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Thoughts from the editor’s office / Editorial

Czech version/Ceskd verze ham

Editorial

Thoughts from the editor’s office
Dear Readers,

You are about to read the third monothematic issue of the Journal of Social Pedagogy dealing with
the serious topic of the positions of Social Pedagogy and Social Work. Before we proceed to their
delimitation, we would like to introduce several bits of news and observations from the current
publication of our journal.

Even though the current website is satisfactory for both the editors and readers, we decided to begin
an extensive content reconstruction. The structure of information remains unchanged,
but a complete English version — a copy of the Czech one — is being added. The impulse for
communication in English is not only increasing the opportunities for being registered by
international scholarly databases but also attracting the attention of a growing number of
international authors and readers. In providing an English version, we are trying to offer an equal
influx of high quality information. Furthermore, opening the journal to the international scientific
community directly and positively influences the quality of published texts. Until now, we included
English versions in the titles of the contributions, abstracts, keywords, the table of contents and
author affiliations. Taking another step forward, we will start publishing full texts in English, German
or possibly other world languages, with the coming monothematic issue being a good example.
Moreover, the fall issue of 2016, currently under preparation, will be our first English-only issue. This
step is being taken to gradually increase international visibility for the journal and its authors.

In our future editorial plans, we count on English-written texts in combination with Czech, Slovak or
German texts. However, some conditions must be met. Primarily, we want high-quality and well-
written contributions that help advance the field of Social Pedagogy. Thus, even if an article passes
review, the editors reserve the right of rejection for failing to meet our stringent language
requirements, especially in English. For this reason, we plan to introduce on our website an English
dictionary of specialized terms in the field of Social Pedagogy that will help English language authors
properly orient themselves in the terminology.

Another problem area seems to be the lack of appropriateness for the specialized field.
We constantly see the ongoing search for the delimitation of the field of Social Pedagogy, which
often results in receiving contributions that are thematically too distant or content inappropriate
from the point of view of Social Pedagogy. It can be argued that this is the exact reason why a journal
like this exists; however, we would appreciate more thorough authorial deliberation on the focus of
the journal. In other words, texts directly focused on the discipline of Social Pedagogy and connected
practices are highly valued, unlike texts written for other disciplines. Geographical and thematic
diversity remain much appreciated.

The other novelty is offering a wider variety of formats in which the published texts are available.
A PDF (containing metadata) will be available along with HTML and MOBI versions. Checking for
plagiarism and self-citations remain unchanged (self-citations at the maximum level of 20%). As we
are interested in the most user-friendly journal web presentation (especially shortening the
information search), we decided to implement the widened search options located in a search line in
the top right corner of the screen. Now searching for contributions is quick and easy by title, key
words or author name. We also implemented a new audio-visual dimension of the journal by
launching a YouTube channel. The published recordings can be viewed via a Journal Videos link in the
first slide of the journal web presentation. See and judge for yourself by visiting www.soced.cz.
The editors wish you pleasant reading.
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Introducing a monothematic issue / Editorial

Editorial Czech version/Ceské verze ham

Introducing a monothematic issue

An unsolved puzzle: Social Pedagogy and/versus Social Work

What is the relationship between Social Pedagogy and Social Work? Sometimes the two seem to
compete with each other, sometimes they cooperate nicely, and sometimes the two look like two
sides of the same proverbial coin. The truth remains that their origins and their approaches have
unique geographical specifics that, over time, became intersected and cross-linked, their original
motivations forgotten and new ones established. This complicated origin and development often
veils an important issue. Both Social Pedagogy and Social Work appeared as professions of practical
activities and later as professions supported by theoretical studies in the times when the one-sided
development of modern society needed compensating for. The aim of this monothematic issue is to
try and clarify, at least partially, the puzzle of this mutual relationship. As the birth of modern society
was not an event and a process that took place in a geographically clearly delimited area, no
nationality can consider their understanding of the relationship between Social Pedagogy and Social
Work as the only generally accepted truth. That is why we do not confine ourselves to the
Czechoslovak space. We established a dialogue with distinguished foreign authors, and we are proud
to present their academic contributions in this issue. We also highly appreciate that some Czech
scholars tried to ground their work in the international perspective. Thus we provide our readers
with at least a partial transnational view of the problem. To encourage the breach of local limitations,
the editorial board decided to publish, in the Studies section of this issue, contributions in English
(with one exception representing the varia — see later).

The current issue opens with an invited study from abroad. It is our pleasure to introduce the study
Social Pedagogy and Social Work: Analysis of the Relationships from the Socio-pedagogical
Perspective. The author, Ewa Marynowicz-Hetka, introduces an unusual interpretation of the
relationship between Social Pedagogy and Social Work, where Social Pedagogy is interpreted from a
broad perspective. She proceeds from the philosophy of John Dewey, who understood socialization,
education and social work as “forming a joint experience.” Such understanding of Social Pedagogy is
not strictly a pedagogical discipline and does not focus strictly on education. It is an environment
where problems of social reality can be analysed. Thus, it can offer a meta-theory to Social Work for
analysis of its activities, methods and target groups. As will be described below, such a view can be
shocking for a Czech reader, but it has its deep rational justification.

Another article, The Relationship Between Social Work and Social Pedagogy — Similarities in Theory
and Profession from the German Point of View, is again an invited study by foreign scholars, Klaus
Kreimer and Lena Altmayer. Their contribution focuses on a relatively new approach in Social Work —
the so-called case-reconstructive Social Work. This approach is, according to the authors, reflected
only rudimentarily and insufficiently in the Federal Republic of Germany, but the authors consider it
to be highly stimulating and perspective. It is based on three dimensions in which the client is worked
with: somato-psycho-social integrity, law and justice based on applicable laws, and the methodically-
explicit verification of applicability in notional and sensual perception. The description of work with a
client culminates in the final section where a goal is formulated that helps a client cope with risks by
basing their autonomy on realistically-chosen goals. The style and depth of this approach suggests
that an important role is played by what used to be reserved for Social Pedagogy. This contribution
also suggests that Social Pedagogy and Social Work have had more in common than could have been
understood fifty years ago.

Scholars Jitka Navratilovd and Pavel Navratil, in their study Educational Discourses in Social Work,
focus mainly on the topic of the identity of Social Work in relation to the discipline of Social
Pedagogy. Referring to academic sources, they claim the identity is not easy to determine because
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Social Work appears to be a multiparadigmatic, discursively-open discipline. They identify the four
most important discourses: social-pedagogical (here the overlap with Social Pedagogy), scientific,
reflexive and competence (understood as placing emphasis on competences to solve a problem).
Based on the analysis of these discourses, they clarify the identity of the discipline within the given
discourses. In the end, they present the results in a clear table, which shows the individual discourses
as representing individual emphases rather than understandings of Social Work itself.
If we look at the section “key values” (proof — scientific discourse; competence to solve problems
— discourse of competence; reflexion leading to understanding a client — reflexive discourse;
empowerment/development — social-pedagogical discourse), then we cannot imagine effectively
helping the needy with any of the mentioned values absent. That leads us back to the question of the
overlap of Social Pedagogy and Social Work, since reflexive and socio-pedagogical values are
primarily the integral part of the curriculum of educating social pedagogues in the same way as
emphasis on the scientific analysis of a problem and on the ability to help effectively.

The fourth article in the issue is The Relationship of Social Pedagogy and Social Work. The authors,
Blahoslav Kraus and Stanislava Hoferkovd, analysis the development of the relationship between
Social Pedagogy and Social Work in the Czech Republic and abroad. Further on, they typify three
relationships among the mentioned disciplines: identifying, differentiating and converging.
Ultimately, they state that the “trend towards multiparadigmatism” is starting to prevail in both
disciplines. This trend is not accidental since, according to the authors, Social Work is not strictly
distinguished from Social Pedagogy by work methods or target groups. Both disciplines used to be
differentiated on the basis of simplifying principles. For example, it used to be believed that Social
Work offered primarily help in the material sphere while Social Pedagogy concerned social
education. The authors determine that the tendency of blending both disciplines is increasing. This
article can thus be read also as a claim that both Social Work and Social Pedagogy have focused too
intensively on their mutual differences to justify the independence of their disciplines, and they tend
to forget the object of their interest — human beings in need of help. In other words, one cannot be
helped by material means without the social-educational reconstruction of their relationship with
themselves and their surroundings. Material help without help in social education is ineffective.
Fortunately, this erroneous trend of simplification has dissipated.

The authors of Convergent and Divergent Aspects of Social Work and Social Pedagogy are Andrej
Matel and Andrea Preissova Krejci. Their article focuses on an analysis of academic sources (primarily
Czech and Slovak) dealing with both disciplines. The analysis is profiled through the following
themes: character of the discipline, actors, objects of the activity, character of the activity, and space
of the activity. Based on the analysis of the current state, the authors describe the convergent and
divergent elements. In the final section, they introduce two typologies of the relationship between
the two disciplines (from J. Schilling and from P. Ondrejkovi¢). Even though the authors find the
traditionally-mentioned differences to be in the core of both disciplines (Social Pedagogy is more
theoretical and general; Social Work is more practical and rather an applied science), they
nevertheless claim “the importance of intensive cooperation.”

The last study in the monothematic issue, by Helena Skarupska, is Selected Methods of Intervention
Suitable for Work Social Educator with Children at Risk of Social Exclusion. The author examines the
growing exigency of expanding excluded localities. She recommends that social pedagogues working
in these localities should adapt and use some methods of social workers. To clarify, she begins by
referring to the concept of “culture of poverty” (O. Lewis) as critically examined by C. Murray. She
proceeds by detailing three intervention techniques (goal-oriented approach, reality therapy, anti-
oppressive approach) and two broader strategies (case social work and the social-ecological model of
work) that social pedagogues should adapt, thereby broadening their work methods especially in
excluded localities.

The study by Skarupska is subject to the study review of Martin Stanoev. He appreciates the overall
aim of the study but warns of dangers that can arise from utilizing Murray’s concept of the “culture
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of poverty” in order to assess the essence of poverty. He mentions the work of the office of D.
Drabek, Czech Minister of Work and Social Affairs, as a cautionary tale of how applying this approach
can be economically counterproductive and socially dangerous.

StanoeV’s reflections close the section on studies, and that is where the language switches to Czech?,
for the current issue, as agreed upon by the editorial board, was never intended to be monolingual.
Moreover, a media change follows. For this issue, instead of the typical interview, the editorial board
decided to organize a round table discussion on the current topic, of which an audio-visual recording
is available. This shift marks a permanent change in course, and coincides with the editors’ desire to
transform what was a primarily read-only medium into a modern multi-media space that will take
into account the latest trends in the development of scientific journals.

The round table, which discussed the topic, An unsolved puzzle: Social Pedagogy and/versus Social
Work, was held on February 16, 2016 at Masaryk University in Brno, Czech Republic. Four
participants met; two of them representing academia and two from the field of practice, each
participant being from the field of Social Pedagogy or Social Work. Social Work was represented by
doc. Pavel Navratil and Mgr. Ladislav Ptacek, Social Pedagogy by Dr. Lenka Gulova and Mgr. Dagmar
Gasnarkova. The discussion was friendly and constructive, even when it turned to the present and
highly controversial Czech Bill on Social Workers. Despite the expected disagreement, we hope an
increased understanding of the concerns of both sides was reached. The whole section was
concluded by a bon mot, “The Chamber (as in the Professional Chamber of Social Workers) is a help,
not a threat,” in which the participants tried to characterize the modern world, detail how these
characteristics transform social risks, and identify what challenges these new risks pose for Social
Pedagogy and Social Work. The participants eventually uncovered an idea that should serve as food
for thought in both disciplines. The idea: It is not only the appearance of social risks and risk groups
that changes; our modern problem lies in traditional explanatory frameworks. We cannot effectively
help the needy if we use old points of departure for the analysis of their current situation.

The audio-visual recording of the round table is available via a hypertext link located within the text
in the current issue and also via a permanent link in the first slide of the journal web presentation in
the section Journal Videos. The written summary of the two-hour discussion is brief but does contain
a time frame where all the questions and answers of the individual participants are presented so that
users can navigate directly to sections of interest.

The last part of the monothematic Social Pedagogy and/versus Social Work issue is an expert essay
by Véra Teplickova: Paradigms of unique sciences. Without losing connection with the specialist way
of thinking, the author was not afraid to take risks. She begins by stating that help is a basic
anthropological category, as help in most of its forms is essential for human survival. The roots of
social thinking are seen in deep antiquity and their new quality is noticed in the so called “new
paideia,” which appeared in ancient Greek philosophy and leads from “self-acting” to realization. The
author leads us from the characters of Greek and Roman traditions into the modern times, during
which the need for social workers and social pedagogues has intensified by overemphasizing
individualism. Even though the author sees the difference between social pedagogues and social
workers (as both operate in times when the diversity of social reality requires specialization), she
eventually urges the two disciplines to cooperate closely. It is their cooperation that should help their
acknowledgement by experts and the lay public alike.

And with this comes the end of the monothematic part of this issue. The closing comments of
Teplickova and the unique overlap of both disciplines as made obvious from the issue’s other articles
have led the author of this editorial to several thoughts. First of all, there was originally no

1 Monothematic focused studies are also accessible in Czech or German language via hypertext link located at

the head of the studies. Studies are accessible not only to a wide international audience, but also to
domestic readers. It is necessary to refer your citation to the English studies, since these versions are seen
as prime, i.e., they contain digital object identifier (doi) and are indexed in databases.
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differentiation between Social Work and Social Pedagogy, and their generic difference was outlined
only in the first half of the twentieth century when both disciplines found it necessary to establish
themselves as independent sciences. It is therefore commonly believed that Social Pedagogy is
different from the field of Pedagogy, as is Social Work from the field of Sociology; that one is rather
more general and the other more applied is what differentiates them from each other. However, if
we look to the United States, the cradle of modern Social Work, we will find a completely different
picture. The activities of Jane Addams (1860-1935) at Chicago’s Hull House did not clearly separate
Social Work from Social Pedagogy. Likewise, we cannot separate them in the thinking of John Dewey,
who underpinned the theoretical and practical activities of his friend Addams, who by her activities
and thoughts on the continuously changing society simultaneously inspired Dewey to reach his most
revolutionary philosophical, pedagogical and social ideas. We also cannot forget that this is where
the major wave of “social work” in the First Czechoslovak Republic found its motivation, having been
imported directly from Hull House by Alice Masaryk and her colleagues. However, this direct lineage
was never duly appreciated. The probable reason is that the first half of the twentieth century, when
the inspiration reached Czechoslovakia and when both disciplines started to establish themselves as
scientific fields, was an era in which most Europeans (Masaryk being a notable exception) looked
down on American intellectual and practically-oriented social affairs from the position of an older
and wiser brother.

Even though it is clear from this issue that Social Pedagogy and Social Work significantly overlap and
support one another, it still surprises many. The current relationship of Social Pedagogy and Social
Work can be characterized as a gradual awakening from a dream of separate disciplines only to find a
mutual multidisciplinary origin. This is the reason we believe that Social Pedagogy and Social Work
should be seen as the proverbial coin with two sides (a metaphor used by one of the contributors).
And if this is so, then both disciplines should in the long-term think of intensifying their cooperation
on the level of ideas as well as on the academic, practical and organizational-legislative levels.

This monothematic block is, uncharacteristically, followed by another study that did not perfectly fit
in the univocal section on the relationship between Social Pedagogy and Social Work. As three
monothematic issues followed one another and none were appropriate for this contribution, the
editorial board decided to include the text in this issue in the form of varia. The work of Peter
Ondrejkovi¢, Understanding in the Social Research departs from the hermeneutical tradition to
ascertain and come to terms with the differences between the natural sciences and the humanities.
The humanities, he contends, are unique because they rely on interpretation, and this leads to the
application of different methods of research and analysis.

Three more sections follow this study. Reviews offer critical evaluations of Jakub Hladik’s book,
Multicultural competence of students of helping professions and Nicollete V. Roman’s book,
Parenting: Behaviors, cultural influences and impact on childhood health and well-being. The news
section contains Hladik’s report on the General Assembly of the Association of Educators in Social
Pedagogy. This is followed by an obituary of one of the pioneers of Social Pedagogy, doc. Jilji Spi¢ak,
to whom we pay our respects. Finally, we include a collegial advertisement of the Pedagogickd
orientace journal, and we wish its editors and editorial board a successful year ahead.

Thanks are extended to the members of our editorial board as well as to the authors and reviewers
for their cooperation in the preparation of another monothematic issue. Without this energy and
determination the creation of a uniquely specialized scientific journal would not be possible.

