stavu, tzn. popisu
konkrétnich (typickych) aktivit nebo jejich ¢etnosti, ale o vykresleni relacnich nebo kauzalnich
vztahl22. Pravé takovy vyzkumny design povazujeme za smysluplny, protoZze muzZe prinést
plnohodnotnéjsi druh explanacniho, nikoliv jen statisticky popisného druhu védéni. Vysvétleni
vztahu napf. mezi socidlnim statusem rodin a zpUsobem traveni volného ¢asu jejich déti nebo
pocitem Stésti je pravé ten typ poznani, kterého mulze byt lépe vyuZito v redlnych edukacnich
situacich. Jeho znalost je dlleZita jak pro ulitele, tak dalSi zodpovédné pedagogické a socialni
pracovniky. Bylo by naivni se domnivat, Ze prezentované vyzkumné designy jsou superlativni
a zZe pracovaly se vSemi moZnymi intervenujicimi proménnymi, a tak s vétsi opatrnosti by spise
bylo rozumné hovofit o tom, Ze studie pfinesly vice neZ popis kauzélnich vztahl spise
charakteristiky relacniho typu (napf. existuje vtah mezi sportovnimi aktivitami a zndmkami
ve skole).

e ZvySe uvedeného je zfejmé, Ze ve vyzkumnych designech bylo naplanovano vyufZiti vice
vyzkumnych nastroji neZz pouze jeden vse zahrnujici dotaznik. Autofi c¢asto sahli
ke standardizovanym nastrojim, které jim umozZnily zaradit respondenta do dané nomindlni
kategorie (miry pocitu deprese nebo Stésti apod.), které se staly zakladem pro porovnani s dalSimi
proménnymi. Také ,hra scasem”, zejména s casovym odstupem ve sbéru dat ve studii
McHalea kol. (2001), méla své opodstatnéni a pfinesla zajimava zjiSténi, a pfipomenme téz,
Ze v pripadé vyzkumu Qian a kol. (2014) badatelé pracovali s jiz ziskanymi daty a podrobili je
sekundarni analyze.

e Vneposledni fadé je tfeba zdlraznit, Ze pravé s ohledem na rozpoznani vztahu dvou a vice
proménnych dominovaly vyzkumy, které analyzovaly data prostrednictvim dnes béziné
pouzivanych, ale netrividlnich statistickych procedur, jako je korelacni, faktorova, popftipadé
regresni analyza. Je patrné, Ze Cistd deskripce by patrné neobstdla ve védecké konkurenci
recenzovanych studii.

3.1 Jaké faktické poznatky vyzkumné studie prinesly

Je zfejmé, Ze pocitace a zejména jejich rozmanité spektrum aplikaci pfinasi détem a mladezi pfilezitost
pro zabavu a téZ komunikaci s prateli a v portfoliu volnocasovych aktivit hraji vyznamnou roli.
Dle vyzkumu Zumdrové (2015) to m@Ze byt v priméru aZ dvé a ti étvrté hodiny denné, které déti travi
u pocitace, coz je jisté nezanedbatelny Udaj. Divky téZ preferuji komunikaci prostfednictvim socidlnich
siti (na rozdil od chlapcl) a zaroven (obé pohlavi) si celkové neuvédomuiji pIné rizika, kterda mohou byt
spojena se zverejiiovanim fotografii ¢i sinternetovou komunikaci s nezndmymi lidmi. Pro oblast
socidlni pedagogiky je pfitom téma traveni volného ¢asu u pocitacl dalezité, nebot tento fenomén
s sebou nese nejen otdzku po tom, jak se trdveni ¢asu u pocitae podepisuje na fyzickém i psychickém
zdravi jedince, ale pfinasi také fadu v moderni dobé nové se objevujicich jevd, jakymi mohou byt
zavislost na internetu i kybersikana, se kterymi se spolecnost v dobé pfed rozvojem pocitacd
a rozsiteni se internetu nesetkdvala a kterym by i socidlni pedagogika méla vénovat svou pozornost.
A pravé data informujici o tom, Ze déti svij ¢as na internetu trdvi Casto a ne zfidka také rizikovym

21 Qian a kol. (2014).
22 Napf. Bocan & Machalik (2012); Celen-Demirtas a kol. (2015); Qian a kol. (2014); Sharp a kol. (2006);
Zumdrova (2015).
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zpUsobem, tj. nekritickym zverejiiovanim osobnich tGdaju, fotografii apod., které byvaji prezentovany
na socialnich sitich nebo dokonce zasilany cizim lidem, jsou pro socialni pedagogy alarmujici informaci
a zjisténim podporujicim tvrzeni o dlleZitosti cilené prevence v této oblasti.

SpiSe neZz na téma zavislosti na pocitaci a internetu a s nim pojicimi se riziky se ale studie Castéji
zamérovaly na zkoumani toho, kolik ¢asu déti u pocitace travi, jakou ¢innost zde provozuji a jaky to ma
dopad na jejich psychiku ¢i fyzické zdravi. Uptrednostiiovani aktivit na pocitaci pred pohybovymi
aktivitami stoji v centru pozornosti mnoha dalsich vyzkum, zejména téch, jez hledaji vztah mezi
zdravym Zivotnim stylem, obezitou a volnocasovymi aktivitami. Ve vyzkumu Bocana a Machalika (2012)
predstavovaly aktivity na pocitaci druhou nejéastéjsi volnocasovou c¢innost déti hned po sledovani
televize. Autofi téZ nachdazeji vztah mezi socidlné ekonomickym postavenim rodicl
(operacionalizovanym jako vyssi vzdélani) a organizovanymi aktivitami déti, které vyznamné prevazuji
nad témi neorganizovanymi, které jsou typické pro déti

rodict s niz3im vzdélanim. Rodice s vy33im vzdélanim  ZpUsob traveni volného Casu

maji tendenci uchranit své déti pred nudou, jinymi slovy
maji tendenci ovlivnit, co jejich déti budou ¢i nebudou
ve svém volném ¢ase délat; rodice s nizsim vzdéldvanim  jedince. Ma vliv nejen na jeho
nechdvaji toto rozhodnuti na samotnych détech.
V této souvislosti pfipomernme i zdvéry vyzkumu
Katrndka (2004), ktery prostfednictvim wvystizné Na zplsobu vnimani Zivotni
metafory prirovndva déti z délnickych rodin k ,zatkam
plujicim na vodé“. Mysli tim zejména daleko nizsi
socialni tlak, ktery je vyvijen v rodindch déti s niZsim kazdodenniho stresu.
socidlné ekonomickym postavenim.

vyraznou merou ovliviuje Zivot

fyzické zdravi, ale podili se také

pohody nebo na odbouravani

Ukazuje se tedy, Ze socioekonomické zazemi rodin ovliviiuje zplsob traveni volného casu jejich ¢lend,
predevsim pak déti, pricemz plati, Ze v rodinach s nizSim socioekonomickym statusem byva volny cas
déti méné organizovany i kontrolovany. Naproti tomu rodice s vyssim socioekonomickym statusem
vénuji vice pozornosti i Usili do snah o to, aby se jejich déti ve volném case nenudili a tak jej aktivnéji
utvareji a vyraznéji se podileji na jeho organizaci. Jak ukazal vyzkum autor(l Sharpa a kol. (2006),
prespfrilisna kontrola volného ¢asu adolescent(l ale mGze mit i negativni dopad, nebot mize dospivajici
smérovat k Cinnostem, které je nebavi a zaroven sniZovat jejich miru aktivniho zapojeni se do
organizace vlastniho volného ¢asu a s nim pojicich se zajma. Pfesto plati, Ze zavéry vyzkuma davajicich
do vzajemného vztahu zpUsob traveni volného ¢asu se socioekonomickym postavenim aktér( jsou pro
socidlni pedagogy dulezité, nebot odkryvaji potencionélné rizikové skupiny (napf. déti vyrustajici
v socialné znevyhodnéném prosttedi), na které je mozné se zaméfit v rdmci preventivnich aktivit, které
byvaji mnohdy orientovany pravé na zpUsoby traveni volného casu konkrétnich skupin klient(
a pfi kterych se o¢ekava pozitivni pfinos volnocasovych aktivit, jeZ mohou hrat v otazce prevence
vzniku rizikovych a socialné patologickych jevi aktivni roli. S tim pak nevyhnutelné souvisi také zjisténi,
které autofi téZ vySe uvadéji, totiz Ze déti, které se ve volném &ase nenudi, zaZivaji také vice pocitu
Stésti.

Zabyvame-li se volnym ¢asem déti, neméli bychom zapominat ani na tazani se po tom, jak travi volny
Cas jejich rodice. Ti jsou totiz pro své déti kazdodennim vzorem a da se proto predpokladat, Zze déti
budou chovani svych rodic¢d spontanné napodobovat. S ohledem na vysledky vyse uvedeného vyzkumu
Bocana a Machalika (2012), ktery ukazuje, Ze sledovani televize je ¢astou volnocasovou aktivitou déti,
neni prekvapujicim zjisténim, Ze pravé sledovani televize je dle nedavného vyzkumu Sociologického
Ustavu Akademie véd CR, ktery probihal v souginnosti s Centrem pro ekonomicky vyzkum a doktorské
studium Univerzity Karlovy v Praze a s Fakultou socidlnich studii Masarykovy Univerzity v Brnézs,
nejrozéifenéjsi a zaroven nejdéle trvajici volnocasovou aktivitou dospélych Cechd. Ti sledovanim

23 Dale jen ,vyzkum AV CR“. Zdroj: Sociologicky Ustav AV CR. (2016). Jak Cesi trdvi ¢as? Vysledky 1. rocniku
vyzkumu promény ceské spolecnosti 2015, materidl k tiskové konferenci 20. 6. 2016.
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televize travi v prméru dvé hodiny denné, coz jim dle vyzkumu zabird skoro jednu tfetinu celkového
volného ¢asu. Neobvyklym neni ani traveni volného ¢asu u pocitace a internetu. Brouzdani na internetu
zabira primérnému dospélému Cechovi asi ptilhodinu denné, pfi¢em? na internetu travi svdj volny &as
typicky 40 % lidi. Skoro stejnou dobu pfitom v priiméru lidé vénuji také hrani her na pocitadi, tabletu
Ci telefonu.

Vyznam rodiny a bohatosti socidlnich kontaktl realizovanych prostfednictvim spolecné vyuZitého
volného ¢asu déti a rodi¢l dokladaji i zavéry vyzkumu autorek McHale a kol. (2001), ve kterém autorky
miru spolecné traveného ¢asu ddvaji do souvislosti s pocitem deprese déti. Podobné i ono ,,poflakovani
se venku s kamarady”, tedy neorganizovany volny ¢as (srovnej viz vyse), ma tendenci vyskytovat se
u déti s horsimi znamkami, tyto déti zaroven pocituji vice deprese nez déti, které pravidelné sportuiji.

Qian_a kol. (2014) ve svém vyzkumu potvrzuji, Ze volnocasové aktivity jsou vyznamnym
kompenzatorem pocitu stresu. Vyzkumné je tak doloZena jedna zfunkci volného Ccasu,
kterou oznacujeme jako kompenzaéni nebo relaxacni, jejiz podstata je skryta ve schopnosti
koncertovat svoji pozornost (zaméfit své védomi) na jiné neZ s praci souvisejici obsahy védomi,
vyuzivat emocniho preladéni ve chvilich volného ¢asu, které jsou spojeny s radosti, uvolnénim apod.
Ukazuje se tedy, Ze volny ¢as mlZe sehravat duleZitou Ulohu v procesu zmirfiovani stresu, ktery dle
vyzkumu AV CR (2016) pocituje kazdodenné vice nez tietina dospélych Cechil. Vysledky téhoz vyzkumu
prokazaly, Ze se zvySujicim se mnozstvim volného ¢asu klesa mira prozivaného stresu. Tyto vysledky se
vSak v ramci vyzkumu potvrdily pouze pro muzské respondenty. Mimoto v potaz musime vzit nejen
objem volného casu, ale také povahu volnocasové aktivity. Jak totiz doplfiuji svymi zavéry
Celen-Demirtas a kol. (2015), vétsi vyznam maji ,aktivni“ (vykonové) volnocasové aktivity, které jsou
v relaci s pocitem Zivotni pohody neZ pouze aktivity relaxacni. Zavéry vyzkumu pripominaji dlileZitost
socialnich aktivit, které maji vyznam pro vytvéareni vlastniho sebepojeti a sebevyjadreni, které mze
mit vazbu i klepSimu uplatnéni se na trhu prace. Autorky zminuji pojem kvalita volného casu,
kterou vnimaji jako klicovou. Z kontextu v3ak neni zfejmé, jakou sémantiku miZeme pfifadit pojmu
kvalita, ktera je bezesporu subjektivni charakteristikou cinnosti, ve kterych nachazime smysluplnost
a Zivotni sméfovani (napld). Podobné zavéry vyplynuly také zvyzkumu realizovaného v Cing,
kde se vsak vzhledem k odliSnému kulturnimu, socidlnimu i historickému kontextu zemé jevily jako
stres snizujici odliSné aktivity, nez jaké byly definovany ve vyzkumech odehrdvajicich se v ,,zadpadnich”
kulturach.

Zavérem povazujeme za dlleZité zminit, Ze prezentované vyzkumné studie zd(irazriuji vliv volného Casu
na fyzické zdravi i psychickou pohodu jedince a jakoby opomijely téma ,uc¢eni”, zdjmového vzdélavani
(téZ sociadlniho, osobnostniho a neformalniho), které se tzce poji s potencidlem osobnostniho rozvoje.
Ve vyzkumech opomijené procesy edukace a osobnostniho rozvoje jsou pfitom dilezitou funkci
volného Casu. | v ¢eském prostiedi se rozviji koncept edutainmentuzs, ktery propojuje volnocasovou
a zabavnou formou vzdélavani a proménuje ji tak v seriézni metodu edukace v SirSim slova smyslu.
Vyznam edutainmentu tak v soucasné spolecnosti, kterd je Uzce navdzdna na vzdélanostni kapital,
stdle roste. Je proto prekvapuijici, Ze v rdmci vyzkumu volného ¢asu nebylo i v rdmci prvotniho vybéru
studii edutainmentu a obecné zajmovému vzdélavani ve volném case vénovana dostatecnd pozornost.
Jednim z dlvodu vsak mizZe byt specifické zaméreni vyzkumu v této oblasti, které se mohou vénovat
spise problematice rekvalifikaci apod. Tedy vyzkumiam, které nebyly v centru zajmu predkladané
prehledové studie.

24 Edutainment lze definovat jako ,specificky druh zdbavy, prostfednictvim které se zucastnény muze vzdélavat
(ve smyslu ziskdvat nové informace zrdznych oblasti naseho Zivota), nebo vychovdvat (mohou byt
ovliviiovany jeho postoje, hodnoty, vzorce chovani). Edukace v takovém ptipadé probiha, aniz by si to dotycny
plné uvédomoval, pfiCemz je vyuZivdno novych prostfedk(, napf. z oblasti pedagogiky zazitku, medialni
pedagogiky, virtudlni reality nebo informacnich technologii apod.” (Némec, 2008, s. 59).
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4  Zaveér

Z analyzy vyzkumnych studii vyplynulo, Ze typickou volnocasovou aktivitou déti jsou televize, pocitac,
poslech hudby a pratelé. Vzhledem k mnoiZstvi, které déti i dospéli u televize a pocitacl travi, je pro
socidlni pedagogiku vhodné zamyslet se nad tim, co takto traveny volny ¢as obnasi a jaké jsou jeho
rizika, jejichZz prevenci se socidlni pedagogové snazi predchazet. Volny Cas se travi ale také vhodnymi
zpUsoby, kdy se ukazalo, Ze nejvétsi vyznamem pro pocit Zivotni pohody maji pro déti organizované
¢innosti, zejména zdjmové krouzky a sport, kterym se Castéji vénuji déti z |épe socioekonomicky
situovanych rodin. Zaroven jsou tyto déti rodici vice vedeny k tomu, aby se ve svém volném case
nenudily. Vyzkumy rovnéz poukazaly na fakt, Ze dostatek kvalitné traveného volného ¢asu muze mit
pozitivni vliv na vnimani stresu u dospélych, a to nejen ve dni, v némz dospéli volny ¢as prozivaji,
ale pozitivni efekt se projevuje i ve dni nasledujicim. Celkové mizZeme hovofit o tom, Ze kvalitné
trdveny volny cas zvySuje pocit Zivotni pohody a to jak u déti, tak u dospélych, u nichz se navic podili
na rozvoji kariérni adaptability, predevsim v kontextu provozovdni sociadlnich volnoc¢asovych aktivit.

Ukdzalo se také, Ze obsah volného casu je ovlivnén socioekonomickym zazemim rodin, vzdélanim
¢i genderem. Vliv socidlniho prostredi v otdzce traveni volného ¢asu nalézdme jak na mikro, tak i na
mezo a makro urovni. Vliv na zplsob traveni volného ¢asu tak mizZe mit bezprostredni okoli jedince,
do kterého spada jedincova rodiny, pratelé, sousedé, skola ¢i zaméstnani. Svij vliv ale sehrava také
konkrétni lokalita, ve které jedinec bydIi a travi sv(j kazdodenni Zivot. V neposledni fadé ma vliv i klima
SirSiho socidlniho prosttedi, jako napt. kultura dané zemé a s ni souvisejici tradice a zvyky, hodnotové
orientace a typické vzorce chovani a s nimi pojici se zpUsoby traveni ¢asu, stejné jako i volnocasova
politika konkrétniho statu. To jsou zavéry, které z analyz vybranych studii jasné vystupuji na povrch,
a to i diky porovnani studii pochdzejicich z kulturniho zazemi ,,zdpadoevropského stylu” se studiemi
situovanymi mimo toto prostredi.
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Abstract: Citizenship and citizenship education face challenges
due to globalizing factors affecting modern liberal-democratic
states. Earlier models of citizenship, which were based on
assimilation into the dominant society, have been challenged by
scholars seeking to create a fuller understanding of citizenship
more inclusive of diversity. This paper addresses the works of
Martha Nussbaum and James A. Banks who present two
possibilities for citizenship education: purified patriotism
(Nussbaum) and transformative citizenship education (Banks).
By considering values, identity and the national narrative, this
paper compares their views in relation to these topics as well as
gives supporting and opposing ideas from other scholars. It
concludes by stating that these authors share a common
commitment to the need for a critical civic culture, which in turn
requires a willingness and openness on the part of all citizens to
use their imagination and help foster the critical capacity to think
anew. In this way, the traditional dichotomous debate over
citizenship, values and identity within the nation and the world
might be transformed. By utilizing what Freire refers to as
deliberative dialogue, we can foster creative solutions to ensure
that universal values of justice, tolerance, recognition and
equality are not merely democratic ideals, but are practiced by
all individuals and institutions. Furthermore, this paper
addresses the need for a teacher training program which would
teach educators how to promote and endorse a critical culture
through dialogue within the classroom and create citizens who
are capable of using their imagination and critical thinking to
function cooperatively within a multicultural society.

Keywords: citizenship, citizenship education, multiculturalism,
values, identity, national narrative, critical capacity, imagination,
dialogue, liberal-democracy

Kultivace kritického mysleni k implementaci
univerzalnich hodnot vnitrostatné

Abstrakt: Obcanstvi a vychova k obcanstvi Celi fadé vyzev
vzhledem ke globalizacnim faktor(im, které ovliviiuji moderni
liberalni demokratické staty. Drivéjsi modely obcanstvi zaloZzené
na asimilaci do majoritni spolecnosti byly zpochybnéné védci
snazici se o vytvoreni celistvéjsiho pochopeni obéanstvi, které by
bylo inkluzivni smérem k rozmanitosti. Tento text se zabyva dily
Martha Nussbauma a James A. Bankse, ktefi predstavili dvé
moznosti vychovy k obcanstvi; ryzi patriotismus (Nussbaum)
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a transformacni vychova k obcanstvi (Banks). Porovndvam zde
jejich nazory ve vztahu k tématdm hodnot, identity a narodniho
vypravéni a zaroven uvadim odliSné postoje dalSich badateld.
Clanek dochazi k zavéru, Ze tito autofi sdileji spole¢ny nazor na
potrebu kritické obfanské kultury vyZadujici ochotu a otevienost
ze strany vsech obcan( aktivovat jejich predstavivost a premyslet
novym zplUsobem. Tradi¢ni dichotomickd debata o obcanstvi,
hodnotach a identité v ramci ndroda a svéta by timto zplsobem
mohla byt transformovdna. K tomu by mohlo byt vyuzito
Freireho deliberativniho dialogu, ktery nabizi kreativni feseni,
Ze univerzalni hodnoty spravedlnosti, tolerance, uznani
a rovnosti nejsou pouze demokratickymi idealy, nybrz jsou
vyznavany vSemi lidmi a institucemi. V zavéru se tato prace
zabyva potrebou ucitelskych studijnich program(, jez by vedly
pedagogy k prosazovani a podpore kritické kultury
prostrednictvim dialogli v ramci vyuky a vytvarely by tak obcany
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1 Introduction

"

Citizenship education in liberal societies is “a popular and contested phenomenon”
(Sundstom & Fernandez, 2013, p. 103). This is because of the various challenges which citizenship
education faces as a result of globalization, increased immigration and the rise of nationalist
movements and terrorist attacks (Banks, 2008b). Globalizing factors, along with an increase in voter
apathy (Kymlicka, 2002) have increased interest among political theorists, as well as among scholars
in the fields of philosophy (Nussbaum, 2008, 2012) and multicultural education (Banks, 1993a, 1993b,
1993c, 2008a, 2008b). The old liberal assimilationist idea of citizenship in which individuals from
different groups would give up their home culture and language to “participate effectively in the
national civic culture” (Banks, 2008b, p. 129) is no longer acceptable in a pluralist society.
Banks (2008b) states that this method may have once worked for most white ethnic groups, but it did
not work for groups of colour. This is due to their continued struggle to achieve structural inclusion
even after becoming culturally assimilated. Furthermore, the demographic of immigrants is changing
from mainly European countries to countries of Asian, African, Middle Eastern and South American
origin (in the case of American immigration). Therefore, scholars have considered the failures of earlier
models of citizenship and citizenship education and now work towards creating a fuller understanding
of citizenship. It is a complex and multifaceted idea which needs to address the cultural, political, social
and civil elements of being a citizen (Banks, 2008b).

Kymlicka (2002) states that “the health and stability of a modern
democracy depends not only on the justice of its basic institutions, but
also on the qualities and attitudes of its citizens: e.g. their sense of
identity, and how they view potentially competing forms of national,
regional, ethnic, or religious identities; their ability to tolerate and
work together with others who are different from themselves; their
desire to participate in the political process in order to promote the
public good and hold political authorities accountable; their
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willingness to show self-restraint and exercise personal responsibility
in their economic demands, and in personal choices which affect their
health and the environment. Without citizens who possess these
qualities, democracies become difficult to govern, even unstable”
(p. 285).

The question then is, what/how should schools teach pupils to foster values that can unite the
members of a diverse society? To create a coherent and unified group of citizens while allowing them
to maintain their diverse beliefs, ways of life, language, and cultural identities is the major goal of
citizenship education, especially in a globalizing world (Banks, 2008b). Achieving this goal has proven
difficult, as balancing between particularistic values of the nation and universal values for all required
a delicate balance. Theories on how to cultivate the morals and values needed to create good citizens
for both national and global participation are grounded in larger theoretical concepts. Many
theoreticians now address citizenship from various backgrounds including but not limited to:
cosmopolitanism (Nussbaum, 2008, 2012; Tan, 2004), multiculturalism (Banks, 1993a, 1993b, 1993c,
1995, 2008a, 2008b) and critical pedagogy (Bartolemé, 2007; Freire, 2000; Weiner, 2007) — offering
various possibilities how citizenship education can be addressed to teach “an ever-increasing culturally
and linguistically diverse student body” (Bartolemé, 2007, p. 263).

This paper will address the ideas of Martha Nussbaum and James A. Banks, who present two
possibilities for citizenship education. Nussbaum, although writing on the topic of education, works
predominantly in the area of philosophy, while Banks is a scholar who focuses specifically on
multicultural education. This article will focus on their works on citizenship and citizenship education,
and how they attempt to address the challenges of diversity within a globalizing world.
Nussbaum (2008, 2012) has recently departed from her cosmopolitan position to promote what she
refers to as ‘purified patriotism’ which morally supports a form of Rawlsian political liberalism
(Nussbaum, 2008). She attempts to show how teaching “patriotism can be inspiring, making the nation
an object of love, while also activating rather than silencing the critical faculties” (Nussbaum, 2012,
p. 244). Her departure from cosmopolitanism is linked to her idea that citizens need to feel a love for
the nation before they can critically address any injustice within the nation, and then globally. Banks,
on the other hand, promotes ‘transformative citizenship education’ which “involves civic actions
designed to actualize values and moral principles and ideals beyond those of existing laws and
conventions” (Banks, 2008b, p. 136). This transformative action, similar to Nussbaum’s purified
patriotism, aims to unite citizens under a banner of civic action for the common good. However, Banks
believes that this can be achieved by focusing on cosmopolitan ideals, which are the foundation for
democratic values of civic equality, tolerance and recognition. He believes that citizens must first
understand universal values of justice, equality and tolerance in order to use them as a foundation to
critically evaluate their own beliefs, cultural values and experiences within the nation.

Although Nussbaum and Banks approach citizenship education and the achievement of good
citizenship differently, both scholars place great value on the development of the individual’s critical
capacity. They both believe that a critical capacity to evaluate reality from diverse viewpoints requires
an imagination for thinking anew, which requires the willingness and openness of citizens to succeed.
Their ideas about how citizenship and citizenship education should be addressed in a diverse society
will be discussed below, with contrasting and supporting arguments from various scholars. Scholars
working in the field of critical pedagogy will be used to support further the arguments of Nussbaum
and Banks, that citizenship education should foster a public critical culture which will be reflective,
open and willing to collaborate within a diverse community (nationally and globally) and which will
promote and defend justice, equality and tolerance.

This article has been divided into five sections dealing with values, identity, national narratives and
teacher education training, and is followed by a conclusion. These sections, which address the works
of Nussbaum and Banks, will attempt to disclose the complexity of citizenship and citizenship
education in a global age. As a theoretical analysis of the two authors’ works on citizenship education,
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this article is not able to be a comprehensive analysis of all aspects related to citizenship education.
Furthermore, as this work deals with Nussbaum and Banks, both American scholars, many of the
examples provided within the text come from American and European contexts. However, to make
this paper more relevant for the publication in Socialni pedagogika | Social Education journal, and
better to connect with the Czech reader, several footnotes have been added throughout the paper to
connect some of the main points in the body of the article with Czech examples

2  Values - particularistic values vs. universal values

The debate about what values students should embrace as citizens is one of the most contested topics
of citizenship and citizenship education (Sundstém & Ferndndez, 2013). This section will discuss the
debate over values; more specifically, it will compare literature which supports national values with
that which emphasizes universal values as the foundation of citizenship education. The implications of
both models are also discussed in relation to a diverse nation state. This is relevant for many Western
democratic nations which have seen changes in their demographic due to immigration, and which have
begun to question what values should be instilled in citizens (Banks, 2008a, 2008b; Kymlicka, 2002).
The focus of political debate is on what collective values society should support and reproduce while
making room for diversity (Sundstom & Fernandez, 2013). In liberal democratic states, liberal principles
of freedom and equality focus on individual rights, which could undermine distinct cultural group
practices. Within liberal-democracies, “group rights are secondary in relation to individual rights ... [in
this way] cultural distinctiveness is desirable only to the extent that it does not undermine liberal
norms and values” (Gressgard, 2010, p. 3). This creates continual tension between respect for the
individual and respect for groups within liberal democracies. This is because the rights of minority
groups are only deemed tolerable or respectable if those groups adhere to the universal values of
individual equality.2s Banks (2004) states that diversity should be recognised within the nation, but
likewise that “every pluralistic nation-state must also be concerned about unity and a set of shared
values that will cement the commonwealth” (p. 3). Often universal values associated with liberal-
democracyzs are chosen to unify the nation as they promote tolerance and recognition of cultural
differences (Gutmann, 2004) and “protect the rights of cultural, ethnic, language, and religious groups”
(Banks, 2008a, p. 19). Some politicians feel the need to focus on the values that bind people such as
“democracy, freedom of speech and equality” (Osler, 2009, p. 89) with an emphasis on common
traditions. These ideas come from a fear that multiculturalism will lead to segregation if common ideals

25 Although it is not in the scope of this paper to “question the cultural specificity of concepts such as ‘rights’
and equality,” (Gressgard, 2010, p. 4) it is important to note that the universal values discussed are
ethnocentric, as they were derived in Western liberal democratic states. Gressgard’s (2010) book
Multicultural dialogue: Dilemmas, Paradoxes, Conflicts addresses and questions the cultural specificity of
concepts, as well as issues related to multiculturalism as a political doctrine. It discusses concepts like planned
pluralism, ethnocentric norms, cultural relativism and multicultural dialogue.