Editorial board
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Abstract: A proposal for the relationship between social
pedagogy and social work will be made in this manuscript. It is
assumed that social work is a certain type of practice cultivated
by representatives of the social professions. Social pedagogy can
provide an analysis of the field of social work, helping to orient
activities within the field and to determine the proper selection
of ways of conduct, a kind of a meta-theory. Such an approach
enables interaction and cooperation between representatives of
multiple disciplines within the humanities and social sciences
who are engaged in social work. It also has consequences for the
acceptance of multi-faceted and multi-dimensional approaches
to activities in the field of social work, which is recognized as an
important field for social pedagogues, allowing them to carry out
social actions from various perspectives, socio-pedagogical
among them. The socio-pedagogical perspective on social work
will be analyzed in this article.

Keywords: social pedagogy, social work, field of practice,
orientation of activity, relational model of social work, integrated
paradigm

Socialni pedagogika a socialni prace: Analyza
vztahi ze socidlné-pedagogického hlediska

Abstrakt: V tomto prispévku je analyzovan navrh vztahl mezi
socidlni pedagogikou a socidlni praci. Pfedpokladame, Ze socidlni
prace je urCitym druhem praxe kultivované predstaviteli
socialnich profesi. Navic mlze sociadlni pedagogika poskytnout
urcitou meta-teorii pro analyzu pole socialni prace, pro orientaci
aktivit v tomto poli a pro vybér zplsobu chovani. Takovy pfistup
nam umoziuje potkat predstavitele mnoha disciplin humanitnich
a spolecenskych véd v poli socidlni prace a spolupracovat s nimi.
Prevzeti takové pozice ma za duasledek pfrijeti mnohotvaré
a mnohadimenzionalni pfipravy aktivit v poli socidlni prace.
Uvédomujeme si, Ze socialni prace se muize chapat jako jedno
z duleZitych poli aktivit socidlniho pedagoga, ve kterém se socialni
akce provadi z rlznych perspektiv. Jednou z nich muize byt
socidlné-pedagogickd perspektiva. Tento socidlné-pedagogicky
Uhel pohledu je predmétem analyzy v tomto pfispévku.

Klicova slova: socidlni pedagogika, socialni prace, pole praxe,
orientace aktivity, relacni model socialni prace, integrované
paradigma
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1 The starting point: The imperative of modernity — searching for
comprehensive knowledge for an analysis of the field in practice

Contemporary social work is suspended between theory and practice, which are intertwined but
nevertheless develop at different rates and in different contexts. For the development of social work
in these two areas at the same time, as a practice and as an academic discipline, it is necessary to
find positions that make it possible to comprehensively analyze the complexity of both the field of
practice and the reflection on it. What is needed is “comprehensive knowledge.” One of the sources
of which may be the concept of social pedagogy, due to its completeness (Radlinska, 1935;
Witkowski, 2014) expressed in the integrated paradigm of understanding the field in practice and the
activities in it.

Various theoretical positions and approaches lend themselves to different meanings of social work,
but what is fundamental is determining whether we understand it as a field of practice (profession,
type of practice), or as a separate, self-contained academic discipline (in the substantive rather than
institutional sense of it). Answers to this question divide scholars. When considering social work as a
discipline, we look for specific reasons, a separate linguistic apparatus, a method of research, and a
specific point of view. Furthermore, we question its status and the course of the process of becoming
a science of social work. When we think of it as a field of practice, we wonder from what
perspectives we can analyze, understand and explore this field, and what approaches can orientate
activity in it. We then consider a social employee, their level of professionalism, the methods of
work, the consequences, etc.

Obviously, the two perspectives can and even should intersect, but this dichotomous division
differentiates the positions and the perception of social work. Since the beginning of the 1990s, Poles
have adopted the perspective of combining the disciplines for which social work is an area of study
and field of practice, and of searching for common elements. In this way, Poles have been trying to
create the conditions for the sharing of concepts, ideologies, values, and goals, in the name of unitas
multiplex. Such intentions undoubtedly influenced the present level of development of the social
work academic discipline. As a result of discussions held at meetings of the Polish Association of
Schools of Social Work, the establishment of several posts of professors of social work was rejected
in Poland, a decision which counters those made in some other European countries. In Poland,
several (sub) disciplines aspire to analyze the area of social work recognized as a field of practice.
One of them is social pedagogy.

This paper will provide an analysis of this outlook and the socio-pedagogical perspective on the field
of social work, carried out in relation to the discipline’s requirements and development process. This
article will tackle this broadly-formulated topic in a context-based way, showing the dilemmas,
doubts and conditions of the relationships between social work and social pedagogy.

2  Social work — multiplicity of meanings: A proposal of a socio-pedagogical
interpretation

In order to get to know the field of social work and activity occurring in it, we can examine it through
different perspectives and take different theoretical and methodological approaches that
significantly modify its definition and make it a specialized discourse. They include, inter alia,
feminist, general, minority, radical, participatory, organization and management, institutional,
critical, and other trends. The adoption of a particular theoretical perspective determines the
multiplicity of the meanings of social work and differentiates the range of social work in practice. It
especially affects the orientation of the activity, which, depending on the specifics of the adopted
outlook, is characterized by the following oscillation:
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- From protection, continuance, stabilization, standardization and normalization, distribution of
goods and services, management of problems and excesses of power exposed in the relations.

- Through mediating and creating a space of common experience (French: d’expérience
partagée)?, co-participation, and cooperation.

- To a change in the reforming dimension (transformation, melioration) and in the radical
dimension (contestation, systemic change).

This analysis suggests that perceiving social work and attributing meanings to it spans between the
field of practice and the disciplinary discourse. It also encourages a question: “What is social work (is
to be, should be), the field of practice (action/activity) or the disciplinary discourse, in meta-
theoretical terms?” The answers often situate it as a field of activity/practice, and also provide for it a
description, interpretation, and orientation of activity. One such answer is social pedagogy,
a category of action/activity, the analysis of which determines the orientation of professional
conduct and builds an integrated paradigm of the activity analysis.>

3  The conditions for creating the discipline in a substantive sense

Before examining the relationships between the field of social work and social pedagogy as one of
the possible meta-theories describing this field of practice, let us examine the conditions for creating
the discipline in a substantive sense (Ossowski, 1962).

Many of us, who are engaged in thinking about social work, in educating in this area of practice,
in research and activity in this field, put forward this question: “How can social work become
a discipline in a substantive sense?” Without going into a detailed discussion of the differences in
recognizing when some reflection on the practice already is a discipline,* it should be noted that it is
not about “being” a discipline in the formal, institutional sense, which is achieved through
establishing a course of studies. Therefore, it is not about decreeing the discipline but about
developing it. In this sense, the process of generating an academic discipline on the field of practice
and developing theories is typical of the practical disciplines, that is those which — according to
Tadeusz Kotarbinski (1961) — are involved in designing, which is expressed through a long phase of
“pre-professional” practice. In the case of social work, this phase was formed in Europe as a result of
two different teleological interpretations: miser sacra est and miser pudibunda est (Wroczynski,
1964).

The process of generating a discipline related to a field of practice requires an understanding of the
elements that define phases and thresholds of becoming a discipline in a substantive sense®. In
general, the following items are distinguished: the subject, the way of analysis and conceptual
apparatus, and the specific point of view, relevant to the discipline. However, it is not only about the
specification of individual examples for each of these elements that make up the discipline in a
substantive sense, but about its possibly comprehensive/complete vision (Witkowski, 2014).

Similarly, the conceptual apparatus depends on the assumed theoretical approach and should not (as
sometimes happens) be only a registry of the events in the language of the practice. In the phase of
creating the language of the discipline, this is one of the greatest challenges. The conceptual

A term derived from the concept of activity by John Dewey (cf. Dewey, 1968). | refer to it in greater detail,
inter alia, in Marynowicz-Hetka (2014, pp. 17-31).

| discussed this issue in several texts. For the most comprehensive analysis, see Marynowicz-Hetka (2010).

4 Idiscussed this issue in the handbook of social pedagogy, Vol. 1 (cf. Marynowicz-Hetka, 2006, 2007, 2009a),
Chapter 1.

An example of the discipline creation process embracing the influence of practice is the development of
social pedagogy and the identification and use of tools for its analysis, including the phases and thresholds
of its development (cf. Marynowicz-Hetka, 2006, 2007, 2009a), Chapter 7.
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apparatus on the one hand expresses the applied theoretical and methodological references and is a
derivative of the positions and research approaches, and on the other hand, it is altered under the
influence of the changing paradigms, as well as the requirements of the language present in the field
of practice. It requires a careful analysis of the differences in the vocabulary used in the language of
communication and the intelligibility of the activity (Barbier, 2006). In this analysis, what is of
particular importance is how the determinants of the intelligibility of an activity are expressed
verbally and how it differs from the specificity of the language used by those participating in the field
of practice to communicate with other actors. The issue of the language used in the activity
constitutes a vast area of analysis that requires interdisciplinary competences (Sierocka, 2003). The
map of issues related to the conceptual apparatus of the point of view on action/activity in the field
of practice is extensive, and the problem of the semantics of the intelligibility of the activity becomes
extremely important for the construction of meaning and the sense of the concepts describing the
activity.® Creating the language apparatus is the essence which makes it possible for the scientific
discourse to begin to take shape.

4 Searching for a comprehensive concept for the analysis of the field of
social work

The process of developing the discipline of social work is challenging also because of the complexity
of the related field of practice. The complexity of the procedure, which can gradually lead to the
emergence of a science (or sciences) concerning social work becomes both a challenge and a
requirement.” This requirement of comprehensive thinking and such activities is all the more justified
when we do not have aspirations to create the discipline of social work, but we are looking for a
meta-theory that will be suitable for us and which in the complete dimension (for instance: social
pedagogy) will explain this field of practice and will orient the activity therein. The process of
reaching such a concept is also complex.

Primarily, the dilemmas that arise from this position relate to the need to build analytical tools that
would allow for the identification of changes taking place towards the complexity of analysis,
research, and activity. The preparation of such tools should be preceded by a reflection inter alia on
the changes of methodological approaches. The following aspects need to be taken into account:

- The methodological orientations that allow for clarification of that complexity by adopting an
interdisciplinary, transversal, integrated perspective.

- Noticing the effects of the methodological shift in research orientations towards ethnographic,
participatory research demanding a clear role reversal in the axis of the researcher-the subject.

- Highlighting the ways of understanding, typical for the intersubjectively shared practice:
through cooperation or commonalized (shared) experience (experience partagée), requiring in
effect the creation of a symbolic space.

- Anticipation of the threats brought by the comprehensive approach, which are most often
enumerated in its criticism, manifested in the superficiality of analysis, vagueness and ease of
generalization, the lack of analysis tools, etc.

6 For instance, the term habitus, coined by Pierre Bourdieu, introduced to the socio-pedagogical discourse

(Marynowicz-Hetka, 2006, 2007, 2009a), which according to Barbier (2006) is the term of intelligibility of
activity. It can also be applied as a "mobilizing concept" when its proposed use is to take up an activity
(Barbier, 2006, p. 266).

It is worth recalling a long discussion on this issue in the European and American circles (cf. Staub-
Bernasconii, 2001; Wagner, 1998; Sibeon, 1996; Satustowicz, 2003), to name only some of the works in the
present discourse.
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Among the multi-faceted and multi-reference approaches to the analysis of the field of activity and
research, perceived as groups of beliefs and analysis tools orienting the exploration of the field, three
solutions have been identified: pluridisciplinary, interdisciplinary and transversal. A similarly
organized discussion is taking place (Sabirén & Arraiz, 2014) around the specific logic of forming
knowledge (for example that concerning the social processes and phenomena), which departs from
the native disciplines and is situated in a cross-disciplinary and therefore complex approach. It
becomes “comprehensive knowledge” (lbid.), determining disciplinary evolution processes (e.g., the
science of social work, or the science of education). It runs (lbid., p. 40) in the following oscillation:

- From the disciplinary approach clearly defining the subject and method of research and giving
as a result fragmentary knowledge, applied generally in technological/instrumental solutions.

- Through the pluri-multi-disciplinary approach, which is a meeting point of many disciplines,
but each retains its references, and the application of research results evidently raises the level
of professionalism.

- The interdisciplinary approach where the redefinition of the object and method of research
takes place, which is often a reaction to the discourse position of “the end of science and
exhaustion of the object and method of study” (lbid., p. 40). This is the approach generally
useful for the analysis of the field of practice and its optimization.

- To the transdisciplinary approach, which is characterized by the unity of knowledge yielding
new meanings and discovering new aspects of reality, e.g., the virtual one (lbid., pp. 40—41).

This view does not differ much from the viewpoint of Edgar Morin (2007), which is the praise of
comprehensive thinking and acting, in contrast to the universal segmentation and fragmentation of
these areas, which are dangerous for our social life. The comprehensive approach, both in its
scientific and practical dimensions, gives new meaning to the theory and is useful in research and
streamlining the activity in the field of practice. It seems that for practical disciplines, it is a
recommended path. Social pedagogy is an example of such a comprehensive concept.

However, before this point of view on the field of social work is discussed, it is worth paying
attention to the concerns posed by the complexity position. This analysis may be the basis for
suggesting questions/assertions for further discussion. First of all, what is the influence of the
multiplicity of references and the variety of positions and concepts for the development of social
work? Does this multiplicity not generate fragmentation and segmentation in the approaches and in
the action/activity in that field? And, consequently, does it not induce the effect of excessive
specialty and specialization in education? In other words, does this practice not fit perfectly into the
process of institutionalization of social work? Second, can the use of a comprehensive approach to
the analysis of the field of social work be a sufficient antidote to its theoretical and conceptual
separation? How to reconcile integrated approaches (for instance an integrated paradigm of the
analysis of activity), and in particular the model of polyvalent education for activity (by designing)
with the expectations of the practice, and especially the limitations of social work to the structures of
social assistance, which is a clear casus in Poland. And third, within this line of thinking, the category
of action/activity in the field of social work becomes particularly important, together with the
analysis of the concept and its development and changes. Social pedagogy has noteworthy proposals
in this respect, as will be discussed below.

5 A comprehensive socio-pedagogical proposal of an analysis of the
action/activity in the field of social work

Against this background of the multiplicity of meanings of social work, the concept of social
pedagogy, formulated in the 1930s by Helena Radliriska, has lost none of its freshness. It is expressed
by the understanding of the field of activity in areas traditionally linked with social work in terms of
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societal work. This means that such practices of social work, activities “for” individuals, social groups
and communities, “together” with them and “through” them, becomes societal work. The activities
in the field of social practice understood in this way rather require references to the humanistic
paradigm than the technology-related one. The orientation proposed in this approach (societal work)
of exerting influence with others and through them allows social work to fulfill the mediation or even
contestation function. It proves much less useful in carrying out by the practice of social work only
the function of stabilizing the status quo.®

The proposed socio-pedagogical perspective allows to a greater extent the fulfillment of this
methodical principle of social work, which is defined by the well-known metaphor, give a man a fish
and he will eat for a day; teach a man to fish and he will eat for a lifetime, which aptly expresses its
educational meaning. This is also associated with a whole set of issues related to the relational model
of social work (Marynowicz-Hetka, 2006, 2007, 2009a), which is so important for this perspective and
expresses the socio-pedagogical specificity of social work becoming societal work. This specificity is
simultaneously the essential link in the relationships between social work and social pedagogy.

The societal dimension of the action/activity in the field of practice of social work — elements of
the analytical tool. This part of the analysis includes an attempt to determine the specificity of the
societal dimension of social work. In view of the location of action/activity of social work in the social
context, its characteristic within the socio-pedagogical dimension is acquiring the attributes of
processuality and complexity, as the reality in which this activity (social work) is taken up turns out to
be comprehensive and increasingly complex (Marynowicz-Hetka, 2009b).

While analyzing what the societal dimension of the activity in the field of social work is and what it
can be, it may be useful to apply such tool of analysis which takes into account the following aspects:
the subject, the method of analysis, the conceptual apparatus, the conduct, the specific point of view
on the issues of the activity in the field of social practice.

Subject: commonalized experience. The first register of questions, differentiating the positions,
includes the following questions: “What are the characteristic features of the situation of performing
activity in the field of practice? What are the outer expectations towards it interiorized by the
subject? What are the reasons for taking up this activity? and What is the best way to do it?” These
are therefore questions concerning the subject of the analysis of the activity. Answering them would
require an extensive study and the analysis undertaken in this paper is rather an attempt to provide a
contextual answer.

Social work, recognized from the socio-pedagogical perspective, constitutes a certain type of activity
in which a special place is occupied by its societal dimension. It is an activity aimed at change and
transformation. Therefore, it is a dynamic process, facilitating the engagement of individuals and
groups in relationships with themselves, with others and through others. This process is described
according to different models, formulated depending on the prevailing theoretical and
methodological references.

Adopting the position of John Dewey who stated that the act of construction and reconstruction of
experience occurs in interactions (Hatas, 2006; Szacki, 2002, pp. 554-555) and is heading towards
commonality, we probably may similarly recognize activity in the field of social practice as a
relational (interactive) process. Such reasoning allows for the formulation of the thesis that the
specificity of activity in the field of social practice, its essence, sense and meaning will depend on
how we perceive social work. If this is the space of commonalized experiences of the subjects of this
activity, it also has similar attributes. Consequently, social work acquires the attributes of societal
work.

The concept of activity, recognized from the perspective of non-strategic conduct, generates the
concept of social activity, understood as an activity of a subject focused on building a symbolic

8  This classification of the functions of social work was proposed by Robert Castel (1998).
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institution (Castoriadis, 1975; Marynowicz-Hetka, 2006, 2007, 2009a) in the milieu, which is the
object of the societal dimension of the practice of social work. This practice is aimed at empowering
individuals and collectives, which are characterized by four dimensions of the disoeconomicus model
(Wagner, 1998): “burden (load), support (base), protection, and subjectification (use)” (Witkowski,
2010, pp. 60-65). They define in a complete way the multiplicity of situations, which an acting
subject may come into contact with in the field of social work, and their complexities. They also point
to elements that can interact with (and through) one another.

The method of analysis. The second element of the tool is the adopted method of analysis of the
phenomenon that is characteristic of a given approach. The issue of the societal dimension of activity
in the field of social work cannot be considered in isolation from the social contexts in which this
practice is located and in which the research processes are carried out, particularly those relating to
its analysis. They are important for the understanding of the societal dimension of activity and the
development of the ranges of its senses and meanings. In addition, they matter for its location — not
on the outside of these contexts, and not only as an externally-determined attribute, but also within
these spaces, as an essential characteristic and the source of credibility of the undertaken activity.
Such a perception of the societal dimension of the practice of social work emphasizes the importance
of such attributes as relational character, processuality, temporality, contextuality and location.
These features define its scope, including the boundaries and possibilities as well as the ways of
crossing them. This is also important for the specifics of defining the situation and affects the design
of the conduct in which processuality and interactivity are considered special features.

The conceptual apparatus. An essential aspect of the tool is the conceptual apparatus that enables
taking care of the overall consistency of the evaluative communication on the activity and explaining
its meaning and significance. The core concepts of this apparatus are “social work” and “activity.”
The first of these is situated within the humanistic and relational paradigm of the model of activity.
This makes it possible to proceed to the determination of the societal dimension of this practice. The
second, recognized from the perspective of the non-strategic conduct, generates the concept of
societal activity understood as an activity of the subject oriented at creating the symbolic institution
in the milieu. In both of them, an important function is fulfilled by the concept of “experience,”
which, subjected to continual reconstruction and reorganization, enriches its content and increases
the ability to manage the further process of experiencing (Dewey, 1968). The conceptual apparatus is
a derivative of the adopted positions and research approaches. In the concept presented in this
article, a particularly important role is played by participatory, interactive and action research
approaches.

The construction of the conceptual apparatus affects the vocabulary used in the process of acting
and indirectly also the vocabulary applied during the evaluation process. Two types of vocabulary are
differentiated: the language of communication and the language of the intelligibility of activity
(Barbier, 2006). In particular, it is important to draw attention to the specificity of the language used
by the subjects acting in the field of practice, in communication with other participants of the
activity. Characteristic features of this type of vocabulary are its strong axiological mark and the fact
that its meanings are used simultaneously in several orders: imaginary, affective, and cognitive (lbid.,
p. 187). The majority of the statements in this type of communication in the field of practice are
assessments of the effects of the activity or inspiring statements to undertake it. In association with
the location of the concepts in a kind of a network with others, we note the “inter-meaning
relationships of this kind of vocabulary” (Ibid., p. 187).

A specific point of view on the societal dimension of an activity in the field of social work
— a relational model of the practice of social work. The key element of the tool of analysis exploring
the societal dimension of an activity in the field of social work is the assessment of the self-
awareness of the scientific approaches used and their epistemological references. Undoubtedly, the
diversity of the assumed perspectives is facilitated by the choice of the theoretical understanding of
the activity. For instance, in performing the dichotomous division into a strategic and non-strategic
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activity,® in the former we are “the perpetrators of the deed” and while acting we have the
awareness that we influence the natural course of things. We are guided by rational solutions, which
in effect are relatively easy to be assessed by a reference to the previously-formulated goals. In the
latter (non-strategic activity), in acting, we only change the configuration of a given process, as well
as its structure, course, sequence of events, etc. This is of course significant for the occurrence of
difficulties in assessing the activity in the field of practice, because it is hard to define clearly the
evaluation references and liability of the assessments resulting from the unpredictability of the
course of the activity. In these types of activities, evaluation changes status. Often, assessments are
expressed probabilistically and heuristically, and they contain many more phrases that are frequently
shaped intersubjectively.

The assumed understanding of activity, as a process located in time and space, may be specified
closer through its elements: defining the situation, orientation of activity, designing it and
implementing it. These are not stages or phases of the activity, but rather components of this spiral
process, wherein they can permeate and transform.

The specificity of the point of view on the adopted understanding of the social dimension of activity
in the field of social work is expressed in emphasizing the importance of the relational model
of such work. Acting with this awareness allows the process to gradually acquire the societal
dimension and become societal work oriented at the Other, to find a humanistic dimension of the
relationship, based on searching for and revealing individual and collective forces in the milieu and
performing activity for this particular milieu, through it, aiming at creating a community, understood
as a values-sharing community. It is a systematic and continuous activity, containing the essential
features of the process such as anticipation of consequences and rationalization through prior
consideration and designing activities focused on transformation and optimization. The most
significant features of this activity are determined by its three dimensions: acting for a community,
together with it and through it.

6 Instead of the conclusion — a return to the title: Possible configurations
of the relationship between social work and social pedagogy

Determining the relationships between social pedagogy and social work becomes a problem also
because the concept of social work has been “imported” and incorporated from outside of the
theoretical system of social pedagogy, where social work was positioned as one of the functions of
social pedagogy, thus leaving the area of social activity open also for other disciplines. Social
pedagogy not only points to the pedagogical and social issues of social work recognized as societal
activity, but primarily explains the mechanisms favoring the act of designing changes and
transforming the environments. In this sense, its educational dimension may be outlined, and what is
referred to as the educational approach to social work, and social pedagogy itself, may be one of the
disciplines that constitute the theoretical bases of the area of social activity, which is defined as
social work. At the same time, it still is a good link between the group of educational sciences as well
as the culture — and society-related sciences.

Summing up the preliminary terminology findings and referring to the sources of associations of
Polish social pedagogy with social work, we are referring to a kind of social pedagogy that raises
questions about the societal significance of social work conceived as one of the areas of this field of
practice. Thus, referring to the Polish tradition of social work (Radliiska, 1935), it is difficult to talk
about the full symbiosis of social pedagogy and social work. However, if the socio-pedagogical point
of view of social pedagogy is expressed in its practical dimension, then this function of social

9 Discussed in more detail in Chapter 3 of a handbook of social pedagogy entitled The category of social
activity — the sense and importance (cf. Marynowicz-Hetka, 2006, 2007, 2009a). The inspiration for this
typology was the proposal of Jiirgen Tillmann (2005).
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pedagogy in relation to social work is particularly accented. Furthermore, in the adopted analysis, we
only emphasize the recognition of social work as an area of practice and culture of the profession
creating it, but we do not analyze the positions related to the process of academization and
disciplinarization of social work observed in many countries (Satustowicz, 2003).

The importance of social pedagogy for orienting the activity of the subject in the field of practice is
that it forms the basis for constructing:

- Tools to analyze and explain the situation and their evaluation and interpretation (for example:
a qualitative measurement, the overall index of the environment, and a tool to assess the
threshold of development risk).

- Models and patterns as well as valorizing perceptions/representations (axiological), which may
constitute grounds/reasons for engaging in an activity from the socio-pedagogical perspective.

- Anticipating and optimizing imaginings/representations necessary to create projects and
proposals for transforming the environment, facilitating the construction of methodological
reasons that form the answers to the questions “how to act?” and “why act in such a way?”
Among these are affecting by enhancing the forces of the milieu, which in turn can be done by
the training/formation (French: formation, German: Bulding) of the acting subjects; affecting
through forecasting and anticipating the events; exerting influence by creating a community
— creating the symbolic institution.°

Reflecting on the possible associations of social pedagogy and social work, as well as on what a socio-
pedagogical orientation can contribute to social work understood as a field of action/activity, it is
worth noting that this specificity of social pedagogy and its usefulness for social work is expressed in
four characteristics that briefly define its point of view. These are globality, dynamics, compensation
and valuation.

The quality of relationships between social pedagogy and social work will depend among other things
on:

- The level of development of reflection in the field of social work as the field of operation, the
field of professional activity.

- The level of institutionalization of social work and social pedagogy, expressing itself both in the
creation of formal institutions (research centers, education centers, schools of social work,
research fields), and in the forms of institutionalization occurring within the existing structures.
An important distinguishing feature is the process of academization of education for the field
of social work, expressed in the establishment of a course of study at three levels of higher
education.

- Isolating or inclusive tendencies within social work and social pedagogy. The discussion on this
topic was begun by Antonin Wagner, who asked, “are we representing a homogeneous or
heterogeneous paradigm?” (Wagner, 1998).

- Views as to what social work is: a field of activity, in other words, the practice of social
pedagogy (Urbaniak-Zajac, 2003, p. 32), or, as defined by Wagner (1998), the societal work, or
even a separate discipline, which has its own subject and research methods (Satustowicz,
2003).

While observing the practice of social work or the expectations imposed on it by society, and while
analyzing the results of the reflection on it and thinking about it, one gets the impression of an

10 1n the concept of social pedagogy presented in this paper, an important category is the symbolic institution

discussed in chapter 3 of the handbook of social pedagogy (Marynowicz-Hetka, 2006, 2007, 2009a). It is a
development of the concept of the invisible environment formulated by Radlinska (1935) and approximated
to modern readers by Lech Witkowski (2014).
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explicit dissonance between designing the reality and the reality itself. We may simply say that the
practice of social work “does not match” the increasingly common paradigms situated within the
understanding of others, in their participation, which is generally referred to as the non-strategic
activity. Specifically, a gap is created when its societal dimension, located inherently in the complex
process of activity in the field of social work, is overlooked. Consequently, operations in the field of
social work are often limited to individual acts, isolating individual components of the complex
process of activity from the whole.

The idea of comprehensive thinking is very much present in social pedagogy (Radlinska, 1935), which
is seen as a “complete” concept (Witkowski, 2014). In the center of its interests, there are diverse
fields of practice. The complexity of observed social phenomena requires a deeper reflection on the
activity of subjects located therein. Social pedagogy is a certain mainstream of transversal thinking
that situates itself “at the crossroads of the human, cultural, social and educational sciences.” It
refers to such currents of thought as progressivism and pragmatism. The problem of cooperation is
one of the most important in its discourse.

The complexity of social phenomena observed in various fields requires a deep reflection on the
activities of the engaged actors. These activities can take many forms. One of them is societal work,
which refers to concepts comprising epistemological elements related to “how to work together.”
These include such categories as processuality, breaking, the relational character of the approaches,
which can be summed up by the expression, “I give-1 take” (Radlinska, 1935; Dewey, 1968) and the
concept of the invisible environment (Radlinska, 1935), the symbolic institution (Castoriadis, 1975),
or a double-bind (Bateson, 1979), to enumerate only a few of them. These are all contained in the
culture of practice/activity (Barbier, 2011).

The culture of the practice of social pedagogues is saturated with the idea of co-operation, which
means doing “with”, “for”, “together” and also “through/owing to others.” A particular advantage of
this cooperation are the Others, that is individuals or collectives that we are looking for in the milieu,
going beyond/growing above others, due to their capabilities, possibilities and availability. These are
individuals capable of transforming the space into a community in which the primary merit is the
sharing of values, emotions, affections, and thoughts.

This analysis leads us to the concept of commonality of experience and co-design of space developed
by Dewey (1968). Its specific feature is the dynamics of the reconstruction of experience shared with
others. The concept of commonalized experience enriches an important category of social pedagogy,
namely the concept of the invisible environmental and the symbolic institution, emphasizing at the
same time the multi-dimensionality of space. Thus, social pedagogy, understood in this
holistic/comprehensive way, may provide for social work and its practice an extensive proposal of
meta-theoretical overview of the field and its changes.
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1 Introduction

Abstract: The contribution focuses on similarities of social work and
social pedagogy in the German-speaking area and with relation or
reference to International classic authors such as Mary E. Richmond
and Alice Salomon. The similarities that were elaborated point in
particular to a concentration on “education to maturity” (Adorno,
1969), which should be indispensable in both theoretical traditions.
The article is a short version of the study Case Reconstructive Social
work developed elsewhere (Kraimer, 2000, 2014) which includes
the social-pedagogical perspective as an integral part.

Keywords: social work, social pedagogy, professional work,
vicariously coping with crisis, qualitative respectively reconstructive
social research

Vztah mezi socialni pedagogikou a socialni praci
— teoretické a profesni podobnosti z némecké
perspektivy

Abstrakt: Prispévek se zaméruje na podobnosti mezi socidlni praci
a socidlni pedagogikou v némecky mluvici oblasti a na jejich vztah
k mezindrodné uzndvanym autordm jako jsou Mary E. Richmond
a Alice Salomon ¢i odkazy na tyto autory. Podobnosti, které jsou
rozpracovany, poukazuji v prvni fadé na dulezZitost ,vzdélavani
k dospivani“ (Adorno 1969), které je v obou teoretickych tradicich
nepostradatelné.  Pfispévek je zkrdcenou verzi studie
Fallrekonstruktive Soziale Arbeit (Rekonstrukce pfipadu jakoZto
metoda socidlni prace) publikované jinde (Kraimer, 2000, 2014)
kterd zahrnuje socidlné-pedagogickou perspektivu jako svoji
nedélitelnou ¢ast.

Klicova slova: socidlni prace, socialni pedagogika, profesiondlni
prace, zprostfedkované zvladani krizi, kvalitativni respektive
rekonstrukéné socialni vyzkum

“Vicariously coping with crisis because these activities... are about dealing with the crises of others,
be it specific other persons or groups subject to sovereign collectivisation, or even future generations”

(Oevermann, 2009, p. 114).
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This contribution aims at providing a brief insight into the relationship between social pedagogy and
social work. In the German-speaking area, the term “Social Work” is by now used as a heading for
both social work and social pedagogy®. The focus is on both the historical genesis (Section 2) and on
current research and treatment methods which are presented based on their characteristics (Section
3). The explanations will look at case-oriented — in contrast to classificatory — research and treatment
methods. The two theoretical traditions discussed (social work and social pedagogy) have similarities
particularly in terms of their case orientation. The fourth part — largely in the shape of a thesis — deals
with disciplinary and profession-related bases for “case-reconstructive Social Work”. A case-
reconstructive process implies the establishment or re-establishment of an autonomous life practice.
Pedagogy and Social Work professionals should enable this e.g., in nurseries or at schools and as
such, early on in a person’s life. Autonomy must be re-established in a person’s life where this has
been lost or become impossible and should continue throughout their life. Collective disasters
(epidemics, wars) and human tragedies accompanying these are examples of situations in which a
person’s autonomy can suffer damage or destruction. This can also be caused by political and social
deficiencies, such as socialising interaction if deficient child-raising and educational processes prevail.

Overall, the aim is to present a current model that we consider to be internationally forward-looking:
Social Work as vicarious coping with crisis, in which social pedagogy and social work professionals
work in the hybrid work relationships of social aids to perceive social activities (such as in special
needs and curative pedagogy or in adult education) in order to estimate and promote the autonomy
options of their service users. As a result, we believe that “case-reconstructive Social Work”
constitutes a comprehensive model for designing Social Work because this offers support in coping
with crisis for different ages. “Case-reconstructive Social Work” relates to three dimensions of
professional action, which Oevermann (2009, p. 120) developed in the context of his
professionalisation research. These are the dimensions of: Somato-psycho-social integrity, law and
justice based on applicable laws, and methodically explicit verification of applicability in notional and
sensual perception (science and art) (cf. Section 4).