26 Ondrej Hordk (2015) states that the Czech Republic has a long tradition of citizenship education, one which

was originally based on democratic values. However, the effects of the communist regime caused distrust
among Czechs about the intent of citizenship education: many viewed it as a form of propaganda and political
indoctrination. Unfortunately, this stigma associated with citizenship education has taken decades to improve
and is still not completely gone. Furthermore, while citizenship education was originally adopted into law in
1919, in the present day it does not receive the support and funding needed from the government to ensure
its adequate implementation in schools. In addition to this brief work by Hordk, EliSka Urbanova (2016)

published an article in Pedagogika Spoteczna which deals specifically with citizenship education in the Czech
context. Many of the ideas presented in this article are echoed in her work, and it is a must-read for anyone
interested in the history and struggle for citizenship education in the Czech Republic. She discussed the
background of citizenship education in Czech policies and the reasons why it has been so difficult to
implement in practice.
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are not promoted. Therefore, figures like Gordon Brown (Osler, 2009) believe that it is the
particularistic values of a nation, founded on “enduring ideals” (p. 89), which shape the national values,
and “in turn influence the way our institutions evolve,” (ibid.) which should be the focus.

Some believe that the best way to teach values to citizens is by focusing on national rather than global
values. Nussbaum (2008) believes that the best way to unify the nation is through ‘purified patriotism’:
a love for the nation which is founded on moral principles which support the political conceptions, in
this case those of democratic liberal states. This ‘love’ would be promoted through national stories of
dissent, which would instil the values needed to be a ‘good citizen,” one willing to take action and
protect the rights of all citizens. Tan (2004) states that certain scholars, like Scheffler and Shue, worry
about the danger of placing so much value on patriotism. They fear that it would prioritise the rights
of compatriots over the rights of strangers. However, both Nussbaum (2008, 2012) and Tan (2004) feel
that this does not have to be the case. If citizens acquire what Nussbaum refers to as ‘purified
patriotism’ (which would not exalt one nation above all others) or what Tan refers to as ‘limited
patriotism’ (which concerns the “relationship between justice and personal pursuits in more familiar
contexts”) (Tan, 2004, p. 140) then compatriots rights would not be placed above the rights of others.
Tan (2004) argues that patriotism is essential and perhaps even “a political virtue,” (p. 137) one which
must exist for democratic citizenship to function. Nussbaum agrees that citizens must feel love toward
their nation before they can defend or criticize it. Tan continues by stating that particularistic values
can coexist with universal values such as those promoted by cosmopolitanism. He references Goodin
who argues that “dividing our duties along national affiliations is one effective way of coordinating and
parcelling up our general universal duties to individuals at large” (Tan, 2004, p. 144). Furthermore, he
references the earlier work of Nussbaum, who agrees with Goodin that if “partial concerns in fact
violate the more fundamental cosmopolitan principles, the partial concern loses its moral ground”
(Tan, 2004, p. 145). Therefore, it seems that particularistic values of a nation-state must also adhere
in some extent to certain universal values if they are to remain moral and just. Both
Nussbaum (2008, 2012) and Banks (1995, 2008a, 2008b) emphasize the continual need to reflect on
particularistic values of the nation-state, using citizens’ critical capacities to assess whether particular
national values reinforce or diminish universal values of justice, equality and tolerance.

For particularistic values to remain a viable option for citizenship education in diverse nation-states,
they must adhere to some universal ideals which will protect and be supported by all citizens. But,
more importantly, recent discussions on national values, for example ‘British values’ (Osler, 2009) and
‘Dutch values’ (Doppen, 2007) cannot simply maintain a stagnant position of what these ideals are, but
must continually re-evaluate them with a critical capacity to address the shifting demographic of their
nations. Furthermore, and most importantly, the values by which citizens are told to abide should be
enforced in practice, in political, cultural, civil and social aspects of everyday life (Banks, 2008b).
Multicultural societies need to understand that diversity is not simply a demographical fact, but that it
must become a value, respected and practiced by its citizens. The example used at the beginning of
this section showed how politicians in Britain are stressing a commitment to British values and
traditions. This came as a response to the terrorist attack of September 11" 2001 and the terrorist
bombing in London on 7™ July, 2005. Discussions about integration of immigrants, as well as the
immigrant’s role in integrating and “sign[ing] up to British values” (Osler, 2009, p. 92) increased
exponentially after these attacks. Britain began to question whether multicultural citizenship was
viable. The Commission for Racial Equality Chair Trevor Phillips even referred to multiculturalism as a
means of “leading people to live separate lives” and stated that Britons “are sleepwalking [their] way
to segregation... [and are] becoming strangers to each other, and ... leaving communities to be
marooned outside the mainstream” (Osler, 2009, p. 89). The goals of the debate became to identify
ways in which the education system could strengthen British values (or Britishness) and achieve social
cohesion with a national identity.

Tension and racism which already existed within British society and institutions escalated (Osler, 2009).
Reforms were proposed to tackle institutional racism, including in the police service and education;
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however, these reforms were not fully implemented. Phillips’ concern about marooning groups
outside the mainstream is a serious fear. However, as Banks (2008b) states, universal conceptions of
citizenship which require citizens to “give up their first languages and cultures to become full
participants in the civic community of the nation-state” (p. 129) are based on assimilationist values.
These values are no longer viable within a multicultural nation. He stresses the importance of ‘cultural
democracy,” which should coexist with political and economic democratic values. Immigrant and ethnic
groups should be able to retain elements of their own culture while participating in the national civic
culture. If, for example, Britain progresses its national vision of what it means to be British and
incorporates aspects from the diverse experiences, cultures and languages which exist within its
borders, it could enrich the mainstream culture as well (Banks, 2008b). However, it seems that
assimilationist ideas about citizenship, popular in the 1950s, are still present in European nations
today. Certain politicians believe that they can control difference (Castles, 2004) and prevent ethnic
diversity from transforming society. Instead of viewing immigrants as a means of enrichment, they are
viewed as a “problem to nation-states, since they threaten ideologies of cultural homogeneity”
(Castles, 2004). In this regard, traditional fears and methods undermine social cohesion, and do not
cultivate the critical capacity to think anew (Roth & Rénnstrém, 2015), a skill which is necessary to
support the ever-changing demographic of nations. For it is this ability to think anew using our
imaginations which Nussbaum (2012) believes will help citizens recognize previously marginalized
groups once — thought to be subhuman — as fully human, and in turn help protect their universal rights
within the particularistic framework of the nation-state.

Problems associated with weak identification with the nation-state occur when minority groups do not
feel that their “hopes, dreams, vision and possibilities” (Banks, 2008b, p. 133) are reflected and
protected within national values. Banks (2008b) goes on to state that the men who were responsible
for the London bombing had immigrant parents but were British citizens. They “apparently were not
structurally integrated into British mainstream society and had weak identifications with the nation-
state and with other British citizens” (ibid.). This is not an uncommon phenomenon among immigrant
and minority citizens. This in turn can create “culture clashes” (Castles, 2004, p. 25) between the
majority population and ethnic minorities, wherein neither group is able to identify with the other.
Banks references studies conducted in the United States which indicated that immigrant youth do not
define their national identities as American. Rather they view themselves as “Palestinian, Vietnamese
or Pakistani” (ibid.) while acknowledging their American citizenship as “they valued the privileged legal
status and other opportunities it gave them” (Banks, 2008b, p. 134). They distinguish between national
identity and citizenship, and although they viewed themselves as American citizens, they did not view
themselves as American. This is a result of the narrative which they have been taught, and which has
made them view ‘American’ as something that “required an individual to be White and mainstream”
(Banks, 2008b, p. 134). This is the danger of teaching national values which are too strictly rooted in
traditional history as fabric of the national identity and values. As immigration and diversification
within the nation is increasing (rather than decreasing), it is even more important that not only the
values taught in schools but also the narrative used to teach them include the histories, perspectives,
cultures and languages of its diverse citizens.

Nussbaum'’s idea of patriotism, rooted in certain moral values, can function in a multicultural nation
only when there is “a social space for intercultural communication and accommodation”
(Castles, 2004, p. 25). Weak patriotism which respects global justice is not enough to ensure that all
citizens of a nation are represented. Citizenship values, then, should encompass global principles of
human rights, justice, tolerance, and respect as a foundation for national implementation. This, as
discussed above, seems to be generally agreed upon by all liberal democratic states, as it is also the
foundation of democratic values. However, while the nation must use global values, it must
contextualize them within the diverse demographic of its citizens, and in so doing must also make
national values more equitable with regard to racial, cultural, gender and language diversity. Only in
this way will ideas like multiculturalism and inclusion go from being a good policy in theory to good
practice in society. This can happen when diversity is respected and structurally incorporated into
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society (Banks, 2008b) through deliberation, which in turn should bring out understanding. Only when
people within the nation create mutual respect through what Freire (2000) refers to as “dialogue
theory” (p. 167) can the nation expect to achieve devotion to the nation from all its citizens. This is
because values cannot be imposed; they need to be part of a dialogue which is the foundation of
cooperation (Banks, 2008b; Freire, 2000). By doing this, citizens who once only saw themselves as
citizens of a nation for the values it brought them would then begin to trust the nation seeing that its
values included them as well. Only when deliberation using the critical capacity to reflect on individual
values (as well as national values collectively) will citizens be able to choose to be patriotic to the nation
— a choice made from free will and not coercion. This is a difficult task, as it tasks citizens to address
reality critically rather than to idealise the nation.

The idea of critically analysing the nation and its values is agreed upon by many scholars (Apple, 2014;
Banks 2008a, 2008b; Kymlicka, 2002; Nussbaum, 2008, 2012) who believe that citizens need to have a
critical capacity to analyse the nation for what it is as opposed to an idealised version. Apple (2014)
states that being critical does not means “fault-finding, ... [but] involves understanding the sets of
historically contingent circumstances and contradictory power relationships that create the conditions
in which we live” (p. 5). Sundstém and Fernandez (2013) state that citizens in a democratic society
should possess the ability to think critically and to form their own opinions based on factual knowledge
they have obtained about the history and structure of their society.2z Nussbaum (2008, 2012) places a
significant importance on “a vigorous critical culture” (Nussbaum, 2008, p. 83) which will ensure that
citizenship is not attained through coercion but through critical thinking.

Nussbaum (2012) believes that citizens cannot be “good dissenters in or critics of a nation unless they
first care about the nation and its history” (p. 245). She hopes that this love can be linked to good
values from the beginning to become a “basis for criticizing bad values” (ibid.) later on. Nussbaum
believes that particularistic tales of the nation will lead to critical thinking, which will even lead to a
critique of the patriotic narrative itself. Nussbaum places importance on particularistic attachment
before the critical capacity to analyse universal value implementation. Banks (2008a), on the other
hand, feels that national attachments already “in most nations are strong and tenacious” (p. 29)
— especially among mainstream citizens — and that what is important is helping students develop global
identifications. Furthermore, “nonreflective and unexamined cultural attachments may prevent the
development of a cohesive nation with clearly defined national goals and policies. Although we need
to help students develop reflective and clarified cultural identifications, they must also be helped to
clarify their identifications with their nation-states” (Banks, 2008a, p. 28). Therefore, the critical
capacity to critique and reflect comes first, before an individual can clarify his or her attachment to
national and global identity. Unlike Nussbaum (2008, 2012), Banks (2008a) feels that the critical
capacity must come first, rooted in universal values and a cosmopolitan idea of allegiance “to the
worldwide community of human beings” (p. 27). Furthermore, using Nussbaum’s former cosmopolitan
argument, he states that “a focus on nationalism may prevent students from developing a
commitment to cosmopolitan values such as human rights and social justice — values which transcend
national boundaries, cultures, and times” (ibid.). Unlike Nussbaum, Banks believes that particularistic
attachment should come after an individual comes to a reflective understanding of what universal
values are and how they should be implemented on a national level.

27 The definition of citizenship education which Hordk (2015) presents (although there is no official definition in
the Czech Republic) comes from the Civic Education Centre, which states, “[c]itizenship education empowers
citizens to actively engage in public affairs and contribute to developing a democratic society in an informed
and responsible way” (p. 2). This working definition of citizenship education in the Czech Republic
corresponds well with the beliefs of the scholars in this section, specifically the need to develop critical
thinking and a deep understanding of public affairs (both historically and in relation to power structures).
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3 Identity — co-created and co-related

Democratic values founded on equality, tolerance and mutual respect are the foundation of the ideals
of citizenship. They are rooted in the Enlightenment, and throughout history have not always been
available to all citizens. Although today ethnic, racial and gender differences have been fought for by
multiculturalists and feminists alike, there remain remnants of exclusionary tendencies within Western
democratic societies and institutions. The previous section discussed how citizens from marginalized
groups can identify as citizens of a nation but still not feel a belonging to that nationality. This is evident
in the example Banks gives of the Vietnamese student who identifies as an American citizen but not as
American, because this term represented “White and mainstream” (Banks, 2008b, p. 134). This weak
form of identification with the nation causes many problems, as the example of the London bombers
shows: men who were British citizens committed horrendous crimes against their fellow citizens
(Banks, 2008b). This is because of the divide between the theoretical notion of citizenship as universal,
and its practical implementation which has made minority individuals feel excluded and marginalized
(Ladson-Billings, 2004).

For the most part the concept of citizenship and citizenship education has focused on “the equality of
individuals before the law, whereas nationality is closely interwoven with notions of a moral and
cultural community” (Mannitz, 2011, p. 316). Traditionally, nation-states have enjoyed a certain level
of cultural homogeneity which solved the problem of nationality and loyalty. Whether this
homogeneity was real or simply perceived will not be debated; however, the “ideal was to create a
collectivity of citizens with common cultural attributes so that their ultimate loyalty was to the state”
(Oommen, 2004, p. 334). Today, the identities of diverse group are being addressed in multicultural
democratic societies. It has not been easy for nation-states to balance between incorporating the
diversity of citizens while maintaining an overarching set of shared values (Banks, 2008a). The attempts
were to centre citizenship around a set of values — democratic values, which could be supported and
adhered to by all citizens. However, supporting and adhering to values which are political pillars of the
nation does not necessarily equate to identification, attachment and belonging to a nation. So, the
guestion remains: how can nation-states “recognize and legitimize difference and yet construct an
overarching national identity that incorporates the voices, experiences, and hopes of the diverse
groups that compose it” (Banks, 2008b, p. 133)?

Banks (2008b) states that citizenship education should help students realize that “no local loyalty can
ever justify forgetting that each human being has responsibilities to every other” (p. 134). He feels that
this can be achieved by using cosmopolitan ideas, teaching students to identify and attach to all
humanity. Also, since this will not solve the problem of national identity, citizens must be taught that
identity is multifaceted, complex and evolving. Banks (2008a) argues that students need to be taught
how to develop “a delicate balance of cultural, national, regional and global identifications and
allegiances” (p. 28) to “acquire the knowledge, attitudes, and skills needed to function within and
across diverse groups and the commitment to make their nations and the world more just and
humane” (p. 29). The multicultural conception of identity is that citizens who can have a clear and
thoughtful attachment to their community culture and values will be better able to develop reflective
identifications with their nation-state (Banks, 2008a). This should, in turn, form more culturally
democratic citizens who can commit to actions which can transform society — locally, nationally and
globally.

While Banks feels that it is important to look outward using cosmopolitanism, Nussbaum has recently
denounced this view, and now believes that it is national patriotism which will solve the problem of
identity. For Nussbaum (2008, 2012), patriotic emotion is when citizens “embrace one another as a
family of sorts, sharing common purposes; thus, stigma is overcome (for a time at least) by imagination
and love” (Nussbaum, 2012, p. 223). Patriotism is a particularistic love which Nussbaum believes
should be attached to political liberalism. In Rawls’ terms, political liberalism would serve as a
“module,” thin and narrow in extent, and would not use religious or metaphysical notions so that
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“citizens can join [it] to their own comprehensive doctrines, thus forming what he [Rawls] calls an
‘overlapping consensus’ (Nussbaum, 2015, p. 70). Because by itself political liberalism is not enough
to unify people, Nussbaum believes that adding a moral sentiment of compassion toward the nation,
a patriotism, would unite its citizens. Nussbaum feels that this particularism is what is needed, as
peoples’ imagination is too limited to care for an abstract concept like ‘all humanity.’ Her belief is that
individuals, like animals, have a limited capacity to feel genuine altruistic concern beyond a limited
group. Therefore, the nation would already extend the human moral imagination of citizens.
Nussbaum feels that this is the largest group for which individuals can feel an attachment. She believes
that this can be achieved through teaching “another person’s stories of woe” (Nussbaum, 2012, p. 220)
within a national ‘narrative’; this should trigger the altruistic emotion, and as such a love for the nation.

Identity is not only a matter of how to get minority group citizens to identify and feel attachment to
the nation. It is not simply a question of how they view themselves, but also how are they viewed by
others within the dominant society. Citizens from the dominant society often question the nationality
of ethnic and racial minorities, a scenario which creates barriers for them to feel an attachment to the
national identity. Both Banks and Nussbaum identify this as an issue facing citizenship. Banks (2008a)
references Brodkin, who made a distinction between “ethnoracial assignment and ethnoracial
identity” (p.22). These terms describe the relationship between the way outsiders define people of
certain groups and how individuals define themselves.2s Nussbaum (2012) feels that stories of suffering
and dissent should be taught to combat division. These stories should incorporate “denigrated group[s]
as part of a ‘we’ that suffered together in the past and suggest that ‘we’ are planning together for a
future of struggle, but also hope” (p. 223). Banks (2008a, 2008b) argues that before marginalized
groups can be recognized as full citizens, they need to have institutional inclusion. The uneven
distribution of power needs to be addressed: power needs to be “placed on the table, negotiated, and
shared” (Banks, 2008a, p. 106). Once this is achieved, educators need to implement prejudice
reduction strategies, which will help deconstruct the myth of Western homogeneity. Banks states that
mainstream Americans need to be given the opportunity to confront their “cultural assumptions,
beliefs, values and perspectives, because the school culture usually reinforces those that they learn at
home and their community” (Banks, 2008a, p. 110). It is this lack of reflection — and the lack of
opportunity to reflect — which leads to cultural assumptions “that are monocultural, that devalue
African, Asian, and other cultures, and that stereotype people of color and people who are poor or
who are victimized in other ways” (ibid.). These same cultural assumptions, which the school
unknowing protects are causing minority groups of colour to feel that nationality is always out of
reach.2s This gives evidence that multicultural education is not just for people of colour, it is just as
important for students from the dominant culture for them to understand the struggles of others, and
join them in making changes.

Nussbaum’s idea to include content about diverse racial, ethnic, gender and language groups is a start,
but it is not enough. What Nussbaum suggests is a “way in which teachers use examples, data and
information from a variety of cultures and groups to illustrate key concepts, principles, generalizations
and theories” (Banks, 1993a, p. 5). Nussbaum’s idea about including the ‘other’ into the ‘we’ could also
be linked to one of Banks’ dimensions — empowering school culture — but only if these stories identify

28 Tatana Soucova’s paper (2015) — The Ukrainian Minority in Brno: A Qualitative Research on Ethnic Identity
(Soucova, 2015) — presents the Ukrainian perspective of ethnic identity and offers contrasting views from
Czech citizens. The results show that there is a discrepancy between their perceptions of Ukrainian identity.
Soucova states that Czech citizens generally have a negative view of Ukrainians and tend to associate Ukraine
with Russia. Furthermore, she indicates that Czech citizens interviewed show a lack of both interest and
motivation to reflect on their perception of the Ukrainian minority. A lack of willingness, and limited
experience with Ukrainians have allowed for misconceptions of the Ukrainian culture and ethnic identity. This
article presents the concept of identity as co-created and co-related within the Czech context.

29 Barany (2002) discusses how this is also the case for Roma in East Europe; The Roma have overwhelmingly
been viewed in a negative light (as the outsider) even though their history dates back centuries within various
nation-states.
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the power relations within society and work toward restructuring them. Only when students share
power equally can this allow for equal-status dialogue. This involves the transformation of the
classroom so it focuses on creating “deep citizens” (Banks, 2008b, p. 136). Banks (2008b) uses Clarke’s
definition of deep citizenship, which would mean acquiring the knowledge, values and skills to make
students conscious that “identity of self and the identity of other is co-related and co-creative”
(p. 136). This involves a reflective process which would address how our particularistic identity
(whether that be gender identity, occupation or community member) affects our ability to view
ourselves and others as part of the nation. It is these particular identities which individuals impose on
themselves and others which are co-created and co-related, and they need to be address to
understand critically how they were formed in the imagination of individuals. This will also help citizens
understand how these identities have either been promoted or supressed through national histories
or national institutions such as schools, and also help them find creative solutions to recreate the
identities of themselves and those around them in a way that supports universal values and justice.

The following section will discuss the implications of Nussbaum’s and Banks’ ideas discussed above in
the context of teaching national history. Whether it is called narrative (Nussbaum, 2008) or canon
(Banks, 2008a), the basis of citizenship education is based on certain standards and “criterion used to
define, select and evaluate knowledge in the school and university curriculum within a nation”
(Banks, 2008a, p. 133). It is a way in which the national story is told, and in education it attempts to
teach national values and identity.

4  National Narrative — Teaching the universal through the particularistic

Teaching national history is an inevitable component of citizenship education. Education is and has
often been “seen as an important tool for developing national identity” (Castles, 2004, p. 31) and
cultivating national values. National history is particularistic as it focuses on the specific values, stories
and identities within the nation-state. The particularistic element of national history cannot be
eliminated, but changes can be made to address critically whence particularistic values and knowledge
are derived and how they include or exclude the experiences of diverse groups. Citizens learn about
national values and identity through the story of the nation, which is often done to teach society what
they are supposed to reproduce and defend (Sundstrom & Ferndndez, 2013). Nussbaum agrees with
this point and says that “the story of the past has to tell people what is worth fighting for in the future”
(Nussbaum, 2012, p. 221). Traditionally, in Western nations this has been done by telling the story
from a single epistemological perspective, which believed that “western history, literature, and
culture” (Banks, 1993c, p. 4) were most important, and which often placed European male
achievement above all else. Those who still believe that this is the best way to teach national values
and identity are traditionalists. However, marginalized racial, ethnic and gender groups, as well as new
immigrants in nation-states have increasingly begun to demand that they receive recognition for their
role in nation-building. Beginning in the 1960s and 1970s with the Civil Rights movement in the United
States, “multiculturalists want[ed] a more truthful, complex, and diverse version of the West taught in
the schools” (Banks, 2008a, p. 107). Banks (1993a, 2008a) states that this began a polarized debate
between traditionalists and multiculturalists about “the extent to which the histories and cultures of
women and people of color should be incorporated into the study of Western civilization in the nation’s
schools, colleges, and universities”so (Banks, 1993a, p. 4). This polarized debate about content

30 If the history and culture of marginalized groups is presented in a narrow way, this limited exposure runs the
risk of causing more damage than good. An example from the Czech context of the danger of having a limited
narrative of minorities is presented in Amnesty International’s review (2015) — Must try harder: ethnic
discrimination of Romani children in Czech Schools. In the paper, they presented a grade 8 textbook on civic
education from a practical school (which often have high representation of Roma pupils) which gave a
summary of two ethnic minorities living in the Czech Republic: Jews and Roma. In this textbook, Roma are
“described as people who ‘came from India hundreds of years ago, when they had started their journey
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integration, which Banks warns is the most popular and misconceived view of multicultural education,
placed a shadow over its greater purpose: understanding knowledge construction and taking
transformative action.

How then can minorities be recognized in the telling of national history? Nussbaum believes the
answer lies in developing a national narrative which hookssi1 people in “through several concrete
features: for example, named individuals (founders, heroes), physical particulars (features of
landscape, and vivid images and metaphors), and, above all, narratives of struggle, involving suffering
and hope” (Nussbaum, 2012, p. 220). Nussbaum explains that this narrative would be selected from
the history of the nation, specifically stories of struggle and dissent, which would unify the nation to
work toward a future for the common good. She believes that figures such as Martin Luther King can
bring “forward valuable general ideals from the past and use them to find fault with an unjust reality”
(p. 233). Banks (2008b) also uses the historical figure Rosa Parks and her refusal to give up her seat to
a white man on the bus, a pivotal event leading to the end of segregation on transportation in the
American South. Her actions were a part of transformative citizenship, in that she “took action to
actualize social justice, even though what [she] did was illegal and challenged existing laws, customs,
and conventions” (p. 137). Stories of dissent can help students understand that although Western
democratic states believe in universal values of equality, justice and tolerance, these basic rights are
not always provided to all citizens.

However, stories of opposition to oppression and suffering within the nation are problematic on their
own, as they do not necessarily emit the sentiment of solidarity from those who have either not
suffered along with the oppressed or who find themselves the oppressors in the stories of dissent.
Nussbaum (2012) as well as Freire (2000) recognize this as a problem to solidarity. As Freire states,
“Discovering [one]self to be an oppressor may cause considerable anguish, but does not necessarily
lead to solidarity with the oppressed” (p. 49). Furthermore, Banks (2008b) agrees with this problematic
result by referring to Cohen and her colleagues who “consistently found that contact among different
groups without deliberate interventions to increase equal-status and positive interactions among them
will increase rather than reduce intergroup tension” (p. 136). Whitt (2016) refers to “distancing
strategies,” a mechanism used by students (usually those of privilege) to distance themselves from any

around the world. With horses harnessed into carriages, they moved from one place to another and because
they differed from the Europeans by the colour of their skin and their lifestyle, they were viewed with distrust
and hostility’” (p. 32). This limited description of the Roma contrast strongly with the description provided
about the Jewish minority, “described as one that contributed to the culture, science, and art of the country
... [and] were victims of the Nazi Holocaust” (ibid.). There is a stark contrast between the portrayal of these
groups; it tells a limited story of the Roma, highlighting negative views of the group. This image of the Roma
is further propelled by largely negative stories in the media. As Barany (2002) states this is a disservice, to the
Roma and society “because Romani integration will be difficult to achieve in a society that lacks tolerance of
and solidarity with a marginal minority” (p. 350). For Roma to fully participate as citizens in the Czech
Republic, the government, media and education systems need to replace the negative perception for Roma
with a more thorough and comprehensive one, to inform society “about centuries-long marginalization and
persecution to which states and societies have subjected the Gypsies [in order] to be able to understand and
put into context the Roma’s contemporary predicament” (Barany, 2012, p. 350). He goes on to say that this
process takes time, that it is unlikely that Czech citizens will suddenly ‘like’ Roma minorities, but they should
recognize them as citizens and treat them with universal values of tolerance, and ensure that they receive
fair and equal opportunity as citizens. For a deeper history of Roma people in Eastern Europe, Barany’s book
The East European Gypsies: regime change, marginality and ethnopolitics is a good source of information in
English. Another article dealing with “anti-Gypsyism” in the Czech Republicis Renata Weinerova’s (2014) Anti-
Gypsyism in the Czech Republic: Czech’s perception of Roma in cultural stereotypes. Furthermore, the
Museum of Romani Culture located in Brno, CZ has dedicated staff and resources which can be utilized by
teachers looking to make their classrooms more inclusive to all citizens. This is especially relevant as the Czech
Republic has initiated an Education Reform (2015), which will mean the inclusion of many marginalized Roma
pupils from practical schools in mainstream classrooms.
31 A word specifically used by Nussbaum (2012) to describe what the narrative should do.
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involvement in systemic injustice. However, Whitt states that this is too narrow a conception, as it only
looks at individual culpability. It is not simply “that distancing prevents students from ‘getting it right’
about injustice, but that, with regard to knowing and learning, distancing prevents students from
‘doing it well’”” (Whitt, 2016, p. 428). He continues by saying that this is because distancing is
“a particular kind of resistance to critical thinking, there is much more at stake in distancing,
pedagogically speaking, than unreflective denials of complicity” (ibid.). Considering the new emerging
branch of philosophy called epistemologies of ignorance, Whitt states that this is not simply an
individual condition but also political “insofar as different social positions and power relations tend to
encourage different modes of knowing, ignoring, revealing, and dissembling” (p. 431). Furthermore,
adding content (or refocusing the content) of marginalized people and their struggle against
oppression is not enough. Banks (2008a) states that the goal of multicultural education “is to transform
the curriculum so that students develop an understanding of how knowledge is constructed and the
extent to which it is influenced by the personal, social, cultural, and gender experiences of knowledge
producers” (p. 89).

So, what is the solution which would create solidarity among all citizens, and increase the application
of universal values in practice as opposed to simply an ideal, the solution which would not result in
increased tension or distancing? In her earlier work, Nussbaum (2002) asks — “should a liberals:
education be an acculturation into the time-honored values of one’s own culture? Or should it follow
Socrates, arguing that ‘the examined life’ is the best preparation for citizenship?” (p. 290). This debate
is still prevalent today between traditionalists and multiculturalists. However, the former sections have
shown that assimilationist single narratives do not include minorities into the knowledge construction;
content integration is not enough for understanding knowledge construction and different ways of
knowing. Therefore, it seems that for citizenship education to be successful, it needs to focus on
creating a critical public culture which will not only hold the values of justice, equality and tolerance as
ideals but have the tools to implement them in their attitudes, beliefs and actions. Roth and Ronnstrém
(2015) state that this requires “a willingness to change the way or ways we understand ourselves,
others and the world, and to create new ways of thinking and understanding” (p. 706). This involves
an epistemological study to recognize “that knowledge contains both subjective and objective
elements ... in which the social location produces subjectivity and influences the construction of
knowledge, [which we must be aware of in order to] interrogate established knowledge that
contributes to the opposition of marginalized and victimized groups” (Banks, 1995, p. 15).
As Nussbaum states, coercion goes against liberal democratic values, which means that this willingness
must come voluntarily from citizens who use their critical capacity to recognize injustice and seek to
change the situation. As a response to the universal values of justice and equality for all, individuals
must use their imagination to be openminded and continually address their particularistic values,
which could limit their imaginative capacity to think anew.

Critical thinking, then, is the missing component in contemporary citizenship education, a component
which can help foster the necessary sentiment to achieve universal values. By asking citizens to be
reflective critics on traditional practices and power structures, they can change their attitudes and
beliefs. Citizenship education must help students recognize that individuals’ particular values are
affected by the knowledge they receive from the curriculum, society, their culture and their personal
experiences. Nussbaum (2002) believes that for students, philosophy can be a great way to acquire
the capacity for “critically examining oneself and one’s traditions” (p. 293). Adding a critical culture to
the national story and analysing the epistemic origins of our knowledge is consistent with both
Banks’ (2008a) idea of a transformative curriculum and Nussbaum’s (2002, 2012) arguments (in her
earlier work Education for Citizenship in an Era of Global Connection). Education should be designed
to help students “view concepts, events, and situations from diverse racial, ethnic, gender, and social-

32 Nussbaum’s (2002) use of the word liberal refers to Seneca’s definition of the term as “an education is truly
‘liberal’ only if it is one that ‘liberates’ the student’s mind, encouraging him or her to take action of his or own
thinking, leading the Socratic examined life and becoming a reflective critic of traditional practices” (p. 290).
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class perspectives. The transformative curriculum also helps students to construct their own
interpretations of the past, present and future” (Banks, 2008a, p. 136). By critically looking at the
national story from various perspectives, individuals will be better prepared to come up with creative
ways to solve the problems associated with a pluralist society. This will not be a simple process and
requires a lot work. Citizens will have to take part in a constructive debate about citizenship and
education; these issues are at present very polarised. Often, the debate has taken place in mass media
and political debate, arenas where it has been oversimplified. The dialogue has centred on “polarizing
binarism and uncritical appeals to the discourse of experience” (Freire & Macedo, 1995, p. 381) which
has focused too much on “each side stating briefs and then marshalling evidence to support its
position” (Banks, 19933, p. 4). Banks (1993a, 2008a) states that this debate has caused more problems
than stimulated any exchange of ideas which could find creative solutions. Nussbaum (2002) agrees
that too often “good reasoning can be found on both sides, and at many levels. But so often the
dominant concern of both journalists and politicians is for how things ‘play,” for ‘spin,’ rather than for
the quality of ideas and arguments” (p. 293).

Creating a critical culture among citizens is the hard work which citizenship education must take on:
not only to teach universal values of tolerance, respect and justice in society but also to create the
reflective attitudes and beliefs needed to take action in the face of injustice, both nationally and
internationally. This requires making changes to the current curriculum to focus more on deliberation
and dialogue rather than debate, which states facts and simple defences. Nussbaum (2002) states that
citizens must have respect for their own intellect and for that of others, and must genuinely care about
the deliberative process to be able to navigate through the landmines of simplistic information. They
also need this capacity and willingness to think anew, access their personal values in a critical way and
reflectively understand their identity and the identity of others with diverse cultures, races and
genders, and to be able to deliberate with each other with equal status. This is the most important
universal capacity which is needed in democratic nation-states. If citizens have a universal respect for
critical reflection, they will be better prepared to discuss openly the particularistic implementation of
values within their nations, and have the capacity to defend universal values globally.

When citizens are taught to enter a deliberative dialogue rather than a mere exchange of subjective
facts, they will be able to find creative solutions to support a diverse society. Paulo Freire refers to this
as dialogical action, a “dialogue [which] does not impose, does not manipulate, does not dominate,
does not sloganize” (Freire, 2000, p. 168). For citizens to feel particularistic ‘patriotic love’ or universal
‘love for all humanity,” they must first authentically adhere to their critical capacity and participate in
communication among people, a process “mediated by reality” (ibid.). When people are educated
about the realities of the world around them (cultural, ethnic, linguistic and gender perspectives), they
will grow to trust themselves and trust those with whom they share the nation and the globe.
Nussbaum (2002) states that “political deliberation can proceed well in a pluralistic society — if citizens
have sufficient respect for their own reasoning and really care about the substance of ideas and the
structure of arguments. The responsibility for instilling these values lies with our institutions of higher
education” (p. 294). Fostering a critical capacity to assess particularistic values and how they support
or hinder the achievement of universal values of justice is an open-ended endeavour. It is a continual
re-examination and reflection of current events and situations to achieve compromise which will
support the civil, cultural and political rights of all citizens.

The following section will briefly look at how teacher education programs can better prepare teachers
for a deliberative classroom which fosters critical thinking. Aided by a dialogue between
Freire and Macedo (1995) and their discussion of the role of the teacher, it will show how the ideas
found in Nussbaum and Banks can be put to work. It will address the issue of preparing teachers for
their role as educator, and present ways in which teachers can address their position in the classroom
to provide an adequate space for navigating values, attitudes and beliefs both within the nation-state
and globally.
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5 Teacher education programs — Cultivating critical educators

“The educator who dares to teach has to stimulate learners to live a critically conscious presence in
the pedagogical and historical process” (Freire & Macedo, 1995, p. 379).

The global challenges to citizenship and the challenges diversity places on the education system to
foster citizens who are critical, reflective and willing to work toward making their nation-states and
the world a more just place for all is discussed above. The task of successful implementation of the
necessary changes to citizenship education, and even to education more broadly, is the responsibility
of teachers who interpret the national curriculum and implement it in practice. Teachers have a
personal relationship with their students, which places them in a powerful and significant position to
influence their students’ attitudes, values and identities — both positively and negatively. Teacher
education programs must teach prospective educators how to effectively prepare students who come
from diverse ethnic, religious, racial and gender backgrounds for their roles as citizens.ss For teachers
to instil the critical capacity in their students needed to take transformative action, they themselves
need to possess this capacity. However, as there is a demographical distinction between the teaching
population (predominantly made up of women from the majority culture) and the students they teach
(Banks, 2008a), there is likewise a greater demand that educators also possess ideological clarity.

Ideological clarity is, as Bartolomé (2007) explains, “the process by
which individuals struggle to identify and compare their own
explanations for the existing socioeconomic and political hierarchy
with the dominant society’s. The juxtaposing of ideologies should help
teachers to better understand if, when and how their belief systems
uncritically reflect those of the dominant society and thus maintain
unequal and what should be unacceptable conditions that so many
students experience on a daily basis” (p.264).

Just as critically examining ones’ beliefs and attitudes is hard work for citizens, this will be hard work
for prospective teachers. Now, too little attention is paid to teachers’ own assumptions, values and
beliefs and the manner in which these consciously or subconsciously inform their teaching habits.34

33 James Banks’ book An introduction to Multicultural Education (2008b) is a good starting point for teachers
looking to utilize multicultural education and perspectives in their classroom. Although Banks specifically uses
examples from the American context, there is a lot of inspiration and possibility to adapt certain ideas for the
Czech context — specifically chapter 6, Teaching with Powerful Ideas, which gives practical examples of how
to teach history and mathematics from a multicultural perspective.

32 Doppen (2007) presents a study which was conducted in the Netherlands to determine the perceptions of
teachers on certain issues related to social diversity. The participants were asked to define
burgerschapsvorming (civic education). Half of the participants in the study stated that teaching democratic
values also included teaching what it means to be Dutch. Even though all the participants agree that civic
education is important, half of the participants had reservations about teaching it as it reminded them of
nationalism, Nazi Germany or Stalinist Russia. They were asked about their inclusion of certain events or
concepts into their classrooms. One of these topics was September 11, 2001. All the teachers stated that
they devoted some to considerable time discussing it with their students. The teachers mentioned that
Muslim students after learning about this event questioned how their presence in the Netherlands would be
perceived. However, when asked about multicultural education, and their students’ knowledge about Islam,
the teachers unanimously stated that their Dutch students have no real understanding of Islam, and that their
Muslim students have limited knowledge. Furthermore, when asked if they dedicate specific time in their
classes to teach about Islam, teachers admitted that they had little knowledge about the topic and some even
stated that they did not feel it was necessary. This is an example of teachers who lack reflective ideological
clarity, and lack the knowledge, attitudes and beliefs needed to educate students of diverse backgrounds.
Furthermore, this example shows the danger of teachers’ unwillingness to learn and demonstrates a lack of
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Within a knowledge-based society, education in liberal-democratic societies expects students to learn
to be innovative and creative in order to be employable, both nationally and internationally. However,
these goals are “strongly motivated by economic interests and not necessarily by interest in or concern
for cultivating students as moral cosmopolitan beings and world citizens”(Roth & Ronnstrém, 2015,
p. 706). Therefore, teacher education programs need to devote more time for the exploration of
values, attitudes and beliefs in order to give teachers the critical capacity to identify with their own
ideological clarity to find innovative and creative ways to cultivate students’ moral values to function
in a diverse society. Once teachers have been able to “identify and clarify their values,” they can “make
reflective moral choices” (Banks, 20083, p. 87) in their teaching practices, and instil the same capacities
in their students.

Freire and Macedo (1995) believe that for this
to be successful, teachers need to take on the
role of educator, not facilitator. While
“facilitator” has become a new term to define
teachers, Freire and Macedo explain that this
is “dishonest, and undermines the power
within their position which needs to be
“pedagogically and critically radical” (p. 379).
Educators should “assume the authority as a
teacher whose direction of education includes
helping learners get involved in planning

The demographic of many liberal-
democratic nations is becoming more
diverse due to internationalization
and globalization. Citizenship
education must nurture a critical
culture in pupils so they are able to
assess the world around them, to be

education, helping them create the critical
capacity to consider and participate in the
direction and dreams of education, rather than
merely following blindly” (ibid.). This is not a
simple process, as it requires the teacher to

willing and open to think anew and to
find creative ways to enforce the
universal values of justice, tolerance
and equality for all citizens — to

maintain a power position while not
overshadowing their students’ “curious
presence” (ibid.), nor allowing their students
to overshadow their own. They should use dialogue not as a simple means of conversation which
simply focuses on “individual’s lived experiences, which remains strictly within the psychological
sphere” (p. 381), but rather as “a process of learning and knowing” (ibid.) —a process which “recognizes
the social and not merely the individualistic character of the process of knowing” (p. 379). These
processes require a considerable amount of openness and a willingness to take powerful ideas (Banks,
2008a), and address them both in theory and in practice. Freire and Macedo (1995) state that being
“dialogical educators” (p. 384) involves “both students and teachers engage[d] in a search for the
knowledge already obtained so they can adopt a dialogue posture as a response to their
epistemological inquietude that forces the revision of what is already known so they can know it
better” (p. 383).

collaborate within a diverse society.

This process of learning anew, and of critically analysing one’s values, beliefs and identity, is something
which has been covered in this paper. This quest should always keep in mind the political and social
structures which enable individuals to hold such a position of knowing. It seems that Freire and

understanding of how teaching certain historical events can affect a student’s social construction of identity
of him or herself and of others. Without these basic skills and a critical capacity to discuss the topic of Islam
with their students, teachers are omitting an important component of their students understanding of
identity and thereby perpetuating social ignorance. This gap in understanding and knowledge can be solved
though cooperation with various actors from the community. By using the knowledge and experience of
different community experts, teachers can provide diverse perceptions of knowledge construction and
cultural relevance, and deepen their own knowledge along with that of their students. This simply requires
teachers to be open and willing to incorporate this as a technique in their everyday practice.
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Macedo explain this process the best; therefore, their words have been used extensively in this section
to identify what a future educator needs to create a socially critical culture. Teaching is not a simple
task, especially in an ever-diversifying world. Teacher education programs need to spend more time
challenging teachers and their critical capacities to entrust them with such a powerful position within
curriculum implementation. To make this powerful position and the work involved appealing to
prospective teachers, the positon must also be given both social and economic respect. Teachers must
be willing to take on the important role, and their education program must provide them the tools to
fulfil their roles as educators in a diverse nation-state which always keeps in mind the universal values
which should be protected and supported by all citizens, nationally and globally.

6 Conclusion

The world is changing. Global factors are increasing the diversity within nation-states at an ever more
rapid pace due to the influence of immigration, migration and growth of national minorities. The
education systems of nation-states need to work just as rapidly to make changes to counteract deeply
rooted problems like ethnocentrism and racism, problems which “denigrate the value of minority
culture to modernizing ideologies of nation building that privilege uniformity and homogeneity over
diversity” (Kymlicka, 2004, p. 13). These problems, if not addressed, can lead to even greater increase
in nationalist movements and terrorist attacks. Merely adding content about diverse groups into the
citizenship curriculum is not enough. It must address the values, attitudes and beliefs which individuals
hold with regards to their social, political, cultural and civic positions within society. Both Banks and
Nussbaum agree that this requires the willingness and openness of individuals to use their imagination
and critical capacity to think anew. It requires creative solutions which ensure that the universal values
of justice, tolerance and equality are not merely ideals of democratic nation-states but the actual
practice of individuals — individuals with diverse ethnic, racial, language, and gender backgrounds
within the institutions of democratic nation-states. This requires not only the use of multicultural
education but also of critical pedagogy, which when combined, create “critical multiculturalism”
(Sleeter & Delego Bernal, 2004, p. 241). Critical multiculturalism (or what Banks refers to as
transformative multiculturalism) utilizes the language of multicultural education, but also addresses
Freire’s notion of dialogue, which critically engages with ideas of power, voice and culture. This is
important for the development of citizenship education, to recognize that certain individuals or groups
from various ethnic and cultural backgrounds have often been marginalized or left out entirely during
the formation of national narratives. The development of a critical capacity in teacher education
programs is not only beneficial to diverse students but is also useful for new teachers. This is because
multicultural education alone does not significantly address ideology, which refers to “the formation
of the consciousness of the individuals in a society, particularly their consciousness about how their
society works” (Apple, cited in Sleeter & Delego Bernal, 2004, p. 242). For teachers, who are often
members of the dominant social group, this provides them with a deeper understanding of how their
society works, how it has affected their beliefs, attitudes and values and the capacity to see diverse
members of their society as full citizens, even when their voices and culture have been marginalized.
This is a critical component in the process of thinking anew. A deep analysis of power relations within
society and achieving personal ideological clarity are necessary to enter a dialogue with others and
then to make changes to the concept of citizenship and citizenship education. Therefore, citizenship
education should focus on fostering citizens who are willing to think anew and take action to support
and defend the universal values of justice, tolerance and equality; citizenship education must recognize
all citizens in order to support diversity while simultaneously fostering unity based on mutual respect.
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Abstract: In this article, we present the historical and current
developments of inclusive education (IE) in the U.S. in the
context of recent changes toward a more inclusive approach
to education (IE) in the Czech Republic. We highlight the
lessons learned with respect to the implementation of IE
practices in U.S. schools as a means to uphold the right to
education for all. Research findings of the impact of IE on the
academic and social outcomes of children and youth with
disabilities, from other diverse backgrounds and for students
without disabilities are summarized. The goal of this article is
to inspire educators and scholars in the Czech Republic and
other countries in Central and Eastern Europe to utilize the
presented information on IE research and implementation
practices in their local educational contexts, taking into
account both the local context and current needs.

Keywords: inclusive education, Czech Republic, Central and
Eastern Europe

Kroky k inkluzivnimu vzdélavacimu systému:
Pouceni z USA a moznosti jejich uplatnéni

v Ceské republice a dal$ich zemich stredni

a vychodni Evropy

Abstrakt: V tomto c¢lanku se budeme zabyvat historickym
a aktualnim vyvojem inkluzivniho vzdélavani (IV) v USA
v souvislosti s neddavnymi zménami k zlepSeni inkluzivniho
pristupu ke vzdélaniv Ceské republice. ZdGrazfiujeme pouéeni
ze zavadéni  pfristupl k inkluzivnimu  vzdélani
v americkych Skolach jako prostfedku k podporeni prava
na vzdélani pro vSechny. Vyzkumné poznatky o vlivu IV
na akademicky a socidlni vyvoj déti a mladeze s postizenim,
z rlGznorodych socidlnich prostfedi, i pro studenty bez
postiZeni jsou zde shrnuty. Cilem tohoto ¢lanku je inspirovat
pedagogy a akademiky v Ceské republice a daldich zemich
stfedni a vychodni Evropy k tomu, aby vyuZili prezentované
informace o vyzkumnych a implementacnich pfistupech
inkluzi ve svych mistnich kontextech vzdélani, obzvlast
s pfihlédnutim k mistnim aktudlnim potfebam.

Kli¢ova slova: inkluzivni vzdélavani, Ceska republika, stiedni
a vychodni Evropa
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1 Introduction

Countries in Central and Eastern Europe are currently experiencing dramatic changes in the way they
educate children and youth with disabilities and from other diverse backgrounds. The influence of
international legislation (e.g. the Convention of the Rights of Persons with Disabilities, CRPD, 2009)
and related litigation, actions of non-governmental organizations (NGOs) as well as the changes in the
attitudes of the general population due to globalization have put pressure on deinstitutionalization
and the promotion of inclusion in both national and local education and social welfare systems. For
many of the countries in the region, this means shedding the old model of disability, handicap and
“otherness” known as defectology (Vygotsky, 1993) in favor of social and academic models of inclusion
(Florian & Becirevic, 2011). As a result of these complex sets of socio-political factors, countries in the
region have enacted policies and are beginning to implement inclusive approaches to education with
the goal of shifting societal and educational attitudes, resources, strategies and supports for children
and youth with disabilities and from other diverse backgrounds (e.g. Roma) away from special schools
and other segregated settings to general education schools and classrooms.

In the Czech Republic (C.R.), the shift in policy and practices currently taking place has been motivated
by multiple forces. Change within educational and human services systems is occurring due to both
international legislation (e.g., C.R. ratification of the Convention of the Rights of Persons with
Disabilities, CRPD, 2009) and litigation (e.g., the decision of the European Court of Human Rights that
acknowledges that the C.R. has violated the CRPD by failing to provide fair educational opportunities
to Roma children in the case of D.H. and others vs. Czech Republic in 2007) (Devroye, 2009). Despite
numerous opposing voices, these international forces had a significant impact on the signing of the
new Czech Decree on inclusive education (IE) in 2016 (Sirovatka, 2016), as well as on the Education
Strategy 2020 with its key goal of reducing education inequality in the country. The content and
directives of these documents have prompted much-needed dialogue at the government, university
and public school levels with respect to both operational definitions of inclusive education (IE) and
inclusion and also to implementation of effective inclusive approaches and programs.

To aid in the planning and development of inclusive education practices in the C.R. and other countries
in the region, this paper first addresses the context of IE from its historical underpinnings in the U.S. It
then outlines the critical and universal components of IE; it further reviews the social and academic
impact of IE on children and youth with and without disabilities. The focus of the paper is on providing
information related to building the infrastructure needed for the implementation of IE with a high
degree of fidelity.

2  History of Inclusive Education in the United States

The history and geography of the United States (U.S.) and the Czech Republic (C.R.) might be very
different, but the need to find effective ways of including students with disabilities and from other
diverse backgrounds in regular education follows the same basic principles of the right of education
for all. Inclusive education in the U.S. has a grassroots history. It began with the education rights
movement in the 1950s, gained traction through the civil rights movement in the 1960s and continued
with the parent advocacy and disability rights movements for children and youth of color and with
disabilities in the 1980s. Advocates and self-advocates representing these groups successfully lobbied
for federal legislation with the resulting passage of the Education for Handicapped Children Act (1975)
and its successor, the Individuals with Disabilities Education Act (IDEA, 2004) most recently amended
in 2004. This legislation mandates a free and appropriate public education (FAPE) for all children,
regardless of their race, ethnicity, religion, sexual orientation or ability (Martin, Martin, & Terman,
1996). Although arguments have persisted for years with respect to a precise operational definition of
“appropriate” and the term is interpreted inconsistently across different states in the U.S., this
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legislation paved the way for students with disabilities in the U.S. to gain access to general education
classrooms.

Initial interpretation of the FAPE clause in P.L. 94-142 rarely focused on the inclusion of students with
disabilities in general education settings. Instead, understanding of the term “appropriate” focused on
implementation of a second mandate associated with the Education for All Handicapped Children’s Act
and later IDEA: education in the least restrictive environment principle (LRE). The LRE principle refers
to the legislative mandate that stipulates that although full inclusion is not required for all students,
children with disabilities need to be educated in settings that are as minimally restrictive as possible
and resemble the general education environment to the greatest extent possible — as long as their
educational needs can be met. In addition, this aspect of the legislation stipulated that removal of a
student from a general education setting could only occur when absolutely necessary, taking into
consideration its academic and non-academic (i.e. social ) benefit to the student, the cost of
instruction, impact on the classroom and prior services (Sacramento City School District v. Rachel H,
1994).

Within various state legislatures in the U.S., the terms inclusion, integration, and mainstreaming are
often confused due to differing views with respect to the goals of and philosophy underlying inclusion.
Mainstreaming and integration typically refers to the physical placement of students with disabilities
in general education classes for a portion of the school day without due consideration of providing the
supports necessary optimally to facilitate learning. The home base of mainstreamed students most
often remains a special education program. In a truly inclusive school, however, a student’s home base
is the general education classroom with the necessary social and instructional supports provided to
facilitate optimal educational outcomes. Minimal services (e.g. speech therapy or occupational
therapy) are provided outside of the general classroom and needed supports are brought to the
student rather than the student being brought to the supports. This indirect service model features
special education staff working collaboratively in a consultative mode with general education teachers,
the latter responsible for providing the majority of instruction and support.

Due to the decentralized nature of education in the U.S. and the wide variety of definitions and
perspectives on inclusion, for many years general educators received little or no preparation to
effectively address the needs of these children with disabilities and other learning needs in the regular
education context. Instead, such students were viewed as the primary responsibility of special
education staff. This resulted in a situation in which the physical integration of students with disabilities
in schools was mistakenly viewed as “inclusion” and viewed as sufficient to meet federal guidelines in
the U.S. (Mittler, 2000; Opretti & Belalcazar, 2008). In this context, children and youth with disabilities
were physically integrated into general education classrooms and worked alongside their non-disabled
peers, but all too often were not provided with the necessary supports to make adequate progress
academically and/or socially. As Mittler (2000) suggests, the terms integration and inclusion (though
often used interchangeably) are quite different and result, quantitatively and qualitatively, in dissimilar
outcomes.

Over the course of the past 25 years, at least partially as a result of the Regular Education Initiative
(REI), greater emphasis has been placed on preparing general education teachers for including children
with disabilities in their classrooms and ending the exclusivity of the special education system
(Stainback & Stainback, 1984). In the early 2000s, an additional push for including students with
disabilities in regular education occurred in conjunction with the passage of the No Child Left Behind
Act (NCLB, 2001). This federal legislation mandated that all students, regardless of their disability, have
access to the general education curriculum, be taught according to the general or alternate education
standards (depending on the level of their disability) and have their educational progress assessed
through the use of regular or alternate standardized assessments. In late 2015, the NCLB legislation
was replaced by the Every Student Succeeds Act (ESSA, 2015). The ESSA focuses on increasing the
accountability of U.S. states with respect to the education of students from traditionally underserved
populations and/or attending low-performing schools.
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In response to federal educational legislation, the effective advocacy of self-advocates and parent
groups and much litigation in both state and federal courts, a variety of approaches and programs have
been developed to promote IE in U.S. public schools. These approaches have been developed and
implemented in spite of considerable disagreement among educators, parent groups and persons with
disabilities themselves about the most appropriate operational definitions of inclusion and inclusive
education.

Within the U.S., those most supportive of IE view it as a fundamental set of values and practices
intended to ensure an effective and meaningful education for all students regardless of their
educational needs. However, as Giangreco (2011, 2003) has noted, inclusive education in the U.S. has
continued to be a source of considerable controversy. This has occurred both because of
unsubstantiated fears based on opinion rather than an understanding of the results of research
undertaken in the area and also (as a result) because of anxiety among educators about the process of
change needed within the educational system in order for effective implement the fundamental
principles and supports associated with a truly inclusive approach to education. In spite of federal
mandates, there remains much disagreement about what inclusion entails, for which groups of
students IE is applicable and what are the most effective practices to support inclusion — not only
during the school years, but throughout a person’s life.