At the moment, the current debate in the Federal Republic of Germany only reflects these
perspectives rudimentarily. For instance — in the context of the primary social work discourse at
(specialised) universities — the socio-political development characterised by the neoliberal
restructuring of macrosocial conflicts and crises is increasingly a topic of discussions (cf. e.g., the
agenda of the 9th Federal Congress for Social Work in Darmstadt; 30 September to 2 October 2015).
The focus of educational science, which continues to dominate the socio-pedagogical discourse at
universities (cf. the topic Spaces for education. Spaces of education — 25th DGfE'? Congress 2016 at
the University of Kassel), is currently on education. Discussions primarily deal with how education is
granted or withdrawn, as well as with how the rooms used for education are or could be designed
and what an optimal modulation of the cultures of education and child-raising could look like within
the given socio-spatial structures and the conditions for designing public education and child-raising
in social institutions.

2 Short historical outline: Social Work, social work and social pedagogy

From the 1960s, professional practice of social work and social pedagogy in Germany — nowadays
frequently combined under the heading of Social Work — undergoes a quantitative expansion (across
its life span and from cradle to grave) as well as a qualitative differentiation (such as school social
work). This applies increasingly from the 1980s, especially in the field of social work and social
pedagogy services, resulting in a summary of the formerly separate education and work areas.
Historically speaking, both the development of social work and that of social pedagogy can be

11 In the essay at hand the term “Social Work” when used for the german term “Soziale Arbeit” is capitalized.

When used for the german term “Sozialarbeit” it is not capitalized.
12 German Society for Educational Science (DGfE).
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interpreted as the systematisation of honorary and professional activities on an ethical basis — initial
similarities in the two traditions also become apparent here. Nevertheless, the two traditions have
a different focus as regards content. In social pedagogy, the reconstruction of educational and child-
raising crises is significant, whereas social work looks at the reconstruction of crises resulting from
poverty and hardship. Little by little, based on the anthropological fact that humans are dependent
on help in a crisis, methodical models arise in the context of historically grown, social reactions which
demonstrate increasing efforts towards professionalism. This is true of both theoretical traditions.
The aim here is to examine these different threads in more detail from a case-reconstructive
perspective by way of example — for further perspectives on the genesis of social pedagogy see Reyer
(2002), Dollinger (2006) and of social work see Lissi (1991); for the genesis of Social Work see
Engelke (1992).

The origins of traditional social work are identified in the “poor relief by 19th century communities,
free acts of love and aid work, the... feminist movement and... welfare” (Bock, 1986, p. 746).
Key figures include Mary Richmond, Jane Addams and Alice Salomon. They trigger a collective
professionalisation, specifically because they establish connections with the classics of philosophy,
sociology and empirical social research, which are significant for the methodical context of theory
and practice. As a result, conventional social work is based primarily on sociological, socio-political
and legal knowledge, making reference to social connections, social co-habitation, social acts
or regulation by written norms and laws as well as opportunities for the provision of social aid. Social
work is centred around public welfare and social aid, which in the Republic of Germany is organised
primarily where private care or care by the family is disrupted or unavailable based on the principle
of subsidiarity; as a regulatory factor, this principle aims to characterise the need for, provision or
refusal of aid alongside the possibility of a person coping independently. At the heart of this tradition
are efforts to humanise living conditions through practical social work and its disciplinary reflection in
relation to principles such as a focus on the common good, social justice or opportunities for
everyone to participate in property, culture, child-raising and education. The current “social security”
system used in many countries in Europe — albeit applied very differently in each country — basically
follows this idea.

In contrast to social work in the traditional sense, social pedagogy focuses primarily on the pedagogic
body of thought and — more or less explicitly — follows a basic thought process based on theories of
education. This corresponds to the body of knowledge of general or systematic pedagogy, and above
all in pedagogic anthropology. This body of knowledge largely relates to matters of child-raising
and on pedagogical action as well as on theoretical statements about education, child-raising
and learning processes. Particularly Klaus Mollenhauer, Hans Thiersch and Burkhard Miiller form part
of this tradition of social pedagogy — along the lines of a democratisation of living conditions —and in
favour of a more academic approach towards the discipline and profession now called Social Work.
These authors are turning hermeneutic and phenomenological approaches with connections to
earlier traditions into integral parts of the development of theories, practical research and practical
design relating to the two original traditions.

For instance, Thiersch is clearly speaking up in favour of a pedagogic focus of Social Work. In 1959,
Mollenhauer also suggests pedagogy, and more specifically social pedagogy, as the sole “basic
theoretical reflection” for Social Work as a whole. Mollenhauer in a later paper: “What we summarily
assign to the sphere of social pedagogy/social work is in fact a highly heterogeneous field of actions,
measures and institutions. Only part of this can be related to pedagogy” (Mollenhauer, 1988, p. 54).
With this, Mollenhauer opens up the opportunity of a re-alignment, which is expressed in today’s use
of the term Social Work. Niemeyer agrees: “For a long time, the term social pedagogy was closely
linked to the pedagogic knowledge base and argumentation culture and, if we focus on the
theoretical tradition for which Nohl has provided evidence, can be interpreted as finding its origins in
reform pedagogy and the German Civic Youth Movement. By contrast, social work — respectively
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Social Work — is founded in the tradition of poverty relief and its origins lie in the civic feminist
movement” (Niemeyer, 2012, p. 146).

E.g., the ground-breaking compendium by Otto and Thiersch (2011) shows that nowadays, the term
Social Work is used to denote both social work and social pedagogy: Whereas the titles of the first
three editions (1984 with Hanns Eyerth, 2001, 2005) include the terms social work and social
pedagogy, the title of the fourth edition (2011; 5th edition 2014) only uses the term Social Work. “An
approximation in terms of content is also apparent in that phrases such as ‘social pedagogy/social
work’ are frequently used as if they are synonyms. Even universities, which Nohl — during his time in
Gottingen in the Weimar epoch — still recommended should emphasize social pedagogy as a sub-
discipline of pedagogy to distinguish it from the ‘science of welfare’ (Salomon) taught at Women's
Social Colleges, nowadays often combine these two terms” (Niemeyer, 2012, p. 147). In terms of the
historic development of professional associations, it becomes apparent that the German Professional
Association for Social Work (DBSH) founded in 1995 combined the then existing professional
associations DBS (German Professional Association for social work) and BSH (German Professional
Association for Social workers/Social pedagogues, Curative Pedagogues — United Representation of
Social Pedagogy Professions e. V.). As such, the generic term Social Work also takes hold in this area.

As an interim conclusion, it can be stated that, while social pedagogy and social work developed as
distinct entities, today they have merged into one research and behavioural framework as Social
Work. This can e.g., be demonstrated as follows: When Social Work looks at the migration crisis,
it discusses macro-societal questions in the context of socio-scientific knowledge; if the topic is
education and raising the next generation, then the themes of education sciences are prioritised.
The two scientific reference systems act as two drives of one hybrid knowledge and behavioural
framework (cf. Schiitze, 2014). As a result, this paper takes the approach that, given the current
heterogeneity and hybridity of Social Work, some of these areas cannot be substantiated in terms of
either pedagogy or education science.

3  Case reconstruction as a model for Social Work research and practice
— between abstraction and reification

“Case structures are always case structures of a historically concrete life practice... and as such
contradictory units of decision-making pressure and justification obligations as well as centres for
coping with crisis” (Oevermann, 2000, p. 148).

Today, Social Work — as a community of the two previously separate areas of social pedagogy and
social work — is basically dominated by two types of methods: They are research and behavioural
methods which have developed over time with more or less reference to each other and which
currently, within the meaning of habit!® creation (see Figure 1), are essential for ensuring the long-
term autonomy of Social Work as research and behavioural practice. In order to understand this
connection, a distinction must first be made between “abstraction” (theory) and “reification”
(practice): This differentiation is required at all times in this regard in order to clearly underline what
can and should be achieved in each case so that an amalgamation that might damage the purity of
the process can be avoided. Research methods — using the mode of abstraction — require an
unconditional relief from the tasks of concrete practice. In principle, this is about developing

13 According to Bourdieu, habit describes the interplay of routines, habitualities and attitudes characterising
a person's manner. “The hermeneutic case understanding and theoretical understanding to form a routine
in professionalised practice cognitive structures used by social actors in their practical cognition are
incorporated social structures,” which “work beyond consciousness and discursive thinking” (Bourdieu,
1984, p. 730). In his revised professionalisation theory, Oevermann describes a habit formation which
ideally employs the components of applying the logic of vicarious coping with crisis (1996) (professional
habit).
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scientific findings which are brought to bear independently of political or institutional expectations.
In this respect, scientific practice is free from the pressures of expectations, time or results in order
to be able to research the “matter itself” without being patronised. The aim is to develop theoretical
models, ideally through a prior reconstruction of practice, which operate in the reality of practice
and which can be taught to those studying the subject in the course of their studies — such as in
research workshops (cf. Kraimer & Wyssen-Kaufmann, 2012) so that the mentioned habit creation
becomes possible and is facilitated. The methods used are primarily research processes based on
reconstruction logic and hermeneutically inspired case work.

T Habit creation as mediation instance between j

Scientific Knowledge (competence of
theoretical understanding)

Professional Skills
(competence of case understanding)

To understand scientific findings
(interpretation options of the
professional as knowledge which can
be generalized, extensive
development of models)

To professionally handle actual
practice (client difficulties in their life
practice as “individual case”,
e.g., disadvantage, illness)

Action methods in vicarious coping

Research methods in the insight with crisis mode

finding mode
Tensions can not be resolved technically

Figure 1 Habit creation in discipline and profession (Kraimer, 2014, p. 19)

Professional practice experiences time pressure and as such focuses on dealing with practical life
problems. As a result, methods for action — using the mode of reification — require the person acting
in professional practice to find relief by accessing methods which have previously been founded in
the discipline and whose approach has been habitualised. In principle, this is about practising
vicarious coping with crisis applying the knowledge basis of academic studies. The aim is to create
a work alliance to (re-)establish autonomous life practice. Accordingly, professional practice is bound
by the ethics of action, the disciplinary empiricism of research ethics.

The process of case reconstruction can be useful for both method types. The process of case
reconstruction, which constitutes a theory of art, is aimed at revealing case-specific social
connections in terms of meaning and actions, which are embedded in the structural system
and system of rules. This makes it possible to examine the relevant materials of expression
— corresponding primarily to the context of social aids, social prevention or social services — in
relation to their structural logic (research) and then apply this to the conceptualisation of an
intervention (practice), e.g., as vicarious coping with crisis or as biographical guidance.

Ulrich Oevermann (2000) introduces the method of sequence analysis, a process which can be used
to determine the analytical difference between the varied options of a given empirical reality and the
actual choices made (as a result of decisions). A distinction must be made between two characteristic
dimensions (parameters). The dimensions presented as creation and selection parameters are:

(1) Rules for creating meaning, which create possible connections in the relevant sequences
(thought-experimental generation of choices).

(2) The totality of options available as a togetherness necessitating a choice.
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Selection option A

Simultaneous
generation of new
connection options

Rules for creating Selection option B

meaning (factual selection) ;
Simultaneous

generation of new
connection options

Selection option C

Generation parameters Selection parameters

Figure 2 Generation and selection parameters, own presentation based on Oevermann (2000)

The sequence analysis method follows the sequential nature of life. As such, it is based around the
idea that human action is structured sequentially by rules. “Every apparently single action is
sequentially linked to a previous action within the meaning of a well-formed, rule-like connection.
In turn, it opens up scope for well-formed, regular connections” (Oevermann, 2000, p. 64).
The reconstruction of the material of expression is based on this.

The essential characteristic of case reconstruction is the approach that a case to be examined is
analysed in relation to its differentiation by practical decisions and based on objective data to
identify latent and manifest structures of meaning.

The aim of the methodically controlled reconstruction process is to reveal the origins of a case as
structural genesis. This is achieved by formulating key structural characteristics, which can be set out
in the shape of case structural hypotheses (cf. in detail: Kraimer, 2014; Oevermann, 2000). As a result
of a case reconstruction, a scientific object can be delineated explicitly and identifiably in its historical
development and in a characteristic, definable shape and rule-relatedness. This brings about the
essential difference compared to case descriptions, case studies or procedures whose aim is to
analyse content or to categorise, which merely allocated individual phenomena by applying
subsumption logic (normally terms or categories classified in advance) and which are missing
a dimension which unlocks the matter itself. In contrast to quantifying research (which applies
subsumption logic), an empirical generalisation is not the aim — instead, a structural generalisation
according to the methodology of objective hermeneutics is intended. A case reconstruction shows
how practice/a case operates or proceeds from a structural perspective — different from, or even
adding to, the presentation of the case history by the case itself or the person presenting the case
or the biography. Practice can also become involved in the course and on the basis of a case
reconstruction so as to reveal alternative options for action or develop suggestions for vicarious
coping with crisis/biographical consultations, as intended as part of Social Diagnostics. However,
above all, professional practice can be designed as case-reconstructive to begin with.

The reconstructive process can be used to find types of readings (using thought experiments) which
help to reconstruct the choice and reasoning of decisions. The aim is to read a text artistically
and creatively in order to identify the structure of meaning contained within it — no additional
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meaning should be “superimposed” on the text. Oevermann has developed principles of
interpretation for just this purpose (cf. Oevermann, 2000): Absence of context, literalness, economy,
totality/extensivity, and sequentiality. The meaning is stored within a text, it is discovered
sequentially by different types of readings and finally it is revealed in its structuredness: Early on in
an interpretation, many different types of readings are still possible; in the course of the
reconstruction, the number reduces as inapplicable types of readings are excluded until the case
structure becomes clear.

4 Disciplinary and profession-related basis of Social Work: Vicariously
coping with crisis as a model of professional practice

The model of vicarious coping with crisis can be said to constitute a basis for Social Work
as a theoretical discipline and a professionalised activity as far as research on autonomy options and
the establishment or re-establishment of a somato-psycho-social integrity is concerned. The aim is
essentially to relate professional action in Social Work to the following dimensions in this context:

Table 1
Functional areas of focus of professionalization (Oevermann, 2009, p. 120)
Functional focus Client Central type of Dominant type Mode of
practice of crisis experience

(1) somato-psycho-

particular life

work cooperation

traumatic crisis

experience of

social integrity practice nature
and body
(2) law and justice community processes based on crisis of religious
based on based on law formal/rational rules  decision-making experience
applicable laws
(3) methodically universe of methodical criticism  crisis due to aesthetic
explicit discourse of deliberative inactivity experience
verification of (represented by  discourse (logic of
applicability in the sovereign the better argument
notional and community and suggestiveness
sensual based on law) of sensual presence
perception

(science and art)

Below, three theses will be presented for this context, which could lead a future development
of social work as a discipline and a profession along the lines of a case-reconstructive process:

Thesis 1: The project of professionalising “case-reconstructive Social Work” must be designed
based on the principle of vicarious coping with crisis.

“At the heart of our version of a professionalisation theory is the simple thesis that all
professional practice in need of professionalisation basically deals with the tasks of vicarious
coping with crisis for a client based on explicitly methodical knowledge, and that the manifest
professional state of these professions is linked to the perception of such vicarious coping with
crisis” (Oevermann, 2013, p. 119).

The regulating idea of vicarious coping with crisis, whose aim is to construct an autonomous life
practice, determines action for “case-reconstructive Social Work”.
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Vicarious coping with crisis!* constitutes a regulating principle which guides the professional’s action.
In the course of life, this is expressed in different ways and qualities in the support to cope with the
crises of appropriation, loss and regaining of autonomy. In this context, we must also ask about the
viability dynamics of a specific life practice — assuming a professional intervention — which can be
developed by reconstructing the individual history in interacting with professionally offered support
in an institutional context. Vicarious coping with crisis is based on “case-reconstructive Social Work”
action by a social lawyer. As a representative of those objectively or subjectively in need of help,
it has a duty to balance out any impairments of a humane life and to obtain the funds required for
this purpose and allocated by the legislator (cf. Oevermann, 2009).

Disciplinary autonomy

Explicit mandate

!

Problems of the mandate
- Paradox constellation of actions

- Cannot be standardised

!

Professional expertise

N

Theoretical understanding Case understanding

Ability to understand abstract
knowledge

L» Overall competence J

Work cooperation

Ability to understand cases

Simultaneously diffuse and specific

Committed role distance: help to help themselves

!

(Re-established) autonomy

Figure 3 The logic of vicarious coping with crisis (Kraimer, 2012, p. 92)

A client deficient in autonomy (see table 2) requires a type of help provided based on a mandate
which ensures the kind of expertise that does not lead to a de-autonomisation of the client but
instead contributes to the identification of options and their realisation for an autonomous life.