3  What s Inclusive Education?

Prior to discussing practices intended to support the inclusion of children and youth from diverse
groups, it is necessary to more fully explore operational definitions of IE. First and foremost, inclusion
and IE are philosophies based on a value system that aims to maximize the full participation of all
persons in society and education by minimizing exclusionary and discriminatory practices
(Booth, 2005). Viewed in this light, IE is not limited to the inclusion of persons with disabilities, but
rather, focuses on the inclusion of all students regardless of race, ethnicity, disability, gender, sexual
orientation, language, socioeconomic status or any other aspect of identity that might be perceived by
others as “different.”

The definition and practice of inclusive education varies significantly not only between cultures and
educational systems but also within cultures and educational systems (Dyson, 1999). In the U.S., for
instance, inclusive classrooms and schools in one state may look quite different than those in others.
What one educator views as an inclusive educational context may be seen by another as quite
restrictive. Even within a more limited system (e.g., within a school district or even a school), the
interpretation of an inclusive educational environment may be quite different. This is most often a by-
product of there currently being no universal definition of inclusion (Booth, Ainscow, & Dyson, 2006).

Giangreco and colleagues (Giangreco, 2011; 2003; Giangreco & Suter, 2015) have provided what we
believe is one of the most comprehensive conceptualizations of IE that has been applied across multi-
cultural contexts. The following, according to Giangreco and colleagues, are seven basic characteristics
of truly IE environments:

1. All students are fully welcomed and provided with appropriate, individualized supports in the
schools they would be attending if they did not have disabilities;

2. Children receive their education in classes in which the proportion of students with and without
disabilities is proportional to the local incidence of disability (in the U.S. this amounts to
approximately 10%—12% of children within a school or classroom);

3. Students receive their education with peers of the same age and in the same groupings, as do
children without disabilities;

4. Children and youth of all levels of ability are provided with appropriate supports and
accommodations so that they can actively take part in meaningful and shared educational
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experiences as part of heterogeneous groups with established learning outcomes which are
unique to the abilities of each student;

5. The education of children with disabilities takes place in settings frequented by people without
disabilities (e.g., regular education classrooms; inclusive work settings);

6. The focus of education is on the attainment of a set of individualized outcomes meaningful and
culturally appropriate to both the student and his or her family that strike a balance between
the academic and social; and

7. Students experience environments with these characteristics on an ongoing basis.

4 Current State of Inclusive Education in the U.S.

As |E has gained a foothold in the U.S., attitudes regarding the viability of the approach have improved,
but it has yet to gain universal acceptance among teachers, educational administrators and a
surprisingly large number of parents, especially when one considers the support (or lack thereof) for
full as opposed to partial inclusion. Full inclusion, as defined by advocates of the approach, entails the
situation in which students receive all educational services within the general education classroom,
including their special education and related services, so that they are not removed from that
environment. Partial inclusion, on the other hand, exists when students spend the majority of the day
in regular education settings, but are removed when necessary, so that they can receive needed special
education services.

Although many schools in the U.S. make the claim that they are inclusive, a closer look often indicates
that this is only partially true. Estimates provided by the National Center for Education Statistics (2016)
indicate that in 2014, 95% of 6 to 21-year-old students with disabilities were served in regular schools;
3% in separate schools for students with disabilities; 1% placed in regular private schools by their
parents; and less than 1% served in residential facilities, receiving homebound instruction, education
within a hospital or correctional facility. Focusing on students attending typical public schools,
approximately 61% spent 80% or more of their time in regular classroom environments. These
statistics, however, vary tremendously by state, disability type and intensity of support. Compared to
students with specific learning disabilities (64.7%) or who experienced speech and language
impairments (86.9%), significantly fewer students with intellectual disabilities (16.5%) spent the large
majority of their school day in a general education classroom setting. The reader is reminded that these
statistics solely reflect the physical integration aspect of inclusive education. They fail to take into
consideration the degree to which students with disabilities are academically or instructionally
included and able effectively to access their school’s curriculum at an age and grade appropriate level
as well as socially and psychologically included in their school and classroom, i.e. considered by their
peers to be members of the social group, as well as included and welcomed within their communities.

These uneven results are due to a number of factors. One of the most critical of these is that inclusion,
be it full or partial, is not mandated in the U.S. Instead, the principle of the Least Restrictive
Environment (LRE) serves as a legal guideline for free and appropriate public education (FAPE) of
students with disabilities alongside their typically developing peers to the maximum extent possible
with access to the general education curriculum (IDEA, 2004). The LRE, however, has been criticized
over the years; the most scathing critique was offered by Taylor (1982; 2004) who suggests that in
practical terms, the LRE principle has been represented in terms of a continuum of services ranging
from the most to least restrictive alternative. Taylor, and many persons who support full inclusion,
argue that the LRE principle: (1) legitimizes restrictive environments in that it implies that there are
circumstances under which the most restrictive environment would be appropriate; as long as services
are provided according to the LRE principle, he argues that some children, typically those with intensive
special education needs, will end up in restrictive environments; (2) confuses segregation and
integration with intensity of services; (3) includes the implicit assumption that people with disabilities
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must earn the right to be educated within inclusive settings; (4) supports the primacy of professional
versus family and student decision making; (5) sanctions infringements of the rights and liberties of
persons from diverse groups, including those with disabilities; (6) implies that people must move as
they develop and change; and (7) directs attention to the physical settings in which children receive
their education, rather than focusing on the extent to which they receive the services and supports
they need to be meaningfully included in the school and community. Truly inclusive education reaches
far beyond these basic principles of physical integration to ensure meaningful inclusion at social,
psychological and academic/instructional levels to foster the improvement in student social and
academic outcomes.

Implementation of IE is a multi-step process that requires comprehensive planning at a systems level.
This includes assessment of whether a school, school district or other system possesses the
infrastructure necessary for successful implementation, and the active involvement of teachers,
students, parents and the broader community in the planning, implementation and evaluation process
(Brock, Biggs, Carter, Cattey, & Raley, 2016; Srivastava, Boer, & Pijl, 2015). All too often, however, this
planning process is shortchanged at the local level. This is especially true when the push for IE
originates at higher levels of government from individuals who have not had the opportunity to
understand the local context. Adequate infrastructure improves access to education for all children.
Given negative cultural practices and poverty in many countries, however, infrastructure
improvements alone are necessary, but not sufficient to improve access, equity, and inclusion of
marginalized groups including children with disabilities (Raynor, Sumra, & Unterhalter, 2007). Having
adequate resources to provide supports necessary for success for children with additional educational
needs does not in itself guarantee successful inclusion in the educational or societal context. One must
also consider community attitudes, values and culture. As Polat (2011) suggests, these can be as much
or more of a barrier to the successful implementation of inclusive practices as a lack of basic
educational resources.

5 What Does the Research on Inclusive Education Tell Us?

Since the initial passage of the Education for All Handicapped Children’s Act (1975), a plethora of
research has been undertaken that has focused on: the impact of IE on the academic outcomes of
students with and without disabilities, the levels of social and psychological inclusion experienced by
children with disabilities and the attitudes towards diversity on the part of their non-disabled peers.
Research efforts have also focused on a number of variables that serve as a challenge to the effective
implementation of |IE programs including teacher, parent and peer attitudes regarding the inclusion of
diverse groups, as the impact of teacher and community attitudes and resources.

Academic Outcomes

Over 25 years of research on the outcomes of students with and without disabilities at both the
elementary and secondary levels suggests neither adverse nor positive academic impact of IE (Cole,
Waldron, & Majd, 2004; Farrell, 2000; Hunt, Staub, Alwell, & Goetz, 1994; Lindsay, 2007; Markussen,
2004; Myklebust, 2002; Obrusnikova, Valkova, & Block, 2003; Rankin et al., 1999; Rea, MclLaughlan, &
Walther-Thomas, 2002). Such research has included measures of gains in academic attainment over a
wide range of curricular areas, including math, literacy, science and physical education. A large number
of studies (e.g., Farrell, Dyson, Polat, Hutcheson, & Gallannaugh, 2007) indicate no relationship
between academic achievement and inclusion at the district level for students without disabilities and
a small relationship at the school level between academic achievement and inclusion. Two studies
suggest that when students without disabilities are educated alongside peers with disabilities, they
slightly outperform those in non-inclusive settings in math & literacy (Saint-Laurent et al., 1998). In a
longitudinal study, Peetsma, Vergeer, Roeleveld and Karsten (2001) found that while there were no
initial differences in the academic progress of students with and without mild disabilities even after
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two years, by the four-year mark students educated in inclusive settings had made significantly greater
academic progress than their matched pairs in special schools. These results appear to hold for studies
undertaken in the U.S as well as in other developed countries. Szumski and Karwowski (2014), for
example, studied the impact of inclusive education in Poland on almost 900 students with mild
intellectual disability. Students from integrative and mainstream schools achieved significantly higher
scores on a school-based assessment of academic achievement than pupils from special schools.

Several older reviews of inclusive education undertaken in the 1980s (e.g. Madden & Slavin, 1983) and
1990s (e.g. Baker, Wang, & Walberg, 1994; Hegarty, 1993; Sebba & Sachdev, 1997) corroborate the
findings cited above. Baker, Wang and Walberg (1994) reviewed several meta-analyses of the impact
of IE and found positive but generally small effect sizes, the highest being for academic achievement.
In a meta-analysis focused on the impact of IE conducted by Howes and colleagues (Howes, Farrell,
Kaplan, & Moss, 2003), 93% of studies on the impact of inclusive education at the elementary level
indicated neutral or positive outcomes. A somewhat higher proportion of outcomes (30%) in
secondary education suggested a negative impact of placing students with disabilities in general
education classes. However, Carter and Hughes (2006) and Copeland et al. (2002, 2004) found that
students without disabilities in this older group benefited from inclusion, developing more positive
attitudes toward students with disabilities.

Although the impact of IE on the academic achievement of children with mild disabilities has been
thoroughly investigated, this is not the case for children with intellectual disabilities (ID), especially
those with more substantial support needs (Bouck, 2007; Freeman & Alkin, 2000; Hunt & McDonnell,
2009). Of nine studies undertaken prior to 2000, Freeman and Alkin (2000) found no significant
difference between the academic achievement of students with ID educated with segregated and
inclusive classrooms. The authors did observe, however, that the greater the amount of time spent in
an inclusive classroom, the more positive the results. Laws, Byrne and Buckley (2000) found that on
the other hand children with ID in general education classrooms achieved significantly higher scores in
vocabulary and grammar comprehension as well as a greater percentage in developed reading skills.
More recently, Dessemontet, Bless and Morin (2012) found that included children with ID made slightly
more progress in literacy skills than children attending special schools. No differences were found
between the progress of the two groups in mathematics or adaptive behavior.

As numerous authors suggest, for students with the most significant support needs, there are skills
beyond the academic (i.e., adaptive skills) that play a crucial role in maximizing life-long inclusion and
independence (Dixon, 2007; Kozma, Mansell, & Beadle-Brown, 2009). Some educators who have not
supported the implementation of IE have questioned the capacity of the system effectively to teach
these skills if a student spends a majority of classroom time in academically-focused regular education
settings. Saint-Laurent et al. (1998) and Hardiman, Guerin and Fitzsimons (2009), who studied children
with moderate ID, as well as Cole and Meyer (1991) (who focused on students with severe ID) found
no significant differences in the development of adaptive behavior skills of children included in general
education classrooms and those attending special classes. Fischer and Meyer (2002) found that a
similar group of children with ID and intensive support needs educated in general education settings
made significantly larger gains in the development of their adaptive behavior skills than their peers
who spent the majority of the day in special classrooms. Working with students with Down syndrome,
Buckley, Bird, Sacks and Archer (2006) found no differences in adaptive behavior or socialization
between students educated primarily in general versus special education environments, with the
former achieving significantly higher scores on measures of communication and functional academic
skills than their counterparts attending special classes and schools.

Overall, research suggests that, when provided with proper supports, children with both mild and more
significant disabilities do as well academically — if not better — in inclusive classrooms as in segregated
settings. Multiple investigations have also established that when appropriate resources are available
to support these students in the general education environment, their presence has no significant
negative impact on the academic achievement of their peers without disabilities.
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Social and Psychological Outcomes

As Giangreco (2003) suggests, true inclusion reflects balanced approach to education in which children
are not only physically and academically included, but also able to experience inclusion in the social
and psychological sense. Social and psychological inclusion refer to the extent to which students with
disabilities experience a sense of belonging in and out of the classroom during the school day and
beyond. It also reflects a situation in which all students, including students with disabilities, are
considered to be full members of the school community and entitled to equal access to social and
academic opportunities (Keys, McMahon, & Viola, 2014). It is closely tied to practices that support
students with disabilities developing the personal capacities associated with the development and
maintenance of positive social relationships and the provision of opportunities to connect with peers
without disabilities on the basis of mutual choice.

Some research has found that inclusive instructional environments promote reciprocal friendships
within the classroom for students with disabilities (Vaughn, Elbaum, & Schumm, 1996) and have a
positive impact on the self-concept of students with special needs. Children and youth with disabilities
served within inclusive classrooms have been found to have more interactions and social contacts with
peers than those educated in other environments (Kennedy, Shukla, & Fryxell, 1997), and rate the
general education classroom environment socially as high if not higher than their general education
peers (Hansen & Boody, 1998). Wiener and Tardiff (2004) in a Canadian study found that on a wide
variety of social outcomes (which included measures of friendship, loneliness, self-perceptions and
social skills), comparisons between students educated in inclusive versus non-inclusive settings
favored the more inclusive approach. McMahon, Keys, Berardi, Crouch and Coker (2016) examined the
degree to which schools serving a high percentage of African-American and Latino-American students
were supporting the social aspects of IE and the links between teacher-reported inclusion practices
and student- and school-reported social outcomes. Findings supported the benefits of IE practices, in
that students in schools effectively implementing this approach through ensuring that all
extracurricular activities were accessible experienced greater social opportunities, participated more
frequently in school activities and experienced a greater sense of school belonging. These students
also performed at higher levels academically.

A number of studies report no significant social differences (i.e., no adverse impact) of students of
various ages educated within inclusive as opposed to segregated settings. Bossaert, Colpin, Pijl
and Petry (2015) reported no differences between companionship and support of the reciprocated
friendships of youth with autism spectrum disorders (ASD), students with motor and/or sensory
disabilities and their typically developing friends. A meta-analysis of the self-concept of students with
SLD found no overall relationship between self-concept and instructional setting for four out of five
comparisons, which suggests that students fared no better or worse in terms of self-concept in
inclusive as opposed to separate classrooms.

Research results suggest that the social and psychological impact of IE is mediated by a number of
variables, including type of disability and student age. Bakker, Denessen, Bosman, Krijger and Bouts
(2007) for example, found that in Dutch elementary schools students with general learning disabilities
were more often rejected and had a lower self-image than students with specific learning disabilities,
and that this held mainly for girls and students with general learning disabilities in general education
classes. De Verdier (2016) found that many students with vision loss who were included in general
education classes, in spite of the implementation of multiple interventions designed to enhance their
social inclusion, were more likely than their non-disabled peers to experience loneliness and report
other psychosocial problems. Other research suggests that students with disabilities experience
greater social isolation in inclusive settings (Fraught, Balleweg, Crow, & Van den Pol, 1983; Peterson,
1982; Sale & Carey, 1995). Students with special needs in inclusive settings are also typically rated
lower on socio-metric scales than their peers. Students likely to be eligible for special education
services but not yet "labeled" rated even lower than students already classified (Sale & Carey, 1995).
At the secondary level, research suggests physical inclusion may occur, but very little social integration
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(i.e. social inclusion). This appears to be especially true for students with intellectual disability
(Doré, Dion, Wagner, & Brunet, 2002).

In summary, one can conclude from previous studies that IE seems to allow children with a wide variety
of disabilities to make either as much, or in some cases more, progress in their academic achievement
than when they receive instruction within segregated educational settings. They also indicate that the
inclusion of students with disabilities in general education classrooms does not have a negative impact
and in some cases may have a positive impact on the academic outcomes of peers without disabilities.
Findings with respect to the social outcomes associated with IE are more equivocal. Some suggest
positive or neutral outcomes, while others indicate the potential for considerable social exclusion and
in extreme cases harassment and bullying. Social outcomes appear closely associated with the type
and level of disability as well as with student age; more positive outcomes were reported in studies at
the elementary (i.e. K-5) level. However, interpretation of comparative studies focused on all outcomes
associated with IE should be tempered as a result of their typically quasi-experimental nature and a
wide variety of methodological weaknesses (Foreman, 2009; Lindsay, 2007; Myklebust, 2007).

6 Conclusions

The Education for All Handicapped Children’s Act (now referred to as the Individuals with Disabilities
Education Act — IDEA) was passed by the U.S. Congress in 1975. Over the course of the 45 years that
have elapsed since that time, educators in the U.S. have made significant progress towards creating a
more inclusive educational system in which all children, including

those with disabilities, are not just physically integrated into general  g,ccessful inclusion
education classrooms, but are able to experience both academic and .

social inclusion. Although many students with disabilities in the U.S. of children and youth
still do not experience what most would refer to as “full inclusion,” a  \ith disabilities as

large percentage spend the majority of their school time in general

education settings. well as from other

The goal of this article was to provide context and background to diverse backgrounds
inclusive education in the U.S. It would be tempting simply to simply  jn school systems
recommend effective approaches that have been found to support
inclusion to be adopted in other countries with a commitment to the
implementation of inclusive education. We believe that such an  more critical than
?pproach,. howgver, would be ill advised. Implemfen'Fers need jco take ever, both in the U.S.
into consideration a number of factors the majority of which are
heavily influenced by the specific ecosystem within which one is and in C.R.
planning to put IE in to place.

and society at large is

As Bronfenbrenner (1981; 1994) and Garbarino (1992) suggest, factors at each level of the ecosystem
(microsystem, mesosystem exosystem & macrosystem) both directly and indirectly have the potential
to have an impact on both developmental and systems level outcomes. Macrosystem level factors,
including the ideology surrounding disability, “otherness” and the local institutional norms must be
considered if implementation of any program is to be successful. At the exosystem level, decisions
made by politicians and those working in government agencies have the potential to have a salutogenic
impact on implementation bringing in much needed resources or a pathogenic effect. Similarly, the
manner in which the immediate behavioral environments (i.e. microsystems) in which children with
diverse educational needs live (family, school, peer group, etc.) and the linkages between them
(mesosystem level) must be considered. If the societal ideology is such that persons with disabilities
and those from diverse backgrounds are de-humanized and as a result marginalized, it is unlikely that
parents will perceive that there is any real degree of utility to them getting an education. In a similar
fashion, poor communication and inadequate linkages between the school and family and quite quickly
impeded the impact of even a well develop individualized education plan.
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The Czech Republic is a recent adoptee of a national legislation on inclusive education. The new Czech
Decree on inclusive education (IE) provides this country in the heart of Europe a real opportunity at a
critical historic time to demonstrate to all children, their parents and the society around them that
learning together in inclusive environments is not only the most fair and equitable way of
understanding the world, but also a necessary step toward inclusion and appreciation of and respect
for diversity in life after school. The Czech Republic has a strong history of education and special
education in Jan Amos Komensky, Zdenék Matéj¢ek and many others. As a country, the Czech Republic
has inherited a specific set of approaches to and uses of education through its history include
protecting its language and culture against foreign invasions as well as using education to manipulate
people’s views of their place in society. By adopting the philosophy of inclusive education and specific
approaches to including students from all backgrounds and abilities in this process, the Czech Republic
can become one of the lead examples of a progressive and embracing society it has always had the
potential to be.

Each country either on its own or with supports therefore needs to chart its own path toward inclusion
at both the societal level and with respect to the implementation of educational programs and
practices supportive of inclusive education. Nonetheless, it is our hope that educators and scholars in
the Czech Republic and other Central and European countries will find the approaches presented in
this article interesting and promising enough to seek more information, and might further design their
own projects to adapt the strategies to their own needs at this critical time — or be inspired to develop
their own. Mutual exchanges of ideas, experiences and expertise are the hallmark of good scholarship.
Let us work together to learn from each other, so that we produce the best outcomes possible for
all children and youth, wherever we may be.
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Abstrakt: Clanek se zabyva problematikou konformity nadanych
zakl, ktera mUze tvofit sociadlni bariéru jejich rozvoje ve Skolni
vyuce. Cilem vyzkumu je analyzovat sklony nadanych Zaka
ke konformité v pribéhu aplikace diferencovaného obohacujiciho
kurikula. Vyzkumny soubor tvofi 86 diagnostikovanych nadanych
zakl zurovné vzdélavani ISCED2. Technikou vyzkumu je
sémanticky diferencidl zaloZeny na principu nastroje ATER.
Vysledky studie hovofi o nonkonformnich sklonech nadanych zaki,
které subjektivné deklaruji ve vztahu k péti vyrokim vazicim se
k feSeni Ukolu ve wvyucovani za aplikace diferencovaného
obohacujiciho kurikula.

Klicova slova: Nadani, nadany z3ak, socidlni pozice nadaného zdka,
socidlni  bariéry rozvoje nadani, inkluzivni pedagogika,
diferencované obohacujici kurikulum, konformita, sémanticky
diferencial

Inclinations to Conformity as a Potential Social
Limit of Giftedness Development

Abstract: The article deals with the problem of gifted pupils’
conformity, which may form a social barrier to their development
during school teaching. The aim of the research is to analyse the
inclination to conformity of gifted pupils during the application of
differentiated enriching curriculum. The research sample consists
of 86 diagnosed gifted pupils from the level of education ISCED?2.
The research instrument is semantically differentially based on the
principle of the tool ATER. The study results suggest non-conformal
inclinations of gifted pupils, which are subjectively declared in
relation to the five statements describing work on a task during the
application of differentiated enriching curriculum in school lessons.

Keywords: giftedness, gifted pupil, social position of gifted pupil,
social barriers of talent development, inclusive education,
differentiated enriching curriculum, conformity, semantic
differential

1 Teoreticka vychodiska studie

V ¢lanku se zaméfujeme na potencialni socidlni bariéry v rozvoji nadani zak( souvisejici s jejich
konformitou vici spoluzakam pfi aplikaci diferencovaného obohacujiciho kurikula ve vyucovani.
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1.1 Sociokulturné orientované pojeti nadanych zaku a jeho reflexe v inkluzivni pedagogice

Nadani chdapeme jako schopnost jedince ve vybrané oblasti ocefiované sociokulturnim prostfedim,
ktera je kvantitativné a kvalitativné rozvinutéjsi ve srovnanis jeho vrstevniky (Heward, 2013). Ve shodé
s Monksem a Ypenburgem (2002), Laznibatovou (2007) a Landau (2007) chapeme nadani jako
potencial, ktery se sice ukryva v osobnosti jedince, ale zaroven je vyrazné determinovan komplexem
spoluplsobeni socidlnich a kulturnich podminek uéeni na individuaini osobnostni faktory jedince.

Nadani Zaci byvaji charakterizovani atypickym vyvojem v oblasti kognitivni, ale i socialné-emocionalni.
Z oblasti kognitivnich charakteristik zmifime napf. vysokou inteligenci a Uroven abstraktniho mysleni,
kreativitu, excelentni pamét ¢i zajem o filosoficka témata (Hertzog, 2008). Ze socialné-emocionalnich
charakteristik uvadi Gross (2011) napf. asynchronni vyvoj osobnosti (rozpor mezi Urovni inteligence
a aspekty jako motoricky, verbalni a socio-emocni vyvoj), perfekcionismus, emocni citlivost,
multipotencionalitu, intenzitu a hloubku prozivani, uzavienost, zdrzenlivost v socidlnich kontaktech,
neschopnost navazat pratelstvi s vrstevniky, individualismus, impulzivitu, tendence fidit déni kolem
sebe atp., které mohou znesnadriovat Skolni socializaci ditéte a jeho zaclenéni do formalni i neformalni
struktury Skolni tridy.

Stejné jako se lisi charakteristiky nadanych Zaka, lisi se také pohled spolecnosti na né. V odborné
literatufe najdeme napt. problematiku mytd spojovanych s nadanim, které mohou vzbuzovat strach,
zavist, neporozumeéni atp. (McCoach & Siege, 2007). PorteSova (citovano dle Betts & Neihart, 1988)
podava vycet rlznych typl nadanych déti z hlediska jejich projev(, které souvisi s pozici Zaka ve tridé
jako socialni skupiné. Patfi sem napf. uspésny nadany (demonstruje nadani, které je ostatnimi
pozitivné ptijimano), ndrocny nadany (sebevédomy a tvrdohlavy jedinec se sklony projevovat svou
nespokojenost a znudénost ve skolni tfidé, ktery je predevsim uciteli vniman spise negativné), utajeny
nadany (plachy a tichy zak, ktery své nadani zamérné neprojevuje, aby co nejlépe zapadl| do tfidniho
kolektivu), nadany odpadlik (vrstevniky i uciteli nepochopeny jedinec, ktery se zamérné strani tfidniho
kolektivu) ¢i samostatny nadany (soustredi se na sebe a nefesi svou pozici mezi spoluzdky).

Nadani Zaci mohou byt pro svoji odliSnost vyclefiovani z kolektivu vrstevnik(. Jejich pfipadna socialni
exkluze v prostredi Skoly mlze byt Zivena také ptistupy ucitele a skoly, pomoci nichz je zak nelcelné
vyclenovan z kolektivu a nevhodné ndlepkovan (Gates, 2010), napf. pfesunutim do zadni lavice,
aby mél ucitel prostor vénovat se ,,slabsSim“ zakim (Laznibatovd, 2007). To se m(iZe predevsim v obdobi
rané adolescence odrazit v jeho podvykonnosti (Karaduman, 2013; Sielge & McCoach, 2013) a emocni
nepohodé (Hribkovd, 2009). Vrstevnické prostiedi jako jeden z faktorl nutnych pro Uspésnou
demonstraci nadani podporuji i psycho-socidlni modely nadani, jako napf. Monks(v vicefaktorovy
model nadani (Monks & Ypenburg, 2002), ze kterého vyplyva, Ze socialni prostredi, a tedy i socidlni
pozice nadaného Zdka ve tfidnim kolektivu, je vyraznou determinantou jeho rozvoje.