14 By way of example for this model, cf. the study by Czarny and Marks (2015) and the paper by Kraimer

and Altmeyer (2016).
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The habit formation of the aide professionalised in this manner enables a work cooperation to be
established, enabling a factual dealing with the problem through help but not through control.
It is extremely important in this context for intervention practice which becomes effective in the
work cooperation to always remain aware of a realistic estimate of the client’s autonomy options
and mobilisation. This assumes an awareness of the conditions of an autonomous life practice and of
the term “free action”. The conceptualisation of a work cooperation requires the mentioned
knowledge as well as an ideal model based on an awareness of the theoretical foundations. Both of
these must be acquired during studies, as does knowledge of potential obstacles to such
a cooperation (cf. ibid).

Table 2

Theoretical process based on Liebermann and Loer (2009)

Phase Client Professional Objective
Initial phase Client must realise Attitude of waiting Mutual

that help is needed communication

(psychological strain)

Anamnestic-diagnostic Reveals his need for Anamnesis and Clarity about the crisis

phase

Constellation phase

Modelling phase

Conclusion phase

help

Contributes potential
for crisis
resolution/realises
own options

Releasing
potential/move to
independent crisis
resolution

Client acceptance of
responsibility

diagnosis

Professional
maieutically promotes
the potential

Promoting the client's
autonomy

Recognition of
autonomy to be re-

to be resolved
together

Verbal identification of
the crisis to open up
scope for a solution

Joint modelling of
crisis resolution

Autonomy of life
practice

established

The process shown in table 2 shows an organisational model which constitutes an ideal process.
This process might be hampered in practice. The difficulties in contrast to the model developed by
Liebermann and Loer (2009) with reference to Oevermann can be found primarily in the specifics
of the type of social work practice so far (cf. Oevermann, 2009; Wigger, 2013). To summarise, these
are primarily the following problems:

- The problem of incompatibility between help and control.
- The problem of the stigmatising effect of help.
- The problem of a (frequent) lack of voluntary involvement.

For the latter reason alone, initiating a work cooperation — fundamentally based on voluntary
involvement — is made more difficult largely due to social control and help, creating a potential to
traumatise, particularly where help results in obligations to show gratefulness or shame and control
becomes overpowering.

Thesis 2: The logic of case reconstruction aims to reveal realistic options for an autonomous
lifestyle in practical Social Work.

The stylistic features of a case-reconstructive focus consist in showing that a dialectic context exists
between “what is” (mode of existence) and “what could be” (options for the future). The logic of
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case reconstruction largely apply in that differentiated evaluation of a case is performed from
different perspectives. The case-reconstructive process thus serves the purpose of offering a realistic
insight into a life practice subject to crises and requiring help (cf. table 3).

Table 3

Perspectives of “case-reconstructive social work”

Perspective Activity

(1) Humans and society as the subject Reconstruction of appearance and entity — of what

is latent and what is manifest

(2) Constructive criticism of the ‘given’ Comparison between the reconstructed situation
with what is possible, between idea (target)
and reality (actual).

(3) Creating options for change Realistic evaluation to change the given conditions

Knowledge gained through reconstructing a case serves the purpose of enabling an examination
of biographical processes, courses of action of a practice or institutional types of responses from the
perspective of coping with crisis as well as staying true to a realistic evaluation of a case. A social
worker who in light of this is introduced to the logic of “case-reconstructive Social Work”, “must still
get to know the factual situational principles of considerate social work action — e.g., assuming the
clients’ definitions of situations” (Schiitze, 2002, p. 147). He can use case reconstruction as a tool to
identify the biographical sources of meaning with regard to the case in question and to become
aware of his own biographical traumatic dispositions (traumatic childhood experiences which appear
in a present case in a structurally similar way). Case reconstruction must be used to reveal this during
the case-handling process in the same way as paradoxes!® and typically sources or tendencies
towards mistakes in professional work (cf. Schiitze, 1997). A sober reconstruction of objective data,
authentic materials for expression and biographical conditions — on both sides — in the relevant case
problem enables new, structurally realistic options to be determined, which solidify the work
cooperation. Once responsibility for oneself has been factually achieved in work, parenthood and
citizenship, coinciding with the end of the moratorium of coping with the crises of adolescence, any
autonomy already achieved generally takes effect. This “logic of autonomisation” in broader versions
contrasts with the propagation of “lifelong learning”, whose principles are structurally contrary to an
autonomy already achieved.

Thesis 3: “Case-reconstructive Social Work” serves the purpose of promoting autonomous thinking
and action in the discipline and the profession.

Autonomous thinking and action are based on the anthropological basis of freedom. In the battle to
gain recognition, as described by Hegel, it becomes apparent that freedom is related to the ability of
humans to cross the borders of self-preservation and having to choose to maintain one’s freedom?,
Language provides the means to achieve this. The method of objective hermeneutics make it
possible to reconstruct this battle for recognition as well as the history of decisions (individual or
collective choices) and to draw conclusions for Social Work. An interpretation may never be entirely
complete, but it can reach a temporary end point if no further general or specific statements are
possible — until a newly discovered context opens up a convincing reinterpretation. ldentifying such
a structure, which delineates a pattern of meaning with the “mode of existence of a meaning”
according to Schleiermacher (2000), requires an act of methodically controlled understanding,

15 Schiitze defines the paradoxes of prof. action as “difficulties and dilemmas in the work process, which

cannot be undone or avoided, and in which the professional necessarily becomes enmeshed” (Schitze,
1992, p. 137).

“Hegel was the first to correctly present the relationship between freedom and necessity. For him, freedom
is the insight into necessity” (Engels, 1990, p. 106).

16
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enabled not by empathy but by strictly methodical control and substantiality. The objective richness
of meanings — revealed by the hermeneutic method of case reconstruction — opens up because
subjective imagination is triggered early on in the cognitive process (relating to a life practice in
crisis). This is required to enable interpretation and is provided by the theory of art. In this way,
options to uncover what is new or “latent” are revealed. This is achieved through participation in an
educational process which decrypts latent meaning — represented in case and in theories — using case
reconstruction. The realisation of an objective meaning thus unfolds its effect step by step if
discursive communication based on the material of expression occurs. For instance, this is essential
when conceptualising a social diagnostic which requires as rich a data basis as possible and which if
possible must take into account all perspectives affecting a case, situation or event — meaning a set
of data about a social act. In this context, autonomous thinking and action are apparent in that
reconstruction logic is asserted against the usual subsumption logic. Whereas the latter subsumes
using theoretical terminology or commonly used definitions, the former analyses is based on
sequence and aims to identify the laws which a case represents in its totality “with reference to
readable, audible and visible symbols and markings” (Oevermann, 2002a, p. 23). Vicarious coping
with crisis is to make the crisis process of child-raising and socialising individuals, which offers an
opportunity to create autonomy in life practice, easier — as demonstrated. This assumes autonomous
thinking and action on the part of the professional actors — these can be social workers or
researchers who in the individual case act with the tradition of hermeneutic empirical science.
The realisation of a typological core case, the reconstruction of further cases to expand and modify
experience and the focus on structural generalisation logic in order to imagine an educational
process whose future is characterised by the case structures of a specific life, are the contents
and objectives of a case-reconstructive activity, which can commence its (Social) Work in life
practice.
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Abstract: An expert discussion about the nature of identity in
social work has been led in the Czech Republic for more than
a quarter century. This debate did not bring a definite shift in the
understanding of what social work is, nor did it bring a shared
stance on what its domain should be (Chytil, 2007; Navratil
& Navratilova, 2008; Matulayova & Musil, 2013; Punova
& Navratilova, 2014). However, if there is any consensus on the
identity of social work, it refers to the fact that social work is a
socially constructed field (Navratil, 1998, 2013a) and therefore also
multiparadigmatic or discursively open. If it is difficult or
impossible to capture sectoral identity with a clear and final
definition, sectoral identity can be seen in a pluralistic way through
discourses. This paper is built on the premise that one of the most
important factors influencing a sectoral understanding of sectoral
identity is university education, which is one of the key social
institutions that influence or even shape social discursive space
(Etzkowitz & Dzisah, 2012). In the paper we present the most
influential contemporary discourses, which are applied in the
education of social workers, and answer the question: What
assumptions about the performance of social work and more
generally the concept of sectoral identity are implied by the
selected discourses of education in social work? Particular among
these discourses is a socio-pedagogical perspective we compare
these other discourses with and show what values are crucial for
each of the different discourses and how they can enrich social
work as a discipline. We proceed from the extensive overview of
Czech, Slovak and English-language scientific literature, published
in regard to the problem o educating social workers in the past
twenty years.

Keywords: education, identity, social work, evidence-based
discourse, reflexive discourse, competence discourse, socio-
educational discourse

Vzdélavaci diskurzy v socialni praci

Abstrakt: V Ceské republice se jiz vice nei ¢tvrt stoleti vede
odbornd diskuse o podstaté identity sociadlni prace. Tato debata
vSak nepfinesla jednoznaény posun v poznani, ¢im socidlni prace je,
a ani nepftinesla sdileny postoj o tom, co by mélo byt jeji doménou
(Chytil, 2007; Navratil & Navratilovd, 2008; Matulayova & Musil,
2013; Punovd & Navratilovd, 2014). Pokud vsak v néfem shoda
ohledné identity sociadlni prace panuje, tyka se toho, Ze socialni
prace je obor socidlné konstruovany (Navratil, 1998, 2013a) a tedy
rovnéZz multiparadigmaticky, ¢i diskurzivné otevreny. lJe-li tedy
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obtizné az nemozné postihnout oborovou identitu jednoznacnou
a konec¢nou definici, Ize na oborovou identitu nahlizet pluralitné
prostfednictvim diskurz(l. Tato stat pak stavi na predpokladu,
Ze jednim z nejzasadnéjsich faktor( ovliviiujicim chapani oborové
identity je univerzitni vzdélavani, které je jednou z klicovych
spolecenskych instituci, které diskurzivni prostor socidlni ovliviuji,
¢i dokonce utvareji (Etzkowitz & Dzisah, 2012). Ve stati
predstavujeme nejvlivnéjsi soudobé diskurzy, které se uplatriuji ve
vzdélavani socialnich pracovnikl, a odpoviddme na otazku: Jaké
predpoklady o vykonu socialni prace a obecnéji o pojeti oborové
identity implikuji vybrané diskurzy vzdélavani v socidlni praci?
Specifické misto mezi témito diskurzy zaujima socidlné-
pedagogicka perspektiva, s niz tyto ostatni diskurzy komparujeme
a ukazujeme, jaké hodnoty jsou pro kazdy z jednotlivych diskurzi
stéZejni a ¢im mohou obohatit socidlni praci jako obor. Vychazime
pfitom z extenzivniho prehledu ceské, slovenské a anglicky psané
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1 Introduction

Social work is a field in which it is impossible to define the aim, as well as the content or performance
of social workers in an exhaustive and for all contexts valid manner (McDonald, 2006). The diversity
of the perception of social work affects the diversity of views on the education of social workers, and
vice versa, education has a significant impact on the concept of social work. With regard to the
objective of this study, it can be said that a number of approaches to learning has emerged
throughout the history of social work (Lishman, 2011). One of the crucial points, in which they differ
from one another, is the difference in what values social workers deem crucial when preparing for
their future occupations. Some directions emphasize the need to provide students with sufficient
theoretical knowledge, while other ones prefer the training of practical skills, and others emphasize
the topic of self-development, critical thinking and the ability of active participation. We believe that
accentuating a particular educational concept points the way not only for how the social worker will
be prepared for their future profession, but also what will constitute the actual performance of social
work. We proceed from the assumption that the method social workers' training affects the form of
social work. Although in general terms each approach seeks to “help clients manage interaction with
their social environment,” they are based on different assumptions and emphasize different
elements of education.

Although we can record a series of partial approaches through which social workers can be educated,
for the purposes of this study we present the four main discourses that sufficiently clearly illustrate
the scale of differences in the concept of preparing social workers for their future careers, both at
home and abroad. They are (1) the socio-pedagogical discourse, (2) evidence-based discourse, (3)
competency-based discourse, and (4) reflexive discourse. Each of them represents an important
direction in social work, each emphasizing different aspects of the training of social workers. The task
of this paper is to compare the differentiation of these discourses, present their different premise
and their consequences for the education and experience of social workers. The presentation of the
philosophical foundations which it is based on, makes it easier to understand the accents of different
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approaches in a broader context. We analyze the findings on the individual discursive approaches in
order to understand their basic starting points and the direction of their original ideas. It is not so
much about identifying the approach that should be perhaps the most correct, but rather about
recognizing how different approaches in the education of social workers are manifested and what
they are directed towards.

In the following section we will introduce the different discourses regarding the training of social
workers. The structure of the analysis of discourse in education proceeds in the following structure.
First we always attend to general assumptions of the relevant discourse, then we proceed to
evaluate its approach to education and then analyze the identity that will be anchored in the given
discursive approach.

2  Social work and social pedagogy together, but each of them different

In our study, we had at least two basic options on how to approach the interaction of social work and
social pedagogy. First, it is possible to engage in social work and social pedagogy as two self-
establishing departments, which of course can govern common interests, theory and practice. The
second option is to deal with social pedagogy as one of the discourses that found its place also in the
context of social work. Given that the aim of this paper is to compare selected key discourses in
social work, we choose the second perspective as dominant. The belief that this approach can be
productive is also supported by the fact that it is possible to encounter the application of socio-
pedagogical perspectives in practical social work. For example, in Germany the socio-pedagogical
aspect was significantly identified with social work, but it is also possible to encounter this view of
social work in some Czech educators. Nevertheless, we consider it necessary to introduce at least
briefly, how the relationship between these two disciplines crystallized.

If we look at the emergence of modern forms of both fields, then we can find some parallels in the
causes of their institutionalization. Revolutionary social changes at the break of the 19th and 20th
centuries associated with industrialization, urbanization and modernization, whose consequences
influenced the life of all society, opened the way to the emergence of social work. Some authors
(Seveikova & Navratil, 2010; Navratilovda, 2015) put the emergence of the field in the context of social
risks that provoked these social changes, and thanks to which a large number of individuals and
entire families plunged into fatal poverty. Omnipresent poverty and the fight against it found a
response in the form of various types of assistance, which have tried to eliminate the consequences
of dramatic social change. Hugman (2009) points out that it is possible to trace two basic approaches
to social work. The first one, which was represented by the “settlement movement” supports a
structural view of social work, under which the activity of social workers should be focused on
providing tools and resources to certain groups of people to change social structures and conditions
that puts them at a disadvantage (Barker, 1995). Social workers are thus understood as active players
who should make their clients capable of changing social conditions. This approach represents the
beginnings of macro-level social work practice and focuses on the structural understanding of social
issues. In this context, social workers seek to mobilize clients to make structural changes.

In the second perspective, like the first, it was about helping individuals adapt to the conditions of
the social environment. Musil (2004) points out that the work of The Charity Organization staff, who
were the bearers and pioneers of this trend, was however directed to assisting individuals in
adapting to the conditions of the social environment through the effect on individuals and families.
Hugman (2009, p. 1139) associates the creation of this organization with the increase of professional
sensitivity at the end of the 19th century to charitable assistance for those individuals and families
who experienced the problems of poverty, family breakdown, poor housing, etc. Through direct work
with clients focusing on individual assistance to clients in their difficult situation, they created their
own work method. It was based on the use of the relationship between those who need help, and
their individual case workers. This relationship became a foundation to help the needy. Thanks to it,
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clients tried to better cope with their problems, as well as to better achieve the resources available
through charitable funds and use them. One of the basic methods of social work — namely the case of
social work, was formed as inspiration for the activities of these charity workers. This concept of
work, which focuses on the individual functioning and issues of social order, represents the beginning
of micro-level approaches in social work.

According to Human (2009), what linked these two streams was the attempt to respond to the
increase in social problems arising from the processes of industrialization, urbanization and
modernization, which created a massive social movement of the industrial revolution across
northern Europe and North America (see Keller, 2007; Chytil, 2007). On the contrary, what divided
these two approaches was the understanding of the causes of client problems and the solutions that
should be applied (Hugman, 2009).

The diversity of approaches and traditions can also be seen in social pedagogy. Many authors point
to the great variability, but also the diversification of social pedagogy in Europe (e.g. Lyons
& Huegler, 2012; Kornbeck & Jensen et al., 2009; Ezechiel, 2015; Hamaldinen, 2015). As with social
work, the roots of social pedagogy are clasped with large social changes, which the processes of
industrialization and urbanization were characteristic for. Lyons and Huegler (2012) point out that
the origins of social pedagogy are primarily associated with the two paradigms. One of them saw
social pedagogy as a tool for social transformation through education communities, which was aimed
at all ages. The second, which appeared in 1920 in connection with the provision of professional and
academic field identity, established a closer understanding of social pedagogy as the education of
children and youth living outside the school and family context. Both of these views then had a
profound influence on the development of the profession itself and the field's development in
individual countries. Critics of these streams have pointed to idealism and susceptibility to
exploitative practices on one side, and little sensitivity to socio-political contexts on the other
(Bohnisch, 1999).