Ukolem ucitele rozvijejiciho nadani 74k je tedy maximalné usilovat o zaglenéni viech 7akd,
tj. o zavadéni pozadavkl inkluzivni pedagogiky do vlastni vyuky. Nadany zak by mél byt ostatnimi
vniman jako zcela pfirozend soucast tfidniho kolektivu. Nemél by byt navenek samoucelné nalepkovan
oznacenim ,,nadany” Ci praci nad obohacujicim kurikulem, které je uréeno primarné pouze pro néj.
Jedna se tedy o Zaka, ktery, stejné jako ostatni, v nékterych oborech vynika, v jinych ne. Ostatni Zaci
maji stejnou moZnost pracovat podle obohacujiciho kurikula. Ucitel by mél ve tfidé podporovat
kolektiv, kde kazdé dité rozviji svij talent, Zaci se vzajemné uci a obohacuji. (Hunt & Seney, 2009;
Nind, Rix, Sheehy, & Simmons, 2013)

Za ucelem respektovani specifickych vzdélavacich potfeb (nejenom) nadanych Zak( se doporucuje
aplikovat modifikace kurikula v jeho obsahu, procesu, prostredi, produktu a hodnoceni. Tyto slozky se
vzajemné prolinaji a ovliviuji. Vystupem je poté tzv. diferencované obohacujici kurikulum,
které zasahuje vedle kognitivni a emocni oblasti rozvoje ditéte zejména oblast socialni (Riley, 2011):

e Modifikace obsahu vyuky se tyka zmény obsahu kurikula, kterd je usmérrfiovana schopnosti
ucitele planovat a aplikovat vyukové cile a nabizet tak diferencovany pristup k Zakiim pomoci
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rliznych drovni cilG. Zakiim by méla byt nabidnuta moZnost pracovat na ukolech pfimétenych
jejich nadani.
e Modifikace procesu je zménou ve vedeni vyuky ve smyslu pouzivani edukaénich metod

a organizacnich forem se zamérenim na strategie rozvijejici kritické, problémové a kreativni
mysleni. Jedna se o postupy eliminujici Sablonovitost a u¢ebni stereotypy.

e Modifikace prosttedi zahrnuje jak zménu osobnostné-vztahovou (kvalitni komunikace vsech
Ucastnikd edukaéniho procesu, spoluprace aj.), tak zménu prostorové-materidlni
(napf. specializované ucebni pomucky).

e Modifikace produktu je poZadavek na kvalitativni ¢i kvantitativni zménu vysledkl vzdélavani,
kdy maji nadani zaci moznost dosdhnout nejvyssiho mozného cile ve vyuce.

e Modifikace hodnoceni se tykd zmény v hodnoceni vysledk( vzdélavani, které ma byt
individualizované, motivujici a formativni pro kazdého Zaka.

Vyse uvedené modifikace kurikula v sobé kromé didaktického hlediska podpory rozvoje nadani zak
zahrnuji ve vyrazné mire inkluzivni prvky, které by se mély stat soucasti tfidy jakoZzto socidlni skupiny
pfirozené integrujici heterogenni kolektiv Zaka.

s

1.2 Konformita jako potencialni limit rozvoje nadani Zzaka ve Skolni vyuce

| za situace, kdy se ve Skolni tfidé nadanym Zakam dostava nabidky diferencovaného obohacujiciho
kurikula, existuji socidlni bariéry, které jim brani vjeho pfrijeti. Tyto bariéry mohou souviset
s konformitou, tedy behavioralni dispozici jedince k uréitému jednani, ktera je aktivovana socialnim
tlakem, at uZ aktivnim povzbuzovanim skupinou ¢i subjektivné vnimanym vlivem skupiny na jedince.
(Jelinek, Kvéton, Vobofil, & Blatny, 2006; Santor, Messervey, & Kusumakar, 2000) Konformita byva
fazena mezi tzv. social coping strategies (Swiatek, 2002), coZ jsou strategie zvladani role individua
v socidlni skupiné. Nékteré z nich jsou pozorovatelné (nadany zdk ve Skolnim kolektivu vyuZiva
napr. strategie vtipkovani o svém nadani, nepfimérené podcenovani svych schopnosti ¢i naopak snahu
aktivné pomahat spoluzaklim, ktefi né¢emu nerozumi), vétSinu vsak pozorovat nelze (nadany Zak
sméfuje ktomu, aby co nejvice splynul se skolni tfidou). Pravé v obdobi adolescence pomaha
vrstevnicka konformita (paradoxné) zvySovat pocit vlastni autonomie a hodnoty (Macek, 2003),
muze se pak vsouladu steorii raciondini volby (rational choice theory) jevit jako nejefektivné;jsi
strategie zvladnuti role spoluzaka v tfidnim kolektivu (Reed, 2008), avsak mnohdy za cenu ukryvani
svého nadani pred spoluzaky, nebo zamérného podcernovani svych schopnosti, coz mlzZe vést
az k tomu, Ze se ve Skole nadani Zaci jevi jako neprospivajici (Swiatek & Cross, 2007).

Santor a kol. (2000) rozlisuji konformitu vrstevnickou a konformitu ve vztahu k autoritdm, které mohou
nabyvat protikladné tendence. Jejich vyzkumné Setfeni provedené mezi adolescenty ukazalo mezi
témito dvéma typy konformity negativni korelaci (r =-0,34). Také dosli k zavéru, Ze divky na rozdil
od chlapcli spise inklinuji ke konformité kautoritdm. Pokud jsme konformni k vrstevnikim
(spoluzakiim), neznamend to tedy zaroven, Ze budeme konformni také k autoritdm (uciteli),
coz muze pravé ve skolni tfidé vést k problémUm.

Clen skupiny mdze teoreticky zastdvat réizné urovné konformity. Nejvy$si drovni je konformita vnitini,
kdy se sdm ztotozZnuje s naroky skupiny a vnitiné je o nich presvédcen. Dalsi Urovni je konformita vnéjsi
neboli formalni, coz predpoklada navenek predstirany souhlas s naroky skupiny, uvnitf vsak dochazi
k tzv. konfliktu, cozZ je rozpor mezi tim, jak chce jedinec jednat a usuzovat a jak to vyZaduje socidlni
prostiedi. Dalsi drovni je tzv. nonkonformita, coZ je projev nezdvislosti v ndzoru a jednani
i za predpokladu, Ze je jedinec soucasti socidlni skupiny. Posledni, nejnizsi droven je
tzv. antikonformita, coZ je mira odchyleni natolik vyrazna, Ze mUze vést az k deviantnimu chovani
ve vztahu k normam skupiny (Coon & Mitterer, 2014).
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Teoretické koncepce predpokladaji, Ze zakladem konformity jsou dvé potieby, potfeba mit pravdu

a potteba byt obliben (Cialdini & Goldstein, 2004; Sobotkovd, 2014). Potfeba mit pravdu se uplatfiuje
v novych situacich, kdy si nejsme jisti svym ndzorem ¢i jedndnim a obracime se k jinym lidem.
Druhou, z pohledu nasi studie podstatnéjsi pric¢inou konformity, je snaha byt obliben a akceptovan.
V tomto smyslu obzvlasté citlivym obdobim pro konformitu je adolescence, kdy ma socialni skupina na
jedince nejvyznamnéji vliv (Macek, 2003; Vagnerova, 2012). Clen skupiny se ztotoZfuje s jejimi cili,
normami, stylem komunikace. V opa¢ném pfipadé je jedinec odmitan, marginalizovan a sankcionovan.
Ze sociologického hlediska je vSak jistd mira konformity nutnd pro zachovéani sociadlniho Fadu.
Konformita na jednu stranu spolecnost sbliZzuje, tvofi v ni spole¢nou fe¢, cile a normy, na druhou stranu
vsak jedince i spolecnost brzdi a ztéZzuje pokrok a inovaci. (Scott, 2006) Soucasné studie o konformité
jedincl v obdobi adolescence se zaméfuji napf. na konformitu souvisejici se znaky socialni skupiny,
jako napt. konformitu v odivani (Ling, 2008), motivy potreby vlastnit ,,cool” mobilni telefon (Abeele
& Roe, 2013) ¢i na sociadlné patologické jevy ovlivnéné konformitou (Jelinek a kol., 2003).

Pfimo za ucelem méreni konformity nadanych adolescentl byl vytvoren nastroj The Social Coping
Questionnaire, jehoZ soucasti je subskala o 6 vyrocich zaméfena na skolni konformitu (vychazime
z verze Swiatek, 2002). Nastroj byl v minulosti opakované testovan (Swiatek, 2002; Swiatek & Cross,
2007; Cross & Swiatek, 2009). Ukazalo se vsak, Ze pfi rliznych aplikacich se neda jednoznacné potvrdit
jeho faktorova struktura (z hlediska konstruktové validity je tudiZ nekonzistentni) a také reliabilita se
méni (Rudasill, Foust, & Callahan, 2007). Z vysledk( vyplynulo predevsim to, Ze nadani Zaci nedeklaruji
silné sklony ke konformité, které se v opakovanych studiich priimérné pohybuji pod stfedni hodnotou
na skale (Swiatek, 2002; Chan, 2003). Pfi porovnani vysledkl se ukazalo, Ze divky maji Castéji sklony
ukryvat své naddni a snazit se splynout s kolektivem vrstevnik(i. Chlapci naopak ¢astéji aplikuji viditelné
konformni strategie, predevsim vtipkuji o svém nadani v kolektivu. Ukazalo se také, Ze sklon
ke konformité se zvysuje s rostoucim vékem nadanych 7akl, kdy zaroven stoupa jejich potfeba byt
popularni v kolektivu, a to pfedevsim u vysoce nadanych zakd (Swiatek, 2002). Nadani Zaci si pripadaji
vice akceptovani a vytvari si pevnéjsi socialni vazby ve skupiné nadanych vrstevnik(, nez v klasické
Skolni tFidé (Cross & Swiatek, 2009). Uvedena zjiSténi vsak nelze generalizovat, protoze vyzkumy byly
provedeny na nereprezentativnich vybérech za rlznych podminek.

V Ceském a slovenském prostredi jsou prezentovany prevaziné prevzaté poznatky ze zahranici, které se
vztahuji obecné k socialni pozici nadanych zak( ve sSkolni tfidé (napf. GajdoSova & Herényiova, 2006;
Hribkova, 2009; Havigerova, 2011; Konecnd, 2010). Z jejich praci vyplyva, Ze pozice nadanych jedincl
ve Skolni tfidé jsou znacné individudlni, od odmitanych pfes neutralni aZ po obdivované, a ¢asto se
vyskytuji pozice neformalnich autorit tfidy.

2  Design vyzkumného Setreni

Cilem vyzkumu je analyzovat subjektivné deklarované sklony nadanych zakd ke konformité v pribéhu
aplikace diferencovaného obohacujiciho kurikula v oblasti obsahu, procesu, prostfedi, produktu
a hodnoceni ve $kolni vyucess. Realizovana studie ma exploracni, nikoli konfirmaéni charakter.

Nadani Zaci jsou z hlediska vyzkumu zna¢né heterogenni populaci, kterou lze za Uéelem tvorby vybéru
tézko jednotné definovat. Napf. Porter (1999) vymezuje rlGzna pojeti nadani, a to liberalni
vs. konzervativni (lisi se odhady poctu nadanych v populaci), potencialu vs. demonstrovaného vykonu
¢i jedno- vs. vicedimenzionalni (dle poctu kritérii pfi identifikaci nadani). Hfibkova (2009) rozlisuje
nadani manifestované (aktudlné projevované) a latentni (potencialni, aktualné neprojevované).

35 Nasim cilem neni prokazat, Ze konformita limituje rozvoj naddani Zakd, ale prezentovat konformitu jako jeden
z potencialnich faktord limitujicich rozvoj nadani zaka.
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V nasi studii zdmérné uplatiujeme konzervativni jednodimenziondlni pojeti demonstrovaného
vykonu, orientujeme se na diagnostikované intelektovéss nadané Zaky. Zamérujeme se tedy
na specifickou skupinu zaka, ktefi prosli identifikaénim procesem, tudiz oteviené demonstruji své
naddni a jsou spolecnosti (rodinou, skolou, vrstevniky) jako nadani oficidlné oznacovani.

Vyzkumny soubor tvofi diagnostikovani nadani Zaci ve véku ¢asné az stfedni adolescence, ktefi Uspésné
absolvovali standardizovany inteligencni tests7 spole¢nosti Mensa s vysledkem vyssim nez 130 bodd,
coz odpovidd inteligenci, kterou dosahuje cca 2% populace. Vdobé vyzkumu sdruzovala
tato organizace pres 700 cleni v adolescentnim véku (pro Ucely studie vymezen na 11-16 let,
podle Macka, 2003). Sbér dat probihal v roce 2015 v ramci volnocCasovych aktivit, které Mensa
spoluorganizuje pro své ¢leny po celé CR. V ramci této studie se zaméfujeme na zdky z viceletych
gymnazii a specializovanych skol pro nadané zaky na urovni ISCED2. Podafilo se zapojit 86 zaku
z rdznych €asti CR. Jejich prdmérny vék byl 13 let a $lo 0 22 divek a 64 chlapc(i. Nadani #4ci jsou €asto
podrobovani riznym vyzkumnym Setfenim a je snahou organizaci, které je sdruzuji, eliminovat jejich
kontakt s vyzkumniky. Z tohoto divodu bylo nutné realizovat dostupny vybér.

Na zdkladé operacionalizace vyzkumného problému jsme se rozhodli postavit vyzkumné Setfeni
na fiktivni situacizs popisujici zkoumanym nadanym Zakim vybrané aspekty prace na ukolu ve
vyucovaci hodiné, kdy dochazi k aplikaci diferencovaného obohacujiciho kurikula. Zaci pak subjektivné
vyjadrovali své sklony k pfikladdm konformniho jednani, které se mohou projevovat pfi této aktivité.

Technika vyzkumu je zaloZena na principu nastroje ATER (Chraska, 2007). Jednd se o dvoufaktorovy
sémanticky diferencial. Faktory tohoto ndstroje byly jeho autorem oznaceny jako faktor hodnoceni
a faktor energie (Chraska & Kocvarova, 2015). Nastroj umoznuje diagnostikovat sklony (tendence,
pohnutky) respondentd k vybranym konstruktlm. Pro ucely naseho Setfeni se jevil praktictéjsi
neZ klasicky Skalovy dotaznik, a to predevsim proto, Ze umoznuje hloubéji proniknout do zkoumané
oblasti a nasledné realizovat bohatsi popisnou analyzu vysledkd. Navic jeho struktura a zaméreni
nejsou pro respondenty tolik prahledné, coz mulze vést keliminaci zdamérné deformované
sebeprezentace respondentd.

ProtoZe jsme nastroj aplikovali v novém kontextu, byl za Gc¢elem validizace doplnén o 2 skaly v kazdém
faktoru, a to pro pfipad, Ze by se v rdmci nové aplikace zménila jeho faktorova struktura. Nastroj nebylo
mozné otestovat predem, jeho validita a reliabilita byly stanoveny ex post, a to s védomim nizkého
poctu a problematické kvality vybéru zkoumanych jednotek, coZz ma vliv na stabilitu vysledného feseni.
Exploracni faktorova analyza (dale EFA) za splnéni zakladnich predpokladd (KMO = 0,891; Bartlettlv
test sféricity signifikantni na hladiné 0,001; mira MSA u vsech poloZek vysoce nad 0,70) s vyuZitim
rotace Varimax a metody hlavnich komponent podpofila konstruktovou validitu nastroje, doslo vsak
k vyfazeni 1 plGvodni a 1 nové pridané polozky (neptijemné/prijemné; hladké/hrbolaté). Vysledek EFA
v€etné hodnot reliability ukazuje Tabulka 1, kone¢nou podobu vyzkumného ndastroje pouZitou
pro analyzu vysledk( pak Obrazek 1.

36 Ve shodé s Konec¢nou (2010) vsak nechdapeme intelektové nadani jako vSestranné ¢i rovnomérné rozlozené
ve vsech oblastech inteligence, naopak mlzZe dominovat pouze v jedné oblasti, ale zaroven ovliviiovat
strukturu osobnosti nadaného jako celek.

37 Jedna se o skupinové zadavany nonverbalni test vychdzejici ze Stanford — Binetovy $kaly a Cattellovy teorie
inteligence, adaptovany pro ucely plosného testovani inteligence (Mensa, 2014). Vybér vyzkumného souboru
nadanych 7akl na zékladé testu je v soucasnosti obvyklou praxi (Swiatek, 2002; Swiatek & Cross, 2007).

38V souladu s vyzkumy prezentovanymiv kap. 1.2
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Tabulka 1

Rotovand matice faktorti vyzkumného ndstroje

Pary antonym

1. Faktor energie

2. Faktor hodnoceni

snadné/obtizné 0,822

lehké/tézké 0,804

nenaroc¢né/narocné 0,767

problémové/bezproblémové 0,690

pfisné/mirné 0,606

rychlé/pomalé 0,575

Spinavé/Cisté 0,719

krasné/osklivé 0,710

necestné/poctivé 0,674

dobré/spatné 0,572

kyselé/sladké 0,568

svétlé/tmavé 0,547
Vysvétlena variance (%) 27,36 21,86
Kumulativni vysvétlena variance (%) 27,36 49,22
Reliabilita (Cronbachovo a) 0,891 0,862

Pozn.:V tabulce nejsou zobrazeny faktorové zatéze pod 0,3. Pocet faktor( stanoven na zakladé Kaiserova kritéria.

Posuzovany vyrok
dobré Spatné (h*)
nenarocné narocné (e)
svétlé tmavé (h*)
pfisné mirné (e*)
snadné obtizné (e)
krasné osklivé (h*)

problémové

bezproblémové (e*)

kyselé sladké (h)
lehké tézkeé (e)
necestné poctivé (h*)

rychlé pomalé (e*)
Spinavé Cisté (h*)

Pozn.: h = $kaly patfici k faktoru hodnoceni. e = $kaly patfici k faktoru energie.
* = reverzni Skdla. * = $kdla, ktera byla k plvodnimu nastroji ATER doplnéna.

Obrdzek 1 Konecna podoba vyzkumného nastroje

Zkoumana problematika byla na zakladé teoretickych vychodisek rozdélena na pét na sebe navazujicich
oblasti diferencovaného obohacujiciho kurikula, a to obsah, proces, prostredi, produkt a hodnoceni.
Ke kazdé z nich byl respondentlim predloZen jeden vyrokss vaZici se k feseni ikolu ve vyucovaci hodiné.
Vyrok popisoval konformni jednani Zaka, ktery se vramci prace na ukolu zamérné snazi chovat

39 Reprezentativita vyrokd vzhledem ke zkoumané problematice je ovlivnéna snahou o jejich nizky pocet a o co
nejsrozumitelnéjsi formulaci. Vyroky reverzni povahy (popisujici jiné nez konformni jednani) nebyly vyuZity.
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podobné jako spoluZaci, aby splynul se zbytkem tfidy, coZz prakticky mize vést k tomu, Ze odmitd
ucitelovu nabidku diferencovaného obohacujiciho kurikula. Vyroky byly zamérné formulovany tak,
aby nedochazelo k nalepkovani nadanych zaka (ve smyslu vyssich ocekavani od jejich pfistupu k feseni
ukolu), a oznaceny jednoslovnym vyjadrenim:

e Obsah: Pokud dostanu na vybér z vice moznosti zadani Ukolu, vyberu si to, které vétsina
spoluzaka.

e Proces: Sleduji praci na Ukolu u ostatnich spoluzak( a snazim se postupovat stejné jako oni.
e Prostredi: Pri feSeni Ukolu se pfizplsobuji spoluzakdim ve vybéru u¢ebnich pomucek.

e Produkt: Prijimam feseni Ukolu, na kterém se shodla vétsina spoluzak(, i kdyZz mi vyslo jiné
feseniao.

e Hodnoceni: Pokud za tkol dostanu vyrazné odliSné hodnoceni nez vétSina spoluzakd, navenek
znevazuji jeho dileZitost.

Ke kazdému vyroku se Zaci vyjadfili v samostatné baterii sémantického diferencidlu, pricemz méli
za Ukol udélat kfizek na kazdou skalu mezi dvé antonyma. Na Skalach spadajicich pod faktor energie
subjektivné vyjadrovali miru psychické namahy (aktivity) potfebné k uvedenému chovani. Na skalach
spadajicich pod faktor hodnoceni subjektivné vyjadrovali miru pozitivity takového chovéni pfi feseni
ukolu ve tfidé. Posuzovaci $kdla byla nastavena v rozmezi hodnot 1-7 pro oba faktory, pficemz

evyvs

je €. 1 nejvice negativni.

3  Systém analyzy dat a interpretace vysledki

Data byla po prepisu a kontrole analyzovdna s vyuZitim programu SPSS (verze 22). Na popisné roviné
analyzy byly vypocitany aritmetické priméry a miry variability za oba faktory. Ty vyjadfovaly
subjektivné deklarované sklony nadanych zaka k prikladdm konformniho jednani reprezentovanych
péti vyroky. Zaroven tvorily souradnice posuzovanych vyrokll ve dvoudimenzionalnim sémantickém
prostoru. Jejich pozici interpretujeme jako kombinaci mezi hodnotou na Skale ve faktoru energie
a ve faktoru hodnoceni, a to nasledovné:

e nizké hodnoty na skale ve faktoru energie poukazuji na to, Ze se nadanym zaklm jevi posuzované
konformni jednani jako nenaro¢né, jednoduché; naopak vysoké hodnoty poukazuji na to,
Ze je pro zaky naroc€né, obtiziné;

e nizké hodnoty na $kdle ve faktoru hodnoceni poukazuji na to, Ze se nadanym zakim jevi

posuzované konformni jedndni jako negativni, nevhodné; naopak vysoké hodnoty poukazuji
na to, Ze je pro zaky pozitivni, vhodné;

e kombinaci obou hodnot interpretujeme (samozfejmé se znacnou mirou zjednoduseni) jako
sklon nadanych zak( ke konformité, ten je slaby, pokud se posuzovany vyrok vyskytuje vysoko
na skale faktoru energie a nizko na skale ve faktoru hodnoceni; a naopak silny, pokud se vyrok
nachazi nizko na skdle faktoru energie a vysoko na skale faktoru hodnoceni;

e dale je pro nasi interpretaci podstatné, jak blizko ¢i daleko se hodnocené vyroky vyskytuji
od stfedu sémantického prostoru (na Obrazku 2 vyznaden prerusovanymi ¢arami) — ¢im blize,
tim spis jsou sklony slabsi (neutraini, nonkonformni), naopak ¢im dale, tim jsou vyraznéjsi.

Interpretace vysledki se opira o jiZ zminénou teorii racionalni volby, podle které maji lidé sklony jednat
Ucelové-racionalné v ekonomickém smyslu. Na jedné strané chtéji dosahnout co nejlepsich vysledki

40 Situace pro zjednoduSeni popisuje feSeni konvergentni Uulohy. Vramci aplikace diferencovaného
obohacujiciho kurikula se vsak doporucuje aplikovat také divergentni tlohy.
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(inklinuji k jednani, které vnimaji v daném kontextu jako pozitivni, protoZe jej maji spojeno s odménou),
na druhé strané vsak preferuji jedndni, na které je tfeba vynaloZit co nejnizsi naklady, jak materialni,
tak nematerialni. (Scott, 2000) Jednoduse vyjadieno, pravdépodobnost vybéru urcitého jednani se
zvysSuje v zdvislosti na hodnoté pozadovaného vysledku (v naSem pfipadé pozitivité) a naopak snizuje
v zavislosti na predpokladané vysi nakladd (v nasem pripadé energie). Jakkoli se tato teorie jevi pfilis
redukcionisticka, pravé v jeji jednoduchosti spatruji jeji privrzenci silu (Luzny, 2015, s. 155).

Jako podstatnéjsi se dle EFA ukdzal v nasem vyzkumu faktor energie, protoze vysvétluje vyssi procento
variance zkoumaného jevu. Je proto v ramci interpretace povazovan za stéZejni. Pokud maji Zaci
posuzované jedndani spojeno s vysokou mirou energie, vysvétlujeme si to tak, Ze je pro né naroc¢né tak
jednat a Ze to v nich vzbuzuje vnitfni konflikt. Pokud v nich takové jednani vzbuzuje pfedstavu nizké
miry energie, neni pro né obtizné a budou k nému spisSe inklinovat.

Do hry vSak vstupuje jesté druhy faktor hodnoceni, ktery ma sekundarni vliv na potencionalni jednani
zak( pfri reseni ukolu ve skolni tfidé. Pokud urcité jednani posuzuji jako pozitivni, maji tendenci k nému
inklinovat. Pokud voli pfevazné negativni hodnoceni, pak je jim spiSe vzdaleno.

4 Vysledky

V prvni fadé prezentujeme zakladni popisné statistiky za pét posuzovanych vyrokt ve faktorech energie
a hodnoceni. Ukazuje se, Ze vysledné hodnoty ve vSech pfipadech pomérné rovnomérné variuji
na sedmibodové 3kale a jejich priméry jsou blizko stfedu skaly. Celkové vysledky za oba faktory
(v Tabulce 2) charakterizuje normalni rozdéleniaa.

Tabulka 2
Zdkladni popisné statistiky ve dvou sledovanych faktorech
Faktory Min Max Primér SD
Faktor energie
Obsah 1,00 6,00 3,09 1,16
Proces 1,00 6,00 3,11 1,19
Prostredi 1,00 6,67 3,45 1,28
Produkt 1,00 7,00 3,57 1,38
Hodnoceni 1,00 7,00 3,89 1,15
Celkem 1,03 5,20 3,42 0,86
Faktor hodnoceni
Obsah 2,00 6,33 4,27 0,92
Proces 1,17 6,83 3,99 1,17
Prostredi 1,00 7,00 4,13 1,13
Produkt 1,00 7,00 3,93 1,17
Hodnoceni 1,67 7,00 3,84 1,05
Celkem 2,10 6,50 4,03 0,76

Vysledky jednotlivych zkoumanych Zakd jsou heterogenni, jak ukazuji hodnoty minima a maxima
v Tabulce 2. Omezeny rozsah studie vSak umoZziuje zaméfit se pouze na vysledky celkové bez ohledu
na jednotlivé, nékdy aZz extrémni, pfipady. Na zakladé popisnych statistik je ziejmé, ze k péti
posuzovanym vyrokdm deklaruji nadani Zaci v obou faktorech priimérné sklony blizko k urovni stfedu
posuzovaci skaly. Abychom byli schopni je Iépe interpretovat, pomuze ndm jejich grafické zobrazeni

41 Aplikovan Kolmogoroviv-Smirnovlyv test (p = 0,070 ve faktoru energie; p = 0,050 ve faktoru hodnoceni)
a Shapiro-Wilk(v test (p = 0,057 ve faktoru energie; p = 0,087 ve faktoru hodnoceni).
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v sémantickém prostoru (Obrazek 2). Pro prehlednost jsou posuzované vyroky opét oznaceny jejich
jednoslovnym vyjadienim, v rdmci dalsi interpretace se vsak drzime také jejich dplnych formulaci.

5,00

4,50

R

HODNOCENI

|

Faktor energie

T T ] T T
3,00 3,50 4,00 4,50 5,00

Faktor hodnoceni

Obradzek 2  Pozice posuzovanych vyrokd v sémantickém prostoru

Jak ukazuje Obrazek 2, posuzované vyroky se rozvrstvily blizko ke stfedu sémantického prostoru
(obrazek ukazuje situaci priblizenou, coZ na prvni pohled situaci zkresluje, je proto nutné vsimat si
hodnot na obou skalach, které ukazuji pouze interval 3-5, nikoli 1-7). Vysledované sklony zak( ke vsem
prikladim konformniho jednani se tudiz jevi neutralni v obou faktorech. Ve vSech pfipadech vyroki se
opakuje podobny vzorec vysledkd: jsou umistény velmi blizko ke stfedu skaly ve faktoru hodnoceni,
a zaroven mirné pod stfedni hodnotou ve faktoru energie. Konformni jedndani tedy Zaci priimérné
posuzuji jako neutralni z hlediska pozitivity — negativity. Z hlediska energie (ndmahy, potencialniho
vnitfniho konfliktu) jej vnimaji jako spiSe nenarocné.

Celkové vysledky jsou spiSe neutralni, coz dle nasi interpretace naznacuje nonkonformni sklony
nadanych zaku, které projevuji v pfipadé vybéru zadani ukolu z vice moZnosti (obsah), volby postupu
feSeni ukolu (proces), vybéru ucebnich pomicek (prostredi), v pfipadé, Zze by méli pfijmout reseni
ukolu, na kterém se shodla vétSina spoluzakd, i kdyz jim vyslo jiné reseni (produkt), a konecné
v pfipadé, kdy za splnény uUkol dostanou vyrazné odlisné hodnoceni oproti spoluzakiim (hodnoceni).

Abychom presnéji vyjadrili rozdily v posuzovanych prikladech konformniho jednani, vypocitali jsme
hodnoty jejich vzajemné linearni distance (Tabulka 3).
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Tabulka 3

Matice vzddlenosti mezi posuzovanymi pojmy v sémantickém prostoru
Oblasti Obsah Proces Prostredi Produkt Hodnoceni
Obsah 1,00 0,28 0,39 0,59 0,91
Proces 1,00 0,37 0,46 0,79
Prostredi 1,00 0,23 0,53
Produkt 1,00 0,33
Hodnoceni 1,00

Pozn.: Vypocet hodnot na zakl. Euklidovské vzdalenosti.

Matice ndm pomlZe presné vymezit vzdalenosti, které nebylo moziné jednoznadné vizualné
diferencovat v sémantickém prostoru. Cim vy3$i hodnota, tim rozdilngji posuzuji 7aci predloZené
pfiklady konformniho jedndni. Chceme poukdzat na zajimavy vysledek Setfeni, kdy se vzdalenosti
postupné zvysuji pti zachovani logické rady pojm0 od obsahu po hodnoceni, ani v jednom ptipadé vSak
nepresahuji 1 jednotku skaly, kterd byla v sémantickém diferencialu nastavena v intervalu 1-7.

Za povSimnuti stoji nejvétsi rozdil, ktery se projevuje mezi oblastmi oznacenymi jako obsah
a hodnoceni. Prvni z uvedenych se projevuje nejvyraznéji (je nejvice vzdalena od stfedu sémantického
prostoru). Konformni jednani vedouci ke stejnému vybéru zadani ukolu jako spoluzaci posuzuji
respondenti jako nejvice pozitivni z pfedloZené nabidky a zaroven jej maji spojeno s predstavou
ke stfedu sémantického prostoru) a ukazuji na to, Ze znevazovani dlleZitosti hodnoceni splnéného
ukolu v pripadé, Ze se vyrazné lisi od spoluzakli, maji Zaci spojeno s nejnizsi hodnotou na skale
hodnoceni a naopak nejvyssi hodnotou na Skale energie.

Posuzované priklady chovani jsou na skale faktoru energie umistény od obsahu ptes proces, prostredi,
produkt az po hodnoceni. Z hlediska skaly faktoru hodnoceni je tato navaznost témér totozna. Korelace
mezi dvéma faktory (r, = -0,53) poukazuje na zna¢nou miru negativni zavislosti mezi faktorem energie
a hodnoceni. Na nami ziskaném vybéru tedy plati nasledujici vztah: ¢im vyss$i mira energie, tim nizsi
mira hodnoceni, a naopak. Znamena to, ze pokud v Zacich posuzované jedndni evokuje vysokou miru
energie (psychické namahy), pak takové chovani posuzuji negativné, a naopak.

Na zakladé provedeného Setfeni nelze jednoznacné stanovit normy pro interpretaci vysledkd, ani
stanovit intervaly vysledk(i spadajicich pod teoreticky definované urovné konformity (kap. 1.2).
Pokud si dovolime nahlédnout za prezentované vysledky, ukazuje se, Ze (jakkoli slabé) sklony nadanych
zakd ke konformité pfi reseni Ukolu ve vyuc€ovani jsou nejpravdépodobnéjsi predevsim na zacatku
procesu aplikace obohacujiciho kurikula, kdy se jedna o vybér zaddni podle spoluzakl. Konformni
sklony vsak slabnou, pokud se jedna o volbu postupu, pomucek, konecného feseni Ukolu a v pripadé,
kdy nadany zak dostane vyrazné odliSné hodnoceni od zbytku tridy.

5 Diskuse

Sklony ke konformité nadanych Zakd v procesu aplikace
diferencovaného obohacujiciho kurikula nebyly sledovény
p¥imo, ale nepfimo. Zaméfili jsme se na vnitfni pohnutky zaki,  diagnostikou a patFl' mezi
které vyjadruji pfi predstavé vlastniho konformniho jednani,
a to pouze vramci péti vyrokl vazicich se kfeseni ukolu
ve vyuovaci hodiné a z hlediska dvou sledovanych faktord  Skolni vyuce spiSe nezavisli,
energie a hodnoceni. K tomuto uUcelu se sémanticky diferencial
ukdzal jako vhodny zhlediska konstruktové validity
a reliability, je vsak nutné podotknout, Ze (stejné jako v jinych ndpadl a nazord.
vyzkumech aplikujicich Skdlové techniky méreni postavené

Nadani Zaci, ktefi prosli
¢leny Mensy CR, jsou ve

schopni drzet se vlastnich
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na bazi klasické teorie méreni) nelze zcela jednoznacné vyjadrit, nakolik jsou nase vysledky ovlivnény
chovanim aplikovaného nastroje a nakolik chovanim respondentd (DeVellis, 2012).

S vyuzitim sémantického diferencidlu se nam podafilo zachytit spiSe nonkonformni sklony Zaku
k ptikladim konformniho jednani pfi FfeSeni Ukolu ve vyucovani za aplikace diferencovaného
obohacujiciho kurikula, coZ odpovida zjisténim vyzkum( uvedenych v kap. 1.2 (Swiatek, 2002; Chan,
2003). Ukazuje se, Ze nadani Zaci jsou ve skolni vyuce spiSe nezavisli, schopni drZet se vlastnich napadd
a nazord. Domnivame se vsak, Ze v redlné (nikoli fiktivni) situaci, by sklony nadanych zZakl ke
konformité mohly byt vyraznéjsi, navic by se mohly projevovat jinak, nez v ndmi sledovanych péti
pfipadech. Nase vysledky lze spojovat pouze se Zaky, ktefi své nadani neukryvaji, naopak jej pomérné
vyrazné deklaruji pravé tim, 7e prodli diagnostikou a patfi mezi ¢leny Mensy CR. Je otazkou,
jaké vysledky bychom ziskali od Zaku, ktefi nadani jsou, ale dosud nebyli identifikovani (,,skryté“ nadané
zaky nebylo mozné zaradit do vyzkumného souboru). V jejich pfipadé bychom ocekavali vyssi
konformni sklony.

Do studie nebyla zafazena komparace vysledk z hlediska rliznych skupin respondentl (napf. pohlavi,
véku), a to predevsim proto, Ze jakékoli rozdily, které jsme v ramci analyzy zaznamenali, byly z hlediska
substantivni signifikance nevyznamné.

Design studie nesledoval vizualné pozorovatelné projevy konformity v redlné situaci, ale subjektivné
deklarované vnitini sklony ke konformité ve fiktivni situaci. Jako komplementarni vyzkumnou metodu
pro Ucely diagnostiky skloni nadanych Zak( ke konformité lze v navazujicich vyzkumech aplikovat
napr. pozorovani vyuky.

5 Zavér

Na zdkladé informaci uvedenych vtextu formulujeme ndsledujici doporuéeni pro Skolni praxi.
Za ucelem minimalizace konformity jakoZto potencialni socidlni bariéry k rozvoji nadani zak( by ucitelé
méli podporovat samostatné a kreativni uvazovani nadanych zaku a jejich specifické postupy pfi feseni
Ukold ve vyucovani, a to na vsech urovnich aplikace diferencovaného obohacujiciho kurikula (na drovni
obsahu, procesu, prostredi, produktu a hodnoceni). Jako podstatnad se jevi predevsim podpora
specifickych potfeb nadanych Zakd na drovni obsahu, kdy ucitel dava zakim moznost, aby si zvolili
z vice moznosti zadani ukolu. Pokud uditel hned na zacatku aplikace obohacujiciho kurikula podpofi
zaky v jejich individudlnim a nonkonformnim pfistupu k feSeni ukoll, budou k tomuto pfistupu
pravdépodobné inklinovat i v dalSich fazich aplikace obohacujiciho kurikula. Ucitelé by se méli naopak
vyhnout stanovovani striktnich pravidel a postupll reSeni, coZ jde proti snaze o rozvoj nadani zak{
a naopak podporuje jejich konformitu. Ukoly vramci diferenciace by mély byt ?akim zadavany
v souladu s filosofii inkluzivniho vzdélavani, to znamena, Ze ucitelé by méli vyuZivat neetiketizacnich
pedagogickych prostfedk(l pro rozvoj nadani zak( (obohacujici kurikulum je uréeno viem, nikoli pouze
identifikovanym ¢i diagnostikovanym nadanym Zak(m). Takovym pfistupem mohou nejen
minimalizovat potencidlni sklony nadanych zakd ke konformité, ale dosahnou také Uspésné realizace
diferencovaného obohacujiciho kurikula ve skolni tFidé.
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Abstrakt: Spiritualita je v soucasnosti jednim z ¢asto diskutovanych
pojmu. SpiritudIni orientace se projevuje nejen v osobnim Zivoté,
ale i v oblasti profesni. To plati zejména u profesi pomahajicich,
v nichz sehrdva vzhledem k predmétu ¢innosti vyznamnou ulohu.
V navaznosti na tuto skutecnost jsou v praci predkladana sonda
do spirituality student( sociadlni pedagogiky a dalSich ¢tyf oboru
pomahajicich profesi. Vyzkumu se zucastnilo celkem 334 studentd.
Ke zjistovani miry spirituality u jednotlivych skupin byl pouZit
Dotaznik spiritudini orientace (Elkins a kol., 1988). Z vysledkd
vyzkumu vyplynulo, Ze mezi studenty jednotlivych obor( jsou
v mife spirituality znatelné rozdily, pficemz roli sehravaji rovnéz
sociodemografické Udaje, zejména pak pohlavi a subjektivné
hodnocena vira. Zajimavym zjisténim je predevsim to, Ze vyssi miru
spirituality ve zkoumaném vybérovém souboru vykazuji muzi.
Ze zkoumanych obor( vykazuji nejvyssi miru spirituality studenti
oboru psychologie.

Klicova slova: spiritualita, socidlni pedagogika, pomahajici profese,
Dotaznik spiritudlni orientace

Spirituality among Students of Social Pedagogy
and Other Fields

Abstract: Spirituality is currently one of the most frequently
discussed concepts. Spiritual orientation manifests itself in both
personal and professional life. This applies especially in helping
professions in which it plays an important role due to the nature of
their activities. Based on that, this work presents a probe into the
spirituality of students of social pedagogy and four other
disciplines from among helping professions. The research involved
a total of 334 students. To detect a degree of spirituality in
different groups, a Spiritual Orientation Inventory (Elkins et al.,
1988) was used. The research showed that among the students of
each course there are noticeable differences in the degree of
spirituality; sociodemographic data play a role, too, especially sex
and subjectively evaluated faith. An interesting finding is mainly
that a higher degree of spirituality in the investigated sample is
reported by men. Within the surveyed courses the highest degree
of spirituality was found in students of psychology.

Keywords: spirituality, social pedagogy, helping professions,
Spiritual Orientation Inventory
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1  Uvoda

Od pocdatku lidské existence byvaji pospolitosti a spole€nosti spojovany s kulturou. Lze fici,
Ze neexistuje spolecnost bez kultury a kultura bez spolec¢nosti. Podle Giddense (2013) je kazdd kultura
tvorena hodnotami, normami a hmotnymi statky, kdy pravé oblast hodnot je Uzce propojena s lidskou

vvvvv

presahujici jeho kazdodenni zkuSenost. Spiritualita sehravala, a i v sou¢asné pozdné moderni dobé
sehrava, v Zivotech lidi dllezitou ulohu, kterou neoslabil ani pozitivizmus pocatku 19. stoleti. Pravé
postmoderni perspektiva otevirajici lidem nové Zivotni alternativy vychazejici ze zpochybrovani
stavajicich paradigmat a argumentace védy obraci opét pozornost k lidské spiritualité. Ta si svou cestu
vydobyla diky oslabovani vlivu tradi¢nich naboZenstvi, coz vedlo k rozmachu fenoménu Spiritual But
Not Religiousss. Taktéz individualizace, respektive zosobnéni naboZenstvi, oteviela v 60. letech
20. stoleti nové zpUsoby chapani viry vedouci i k SirSimu pojimani spirituality. Spiritualita se nové stava
pojmem pro osobni individualizovanou a na cirkvi ¢i naboZenském spolecenstvi nezavislou viru,
viru ve vyssi aspekty Zivota, vyssi pravdu ¢i moc.

Témér ve stejné dobé, kdy dosahla svého rozmachu , spiritualita”, doslo na pracovnim trhu k nartdstu
skupiny tzv. pomahajicich profesi, které jsou dnes nepostradatelnou soucasti fady formalnich
organizaci vSech vyspélych spolecnosti. At jiZz k témto profesim fadime pedagogy, lékare, zdravotni
sestry, socialni pracovniky, psychology ¢i oSetfovatele, jedna se vidy o profese zamérené na praci
s lidmi a pro lidi, bez nichZ si dnes neumime predstavit fungovani kazdodenniho Zivota Zadné
spolecnosti. Soucasné je tfeba akcentovat vysoké naroky kladené na pracovniky v téchto profesich,
a to jak v oblasti odborné kvalifikace, tak i osobnostnich predpokladi spojenych s kyZzenymi moralnimi
vlastnostmi. Obecné uznavanym atributem pomahajicich profesi je jejich smysluplnost ¢asto pfinasejici
pocit uspokojeni samotnym vykonavatellim. Pravé se smyslem (viz napf. Frankl, 2016), ktery mQze
dodavat lidskému pocindni a potaimo celému Zivotu i vykondvand profese, rezonuje i spiritualita.
Toto jeji uzké napojeni na pomahajici profese reflektuje celd rada vyzkumnych 3Setfeni (viz napf.
Hirsbrunner, Loeffler, & Rompf, 2012; Bhagwan, 2010; Canda & Furman, 2010; Gilligan & Furness,
2006; Elkins, Lipari, & Kozora, 1999; Schafranske & Malony, 1985).

Spiritualitu obecné vymezujeme jako osobni duchovni presvédceni, které je nezdvislé na prislusnosti
k cirkvi ¢i ndboZenské spolecnosti (Vavra, 2015), pficemz VoijtiSek, Dusek a Motl (2012, s. 11) dodavaiji,
Ze se jedna o oznaceni pro individudlni, nezdvazny a na instituci nezavisly naboZensky zdjem.

Bhagwan (2010) povazuje spiritualitu za zdsadni hnaci silu pro vykon pomahajici profese a prvek ¢i jev
podporujici odolnost jednotlivce pfi praci s lidmi, respektive pro lidi. Jeji vyznam doklada ve svych
vyzkumech i Elkins, Lipari a Kozora (1999), ktefi se zaméfili na spiritualitu u americkych psychologt,
kdy z vysledkd vyzkumu vyplynulo, Ze 77 % z nich povaZuje spiritualitu za velmi dulleZity aspekt
vlastniho Zivota, pficemzZ 75 % véri v existenci vy$si moci a 43 % v osobniho Boha. Zajimavym bylo tézZ
zjisténi, Ze 55 % respondentl povaZzuje sebe samého za spiritudlniho, ne vSak ndboZensky zaloZeného.
Uvedené zjisténi potvrzuje vysokou miru zastoupeni duchovni orientace u pracovnik(i v pomahajicich
profesi (zde psychologll) a zaroven poukazuje na znacny vyskyt spirituality u osob pracujicich v danych
profesich.

Z dalsiho z vyzkum zabyvajicich se spirituaini orientaci pracovnikd v pomahajicich profesich vyplynulo,
Ze vice nez 70 % psychologli povazuje spiritualitu za dllezity prvek vlastniho Zivota i klinické praxe,
pricemz pouze 9 % je Cleny cirkve ¢i naboZenské spolecnosti (Shafranske & Malony, 1985).

42 Text vychazi z obhdjené bakalarské prace (viz Vavra, 2015).

43 Vyjadreni ,I’'m spiritual but not religious” ma své koreny v 60. letech minulého stoleti, pticemz v roce 2010
bylo oznaceno Zurnalistou CNN Blakem (2010) za v soucasnosti velmi popularni frazi, kterou lidé vyjadruji své
presvédéeni o nepotiebnosti organizované viry. MidZeme podotknout, Ze v soucasnosti existuje dokonce
skupina na socidlni siti Facebook nesouci nazev SBNR.org, kterd dle svého popisu sdruzuje jedince véfici
v existenci spirituality mimo hranice organizované viry. Uvedené doklada rovnéz Saucier a Skrzypirska (2006).
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Uvedené zavéry doklada i dalsi vyzkum, ve kterém autofi zjistili, Ze 74 % psychologli nepovazZuje
za primarni zdroj své spirituality organizované naboZenstvi, pfesnéji nabozenstvi tradi¢ni (Shafranske
& Gorsuch, 1984).

Vzhledem k vyznamné roli spirituality v pomahajicich profesich je pfekvapujici, Ze 79 % osob pracujicich
v dané sféfe nebylo nebo bylo jen v malé mife vzdélavdno prdvé ve spiritudlnich ¢i nabozenskych
otazkach (Sheridan, Bullis, Adcock, Berlin, & Miller, 1992). Uvedenou skutecnost dokladaji i dalsi
vyzkumna zjisténi (viz napf. Furman, Benson, Grimwood, & Canda, 2004; Canda & Furman, 2010).
Na strané druhé vsak mlZeme konstatovat, Ze oblasti spirituality v pomahajicich profesich je
v poslednim desetileti vénovana v odborné literatufe zvySena pozornost (viz napf. Seinfeld, 2012;
VoijtiSek a kol., 2012; Canda & Furman, 2010; Gale, Bolzan, & McRae-McMahon, 2007).

2 Teoreticka vychodiska

Pfi vymezovani spirituality vychazime v predkladaném textu z humanistického pristupu Elkinse,
jehoz cilem bylo popsat a definovat spiritualitu z nendbozenské perspektivy (1998, s. 33). Spiritualita
je vtomto pojeti definovana jako zplsob byti a zakousSeni transcendentdini dimenze, ktery je
charakterizovadn identifikovatelnymi postoji ve vztahu k sobé, druhym, pfirodé, Zivotu a vsemu, co Ize
povaZovat za konecné (Elkins, Hedstrom, Hughes, Leaf, & Saunders, 1988, s. 10).

Na zakladé vyse uvedené definice Elkins (1998) se svym vyzkumnym tymem sestavili Spiritual
Orientation Inventory (Dotaznik spiritudini orientace), ktery jsme pro ucely realizovaného vyzkumu
prevedli do ¢eského jazyka. Dotaznik sestava z deviti Skal, které jsou zdroven dimenzemi spirituality.
Jedna se o (1) Transcendentélni dimenzi, (2) Smysl a cil Zivota, (3) Zivotni poslani, (4) Posvatnost Zivota,
(5) Spiritudlni versus materialni hodnoty, (6) Altruismus, (7) Idealismus, (8) Uvédomovani si tragického
a (9) Vliv (ovoce) spirituality (Elkins, 1998; Elkins a kol., 1988; Ri¢an, 2007). Jednotlivé dimenze jsou pak
specifikovany:

(1) Transcendentdini dimenze vyjadfuje viru jednotlivce v Zivotni rozmér, ktery mize vychazet
z tradi¢niho ndbozenstvi i odlisnych konstruktl. Spiritudini osoba ve shodé s transcendentalni
dimenzi véri, Ze existuje ,néco vic,” nez je ndm pristupné smyslovymi organy, a ze vyvazeny
kontakt s timto ,,neviditelnym svétem” je ¢lovéku prospésny.

(2) Smysl a cil Zivota vede spiritualné zaloZené jedince k pochopeni vyznamu jejich Zivota
a existence. Spiritualni je v tomto smyslu ten, kdo wvyplnil vlastni existencidlni vakuum
smysluplnosti a odivodnénosti existence.

(3) Zivotni posldni tika, Ze spiritudlni jedinec vnima své Zivotni poslani, citi odpovédnost k Zivotu
a snazi se naplnit urcité cile ¢i vlastni osud.

(4) Posvdtnost Zivota je charakterizovana virou jedince v naplnénost byti posvatnym a zakousenim
pocitl Ucty, UZasu a udivu ve spojitosti s existenci. Takto orientované osobnosti nedéli Ziti
na sakralni a sekularni, jelikoZ jsou presvédcéeny o, vSeprostupujici pfitomnosti posvatného.

(5) Spiritudlini vs. materidlni hodnoty tikd, Ze spiritudlné ladény jedinec dokaze ocenit materidlni
hodnoty, jako jsou penize ¢i majetek, avSak neusiluje pomoci nich o maximalni uspokojeni
a nepouziva je jako ndhradu za nenaplnéné spiritudini potfeby. Takto orientovany jedinec
zaroven vnima, Ze nejvyssiho uspokojeni nemuze byt dosazeno pomoci hmotnych statkd.

(6) Altruismus vyjadfuje empaticky vztah ke druhym a pochopeni jejich bolesti a utrpeni. Jedinci
v souladu s touto dimenzi maji smysl pro socidlni spravedlnost a oplyvaji nezistnou laskou a Ciny.
Zaroven véri, ze kazdy z nds je soucasti celospolecenského ,kontinentu” humanity a zadny
jedinec tak neni opusténym ostrovem.
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(7) Idealismus vyjadfuje vizionarsky pohled ve zlepSeni svéta. Idealisté véci pozitivné vnimaji nejen
kvili jejich aktudlnimu stavu, ale i stavu budoucimu. Timto vymezeny spiritualni jedinec sméruje
k vyssim idedlim a k naplnéni pozitivnich potenciall Zivota.

(8) Uvédomovdni si tragického znamend povédomi jedince o tragickych skutecnostech lidské
existence, presnéji pak uvédomeéni si bolesti, utrpeni a smrti, které poskytuje spiritudlni osobé
existencialni vdznost. Pravé toto uvédomovani si tragického paradoxné zvysuje radost ze Zivota,
jeho ocenéni a hodnoceni.

(9) Vliv spirituality nebo té% ovoce spirituality (viz napf. Ri¢an, 2007) oznaduje za spiritudlniho
jedince toho, u néhoZz ma jeho vlastni spiritualni orientace vliv na Zivot a byti. Skutecna
spiritualita ma viditelny vliv na jedinclv vztah k sobé, druhym, pfirodé, Zivotu a vsemu,
co lze povaZovat za konecné.

Elkinsv  koncept spiritudlni orientace povazujeme navic vzhledem k jeho zaméreni
na tzv. nendbozZenskou spiritualitu za vhodny k uziti u ¢eské populace, ktera se jevi spiSe spiritudlné
orientovanou, nezli ndboZensky zalozenou (viz napf. Meezenbroek, Garssen, Van den Berg,
Van Dierendonck, Visser, & Schaufeli, 2012; Hamplovd, 2008).

3  Vyzkum spirituality u studentl pomahajicich profesi

Vzhledem ke skutec¢nosti, kdy povazujeme spiritualitu za jeden z vyznamnych faktort v oblasti vykonu
pomahajicich profesi, a to s prihlédnutim k pfedmétu jejich ¢innosti (prace s lidmi a pro lidi), bylo nasim
cilem prozkoumat miru spiritudlni orientace mezi studenty jednotlivych oborli pomahajicich profesi.
Konkrétné se jednalo o studenty socidlné pedagogickych, psychologickych a zdravotnickych
(nelékarskych) obord. Vedle celkové spirituality nds zajimaly vykazované miry v jednotlivych diléich
oblastech. Ve vyzkumu byly pfi posuzovdni miry spiritudlni orientace reflektovdny rovnéz
sociodemografické udaje, zejména pak pohlavi a subjektivné hodnocend vira. Vzhledem k rozsahu
studie prezentujeme v predloZzeném ¢lanku vybrané parcialni vysledky realizovaného vyzkumného
Setfeni, které povazujeme ve vztahu ke studentim pomahajicich profesi za nejzasadnéjsi. Soucasné
jsme si védomi limitd ndmi realizovaného vyzkumu, a to predevsim homogenity vybérového souboru,
ktery tvofili studenti dvou moravskych univerzit. Domnivame se vsak, Ze i presto nam mUze predlozeny
vyzkum podat jakysi uceleny obraz o studentskeé spiritualité.

Dalsim planovanym krokem je za vyuZiti stejného mérficiho nastroje zkoumat spiritudini orientaci
u pracovnikl danych pomahajicich profesi a jeji miru komparovat se ziskanymi daty od studentd.

3.1 Vyzkumny problém, cil vyzkumu a hypotézy

Vyzkumnym problémem se nam stalo postihnuti rozdilG ve spiritualité mezi studenty jednotlivych
oborti pomahajicich profesi, konktrétné mezi studenty oboru socidlni pedagogika, psychologie,
vSeobecnd sestra, porodni asistentka a zdravotné socialni pracovnik, a tim ziskani sondy o jejich
spiritualni orientaci.

Hlavnim cilem nasSeho vyzkumu bylo prozkoumat miru spiritudlni orientace mezi studenty
jednotlivych oborli pomahajicich profesi, respektive porovnat miru spiritualni orientace napfic
témito obory pfi zohlednéni vybranych sociodemografickych udajd (pohlavi, studovaného oboru
a subjektivné hodnocené viry).

V souladu s cilem a vyzkumnym problémem jsme formulovali nasledujici hypotézy:

H1: Mira spirituality u studentd jednotlivych oborli pomahajicich profesi se bude lisit v zavislosti
na studovaném oboru.
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H2: Mira spirituality u studentd jednotlivych oborli pomahajicich profesi se bude lisit v zavislosti
na praktikovani viry.

H3: Mira spirituality u studentd jednotlivych obor(i pomahajicich profesi se bude liSit v zavislosti
na pohlavi.

Shora uvedené hypotézy vychazeji z vyzkumnych zjisténi, kterd poukazuji na zasadni rozdily v mire
spirituality u muzd a Zen, kdy vyssi miry spirituality vykazuji Zeny (viz Muller & Dennis, 2007).
Dale pak ze zjiSténi, Ze praktikovani viry, respektive jeji nepraktikovani, se ukazuje byt nejvyznamnéjsi
proménnou v mite celkové spirituality daného jedince (viz Machd, 2015).

3.2 Metoda vyzkumu

Pro sbér dat jsme zvolili kvantitativni pfistup za vyuZiti techniky skupinové administrovaného
inventare/dotazniku cili kvantitativni dotaznikové Setfeni. Konkrétné jsme uZzili Dotaznik spiritudini
orientace (Spiritual orientation inventory), ve varianté tuzka-papir. Uvedeny dotaznik, respektive
inventar, sestava z 85 polozZek rozdélenych do deviti $kal (viz Teoreticka vychodiska). Jednotlivé polozky
jsou hodnoceny na sedmibodové stupnici s krajnimi hodnotami od silného nesouhlasu po silny souhlas.
Z uvedeného lze vyvozovat, Ze participant miZe ziskat od 85 do 595 bod, avsak konstrukce dotazniku
neumoznuje na zakladé ziskaného poctu bodi konkrétné urcit miru spirituality daného jedince, jelikoz
postrada populacni normy. Je tedy vhodny predevsim jako vyzkumny ndastroj porovnavajici miru
spirituality mezi vybranymi skupinami. Pfi statistickém zpracovani je moziné pracovat jak
s dil¢imi vysledky pro jednotlivé Skaly, tak s celkovym skére v Dotazniku spiritudini orientace.

Vzhledem ke skuteénosti, Zze uvedeny inventar postradal ¢eskou lokalizaci, byli vyzkumnici nuceni pred
samotnym zahdjenim vyzkumného Setfeni tento preloZitas (viz Vavra, 2015), k ¢emuz byla zvolena
metoda tzv. back-translation (Coolican, 2009), jakoZto jedna z nejpouzivanéjsich metod prekladu
vyzkumnych néstrojli (Chen & Boore, 2009).