The beginnings of the establishment of these industries shows that, although each of them sought to
address the consequences of major social events in the daily life of individuals and communities,
their accents were different. In general we can say that social pedagogical perspective saw the
solution of social problems through the training of selected groups of individuals and communities as
well as their growth and socialization, while the perspective of social work sought to empower and
support individuals and communities in order to improve their social functioning.

It is evident that both fields are characterized by the intrinsic variability and ambiguity of objectives
and identities. This diversity and ambiguity of what is the domain of social work and social education
creates a space in which these disciplines can get closer together or even overlap. Another reason for
these overlaps may be the fact that both disciplines work with the same target groups, use the same
theoretical and conceptual resources and, ultimately, professionals from both sides strive for the
same thing: they want to improve the functioning of individuals, groups and communities though
they approach it from different perspectives. According to Bohnisch (1999), a significant
approximation of social pedagogy and social work occurred in the 60s and 70s through an emphasis
on emancipation and lifelong socialization. A shift toward education and sensitivity to socio-political
aspects became typical for both professions. Important concepts that both professions worked with
became those that focused on human development, personality and coping with everyday life
situations in interaction with structural, social and individual factors.
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3  Social work in the socially pedagogical discourse
3.1 Basis

Hamaldinen (2015) explains that social pedagogy is associated with diverse ontological,
epistemological and axiological bases. In our study, we cannot deal with social education in all its
forms, but we choose what we believe very strongly influenced one of the discourses of social work.
It is the area of critical theory, which moreover, according to Himaéldinen, applies in the present in
social pedagogy (2015). According to Giroux (1997) and Marsh (2011) in this concept of social
pedagogy it is significant that social pedagogues are understood as part of the wider world, social
community, and contribute with their active influence to a critical change and empowering of the
disadvantaged. The concept of social pedagogy, critical consciousness is a fundamental defining
feature of social pedagogy.

One of the classic authors who followed the requirement of cultivating critical consciousness and its
application when making changes, is Paolo Freire (1972). His key premise included the challenging of
technical-rational education as a neutral model, arguing that many of its forms do not reject sexism,
racism, exploitation and actually conserve unjust social conditions. Therefore he developed programs
that should stimulate the growth of (critical) consciousness, and which may be the basis for a
creative and liberating action. Freire's work aimed the focus of teachers on topics such as power,
oppression, dialogue, empowerment and awakening consciousness. These ideas have become part of
not only teaching practice, but influenced the development of social work and its theory. Radical, and
later anti-discrimination and anti-oppressive directions, adopted the thesis on the need to promote
critical awareness as their central starting point.

These procedures started to be applied in social work in the 80s and 90s, and the increase of these
social work models was related to the need of some Western countries to face the explosive social
problems associated with “guest workers”, refugees, migrants from the east of Germany, the UK and
other developed Western countries. Specific discourse of social work whose accents were clearly
linked with socially critical thinking in pedagogy began to be cultivated under the banner of “anti-
oppressive” approaches (Navratil, 2013b).

3.2 Approach to education

This type of discourse understands teachers — social workers as intellectuals who are able to
understand the teaching space as a place where students can explore, discuss, analyze the language
of knowledge and skills. All this should lead to the growth of critical thinking skills. The socio-
pedagogical perspective is based on the belief that the personal growth and development of critical
thinking are essential to improving the functioning of individuals and entire groups.

One of the models of critical thinking development and the development of consciousness is
represented by a model of didactic planes when preparing social workers for their future profession
(Sherpner, 1999). It is a model of application of social and pedagogical perspectives in the training of
social workers, which should lead to the development of critical thinking and awareness especially
among students, but quite naturally it also leads to the growth and progress of teachers. The
application of this perspective should lead not only to a student's progress, which is not only
characterized by acquiring new knowledge and skills, but also a deeper awareness of themselves,
their personal background and their impact on the performance of social work. Sherpner (1999),
building on the work of Garland, Jones and Kolodney (1976, pp. 17-71) defines and characterizes
these five didactic levels:

(1)  Information intermediation



(2)

(3)

(4)

(5)
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This plane is not only about obtaining new information on social work, but especially the
development of new knowledge. So it is mainly about confronting new information with what
the student already knows, what they have experienced on the level of opinions and attitudes.
This didactic level significantly shapes the initial opinions and attitudes towards the
performance of social work. It expands new knowledge and receives information that may
become a basis for changing opinions and attitudes towards the practice. In this context,
Scherpner (1999) points out one pitfall of this plane. If the teacher merely transmits
information without understanding the context, this way of teaching will have little effect on
student learning and will have a rather negative influence.

Reflection of professional role, its development and acquisition of new methods

In this plane, the teacher encourages the student to ask critical questions. Through them they
obtain the image of the subject and its context with which they work with in practice. Their
questions are focused on finding ways how to proceed, how they can deal with the particular
situation in the context of their experience. The teacher who leads the student within their
practical experience shows them instructions on how to approach certain situations. However,
they should only be some kind of guidance. The student should be encouraged to have
courage in finding their own way when recognizing discrimination and oppression. At this level
the student acquire specific professional methods and techniques that are intended to
improve their training and professional skills. Students deepen their knowledge through direct
experience.

Self-education, self-reflection and self-knowledge

The personality of the social worker is one of the tools of social work. Students are therefore
encouraged to be more deeply engaged with their inner integrity, their attitudes to the subject
of their work, as well as professional values. They learn to distinguish their own stereotypes,
prejudices and other characteristics that reduce their ability to adequately work with clients.
The issues of motivation for social work come to the fore here. Motives can be different and
their timely non-differentiation may lead to subsequent errors and faulty performance in the
negotiations with the client. The student is slowly confronted with themselves, which they may
find very difficult and sometimes unpleasant. The teacher may assist with their own emotions
and experiences. By giving the student the opportunity to look into their inner feelings and
experiences, the learning process may deepen for the student (Seden, 2003).

Biography and life plan

Experience from critical practice, which the student has built, naturally bring the question of
what this experience means for their next direction, especially for their professional life. They
ask themselves questions aimed at finding answers to where they will go in their professional
lives. They already have a sufficient idea of what types of difficulties and risks must be tackled
in their work, and realize how this work enriches them. They have a greater awareness of their
personality, their strengths and weaknesses affecting their practical execution of social work.
All this gives the student the space in which they may decide. In this context, they may be able
to think about their own as well as professional identity better.

Transcendence and spirituality

This didactic plane refers to the fact that social work as a profession can have a spiritual and
transcendent dimension both for social workers and clients. These are particularly affected in
relation to human suffering. Face to face with these painful experiences, social workers are
confronted with finding a deeper meaning to their life and their work. Teachers should
therefore be sensitive to this area and prepare their students for it. Cultural and spiritual
sensitivity is becoming an essential prerequisite for the quality practice of social work.
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Didactic planes can serve as the structure of the process in which social work students acquire skills
related to critical thinking and develop their critical consciousness. The issue here is not just about
the ability to understand oneself, but also about understanding one's anchor in the broader social
contexts that may influence our thinking.

3.3 The concept of identity

The basic concept of this discourse is the concept of “oppression”. This term refers to the structural
disadvantages for certain groups who are denied certain rights and options normally available to the
majority of the society or its elite. The aim of this concept of social work is to face these handicaps,
reduce individual and institutional discrimination based on race, gender, disability, social class and
sexual orientation (Thomas & Pierson, 1995, p. 16). This concept of social work generally deals with
various forms of oppression of women, members of different races, classes and ethnic groups,
religious groups and other social and cultural groups. It approaches them as a complex of
relationships that must be viewed from a single, discrimination revealing and declining viewing angle.

One of the authors trying to develop an anti-discrimination approach as a comprehensive model of
social work is Neil Thompson (1992). According to him, it is downright dangerous if a social worker is
unaware of discrimination or oppression, which the client is exposed to. Social workers here aim to
highlight in particular the oppression that arises between categories of people, e.g. oppression of
men against women (gender), one culture against another (ethnocentrism), between generations
(ageism), healthy people towards the disabled and so on. Social worker follows the principle that
intervention of social work can either strengthen or eliminate oppression. The basic values which
departmental identity stands on in this approach, is justice, equality and participation.

While the concept of “enabling” was emphasized in other concepts of social work, the purpose of
antidiscrimination approaches is the “empowerment” of people. While the concept of enabling is
individualistic and implies social work which helps people to acquire the skills that will help them
cope with the conditions in which they live, the concept of empowerment means helping people to
acquire more power (control, government) over their lives and living conditions.

The hallmark of good practice in traditional social work is a sensibility to the feelings of the client. In
the case of the anti-discrimination approach, a similar emphasis is put on sensitivity towards the
experience of discrimination, oppression. The social worker must be able to take into account such
factors as: race, ethnicity, gender, age, disability, sexual orientation, etc., and the role of these
aspects in the client's situation. Failure to do so may damage the client more than help them.
Another feature of classical social work is the recognition of each person's uniqueness.
Representatives of the anti-discrimination approach do not want to question this value, but seeks to
deepen it even more by directing attention to the fact that uniqueness is not worth talking abstractly
about, and that every person is set in a quite specific social context.

4 Social work in evidence-based discourse
4.1 Basis

The approach largely came to the attention of social workers in the last decade of the 20th century.
What is typical and what distinguishes it from other approaches is the emphasis on the evidence-
based method. Although in other approaches to education in social work we can follow their link with
research and academic tradition, this approach is primarily based on the fact that the basis for the
decision-making of social workers must be scientifically (understand empirically) verified by evidence
(Sackett et al., 1996; Griffith, 1999; Sheldon, 2001; Webb, 2001). Social workers are expected to be
able to provide procedures and guidance that would be measurable and offer the certainty of
objectivist knowledge. In social work practice, this means that proven (verified by evaluation
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research) or empirically-based interventions are utilized. Evidence is primarily used in the phase
when the social worker decides on a certain intervention in the role of an expert (solving the client's
problem). To reduce the risk of bad decisions made on the basis of unsubstantiated assumptions,
stereotypes or even prejudices, the decision must be supported by research findings. A major role is
therefore played by scientific support, which may be relevant information in the form of different
statistics, research summaries, research reports and scientific papers, etc. A primary emphasis is
placed on scientific evidence, because thanks to them the decision-making process when working
with a client becomes more objective, based on verified evidence-based research.

In the course of its development, evidence-based social work got under certain influences essential
to its current form. From the extreme view, which completely eliminated the influence of the
practical experience of social workers when dealing with the cases of clients, to an approach when
social workers have a certain space in the interpretation of scientific recommendation. Theses by
Rubin and Babbi (2010), who developed an integrative model of scientific practice, which in the work
of social workers takes into account (1) practical experience, (2) the best research evidence and,
finally, (3) the client's characteristics, are an example of the moderate understating of evidence-
based discourse in social work. The authors talk about the fact that none of these elements can stand
off to the side, as they can mutually support one another.

4.2 Approach to education

The close relationship between social work with scientific methods, which have become the basis for
decision-making and the intervention of social workers, naturally has a great influence on what is
expected within the education and professional training of social workers. The skills that they are to
gain in the course of social training derive mainly from precise scientific methodology based on
gradual steps that should lead the social worker to their mastery and success in working with clients.
According to Rubin and Babbi (2010), the methodology of “evidence-based practice” consists of six
basic steps: (1) the formulation of basic questions, (2) a search for evidence, (3) the critical evaluation
of the results of relevant work, (4) the selection of appropriate interventions, (5) the application of
intervention, (6) evaluation and feedback. The aim of vocational education is to teach students to
seek proper evidence, scientifically founded conclusion. It is therefore obvious that this type of
training of social workers emphasizes the development of methodical thinking, capability in the use
of research sources and their critical evaluation. According to Jarolimkova (2004), ability to find the
best proof required the information literacy of users. Only via its development, we can be successful
in practice based on evidence. Therefore both students and social workers should be supported in
information literacy. This support should be provided, e.g. by training, counseling centers or through
specialized seminars and conferences. Within them they learn the hierarchical categorization of
evidence or information sources, according to the value attributed to the “evidence-based”
methodology. Study goals are focused on the acquisition of skills for the use of scientific resources
and evidence that serves as support for the decision to intervene.

4.3 The concept of identity

The identity of social workers in this discourse is very different from the other three. The thing in
which this approach is fundamentally different from others is mainly the approach to assessing the
client's life situation and deciding on intervention. In the first place it is expected from a social
worker here that they can accurately operationalize the client's problem and then find the
appropriate scientific evidence to support an effective intervention option when working with a
client. According to Novell (1990), the point is that the social worker is able to obtain resources and
support scientific data carriers for their decision-making on the intervention. In this context, the
emphasis is put on information fitness of social workers. If they have this skill, they can help their
clients, and moreover, their work will be efficient.
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Rose (1985) points out that in the context of evidence-based practice, a social worker becomes an
ingenious processor able to choose the best solution for the given situation, and thus make the best
decision. Under this approach, the social worker is thought of as someone who can apply basic logical
principles to clients' problems, since it is based on the fact that the clients' behavior will probably
develop in a certain direction. Although there are different directions and perspectives in social work
based on evidence, it is clear that the center of gravity is in finding scientific evidence. The practical
experience of social workers, although it has application in this approach, does not play such a role.
The position of the theoretical framework is more influential is this approach than the experience
generated by practice. Less emphasis on the reflection on their own role and own identity in the
process of working with the client is also an unintended consequence of this.

5 Social work in training discourse
5.1 Basis

The competence-based discourse occupies a very significant place in the training of social workers,
especially in recent years. The idea that social workers should mainly learn to respond to clients' life
situation with appropriate behavioral strategies during studies has become very attractive for many.
In the Czech Republic, competence-based discourse penetrated most curricula in social work in the
last twenty years. The survey carried out among social work educators has shown that education
focused on competencies was a prevailing approach in the Czech Republic, through which students
are being prepared for their future profession as social workers (Navratilova, 2010). This shift to the
training discourse is, however, also visible in other European countries, as reported by, for example,
Chytil (2007), Kearney (2000), Lorenz (2007); Webb (2001), and others.

Many authors point out that competency models are based on behavioral movement, which began
to emerge in the 20s and penetrated the educational systems in the 50s (Ainsworth, 1977,
Kuhlmann, 2009; Parker, 2006), and massively affected the education of social workers in the past
five decades in particular. A competence-based method of learning first appeared in public education
of youth and soon expanded to educational programs for teachers at larger universities and became
dominant in the educational programs and standards of various areas (Kuhlmann, 2009). It is worth
mentioning that the American psychologist and theorist of learning, David McClelland (1973), whose
article from 1973 Testing for Competence rather than Intelligence, which unleashed a storm of
controversy contributed very strongly to this, and de facto launched a “competence movement” in
the US (Adams, 1997). The “founding father” of the competency approach questioned its previously
used model for evaluating success through intelligence tests. He pointed out that the achieved
competencies should become the tool for this assessment.

Behavioral foundations highlighting interest in influencing human behavior brought elements of
objectivity, quantification and certainty into education. As stated by Navratil (2001) and Matousek
(2003), it was assumed that the results of empirical research would bring new knowledge about
general laws of behavior, while every human behavior under this approach is seen as the result of
what one learned or did not learn. According to Navratil (2001), classic behaviorists do not focus on
specific (empirically measurable) behavior of the individual in the context of their environment.
Classical behaviorists do not follow the inner motives and causes of human behavior. On the
contrary, they believe that all behavior, whether it shows signs of normality or abnormality, is
learned in interaction with the environment. For this reason, behaviorists focus their attention to the
conditions and circumstances that affect the learning process. Findings from observations are used to
make the procedures used to re-teach undesirable behavior (Kuhlmann, 2009).

Behaviorism ideas that found their use in many social sciences (sociology, anthropology, political
science, social work, psychology) have gone through numerous changes since their early beginnings.
The fact that the initial disinterest of behaviorists about inner feelings and motives was replaced by a
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focus on cognitive processes associated with human experience and behavior (experiences,
expectations, perceptions) may be considered among the most significant. The emergence of
behavioral theories that emphasize the emotional side of human behavior next to the rational side,
are an example. Such an instance can be Dryden's rational-emotional-behavioral therapy (Dryden,
2008).