Pro ovéreni nami uzité prekladové verze jsme pfi analyze dat podrobili testovani rovnéz vnitini
reliabilitu jednotlivych dimenzi. Vnitini reliabilita dimenzi se pohybovala v rozmezi a = 0,48 az 0,93.
Uvedené rozmezi je nizsi nez u originalni verze dotazniku, kde byly zjistény hodnoty a = 0,75 az 0,95
(Elkins a kol., 1988). Nizkou miru Cronbachova alfa vykazovaly zejména ty skaly dotazniku, které syti
nizsi mnozstvi jednotlivych poloZek, coZ je v souladu s obecnymi poznatky z oblasti metodologie
vyzkumu a tvorby dotaznikovych metod. Dobrou miru reliability, kdy a > 0,75 (Coolican, 2009)
vykazovalo 6 z 9 dimenzi dotazniku. Uvedené shrnuje nasledujici Tabulka 1.

Tabulka 1

Mira vnitrni reliability jednotlivych dimenzi ¢eské verze Dotazniku spiritudlni orientace
Dimenze / $kaly dotazniku Cronbachovo alfa Pocet poloZek dimenze / skaly
1 Transcendentalni dimenze 0,928 13
2 Smysl a cil Zivota 0,767 10
3 Zivotni poslani 0,802 9
4  Posvatnost Zivota 0,769 15
5 Spiritualni vs. materidlni hodnoty 0,768 6
6 Altruismus 0,483 7
7 ldealismus 0,700 10
8 Uvédomovani si tragického 0,566 5
9 Vliv/ Ovoce spirituality 0,932 10

44 K uvedenému byl ziskan souhlas autora, ktery rovnéz poskytl kli¢ pro hodnoceni jednotlivych odpovédi.
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3.3 Vyzkumny soubor

V souladu s cili prace a s ohledem na dostupnost jsme pro realizovany vyzkum zvolili studenty
Univerzity Palackého v Olomouci a Univerzity Tomase Bati ve Zliné. Na Univerzité Palackého
v Olomouci jsme oslovili studenty prvnich a trfetich rocnik( bakalafského stupné studia oboru
psychologie a na Univerzité Tomase Bati ve Zliné studenty prvnich a tretich roénik( bakalarského
stupné studia obor( socialni pedagogika, vSeobecna sestra, porodni asistentka a zdravotné socialni
pracovnik. Jednalo se tedy o zamérny vybér pres instituci (univerzitu). Ndsledné jsme v soucinnosti
s tamnimi vysokoskolskymi pracovniky realizovali sbér dat za wyuziti techniky skupinové
administrovaného dotazniku ve formé tuzka-papir. Touto metodou jsme ziskali celkem 356 dotaznikd,
z nichz 334 bylo na zakladé stanovenych kritérii postoupeno ke statistické analyze a dalSimu
zpracovani.

Ve vyzkumném souboru bylo celkem 334 studentd, pficemz jeho rozloZeni dle pohlavi odrazi pomér
mezi poctem studentek a studentll obor( pomahajicich profesi, kdy se jedna o znaéné feminizované
obory s nizkym zastoupenim studentl — muzl. Téch bylo ve vyzkumném souboru necelych 10 %.
Nejvice zastoupenym oborem byl ve vzorku obor vSeobecnd sestra, nejméné pak zdravotné socialni
pracovnik. V oblasti viry se nejvice participantl nachazelo v kategorii nevéfici, nejméné v kategorii
praktikujici véFici. Zastoupeni nevéficich a véricich (praktikujicich i nepraktikujicich) studentl v nasem
vzorku byl témér jedna ku jedné. Vék studentl se pohyboval v rozmezi od 19 do 24 let s primérem
20 let. SloZeni vyzkumného souboru dle zkoumanych sociodemografickych udajli shrnuje Tabulka 2.

Tabulka 2
SloZeni vyzkumného souboru dle pohlavi, studijniho oboru a subjektivné hodnocené viry
Sociodemograficky ukazatel Kategorie Pocet
Pohlavi Zena 304
Muz 30
Studijni obor VSeobecna sestra 95
Socialni pedagogika 89
Psychologie 66
Porodni asistentka 53
Zdravotné socialni pracovnik 31
Subjektivné hodnocena vira Nevéfici 183
Nepraktikujici véfici 98
Praktikujici véfici 53

3.4 Analyza a interpretace vysledki

Data ziskana dotaznikovym Setfenim jsme nejprve prevedli do tabulky v programu Excel (verze 2013)
tak, Ze jsme zaznamenavali odpovédi na jednotlivé polozky dotazniku, které jsme ndasledné rozdélili
do deviti kategorii dle jednotlivych dimenzi. Nasledné jsme vypocitali celkové skére pro jednotlivé
participanty. Pfi dalSim zpracovani dat jsme vyuzili program SPSS (verze 21), kdy jsme pfistoupili
k vyhodnocovani miry spirituality v zavislosti na studovaném oboru, pohlavi a subjektivné hodnocené
vite v kategorii praktikujici vérici, nepraktikujici vérici a nevéfici. Ke statistickému testovani jsme vyuzili
jednofaktorovou analyzu rozptylu (ANOVA), kterou jsme zjistovali rozdily v celkovém skére a nasledné
jsme aplikovali post-hoc testy pro detailni vhled do uvedené problematiky a hlubsi pochopeni
zkoumaného problému. Veskera data byla analyzovana na hladiné vyznamnosti a = 0,05.

V prvni fazi analyzy dat jsme se zaméfili na celkové skore Dotazniku spiritudlni orientace, které jsme
zkoumali za wvyuziti jednofaktorové analyzy rozptylu (ANOVA). Z uvedené analyzy vyplynulo,
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Ze na celkové skdre ma vliv jak pohlavi, tak studovany obor i subjektivné hodnocena vira
(viz Tabulka 3).

Tabulka 3

Vliv sociodemografickych charakteristik na celkovou miru spirituality
Efekt Wilksovo lambda F hodnota Signifikance
Pohlavi 0,933 2,548 <0,01
Studovany obor 0,610 4,675 < 0,001
Vira 0,691 7,139 < 0,001

Nasledujici Tabulka 4 shrnuje primérné skéry vyjadrené poctem bodUl v jednotlivych skupinach
¢lenénych dle zkoumanych sociodemografickych Gdaja (tj. pohlavi, studovany obor a subjektivné
hodnocena vira).

Tabulka 4
Prumeérné skory Dotazniku spiritudlini orientace podle vybranych sociodemografickych ukazatelii
. _ oy Pramér Interval spolehlivosti
Sociodemograficky ukazatel Primér celkem SD _95% +95 %
Pohlavi Zeny 371,713 382 578 4,118 363,612 379,813
Muzi 393,444 ! 10,369 373,046 413,842
Obor Zdravotné socidint 348,409 10,862 327,041 369,777
pracovnik
Vseobecna sestra 369,877 382 578 7,628 354,870 384,884
Socialni pedagogika 376,215 ! 7,577 361,308 391,122
Porodni asistentka 383,667 9,499 364,980 402,353
Psychologie 434,724 7,689 419,598 449,850
Vira Nevéfici 340,401 6,139 328,324 352,479
Vérici nepraktikujici 388,086 382,578 7,484 373,363 402,809
Veérici praktikujici 419,248 8,742 402,049 436,446

Z Tabulky 4 vyplyva, Ze celkové skéry jsou obecné vyssi pro muZe nez pro zeny, coz nekoresponduje
s obecné znamym faktem, Ze vys$si mira spirituality je zastoupena u Zen. Dvodem mohou byt specifika
oborl pomahajicich profesi, které si voli muzi, u kterych lze predpokladat vyssi miru orientace
na duchovni aspekty Zivota, potazmo vyssi miru spirituality nez u bézné muzské populace. Ze studentl
zkoumanych obor( se od ostatnich nejvyznamnéji odliSovali studenti oboru zdravotné socidlni
pracovnik a psychologie. Studenti oboru socidlni pedagogika zaujimali mezi ostatnimi obory stredni
pozici, pricemZ se nachazeli 6,363 bodl( pod celkovym primérem zkoumanych skupin, tedy pod
382,578 body. V kategoriich nevérici, nepraktikujici vérici a praktikujici véfici byl v souladu s nasim
predpokladem zjistény nejvyssi rozdil mezi kategoriemi nevéfici a dvéma zbylymi. Kategorie
nepraktikujici véFici se nachazela mezi dvéma predchozimi a bliZila se spiSe kategorii praktikujici véfici.
Tabulky 5 a 6 shrnuji rozdily mezi skupinami, konkrétné mezi studenty oboru socidlni pedagogika
a ostatnich oboru a skupinou nevéficich a véficich (praktikujicich i nepraktikujicich).

Tabulka 5
Rozdil mezi skupinou studenti socidlni pedagogiky a ostatnich obort

Interval spolehlivosti

Obor Signifikance SD 95 % +95%
Psychologie 0,001 8,7893 -83,427  -35,206
Vseobecna sestra 0,999 7,9819 -19,731 24,060

Socidlni pedagogika | < cistentka 0,999 93878  -28450 23,055

Zdravotné socidlni prac. 0,654 11,2841 -15,608 46,301
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Z Tabulky 5 vyplyva, Ze studenti oboru sociadlni pedagogika se statisticky vyznamné odlisuji pouze
od student( psychologie. Danou skute¢nost prokazal rovnéz Tukey-HSD test v ramci Post-hoc testu.

Tabulka 6
Rozdil mezi skupinou nevéricich a ostatnimi skupinami

Interval spolehlivosti

Vira Signifikance SD - 059 +95%
Neveici Nepraktikujici vérici <0,001 6,7728 -61,616  -29,723
Praktikujici vérici <0,001 8,4401 -88,540  -48,795

Ve druhé fazi analyzy dat jsme se detailnéji zaméfrili na skéry na jednotlivych dimenzich Dotazniku
spiritudini orientace v zavislosti na studovaném oboru. Primérné skoéry pro jednotlivé skupiny,
respektive obory, véetné smérodatnych odchylek a 95 % intervalu spolehlivosti uvddime v Tabulce 7.

Tabulka 7
Prumeérné skory na jednotlivych dimenzich Dotazniku spiritudini orientace podle studovaného oboru
. - o Interval
dD:)Taez:;Ifu/ Skaly Obor Pramér :Ltr;iir SD spolehlivosti
-95% +95%
1 Transcendentalni Socialni pedagogika 48,722 2,068 44,654 52,789
dimenze Psychologie 59,918 2,098 55,790 64,045
Vseobecna sestra 53,975 52,708 2,081 49,880 58,070
Porodni asistentka 57,150 2,592 52,051 62,249
Zdravotné socialni prac. 43,776 2,964 37,945 49,607
2 Smysl a cil Zivota Socialni pedagogika 49,626 1,088 47,487 51,766
Psychologie 55,334 1,104 53,163 57,505
Vseobecna sestra 46,269 49,023 1,095 44,115 48,423
Porodni asistentka 48,005 1,363 45,323 50,686
Zdravotné socidlni prac. 45,879 1,559 42,812 48,946
3 Zivotni poslani Socialni pedagogika 42,924 1,119 40,723 45,125
Psychologie 48,162 1,135 45,928 50,395
Vseobecna sestra 42,305 43,486 1,126 40,089 44,521
Porodni asistentka 42,927 1,402 40,167 45,686
Zdravotné socidlni prac. 41,113 1,604 37,958 44,268
4 Posvatnost Zivota Socialni pedagogika 69,962 1,495 67,0821 72,903
Psychologie 80,561 1,517 77,576 83,545
Vseobecna sestra 64,517 69,494 1,505 61,556 67,478
Porodni asistentka 68,756 1,874 65,070 72,443
Zdravotné socidlni prac. 63,674 2,143 59,458 67,890
5 Spiritualni vs. Socidlni pedagogika 25,432 0,831 23,797 27,067
materiadlni hodnoty  Psychologie 30,971 0,843 29,312 32,629
Vseobecna sestra 25,423 25,706 0,836 23,778 27,069
Porodni asistentka 25,214 1,042 23,165 27,263
Zdravotné socialni prac. 21,490 1,191 19,147 23,833
6 Altruismus Socidlni pedagogika 31,953 0,924 30,134 33,771
Psychologie 35,588 0,938 33,743 37,433
Vseobecna sestra 30,552 32,160 0,930 28,721 32,382
Porodni asistentka 31,810 1,159 29,531 34,089

Zdravotné socidlni prac. 30,896 1,325 28,290 33,502
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7 ldealismus Socidlni pedagogika 47,530 1,000 45,563 49,498
Psychologie 53,043 1,015 51,047 55,039

Vseobecna sestra 44,043 47,147 1,007 42,063 46,023

Porodni asistentka 45,139 1,254 42,673 47,605

Zdravotné socialni prac. 45,978 1,433 43,158 48,798

8 Uvédomovani si Socialni pedagogika 23,089 ,634 21,843 24,336
tragického Psychologie 26,888 ,643 25,623 28,153
Vseobecna sestra 22,395 23,289 ,638 21,141 23,650

Porodni asistentka 22,430 ,794 20,868 23,993

Zdravotné socialni prac. 21,643 ,908 19,856 23,430

9 Vliv / Ovoce Socialni pedagogika 36,977 1,648 33,735 40,218
spirituality Psychologie 44,261 1,672 40,972 47,550
VSeobecna sestra 40,397 39,566 1,659 37,134 43,660

Porodni asistentka 42,236 2,066 38,173 46,300

Zdravotné socidlni prac. 33,960 2,362 29,314 38,607

Z vyse uvedeného vyplyva, Ze studenti oboru socialni pedagogika zaujimali na jednotlivych dimenzich
mezi ostatnimi obory spiSe horni pozice, avsak z pohledu dosaZzenych primérnych skérd se jejich skory
pohybovaly v obou smérech kolem pridméru vSech sledovanych skupin. Pod primérem vsech skupin
se nachazeli celkem na 6 z 9 dimenzi, konkrétné na dimenzi Transcendentdlni dimenze (-3,986),
Zivotni posldni (-0,562), Spiritudlini vs. materidini hodnoty (-0,274), Altruismus (-0,207), Uvédomovdni
si tragického (-0,200) a Vliv / Ovoce spirituality (-2,590). Na zbylych dimenzich dosahovali studenti
oboru socialni pedagogika vyssich skor(, respektive se pohybovali nad prdmérem skért viech skupin.
Konkrétné se jednalo o dimenze Smys/ a cil Zivota (+0,604), Posvdtnost Zivota (+0,468) a Idealismus
(+0,384). Vzhledem k uvedenému faktu, kdy studenti ndami sledovaného oboru dosahovali na vétsiné
avsak z pohledu jejich celkového pomysiného umisténi mezi studenty obord pomahajicich profesi,
Ize konstatovat, Ze mira jejich spirituality je v porovnani se studenty zbylych oborl spiSe vyssi.
Jako nejvice spiritualni se ukazuje skupina studentll oboru psychologie, ktera se z hlediska priimérnych
skord i skéra celkovych nejvyznamnéji odlisuje od ostatnich skupin. Studenti oboru socidlni pedagogika
zaujimali za touto skupinou ,druhé misto” na celkem 6 z9 dimenzi Dotazniku spiritudIni orientace.
Uvedené rozdily mezi zkoumanymi skupinami ndazorné zobrazuje Obrazek 1.
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Obrdzek 1  Srovnani skorli na jednotlivych dimenzich dle studovaného oboruss

45 Pro jednotlivé dimenze uzivdme Ciselné oznaceni vychazejici z predchozich tabulek.
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Dale se mUZzeme zamyslet nad umisténim studentt sledovaného oboru socialni pedagogika z pohledu
potencidlnich maximalnich skér(i na jednotlivych dimenzich uZitého dotazniku. Uvedené shrnuje
Tabulka 8.

Tabulka 8
Rozdil maximdlnich a dosaZenych skoru studenti oboru socidlni pedagogika na jednotlivych dimenzich
Dimenze / ¥kaly dotazniku Pocet Maximaini — Dosazene o 4 e
polozek skory skory
1 Transcendentalni dimenze 13 91 49 42
2 Smysl a cil Zivota 10 70 50 20
3 Zivotni poslani 9 63 43 20
4 Posvatnost Zivota 15 105 70 35
5 Spiritudlni vs. materidlni hodnoty 6 42 25 17
6 Altruismus 7 49 32 17
7 Idealismus 10 70 48 22
8 Uvédomovani si tragického 5 35 23 12
9 Vliv/ Ovoce spirituality 10 70 37 33

Zhodnoceni platnosti hypotéz:

Na zakladé vyse uvedeného statistického zpracovani dat za pomoci jedno-faktorové analyzy rozptylu
(ANOVA) na hladiné vyznamnosti a = 0,05 Ize konstatovat nasledujici:

v

Hypotézu ¢. 1 (H1), kterd predpokladala rozdil v mite spirituality u studentd jednotlivych obord
pomahajicich profesi v zavislosti na studovaném oboru, pfijimame. Nejvyssich skérd dosahovali
studenti studijniho oboru psychologie.

v

Hypotézu ¢. 2 (H2), predpokladajici rozdil v mife spirituality u studentd jednotlivych obori
pomahaijicich profesiv zavislosti na praktikovani viry, rovnéz ptijimame, nebot se pfi analyze dat ukazal
rozdil mezi skupinami nevéficich, nepraktikujicich véficich a praktikujicich véricich. Nejvyssiho skére
v Dotazniku spiritudlni orientace dosahovala skupina praktikujicich véficich, ndasledovana
nepraktikujicimi véficimi a poté nevéficimi.

Hypotézu ¢. 3 (H3), kterad predpokladala rozdil v mife spirituality u studentd jednotlivych obord
pomahajicich profesi v zavislosti na pohlavi, také pfijimame. Analyza dat poukdzala na rozdil ve skérech
studentek (Zen) a student( (muzl), kdy vyssich skérd dosahovala skupina muzd.

4  Shrnuti vyzkumnych vysledkt

VysSe uvedené vysledky vyzkumu ukdzaly, Ze mezi jednotlivymi obory pomahajicich profesi je v mife
spirituality viditelny rozdil, pfi¢emzZz roli sehravaji rovnéz dalsi sociodemografické ukazatele —
predevsim pohlavi a subjektivné hodnocend vira délend do kategorii nevéfici, nepraktikujici véfici
a praktikujici véfici.

Za zajimavé povaZzujeme zejména zjiSténi, Ze v naSem Setfeni vykazovali vy3si miru spirituality,
tzn. dosahovali vyssich celkovych i dil¢ich skorl v Dotazniku spiritualni orientace, muzi. Tento fakt je
v rozporu s obecné znamymi predpoklady i vyzkumnymi zjisténimi, podle kterych prokazatelné vyssi
miru spiritualni orientace vykazuji Zeny (viz napf. Muller & Dennis, 2007). Zmirfiované pfikladame
specificité muzské populace volici si jako studijni obor nékterou z pomdahajicich profesi, coz muize
v celkovych vysledcich nasi studie sehrdvat zdsadni roli pravé smérem k vyssim skorlm spirituality.
Diskutovat by se dalo i o nevyrovnanosti skupin dle pohlavi, avSak tento pomér odrazi skutecny stav
v poctu studentek a studentll obor(i pomahajicich profesi, kdy si dané obory voli jako své studijni
objektivné vyssi pocet Zen, ve srovnani s mufzi.
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DalSim zjiSténim, na které bychom radi upozornili, jsou rozdily v mife spirituality u studentd
jednotlivych studijnich oborq, kdy se od ostatnich oborl nejvice odliSovali studenti oboru psychologie.
Jejich odlisnost si vysvétlujeme specifickymi pozadavky, které jsou kladeny jiz na zajemce o studium
tohoto oboru. Mluvime zejména o pozadavcich na predchozi kontakt s oborem, zadjem o praci s lidmi,
Gcast na prosocidlnich aktivitdch a dalsich, které jsou nasledné prohlubovany v pribéhu studia
a dopliovany o sebepoznavaci aktivity. Uvedené mulze byt zdrojem spiritudlni orientace,
co? koresponduje i se skute¢nosti, e studenti tohoto oboru skérovali nejvyse i na $kale Zivotni posldni
a Vliv / Ovoce spirituality (viz vyse), coz jejich spiritudlni orientaci podtrhuje. Studenti sledovaného
oboru socidlni pedagogika dosahovali celkové spiSe prlimérnych skér( spirituality,
pricemz od ostatnich oborl se vyznamné neodlisSovali, s vyjimkou zmiriovaného oboru psychologie.

V kategorii subjektivné hodnocené viry, kterou jsme pfi analyze dat ¢lenili na osoby nevéfici,
nepraktikujici vérici a praktikujici véfici, dosahovaly nejvyssich skor( dle predpokladd osoby vérici
nepraktikujici vérici zaujimala stfedni pozici s ¢astecnym priklonem ke kategorii praktikujici véfici.
Vysoké skéry praktikujicich véficich vysvétlujeme afiliaci k cirkvi ¢i ndboZenské spolecnosti spojené
s Ucasti na ritudlech, modlitbach, bohosluzbach i spole¢ensky orientovanych aktivitdch provozovanych
danou naboZenskou instituci ovliviujici spiritudlni dimenzi. Nizké skdéry nevéficich si naopak
vysvétlujeme sekularizaci jejich kazdodenniho Zivota a byti.

5 Zaveér

Na zakladé provedeného vyzkumu lze konstatovat, Ze studenti jednotlivych obor( pomahajicich profesi
se od sebe zdsadné odlisuji, pficemzZ nejvyssi miru spirituality mérenou Dotaznikem spiritudini
pracovnik. Studenti sledovaného oboru socidlni pedagogika dosahovali celkové spiSe primérnych
skord.

Z hlediska celkovych pramérnych skérd jednotlivych obord, zaujimali
studenti ndmi sledovaného oboru socidlni pedagogika mezi studenty
vybranych oborli pomahajicich profesi stfedni pozici v mife mezi studenty
spirituality (376,215), pficemz se vSak nachdazeli pod celkovym
pramérem vSech skupin (382,578). V porovndni s nimi vyrazné

vy$dich skérd dosahovali  studenti psychologie (434,724), pricemz roli sehrava
kdy specificnost daného oboru reflektujeme vyse, a vyrazné nizsich
skorll budouci zdravotné socialni pracovnici (348,409). Z pohledu
skérll na jednotlivych dimenzich pak studenti oboru socidlni 4 subjektivné
pedagogika zaujimali ve srovndni se studenty zbylych obor( spise
vyssi postaveni, kdy se na 6 zcelkem 9 dimenzich nachazeli na
pomysiném druhém misté za studenty oboru psychologie. Jejich dilci
skory se pohybovaly v obou smérech kolem priiméru vsech skupin.

V mife spirituality je

viditelny rozdil,

predevsim pohlavi

hodnocena vira.

Miru spirituality danych studentli modifikuji rovnéz sledované sociodemografické charakteristiky,
zejména pak pohlavi a subjektivné hodnocena vira. Vyssich skor( spirituality dosahovali v nami
zkoumané souboru studenti — muzZi. Uvedené vSak mizZe souviset s charakteristikami vybérového
souboru, ve kterém prevazuji Zeny nad muzi. To vSak souvisi s faktem, Ze pomahajici profese jsou
znacné feminizovanou skupinou oborU. V oblasti viry dosahovali nejvyssich skéru ti studenti, ktefi sami
sebe oznacili za véfFici, at jiz praktikujici ¢i nepraktikujici, coz nepovazujeme za prekvapivé.

Vzhledem k vysledkim realizovaného vyzkumu se miZeme zavérem zamyslet nad jejich pfinosem
pro oblast vzdélavani studentl pomahajicich profesi, mezi které fadime i studenty socidlni pedagogiky,
v oblastech spirituality a jeji reflexi v nasledné praxi, nebot se dlouhodobé ukazuje, Ze zdrava a bohata
spiritualita je pro vykon pomahajicich profesi Zadouci hodnotou (Carfagna, 1990). Kraus a Polackova
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(2001, s. 12) zastavaiji Sirsi pojeti socialni pedagogiky, podle kterého se tato disciplina zaméruje nejen
na problémy patologického charakteru, margindlnich skupin, ¢dsti populace ohroZenych ve svém
rozvoji a potenciondlné deviantné jednajicich, ale predevsim na celou populaci ve smyslu vytvdreni
souladu mezi potiebami jedince a spolecnosti, na utvdreni optimdlniho zplsobu Zivota v dané
spolecnosti. Pravé pfi podpore souladu mezi potfebami jedince a spolecnosti sméfujiciho k utvareni
optimalniho zplsobu Zivota dané society sehrava spiritualita své neopomenutelné misto, nebot se
stava uréitym nastrojem reglementujicim chod spolec¢nosti, véetné formovani urcitych imperativ
moralni povahy. Prostupuje tak profesni, ale predevsim osobni Zivoty vSech lidi. Podpora jejiho rozvoje
nejen u studentl sociadlni pedagogiky, ale obecné u vsech studentl pomahajicich profesi, v rdmci jejich
kvalifikacni pfipravy se stava podle autorl vice nez zadouci, nebot tito svymi pFistupy a intervencemi
ovliviiuji Zivoty ostatnich ¢lenll spolecnosti. Podle Krause (2008, s. 49) lze v obecné roviné povaZovat
za predmét socialni pedagogiky aspekty vychovy a vyvoje osobnosti, na kterou lze puUsobit
i prostfednictvim podpory rozvoje jednotlivych sloZek spiritudlni orientace. Tuto mlzZeme rozvijet
pravé prostrednictvim pracovnik(i pomahajicich profesi, tzn. i socidlnich pedagogl, ktefi vykazuji
v porovnani s jinymi profesemi vyssi miru jejiho rozvoje a jsou zaméreni na praci s lidmi a pro lidi.
V souladu se Surzykiewicz (2015) Ize rovnéZz konstatovat, Ze spiritualita je soucasti individudlnich
potfeb (napf. zdravi, moralky ¢i volby povolani) na zakladé nichZ je utvarena teorie i zplsoby profesni
interakce v ramci socidlni pedagogiky a socialni prace.

V souvislosti s vySe uvedenym se domnivame, Ze by bylo zajimavé porovnat miru spiritudini orientace
studentl pomahajicich profesi se studenty ostatnich obor(i, napf. technickych, ekonomickych
nebo i pravnickych. Na zakladé téchto zjisténi bychom mohli nasledné potvrdit ¢i vyvratit zavéry o vyssi
mife spiritualni orientace studentl pomahajicich profesi.
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Social Education: Educational Activity
and a Social Profession

Sabino de Juan Lopez

1 Introduction: The Social Education context

Social Education (Social Educator) is the name used in Spain for the designation of educational activity
in a non-formal contexts; an equivalent name is used in other European countries — “Social Pedagogy”
(Social pedagogue), “Social Work” (Social worker) and “Special Education” (Specialist Teacher).

1.1 Social intervention perspective

The scope of action of social educators is very diverse and complex due to a great variety of concepts;
we refer to the definitions of two associations trying to reflect the most important aspects.

The International Association of Social Educators (AIEJI) defines it by referring to the social educator:

By social educator we understand a person who, after specific training, promotes personal
development, social maturity and the autonomy of young people, disabled adults or the
maladjusted (or in danger of becoming so) through pedagogical, psychological and social skills
and methods. The social educator shares with such persons different and spontaneous
situations which are caused from everyday life either within residential institutions or services,
either in the natural environment of life through continuous and joint action with the person
and the environment (Cervera, 1988).

The Professional Association of Educators and Social Educators of Castilla la Mancha (Asociacién
Profesional de Educadores Sociales de Castilla, 2017), autonomy of the Spanish State defines it in the
following way.