Fay (2002, p. 152) states that the most developed and most influential theories of competence in
social sciences are those that are a mainstay for rational choice. In social work we can understand
this statement in response to a requirement that social workers were able to solve practical
problems. Reid and Epstein (1977) who developed the task-based approach in social work responded
to this request in the early 70s. The structure and methodology of this approach were to bring about
fundamental changes in the activity of social workers by increasing the efficiency of solving practical
problems encountered by the clients of social workers. This approach, like so many others, which
sought this efficiency, are characterized primarily by: being based on research findings, structured,
provide clear and specific guidelines, allow the adoption of a wide range of competencies, focus on
specific objectives, targeted on the fulfillment of tasks; they are time-bound and so they mobilize
efforts (Tolson, Reid, & Garvin, 2013).

Rationality of dealing thus became synonymous with efficiency in solving client problems. The
authors following behaviourist ideas consider the named characteristics to be positives and benefits,
especially in the education and practical experience of social workers.

5.2 Approach to education

The expansion of the competence-based model affects the entire education of social workers and
specifically the concept of professional experience which has a significant place in the professional
training of social workers. Clark (cit. according to Arkava & Brennen, 1996) pointed out that although
the competency approach is conceived in different ways in individual study programs, it is likely that
in these programs we encounter the following characteristics:

- Emphasis on outcomes rather than on the learning process. Within competency models it is
usually required that the student demonstrate achievement of a specific and predefined
competencies. Learning methods by which this competence is achieved are not so important.
The achievement of results in itself is therefore essential, the result.

- Teaching and learning are defined in terms of performance. Students must be able to
demonstrate that they are successful in demonstrating the performance desired in advance.

- Performances are understood in a behavioral approach. Performance requirements are often
given very clearly and lists of commands and requirements associated with the achievement of
specific competence are often compiled.

- Criteria for measuring performance are given. They determine when a student is successful in
their performance and when they have not achieved the desired result. These criteria are
usually presented by precise criteria that indicate different levels of competence.

Shardlow and Doel (1996) note that in the context of these models it paradoxically occurs that the
end of the educational process is actually the beginning. For this reason, the attributes of a
competent social worker in terms of desired behavior that fulfills the role of a social worker are very
precisely described. The “behavior” is most often specified through a system of skills, which a social
worker should be trained in. Each skill is operationalized at the level where it is clear what can be
considered evidence of achieving the competency. This kind of education is also reflected in the
relationship between teacher and pupil, as well as a social worker and client. Gabura with PruZinska
(1995) talk about the educational function of a relationship. A teacher is one who teaches, who is the
bearer of rules and clear instructions on how to proceed in certain situations. The student is
expected to critically question these instructions.
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5.3 The concept of identity

Although we can say that the competence-based approach is highly popular, it simultaneously causes
extensive criticism by a number of authors, both foreign and domestic. For example, Lena Dominelli
(1996) examines the influence of a competence-based model in social work and its impact on the
practical experience of social workers. According to Dominelli, the competence-based model
simplifies different elements of complex and dynamic social interactions and reduces the social
nature of its individual components. Likewise, Bogo and Vayda (1987) point out that the
competence-based approach is focused on the specification of individual professional skills in
measurable behavior. There is only little room for reflection on the student experience. Dominelli
(1996) states that an emphasis on competence-based approach in education and social work leads to
technicistic and decontextualized learning, leading to the atomization of teachings, the problems of
the client and social work in general. He points out that this method of competency perception does
not emphasize the achievement of the best result, but even a satisfactory standard can be
understood as good enough in this sense. This can of course lead to a reduction in the quality of
education. Education is seen primarily in terms of rationality and therefore effectiveness. People
should acquire, or rather buy such a type of education, which will be based on market needs rather
than the needs based on the reality of daily life.

Dominelli (1996) points out that the competence-based approach in social work introduces
fundamental changes in social work deeper than they seem at first glance. Pressure on the
implementation of the competence-based approaches is not based on user needs or aspirations of
social workers, but from the ephemeral and unpredictable market, whose main driving force is to
gain profit. When transferring commercial thinking into education in social work, this caused a
fundamental shift in the distribution of power from professionals in social work (e.g., academics and
practitioners) to those who make decisions about financial resources. Competence-based discourse
in education is part of the global marketization of the welfare state and its reduction (McDonald,
2006).

Chytil (2007), Lorenz (2007) and Laan (1998) point out in connection with the privatization of
education of social workers that the commodification of education means a gradual loss of the
ethical identity of social work. They warn that the activity of social workers has also become a
commodity that has the same value as the other offered services. Help service itself has become the
subject of purchase, as it happens with common consumer goods. Hugman (1998) points out that
social workers have become producers of “welfare” and service users have become consumers. The
fact whether this service will be offered or not does not need to be dependent on whether the need
is felt by those who need help, but whether it can withstand the competing offer of other services.
This situation is, however, in many cases, inconvenient and dangerous, because the driving force of
the market is profit rather than helping those in need (Nussbaum, 2011)

6 Social work in reflexive discourse
6.1 Basis

In the last two decades, reflexive approach has raised a lot of expectations in many areas of
professional human activity and some authors even talk about the development of massive interest
in the use of reflection in diverse areas. Interest in reflective processes was opened by authors who
have begun to question the usefulness of linear thinking in applied technical professions, which
besides academic knowledge also need to take into consideration not only the experience of
professionals but also clients (Argyris & Schon, 1974; Schén, 1983). In social work, this motif occurs
primarily in authors from the Anglophone linguistic circle (but not exclusively). Reflexive approaches
have quickly become the subject of interest to a number of scientific and educational books in social
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work, because the idea that the experiences of workers and suggestions from clients must be used
for adequate decision-making in social work seemed very natural in this context (D'Cruz, Gillingham,
& Melendez, 2007; Ferguson, 2003; Chow, Lam, Leung, Wong, & Chan, 2011; Morley, 2015; Nixon &
Murr, 2006).

It seems that in social work there is growing interest in the concepts of reflection, reflexing, etc. in
the context of growing awareness of uncertainty and ambiguity of the postmodern man thrown into
the world of many opportunities and risks (Bauman, 1995; Giddens, 2003). Social workers are forced
to respond to the status of “blurred” professional coordinates that formerly flanked the normative
practice of social workers (Musil, 2004; Musil & Srajer, 2008; Navratil, 2005). Social workers are
turning to reflecting their personality, experience and social conventions as a tool, which is a means
of feedback and which help shape a certain perspective of thinking and practical action in the
“plurred” (Musil & Srajer, 2008) contours of profession and society.

Jane Fook (2002) also explicitly compares reflectivity and reflexivity as well as highlights the different
discourses from which these concepts have emerged. While according to Fook, reflectivity is
associated more with disciplines such as management and engineering, reflexivity was formulated in
the discourse of social sciences as a key research skill and associated with qualitative and especially
ethnographic research. According to Fook (1999), reflectivity is based on the positivist tradition, and
its purpose is to generate an objective theory, which should be deductively applied in practice.
Reflectivity in social work was rather connected with the social worker's effort to distance
themselves from their experiences and feelings and try to attain an objective approach to practical
work. Reflecting should also serve to uncover a formal contradiction between formal theory and the
practical experience of the social worker. The process of reflection is used here to deny the practical
wisdom of social workers, which arises inductively from daily practice. Reflexivity is conversely
associated with late-modern critique of objectivism and it values the practice of social workers more
(as well as the cognitive process). Fook (2002) also states that reflectivity is more related to the
process of reflection on practice, while reflexivity characterizes the social worker's ability to perceive
and evaluate their impact on research or practical activities. Fook also explains that reflectivity
applies particularly to efforts in understanding how things work, while reflexivity lies in efforts to
bring as many different perspectives and views when thinking about the client's life situation. A
comparison of selected characteristics of reflective and reflexive approach is presented in the
following table 1.

Table 1
Comparison of reflective and reflexive thinking
Reflective thinking Reflexive thinking
Discursive origin Management and engineering Social sciences
The nature of social reality Objective Constructed
Knowledge objective Creation of objective theory In-depth understanding of the
individual
Purpose of reflecting/reflexion  Technically understand and Cultivation of personality,
improve practice expanding awareness of their
own impact on the ongoing
processes
Approach to practical Development and application of Finding different perspectives,
experience a single “correct” model of how interpretations and ways of
things happen and how they solving

should be influenced
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Timing Following the completion of During work with the client
work with the client or its
compact part

Source: Adjusted according to Schon (1983) and Fook (2002).

It is interesting that although Fook (2002) distinguishes the meaning of reflective and reflexive, she
proposes using the concepts complementary with the fact that reflexive attitude position supports
reflection of practice. In her idea, reflexive attitude is, simply put, rather a predisposition toward
reflexivity, while reflection is rather a process of reviewing practice. With this step, Fook (2002)
combines both concepts and makes them a part of one unit in practical terms. | will discuss the
options of connecting reflectivity and reflexivity later in the third section of this chapter. Since the
concept of reflexivity seems more apt to social work based on the performed comparison, | will deal
with it further in greater detail and in the text below | will introduce different concepts of reflexivity
and focus on identifying subtypes of reflexivity to describe their main characteristics.

6.2 The concept of education

Extensive work of John Dewey (1930, 1933, 1947) affected a number of later writers who have dealt
with the reflexive approach. Besides Donald Schon, who opened the gates of reflective thinking not
only for social work, we can mention Jack Mezirow (1985, 1991) and Stephen Brookfield (1987,
1995). They engaged in the learning process, in which individuals are drawn into a reflexive
evaluation of their experiences and interpretations. These authors focus primarily on the
transformation of knowledge and learning, in which they suggest to critically confronting the possible
interpretation of particular experience. Reflexive education is clearly focused on developing the
ability of future social workers to realize different perspectives, planes and interpretations of their
experiences and the experiences of clients. Within reflexive learning there are many models that can
be applied in the learning process. For example, Thompson and Thompson (2008) created a three-
dimensional model of a reflexive approach that takes into account the development of reflective
thinking and summarizes knowledge about this approach. These three dimensions of reflective
approach include reflection: (a) cognitive (b) affective and (c) value.

In cognitive reflexion it comes to cultivating simple thinking and even creative thinking, which is the
source of the skills of professionals, able to consider problems in their complexity and yet creatively
use all possible resources to be able to approach clients in a unique way. In the context of thinking
reflexion, Thompson and Thompson (2008) talk about several types of thinking that social workers
should develop so that their work with clients can be professional. Social workers should thus have
an open mind, receptive to the needs of clients and the context in which they live, and should be
able to think analytically. Thanks to the reflection of thinking, social workers should be able to use
their creative thinking in favor of the client. Unlike traditional approaches that did not recognize the
importance of emotions for the helping process, the reflective approach emphasizes their
significance in practice and reflecting on emotions is one of the prerequisites of this approach
(Biestek, 1957; Webb, 2001).

Developing a reflexive approach in practice also brought a new perspective, which is based on the
fact that just as thinking is important, the feelings also have an irreplaceable role in the process of
reflexion. Thompson and Thompson (2008) note that we would make a big mistake if we did not
recognize what a crucial role feelings and emotions play in the assisting process. Their significance is
primarily associated with the ability to share the problems of our clients, as well as the ability to
adequately respond to clients' problems. The development of the reflective approach in practice also
brings the realization that emotions play a key role in working with clients, and they are even a moral
compass in learning and practice. Thompson and Thompson (2008) follow the fact that within
reflective practice it is absolutely necessary for emotions to be integrated as one of the basic
elements of reflection.
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Social work was associated with certain values, which are an indicator of social workers. They
represented something considered good and desirable in a profession. Emphasizing certain values
influenced the form and shape of social work. Through them anything that is deemed appropriate,
useful and appropriate to follow (Clark, 2000) was emphasized. It is therefore very important to
recognize on what value foundations our work as helpers stands on. Moss (2007) remarks, that
“without realizing values, our work can become dangerous. Values not only create our thoughts and
feelings, but also our response.” In this context, the integration of values into our practice supports
congruent behaviors, through which there is a consensus on how a client is thought of, what feelings
we have towards them, and how we treat them (Dryden, 2008). The absence of this consensus is
risky not only for the client but also for the social worker.

The above-described dimensions and elements provide us with an idea of the structure of the
reflexive approach in the training of social workers. Just mere knowledge of the structure and the
pursuit of its integration into the training of social workers will likely not be enough. The key is the
willingness to bring openness to the educational process and ability to integrate the diversity of
human experience as a source of creativity and innovative practices.

6.3 The concept of identity

We believe that the reflexive discourse of social work whose key principle lies in reflective thinking
represents a particularly useful way of checking the prerequisites and circumstances a social worker
operates with in their work with clients. Social work is conceived as an activity that should carefully
consider each step. Reflexivity in this direction is perceived as a better and more meaningful way of
regulating the practice than the emerging trend to make the implementation of social work
bureaucratic in all its aspects. Reflection and reflective practice are also a better and more
convenient practice management model for the profession of social work than the proceduralization
of its procedures, or any other restriction on the professional exercise of social workers. Reflexivity is
also philosophically and ethically closer to participatory approaches that understand the client as an
equal partner of the social worker. The nature of reflexivity is an effort to control the interpretation
of a social worker with all stakeholders (e.g., colleagues, supervisor, clients). The aim of reflexive
participation is not to reveal an objective truth, but rather open space to reflect on different truths,
with which and in which all the participants and especially the clients live. Parton and O'Byrne (2000)
mention the willingness of the social worker to share their insights in the living situation with the
client as an important characteristic of a reflexive approach, and consider this social worker's ability
as relational reflexivity.

In the context of reflexive discourse, social work can be understood as the instrument that not only
wants to promote reflection on the process of social work helping professionals. It also places the
responsibility to help clients reflect on their life situations so as to enable them to perform multiple
critical decisions about life. According to Giddens (1992), the objective of such efforts is for citizens of
all classes, ethnicities, abilities, sexual orientation and gender to be able to face questions on the
meaning of life, death, intimacy and personal relationships. The purpose of such social work is the
empowerment of people to enable them to take responsibility for their life and its control in the very
complicated living conditions of late modernity.

7 Conclusion

In this paper we focused on the question: What assumptions about the performance of social work
and more generally the concept of sectoral identity are implied by the selected discourses of
education in social work? It is necessary to say that every discourse is inherently quite specific and
also presents specific concepts of social work. In the following table 2 we attempt to clearly
characterize our findings:
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Table 2
Overview of discourses
Evidence-based Competence- Reflexive Socio-educational
discourse based discourse discourse discourse
General basis Social work as a Social work as a Social work as Social work as
science craft reflecting empowering and
partnership development
activity
Key value EVIDENCE COMPETENCE REFLEXION EMPOWERING/
DEVELOPMENT
Approach to The goal is to The goal is to The goal is to The goal is to
education educate an expert educate an expert educate an expert educate an expert
who knows what ~ who can solve the who seeks who deepens
is best for the problem understanding their critical
client consciousness
The concept of Expert profession  Technical Participating Empowering
identity of SW profession profession profession

In our work, we have tried to identify the general basis, core value, access to education and the
concept of sectoral identity in every discourse. Further, we briefly summarize our findings, which are
presented in figure two.

The socio-educational approach in social work emphasizes the perspective of critical thinking that
enables the empowering of clients and their growth. A key aspect of evidence-based discourse is the
social worker's ability to find evidence that will allow them to devise the best possible intervention.
Competence-based discourse then assumes that it is essential that the social worker handle the
craftsmanship, thanks to which the client will provide the best support. Reflexive discourse is based
on the assumption that the best service can only come from reflecting cooperation.

These discursive bases are subsequently also reflected in the image of the adequate training of social
workers. Socio-educational discourse aims to educate an expert who deepens their critical
consciousness, susceptible to various forms of discrimination, and drawing up strategies to overcome
them and develop the client's potential. Evidence-based discourse identifies an expert who “knows”
and is able to obtain valid information as an ideal social worker. Competence discourse formulates a
vision of the ideal worker as a technically equipped professional who can solve the client's problems.
The ideal of a reflexive discourse is an expert seeking to understand the ambiguous dimensions of
the client's situation. Each of the discourses also represents a different image of the profession.
Socio-educational discourse creates an image of social work as a profession, which aims to empower
individuals and communities, their growth and development of potential. In the case of evidence-
based discourse, social work is depicted as an expert profession. Competence-based discourse then
depicts social work as a profession of tech-savvy experts who solve life problems. Reflexive discourse
represents a vision of social work as a participating profession, in which the best is a solution
achieved by cooperation.

The emergence of this paper was motivated by the search of the context of social work and social
pedagogy. Lyons and Huegler (2012) point out that despite the approximation of social education
and social work, their relationship remains controversial and changeable. This statement is
supported by research analyses conducted by Hamaldinen (2003), Kornbeck and Lumsden (2009),
which identified three different approaches to these relationships: (1) the position of hostile
divergence, within which social work and social pedagogy are two separate disciplines; (2) the
position of convergence where both disciplines are more or less the same, and (3) the position where
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social pedagogy and social work are linked either in a complementary manner or through
subordination involving the management of one of the disciplines.