Social Education is a right of citizenship which is centered in the recognition of a profession of
pedagogical character, generating educational contexts and mediating and formative actions in
the scope of the competence of the Social Educator to make possible.

- The incorporation of the subjects of education to the diversity of social networks, both
regarding the development of sociability and the possibilities of social movement;

- Cultural and social promotion, understood as openness to new acquisition possibilities that
expand the cultural, labor and educational prospects of leisure and social participation.

1.2 Institutional perspective

At a European level, we can observe three levels of professionalism, recognition, regulation and
specialization. The Social Education in Spain has the first level, the recognition. The Social Education
acquired university status in 1991 by establishing the title of Social Education via Royal Decree
1420/1921; it also traces the professional profile already established in a previous law as “educator in
the fields of non-formal education, adult education (including the elderly), social inclusion of
handicapped or disabled people, as well as socio-educational action” (Ley 2/1974, 2017).
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This legal recognition has been added to an academic process. In a Congress in Madrid 1998, it
highlighted the importance of creating a degree in Social Education. The University of Barcelona was
the first to give this title as its own from the academic year 2001-2001. After the implementation of
the European space of higher education, the degree is taught in nearly all Spanish universities, with
the same academic structure required for other professions with the same duration (four years) and
the culmination of the same academic title, the title of degree in Social Education.

Undoubtedly, an important factor in achieving this institutionalization it has been the function played
by the various associations. In the 1980s, various associations of social educators in the different
regions have been raised. Independent of the different activities, they have a common purpose, such
as promoting meetings and the exchange of experiences and practices of the profession to promote
the dissemination and legal recognition as an activity of a professional nature. In 1989, the first
coordinator of associations of Social Educators was organized; in 1992 the Federation of Professional
Associations of Social Educators is formed; in 2000 the State Association of Social Education, unifying
all public schools and statewide organizations was created to create a legal, organizational and
coordination framework covering the various associations. Currently, these associations have been
transformed into official Colleges of Social Education, an association of professional character.

2 Field of professional activity

Nowadays, there are four important areas of activity of social educators: adult education, non-formal
education, integration of people with disabilities or special educational needs and socio-educational
action. Each of these areas has gradually been defined.

2.1 Adults education

Just as everywhere, in Spain, the changes that have taken place as training activities have developed
in order to adapt the work to the new circumstances. Changes in production systems have forced
people to acquire new professional development. The most significant were produced in the 1960s,
which meant increased demand for the educational qualification of citizens and workers; this led to
the creation of new types of institutions as education centers open and home distance courses that
allowed the combination of work and training, family and work commitments.

Thus, it has been shaping the field of education of adults with two aspects, academic and professional.
Adult education today is one of the most dynamic fields of social education.

2.2 No formal education

Activities of non-formal education have always developed, but sometimes it has not been clearly
differentiated from secondary socialization mechanisms: for example, professional training whose
inclusion in the educational process did not prevent the opening of new training courses attended by
non-formal educational channels, as is the case in occupational training of the growth process.

2.3 People with specific educational needs integration

Athird areais related to a category of non-adapted people, or who have with special educational needs
and are at risk of marginalization or social exclusion. Over time, the focus categories of people, its
characterization and its name have changed.

Another focus of attention has been those people in situations of marginalization for economic
reasons. In the not too distant past, the poor, beggars and vagrants were considered marginalized;
afterwards, unemployed people were excluded from the production system. Nowadays, it includes all
those who do not enjoy family or labor protection, but who are still covered by social assistance. The
degree of exclusion and marginalization varies within each type of group and society.
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2.4 Socio/educational Action

Examples of socio-educational actions would be for example, those carried out within cultural,
ideological, religious or political groups.

Socio-cultural performances are registered in this area, too. It is a participatory model of social and
cultural action that tries to generate the interaction and activation of the social environment in which
it develops. It is defined as a process of socio-educational intervention in a territorially
delimited community which intends its members to become active subjects of their own
transformation and their environment in order to substantially improve their quality of life
(Ucar, 1992).

3 Conclusion: Some challenges

3.1 Designation

A first challenge relates to the name or designation of the profession: Social Educator or Social
Pedagogue? Social Education or Social Pedagogy?

In Europe, they both designations are used; in the countries of Latin tradition (Spain, Portugal, France,
Italy, Luxembourg) Social Educator is used. In the countries of Central Europe and Nordic countries
(Denmark, Estonia, Finland, Hungry, Slovenia, Lithuania, the Netherlands), on the contrary, Social
Pedagogue is used.

In reference to the term “social,” this appears in the majority of cases; the denomination “specialty”
is used in French-speaking countries in order to differentiate the teacher or educator in formal
contexts.

The differences in naming indicate a fragmentation in understanding of the professional practice. It
would require a consensus on the designation since it would enable the mobility of professionals within
the European Union, both academic and professional.

3.2 Academic professional training
We are referring to the type of training received by those who aspire to the exercise of the profession.

As it has been noted before, in Spain, the requirement of full university training for social educators
did not exist until the implementation of the European Space for Higher Education in about 2010;
before, the training was for three years, corresponding to the first university cycle without reaching
the category of degree and required for the technical professionals in other areas such as health,
architecture and telecommunications. It was tried to train “experts,” professionals with practical skills
for the resolution of specific cases, with competence for intervention in certain areas, but not for
diagnosis. The social educator, as technical, turned out to be more of semi-professional than
professional.

With the implementation of European Higher Education Space, the differences in training and
qualifications in relation to other professions have disappeared; it requires the same duration and
same the title of degree as in other degrees. Nevertheless, there is still an ambiguity in the professional
category. In Spain, the Social Education degree is included within the area of education, such as Basic
or Childhood, whose activity is limited to intervention. Consideration of Social Education in the
scientific area involves the scientific training of educational, social and psychological areas that make
possible not only intervention but also the diagnosis, thus overcoming the limitations imposed by a
purely technical training.
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3.3 Professional level consolidation

In Europe, there are three categories or levels of professionalism: category A, level 1, as a regulated
profession; B, level 2, as a recognized profession; C, level 3, as a specialized profession. As a regulated
profession, it figures in the list of professions for which it is required to have a university degree, have
passed a special examination or be enrolled in a professional association; it further requires a
competent authority and laws regulating their exercise. As a recognized profession, it also figures in
the corresponding list, with the recognition by the competent authority; it requires some features of
level 1 (professional title, examinations or tests for access to it), but this regulation does not affect
exercise. As a specialized profession, the professional is trained to act in a very specific area, p. and. in
cases of disability. Level 2 level incomplete professional; Level 1 is the full level of professionalism as
required by level 1; Level 3 may represent a complement to the professionalization but alone may not
guarantee a professional status as there are states in which although there is specific training, it is not
recognized as a specific profession as in the case of the training received to work in areas of wealth or
education.

Social Education, in the vast majority of countries (among which is Spain), is included in category B and
is a recognized profession but unregulated; as a specialized profession, it is located in four countries,
including the Czech Republic. Not belonging to level A (professional, not only recognized but regulated)
gives an incomplete character with the corresponding consequences for professional practice.

The economic crisis in Spain, which is progressively is being overcome, has already been a proof of the
failure of the professionalism level value derived from the mere recognition of Social Education. We
have referred to the workspaces of professional social education, non-formal education, adult
education (including with the elderly) and social inclusion of misfits and disabled — as well as the socio-
educational action. The crisis has had a particular impact on education in general and particularly in
non-formal education, which has meant the disappearance of jobs for a large number of professionals;
the result has also been the decline of this degree with students in the faculties of education. The mere
recognition of the profession does not guarantee its survival; new strategies to consolidate have to be
looked for. Recognition is the first step for setting Social Education; regulation and specialization
contribute to a social institutionalization, empowering its value to solve social problems and needs.
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OXU iy Monografie autort Cerika, Smolika a Vykoukalové se zabyva tématem
}g < ¢i tématikou interkulturni psychologie, jejiz aktudlnost ve vztahu
/olgy k soucasnym globalnim a celospolecenskym jeviim je pomérné vysoka.
INTERKULTURNI % V dobé migracnich vin je nutné studium a disputace nad rozmanitosti
N
OF

< GIRADA

PSYCHOLOGIE lidskych kultur, jejich prolinanim, ovliviiovanim, ale také nad
pfipadnymi negativnimi dasledky. Nutno pfedznamenat,
Ze interkulturni psychologie, resp. predmét jejiho studia, je krucidlnim
pro diplomacii a mezindrodni vztahy, kde nepochopeni, ale i pochopeni
druhého muze vést k zavainym globalnim &i regionalnim dlsledkdm.
Kniha osvétluje nékteré zakladni pojmy z psychologie, interkulturni
psychologie, sociologie, politologie, etnologie, socidlni antropologie
a cCastecné také religionistiky. Vychazi zryze interdisciplindrniho
pristupu k problematice kultur, jejich vzajemnych vztahd a zejména
mechanism( a procesl v psychice jednotlivce ve vnimani sebe sama
a druhych. Kniha obsahuje rovnéz Segallovy hypotézy o vztahu
prostiedi a vnimani, kontroverzni rozdily IQ mezi rasami a politicko-socialni konstrukty soucasnosti,
jako je politicka korektnost a jeji dusledky ¢i postmoderni pojmy jako xenofobie, islamofobie apod.

VYBRANE KAPITOLY

terkulturni

Ve vztahu k socidlni pedagogice, jako primarné interdisciplindrniho oboru, ktery ma svoji oporu
v soucasnych potrebach a proménach spolecnosti, je dlleZité se zamérit na problematiku edukace
ve vztahu k jinym kulturam, jejich akulturaénimu procesu (zejména integraci a inkluzi) a pfipadné
diskrepance v rozdilnostech psychickych procest zastupcl jednotlivych kultur.

Publikace se skladd z mnoha prehlednych kapitol a podkapitol, kde autofi srozumitelné a ctivé
za pomoci schémat, tabulek a obrazkd podavaji ¢tenafi knihy uceleny prehled o zakladnich pfistupech,
smérech a teoriich Uzce propojenych s predmétem interkulturni psychologie. Autofi vychazeli
z hodnotové i oborové rozmanitych textl pfi zachovani deskriptivniho pfistupu s dialektickym
presahem a jasné vymezené metodologie. Vyufziti filozofické literatury a hesel s hypotetickymi teoriemi
a pristupy (napf. hesla nékterych kapitol) tuto knihu obohacuji o vize nékterych renomovanych,
ale i kontroverznich autord ilustrujicich rGznd myslenkova schémata tykajici se auto
a heterostereotyp(l. Pro socialni pedagogiku, resp. pro studenty tohoto oboru a pro socialni pedagogy,
jez pracuji s etnickymi mensinami, je vhodny zejména zakladni slovnik pojmu, interkulturni specifika,
projevy emoci a neologismy majici zaklad v konfliktech kultur. MoZno fFici, Ze kniha ma osvétovy
charakter a je urcena Sirokému spektru odbornik(, ktefi se dostavaji do styku s problematikou sttetu
»jinakosti“ kulturnich skupin a vlbec vSech, ktefi maji zajem na dalSim studiu mezilidskych vztah(
v kulturné a etnicky diverzifikovaném svété.

V monografii je rovnéZ vénovan skromny prostor tzv. kulturni konvergenci a divergenci, tj. sblizovani
a oddalovani jednotlivych kultur (jejich hodnot, predstav, obycejl apod.). V souvislosti s dneskem —
minime tim dobu, kdy se obligatorné zabyvame problematikou migrace z jinych kulturnich okruht
v ramci Evropy — je nutné pfipomenout definovani kultury, stfetu a konfliktu kultur a mire jejich
rozdilnosti. Nékterymi politickymi aktivisty je pfipomindna napf. domnélad a zaroven sporna analogie
emigrace Ceskych ob¢anl do zapadnich statl v obdobi realné socialistického rezimu k emigraci lidi
z alogennich a kulturné zcela odlisnych okruh. Potfeba diskuze ohledné srovnavani téchto dvou zcela
odlisnych socio-kulturné-geografickych jevl je podminkou pro harmonizaci relativné nesmifitelnych
taborld odpdrcli imigrace a jejich zastancl. Z pohledu interkulturni psychologie, ale i socialni
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pedagogiky je blizkost jednotlivych evropskych kultur mnohem tésnéjsi, a to z mnoha snadno
prokazatelnych dlvodu. Autofi proto spravné poznamenavaji, Ze napf. masové sdélovaci prostiedky
vytvari nepresny obraz ,toho druhého,” coz Cini v praktickém stfetu kultur prostor pro animozity.
S tim pfimo souvisi podkapitola o multikulturalismu, kde autofi kratce, avsak prehledné popisuji formy
multikulturalismu, vize, kritiky a selhani z pohledu politickych ¢i jinak vefejné cinnych aktér(.
Za pfinosné lze povazovat zminku o Slavoji Zizekovi, ktery je z kulturné relativistickych pozic
presvédcen o spravnosti multikulturalismu, ale zdrovern o nedostatcich vjeho apologetice,
jejichz nasledky muiZeme napf. pozorovat u eskalace rasistickych lidovych hnuti ¢ stran.
Multikulturalismus a jeho smérovani, které je pfimo spojeno s nejvyssi politikou, je Uhelnym kamenem
pro dalsi vyvoj socialni pedagogiky a zejména té jeji casti, ktera operuje se socialni patologii
a jejimi kategoriemi.

V kapitole o interkulturnich rozdilech ve vnimani jsou vysvétleny zdkladni procesy ¢iti a vnimani
s pfihlédnutim k prostredi jako determinantu téchto procesq, tzn., Ze vZidy je nutné prihlizet k faktu,
Ze lidé zjinych civilizacnich okruhl mohou interpretovat rGizné oblasti socialni interakce odlisSné.
To mUze mit rlizné nasledky v podobé vzajemného nepochopeni a vyusténi v konflikt. Za zajimavé nebo
prfinejmensim zamyslenihodné lze uvést Segallovy hypotézy o odliSnosti ve vnimani prostoru,
napr. uhll. Z4stava vsak otazkou, ve které oblasti lze tyto hypotézy prakticky uplatnit? Lze si predstavit,
Ze mohou byt uZitecné napf. pro nadnarodni vyrobni spole¢nosti s globalnim vyznamem, v nichZ je
dominantni tzv. technické mysleni.

Autofi v ¢asti publikace s nazvem ,Interkulturni specifika v mysleni a inteligenci” ponékud nekriticky
pracuji s uZitim vyraz@ patficich do jiného slohového Utvaru (napt. na str. 155 —,,Cesky $kolsky systém
je posedly testovanim“) nebo se uchyluji k nevédeckym definitivdm (str. 155 — ,Prislusnici romské
mensiny jsou soustavné diskriminovani vzhledem k pfistupu ke vzdélani, a to i na zakladé jejich vykonl
v testech inteligence”). Na druhou stranu je nutné uznat, Ze tyto nedostatky jsou vyvdzieny
napf. uvedenim teorii inteligence a Lynnova vyzkumu 1Q ve svété se zdlraznénim nedostatkd tohoto
typu testovani.

V soucasnosti, ale i v minulosti byly velice oblibené anekdoty o rozdilnostech v afektivité, zejména
v jejich projevech u jinych kultur a etnik. Toto populdrni téma je autory uchopeno zcela seriézné.
Autofi uvadi dvé zakladni hypotézy: emoce jsou univerzalni, nebo jsou kulturné podminéné.
Vliv prostiedi na vyvoj emoci a jejich projevy je patrny. Za zajimavou nejen z pohledu emoci, ale vibec
celkové schopnosti vnimat realitu mZeme povaZovat autory uvedenou Sapir-Whorfovu hypotézu,
ktera tvrdi, Ze jazyk je jakymsi programem pro utvareni myslenek a emoci, resp. Ze od jazyka se odviji
vSe ostatni — zejména mysleni, a tedy i celd komunikace, v naSem pfipadé jeji interkulturni &ast.
Jazyk mUze mit dle této hypotézy za nasledek i zcela jiné vnimani ¢asu, ¢imz mize vést ke zcela
odliSnym Zivotnim strategiim, napf. v uspokojovani potreb.

Pro interkulturni komunikaci, kterd je predmétem studia socidlni pedagogiky a pracovnim
instrumentem nékterych socialnich pracovnikll a pedagogl zabyvajicich se edukaci, integraci a inkluzi
lidi zjinych kulturnich okruhd, mlze byt uZite¢na rovnéz osma kapitola pojedndvajici o identitach
a konfliktech z pohledu interkulturni psychologie. Autofi v této kapitole jinak dale béznym zplsobem
definuji a tfidi pojmy jako predsudky, stereotypy, xenofobie, rasismus, antisemitismus, afirmativni akci,
politickou korektnost atd.

Za nadbytecné vzhledem k ambicim autorll, aby monografie odpovidala na otazky dneska, povazuiji
uvedeni podkapitol o eugenice a antisemitismu. Tyto terminy se hodi spiSe do historie ¢i do vyzkumu
dnes zcela marginalnich socidlné patologickych jevi. Na druhou stranu v podkapitole o xenofobii
absentuje uvedeni jejich etiketizacnich dlsledk(l. Medializace, presnéji medialni deformace vede
k ostrakizaci, marginalizaci a nékdy i kriminalizaci jedincq, ktefi se zdanlivé mohou projevovat jako
xenofobové. Kritika interkulturniho optimismu nebo multikulturalismu casto vede k takovémuto
dehonestujicimu jednani. Totéz se tyka rasismu a islamofobie. Jedna se o spfiznéné pojmy, které maji
oznacovat negativné deviantni chovani, rovnéz se vSak ve verejném prostoru stavaji ndstrojem
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pro diskvalifikaci oponenta. Vzhledem k tomu, Ze je v knize islamofobie definovana jako marginalni jev,
je nutné podotknout, Ze jeji narlist béhem r. 2016 byl exponencialni. Pro iracionalni strach z islamu
a MuslimG se jako Zadouci jevi i termin prevzaty z némciny — islamoalarmismus. Lépe vystihuje
dobovou i prostorovou podminénost a dynamiku tohoto jevu.

Soucdsti knihy jsou i hesla vuavodech jednotlivych kapitol. Autofi cituji i britského filozofa
Rogera Scrutona. Ke Skodé publikace vsak chybi Scrutonem definovany pojem oikofobie, ktery velice
Uzce souvisi xenocentrismem letmo zminénym na strané 205. Pro lepSi konceptualizaci nekritického
kosmopolitismu a odporu ke vdemu divérné zndmému a mistnimu, se jevi pravé Scruton jako vhodny
autor k dalSimu rozpracovani.

Za pfinosné lze povazovat predstaveni soudobych a vice latentnich forem rasismu a diskriminace
na zdakladé barvy pleti, politické korektnosti jako napravnému a autocenzurnimu instrumentu,
ktery je dle nékterych hypotéz postmoderni ideologii, a¢ to tvirci této doktriny popiraji.

Monografie Interkulturni psychologie je knihou, ktera vychazi z mnoha védeckych obord, jak jeji autofi
deklaruji. Jisté by si zaslouzila vétsi rozsah a rozpracovani nékterych kapitol a témat. Svét pocatku
21. stoleti je mistem ve znameni velkych zmén na globalni drovni. Co platilo véera, nemusi platit dnes.
Geopolitické, etnografické a kulturni zmény jsou pro tuto dobu signifikantni. Pfispéni k pochopeni
druhych je zasluzny ¢in. Harmonizace vztah( mezi kulturami a snaha o porozuméni a kulturni harmonii
je velkou vyzvou pro nasi dobu. Proto si dovoluji chdpat tuto knihu jako pomocnika pfi tvorbé
racionalniho a tolerantniho prostredi.

Michal Sev¢ik

Helianthus — Institut pro kulturu a vzdéldvani, z. s., Brno
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Recenze

Vavrova, S., Hrbackova, K., & Hladik, J. (2015). Porozuméni procesu autoregulace
u déti a mladistvych v instituciondlni péci. Zlin: Univerzita Tomase Bati ve Zliné.

Od pocatku své existence prosla Ustavni péce o déti a mladistvé
rdznymi vyvojovymi stadii. Porozuméni procesu autoregulace u déti
a mladistvych v institucionalni péci je (i) nyni vysoce aktudlnim
tématem v kontextu transformacnich aktivit péce o ohroZené déti
a mladistvé, které byly a jsou ovliviovany myslenkou
deinstitucionalizace (pfipomernime napt. Ndrodni strategii ochrany
prav déti). Filozofie transformace aktivit péfe o ohrozené déti
a mladistvé pfitom vychazi z predpokladu, Ze , nejlepsim socidlnim
prostfedim pro Zivot ditéte je rodina” (str. 21), coz navazuje, stejné
jako recenzovand publikace na dnes jiz tradicni vyzkumy psychické
deprivace Matéjcka a Langmeiera (2011), ktefi jako jedni z prvnich
obratili sv(j zajem k situaci déti Zijicich mimo rodinné prostredi.

Cilem této recenze je odpovédét si na otazku, jaké poznatky kniha
pfindsi pro praxi pomahajicich profesi pracujicich s détmi
a mladistvymi v instituciondlni péci? Samotnd publikace si klade za cil ,odkryt mechanismy
autoregulace, identifikovat jeji deficientni oblasti a zjistit souvislost jejiho rozvoje v ndvaznosti
na socidlni prostredi, ve kterém jedinec vyrista“ (str. 8).

V prvé radé lze uvést, ze publikace poskytuje integrujici pohled na proces autoregulace, kdy na néj
pohlizi skrze optiku psychologie, pedagogiky a sociologie. V jednotlivych pasazich tak propojuje proces
autoregulace s psychologickymi teoriemi, jako je Bowlbyho teorie attachmentu (Bowlby, 1969)
Ci teorie vyvoje (Erikson, 2015), stejné jako s pedagogickymi koncepty jako napf. ,the goal theories”
(viz napf. Mares, Man, & ProkeSovd, 1996). Diky témto propojenim, odkaziim na zahraniéni praxi
institucionalni péce realizované ve Velké Britanii a vztahovanim se k na dalsim vyzkum{m realizovanym
v Ceském prostiedi (viz napf. Vdvrova & Kroutilovd Novakova, 2015) ziskava i na prvni pohled
deskriptivni prvni kapitola popisujici Institucionalni péci o déti a mladistvé v Ceské republice analyticky
kontext. Jediné, co by v Uvodni kapitole mohlo do problematiky ne zcela zasvécenému ¢tendfi chybét,
je popis presnych podminek a reZimu pobytu déti a mladistvych v institucionalni péci, které by mohlo
pomoci zasadit ndasledujici vyklad pojednavajici o autoregulaci do uzsiho kontextu podminek
konkrétnich zafizeni.

Druha kapitola je vénovdna samotné autoregulaci a jejimu teoretickému ukotveni. Kapitola zdafile
propojuje a ukotvuje autoregulaci skrze systémové a integrujici pojeti, do néhoz zahrnuje teorie,
jako je napf. self-efficacy (Bandura, 1997). Drobny nedostatek Ize ale spatfovat v tom, Ze se v rdmci
popisu procesu autoregulace autofi zaméruji jen na vyvoj socidlni, emociondlni a kognitivnich funkci,
pficemz opomijeji vyvoj somaticky a motoricky, ktery je obzvlasté v détském véku velmi dulezity
a mUZe se do néj promitat (napf. skrze psychosomatiku; ¢i zmény v somatickém rdstu viz napr. Ptacek,
Kuzelovd, & Celedovd, 2011) mnoho z psychického déni. Popisované zaméieni odborného zajmu
autord se ale zda byt védomé a je v knize reflektovano.

V rdmci druhé kapitoly se mi jevi za obzvlasté prinosné vyuzZiti vyvojového kontextu pro zpracovani
pojednani o autoregulaci a zpracovani kapitoly o selhdvani autoregulace. Kapitola o selhavani
autoregulace muzZe byt pro praxi pomahajicich profesi v institucionalni péci dllezZita zejména proto,
Ze pojima ono ,,selhdvdni jako multifaktorialné podminéné a védomé tak rezignuje na nalezeni jedné
jediné pfriciny daného jevu. Nepta se tedy na to, co bylo prvni, zda , slepice nebo vejce” (viz str. 102);
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ve smyslu narusené autoregulace jako dlvodu pro pobyt v instituciondlni pééi nebo naruseni
autoregulace jako nasledek pobytu v instituciondlni péci; spiSe nabizi ¢tenati dostatek vyzkumné
a odborné podloZzeného materidlu pro to, aby mohl sdm ve svém procesu uvazovani o této
problematice vyuzivat synergického efektu vSech proménnych.

Treti a posledni kapitola knihy je vénovana prezentaci vysledk( vyzkumu procesu autoregulace u déti
v pfirozeném a institucionalnim prostfedi. Uvod této kapitoly zasazuje cely vyzkum do kontextu tim,
Ze poskytuje rozsahly vycet moznych faktor(l vyskytujicich se v obou typech prostfedi. Diky tomu
poskytuje ucelenou reflexi toho, ¢im vsim muizZe autoregulace byt a jak se mnohost definovani onoho
fenoménu projevuje v jeho méreni. Vysledky vyzkumnych zjisténi jsou jednak porovndvany s vnimanim
klicovych pracovnikd instituciondlnich zatizeni, coz jako ctenar hodnotim obzvlasté kladné,
a jednak s perspektivou déti samotnych. Vyzkum pfinasi radu zajimavych poznatkd napt. o rozdilnosti
projevovani autoregulace v rliznych socialnich prostredich; dirazu na rozdily mezi détmi vyrQstajicimi
v instituciondInim prostfedi a v pfirozeném prostiedi; v regulaci emoci; promitdni autoregulace
do vnimani problému a chovani déti a mladistvych; ¢i akcentu kladeném na védomi vlastni Ucinnosti
v regulaci emoci.

V zavéru této kapitoly jsou prezentovana néktera vyzkumna doporuceni pro praxi pomdhajicich profesi
v instituciondlni péci, jako napt. zaméreni se na rozvoj regulace emoci; fokus kladeny na reseni
problémovych situaci tak, aby nedochdzelo ke vzniku nesouladu mezi Urovni autoregulace chovani
a mirou vnéjsi regulace; a zaméreni se na podporu védomi vlastni zpUsobilosti u déti a mladistvych
v instituciondlni péci. Tato doporuceni povazuji za velmi pfinosnd pro praxi v instituciondlni péci,
v publikaci mi vSak chybi jejich dalsi rozpracovani a konkretizovani. S védomim toho, Ze se jedna
o publikaci vzniklou v rdmci projektu GACR, ktery je zaméfen na zakladni vyzkum, viak musim
konstatovat, Ze toto rozpracovani prekracuje cile publikace i projektu, v ramci néhoz byl vyzkum
autoregulace zpracovan. Rozpracovani téchto doporuceni mlze byt proto namétem pro dalsi
zkoumani v oblasti institucionalni péce, stejné jako genderova problematika Ustavni péce, na niz sami
autofi upozoriuji v kontextu mozného smérovani dalSich vyzkuma.

PakliZe si tento text kladl za cil odpovédét na otazku, jaké poznatky ptindsi recenzovana publikace pro
praxi pomahajicich profesi pracujicich s détmi a mladistvymi v institucionalni péci, mohu na zakladé
vyse uvedeného vyctu argumentl zaloZenych na obsahu a pojeti publikace odpovédét, ze bohaté.
Za obzvlasté uZite¢né hodnotim i to, co jsem méla moZnost sama jako ¢tenar zakusit, Ze kniha motivuje
(nejen) odbornou verejnost pro dalsi vyzkumnou ¢innost v oblasti institucionalni péce.

Katefina Glumbikova
Fakulta socidlnich studii, Ostravskd univerzita v Ostravé
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