In terms of the said analysis of interdisciplinary collaboration relationships, our study falls into the
third position in which we point to the mutual permeability of social work and social pedagogy. We
have shown how one specific concept of social pedagogy influenced the educational discourse in
social work.

With our paper we wanted to contribute to the reflection of interdisciplinary cooperation in the field
of education of social workers. We found that the area of education opens up significant
opportunities for this collaboration. The proof of this assertion is the fact that currently one of the
most important educational discourses in social work was created through interaction with the ideas
of social pedagogy.
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Abstract: The article analyses the development of the relationship
between social work and social pedagogy at the end of the 20th
century in the Czech Republic and compares this relationship to the
one in neighbouring countries (Germany, England, France,
Switzerland, Denmark, Sweden, Finland, Poland, Slovakia,
Russia, Lithuania). The article further deals with various concepts
of this relationship (including identification, differentiation,
and convergent principle). It also compares the paradigms of social
pedagogy and social work (autonomy, similarities and differences
mainly in epistemological terms). Series of paradigms appear in
both social work and social pedagogy during their development.
A prevailing tendency towards the multi-paradigmatism can be
seen. Furthermore, the article discusses the differences in
professional aspirations within both fields and the number of job
opportunities for the fields graduates. A conclusion of the article is
dedicated to the professional career within social pedagogy
and social work regarding the real life situation in both fields.

Keywords: social pedagogy, social work,
of paradigms, pedagogization, social education

development

Ke vztahu socialni pedagogiky a socialni prace

Abstrakt: Cilem studie je identifikovani konvergentnich
a divergentnich prvk( socidlni prace a socidlni pedagogiky
prostfednictvim obsahové analyzy a komparace. Vyzkumny soubor
tvofi védecké a odborné texty slovensky, cesky, némecky nebo
anglicky pisicich autort, s dlrazem na definovani obou disciplin
a priorizaci slovenské a ceské jazykové oblasti. Ve studii
identifikujme konvergentni a divergentni prvky socidlni prace
a socidlni pedagogiky jako dvou jedineénych disciplin a profesi,
pfikldnime se k nazoru, Ze socidlni pedagogika je teoretictéjsi
a vSeobecnéjsi, zatimco socialni prace je praktictéjsi a védou vice
aplikovanou, avsak pro obé discipliny je ddleZitd intenzivni
spoluprace usilujici pfedné o prevenci socialné patologickych jevi
ve spole¢nosti a vedouci k zdravému fyzickému, psychickému
a socidlnimu vyvoji jedince.

Klicova slova: socidlni pedagogika, socialni prace, vyvoj, paradigma,
pedagogizace, socialni vychova
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1 Genesis and concepts of social work and social pedagogy

Concepts of social work and social pedagogy vary regarding the genesis of each field. Both disciplines
have special status within the system of science disciplines in the Czech Republic. Even though social
pedagogy has longer tradition (more like a way of theoretical thinking than a science discipline) it
gained fundamental position as well as social work after the year 1990. Both disciplines have
undergone interesting development since then. Common phenomenon of both fields is their still
increasing professionalisation, increasing importance from the theoretical and practical point of
view, and an interest in their study.

Some roots of social work can be found during the period of First Republic in connection to the figure
of Masarykova. However, the social work did not exist as a science discipline and its development
started after the year 1990, it was conducted at sociological workplaces within the Anglo-American
concept which distances itself from the social pedagogy. To this can be added that pedagogy is not
taught anywhere in the Czech Republic as a part of social work. Association of Educators in social
work does not even include social pedagogy in a minimum standard study plane.

An initial discussion regarding the legitimacy of social work as a scientific discipline resulted in an
opinion that social work has defined itself as an individual, integrated science discipline (separate
workplaces at universities are taken as evidence of that fact). Social work undergone longer-term and
more extensive development in western countries. In the broadest sense it is generally defined as a
scientific field engaging in activities that prevent or solve the problems of individuals and groups,
rising from the conflict between the needs of an individual and social institutions, with the intention
of improving quality of life. In real life it is a realisation of social policy. Social work enters the social
policy when the needs of citizens are not adequately met.

In that context it mainly provides these functions:

a) Curative — social work removes barriers, dysfunctions, and their results from life of an
individual that prevent his or her optimal development.

b) Stimulatory — social work secures a harmonic relationship of an individual and a society.

The state of social pedagogy (its roots go back to G. A. Lindner) must be described as chaotic mainly
in the first years after the velvet revolution (see Kraus, 1996). At the beginning the term “social
pedagogy” was used to describe whole methodological approach to pedagogy in its broad sense, as
well as the individual discipline that was (before the revolution) called educational theory. Nowadays
the term social pedagogy is clearly defined as an individual scientific discipline, which has strongly
multidisciplinary and integrating character.

Social pedagogy focuses on the everyday life of the individual, analyses his or her life situations and
creates such changes of social environment so as to help to optimize a personality development, and
minimize the discrepancy between an individual and a society. Emphasised is socio-educational help
for vulnerable groups of children and youth, and educational work with marginal groups. Main theme
of the whole field is a development of social creativity and an activation of everyone’s individual
power. It also focuses on a development of individual’s healthy lifestyle regarding his or her
individual abilities (Kraus, 2014).

In any case, we accept the broader concept of social pedagogy, according to which is this discipline
focused not only on problems of pathological character, marginal groups, on parts of populations
that are at risks of their development, and on people with potentially deviant behaviour, but also,
primarily, on the whole population in terms of creating a harmony between the needs of an
individual and a society, in terms of creating an optimal way of life in a given society.
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Basic functions of social pedagogy are:

- Preventive (to minimize all threats to optimal social development and to prevent deviant
behaviour).

- Compensational (to compensate all disadvantages, handicaps, and to correct behaviour
deviations).

In Germany both disciplines have many years of tradition even though the origin of every discipline
can be found in different historical period. Whereas social pedagogy and social pedagogical work can
be traced to the middle of nineteen century, the concept of social work is forming after the Second
World War. Further development has, mainly in recent years, strongly integrative character. The
coordination board, lately working in Germany on ensuring comparability of education programs
across the federation, is recommending to replace the existing dualism (two titles are used
Sozialpadagogik/Sozialarbeit) by one title Soziale Arbeit which is more in accordance with the Anglo-
American concept of “Social Work.” This concept is related to the overall status of pedagogy as such
in those countries.

According to the Huppert and Schinzler (1995), activities of a social nature relate to both fields and
boundaries are drawn artificially. As Wagner declares, social work and social pedagogy have
homogeneous professional paradigm, and the question is, weather it means a unity of both
disciplines or maintaining their own autonomy (including the fact that social pedagogy is viewed as
being more academical discipline than social work). Wagner advises to maintain some autonomy of
both disciplines even at the price of certain dualism (Wagner, 1998). Schilling believes that even
though both fields had common historical roots, in the 20th century they had evolved into relatively
independent fields, and its current trend is towards convergence (Schilling, 1999).

In Switzerland there is a similar view on social pedagogy and social work. “Although in real life
practice the fields of social work and social pedagogy are increasingly overlapping, in the theoretical
studies separate approaches are still applied. In the near future, however, an integration is assumed”
(Hochstrasser, 1991, p. 21).

In other western countries social work has usually longer and grater tradition than social pedagogy.
In English speaking countries the socio-pedagogical issues, and theoretical issues regarding education
in general are being dealt with in terms of sociology (or psychology), and therefore the term social
pedagogy is rarely to be seen. Recently is the situation changing and social pedagogy is being
discussed. A proof of this is the book by Camerona and Mosse (2011) “Social Pedagogy and Working
with Children and Young People” or the journal “International Journal of Social Pedagogy,” which is
being published since 2012 and aims to support a discussion about social pedagogy in English
speaking countries (International Journal of Social Pedagogy, 2006). The current state of both
disciplines is described in the third part of this paper.

Different situation is in Poland. Here the field of social work started to develop from the discipline of
social pedagogy, which has a longer tradition in Poland. Social pedagogy was seen as methodological
and theoretical base, and therefore, the founder of pedagogy Radlinska viewed the social work as a
branch of social pedagogy, other branches being: educational provident, cultural educational work,
and educational health care (Pilch & Lepalczyk, 1995). Social work is seen as a practical activity for
helping individuals and families that got into difficult situation in life with the aim of their full
participation in society. It is recently developing as an independent science discipline regardless the
social pedagogy (Bragiel, 2001).

In Slovakia, the development was similar. It was given mainly by the fact that the field of social work
was forming mostly at pedagogical work places (departments and faculties), namely in Banska
Bystrica, Presov, Bratislava. Consequently, it also formed the view on the relationship of both
disciplines. Further development of both disciplines lead to convergence (Hroncovd, Hudecovi, &
Matulayovd, 2001). Social work has gained, nowadays, an independent status as a field of science, it



Kraus & Hoferkovd / The Relationship of Social Pedagogy and Social Work 60

has its own scientific support and independent workplaces. It justifies a different concept and a
significant shift to the aforementioned Anglo-American model. To this situation that is similar to our
situation, Kratochvilova says: “It is alarming that study plans of social work, at some faculties, are
missing pedagogical disciplines. | believe that this mistrust and neglect of pedagogy is the result and
a relic from the period of excessive criticism after the social changes in 1989, when pedagogical
disciplines were criticised not only for its theories marked by the regime, but also for the mistakes
and failures in a practical implementation of a school policy” (Kratochvilova, 2001, p. 422).

In Lithuania, the social work and social pedagogy began to intensively develop in the 90s. Currently
they are perceived as distinctive and independent disciplines. Social work is developing on the basis
of sociology and social pedagogy is based on education science. Even though the profession of social
worker and social pedagogue are regulated by different resorts, both pursue similar goals and are
often using the same methods and means to achieve them (Leliligiené, Giedraitiené, & Rupsieng,
2006). In Lithuania, social pedagogue became a part of a school assistance system and is perceived as
specialist, who cares for the solution of children’s social problems at an educational institution
—school, kindergarten, children’s day centre, care institution (Vaitkevicius, 1995; Leliigiené, 2003).

In Russia, the 90s were, as well as in our country, the period of searching. It was a time when social
pedagogy, being a relatively new discipline, was defining itself, and was defining the relation to the
other scientific disciplines not only to pedagogical disciplines including social work. According to
Lipskij, social pedagogy is mainly theoretical discipline whereas social work is a practical approach in
real life (see Lipskij, 2004). Lipskij notes significant development in both fields in response to the
development of a social sphere of the whole society. He addresses gnoseological and methodological
basis of social pedagogy, he deals with technologies and processes in socio-pedagogical practice. The
work of Nikitin and others (2002) is, by its approach, closer to the practical use. It defines social
pedagogy in a broad sense as pedagogical aspects of social development of an individual, so called
“social functioning”, and social activities. The main topic is the educational assistance in the whole
socialization process, and its regulation. Nikitin also focuses on socio-pedagogical profession,
including activities associated with social work in to the field of social pedagogy, mainly in fields of
children’s and youths social-rehabilitation, and a work with people with personality disorder, socially
maladjusted people, including penitential care and “corrective” re-socialization pedagogy.

2  Paradigms of social pedagogy and social work

Concept of paradigm is not unambiguous. Accepting the basic definition by Kuhna, who perceives a
paradigm as a set of generally recognized scientific results representing, in a given time, a model of
issues and their solutions, for a given group of academics (Kuhn, 1997, p. 10), we must find the
situation confusing in both fields, social work as well as social pedagogy. As has been already
mentioned, several paradigms appear in both fields.

A. Regarding social work paradigms, there have been several of them during the course of its
development. Charitable paradigm (its essence was actually missionary work among atheists),
medical paradigm (it was an effort to get to know the social context in which the client lives on
the basis of “social diagnosis” and to propose an adequate way of helping him or her — “social
therapy”), psychotherapy (applying a psychoanalytical approach in order to understand client’s
personality, and to act also preventively within the “field therapy”) Next model is a sociological
paradigm that turns the attention of social workers from internal to external causes (client’s social
and economical conditions) and the social worker takes the role of a “social reformer.”
A relatively recent model, which appeared in the 80s, is the paradigm of a manager, where a
client becomes a customer and into a social work vocabulary are getting expressions like market,
competition, commercialization, supply, demand, etc. (Kappl, 2008).
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The last decades show that it is not possible to rely only on one concept, and therefore, at the end of
the 90s, Payne brings the concept of “small paradigms” (Payne, 1997).

1. Reflexivly-therapeutical: the aim of social work is to help to secure a psychosocial well-being of
an individual or group. Social work is a reflexive process through which clients can gain control
over their own lives.

2. Socialy-collectivistic — according to which people are gaining an influence on their lives by the
help of socio cooperation and solidarity. Social work aims to strengthen people’s
consciousness in order to participate on the creation and modification of institutions, to
contribute in changing the social order, and to create a society based on equality.

3. Individualistically-reformational — this concept sees the social work as one aspect of a whole
system of social services. Its aim is to meet the individual needs and to try to improve social
services. It means helping mainly by providing information, qualified advice, and making
resources available. It is a change in society and its institutions in order to be able to suite to
the needs of its citizens (Navratil, 1998).

The concept of Ondrejkovi¢ (2000) is also based on the above mentioned point of view:

1. Therapeutic — based on client principal; It's about helping individuals and groups in order to
restore a distorted balance in the functioning of society. Main condition is a serious social
diagnosis.

2. Consulting — based on consulting service regarding legal issues, psychological problems,
relationships (domestic violence), and social issues (unemployment).

3. Reform paradigms — it focuses on problem solving strategies on the macro-social level
including social policy, economy, with the aim of effective social planning (for example help for
the whole region)

4. Educational — teaching social skills, pro-social education, helping with multicultural issues
solutions, re-qualification, etc.

According to DuBois and Miley, the aim of social work is to ensure that clients will no longer need the
help of social worker, and also that clients will be able to manage their problems on their own,
what’s more to ensure that they will not get in to the problems at all in the first place.

The title Social Work — An Empowering Profession, defines the aim of social work as an effort for
awaking manpower so everybody will be able to update their skills and knowledge. This is the
mission of modern social work — empowering clients to solve their problems by themselves, enhance
human ability to cope with their lives and operate efficiently. According to the authors, social work
performs three functions (DuBois & Miley, 1992):

1. Consulting —its core is the client’s problem.

2. Resource management — use and coordination of social services, connecting clients with the
formal and unofficial resources.

3. Educational.

B) Looking in history for paradigms of social pedagogy we will find, similar to social work, charity
paradigms, therapeutic paradigms, consulting and especially educational paradigms.

Ondrejkovi¢ mentions therapeutic paradigms, including individual help, crisis intervention (quick
help), socio-therapy (a set of steps having a positive impact on life situation of people, who are at risk
regarding negative phenomena), counselling paradigms (crisis and drop-in centers, helplines,
pedagogical and psychological counselling, premarital counselling), educational paradigms (healing
pedagogy, retraining, preventive programs), macro-social paradigms (social planning, solving
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problems on the macro-level, being consistent with state social policy) (Ondrejkovi¢, 2004).
Knotova (2004) speaks about these paradigms: counselling, anthropological and re-educational.

A trend towards multi-paradigmatism is clear from above mentioned approaches. In this spirit is
social pedagogy described in a book Man-Environment-Upbringing (Clovék — prostiedi — vychova)
with subheading Questions of Social Pedagogy (K otdzkdm socialni pedagogiky) by Kraus and
Polackova et al. (2001). Here is social pedagogy presented as a scientific discipline of trans-
disciplinary nature focusing on the role of environment in upbringing and education not only in
connection to the problems of disadvantage groups that are at risk, potentially deviant acting groups,
vulnerable groups, but also in connection to the whole society by creating a harmony between the
needs of individuals and the society and contributing to the optimal way of life at a given time in a
given social conditions. Similarly is social pedagogy seen by Kraus (2014) in his new work Basics of
Social Pedagogy (Zaklady socidlni pedagogiky).

Huppertz and Schinzler are bringing an interesting point of view, arguing that social pedagogy/social
work fulfil these functions (Huppertz & Schinzler, 1995):

- Pedagogical (contributing to the optimal development of personality, formation of a lifestyle).
- Preventive (activities and programs contributing to the prevention of various deviations).

- Compensation (activities balancing deficits from e.g., a very little stimulating environments).

- Correction (activities related to population placed in jails, institutions, homes).

- Tutorial (e.g. legal assistance and protection for those who find themselves on the margins of
society).

- Structural (influencing processes relating to living conditions at the macro-social level, e.g.,
in the field of employment).

- Distributive (help and work with refugees and immigrants).

Noack defines in publication titled Sozialpddagogik the scope of social pedagogy as: leisure time and
education experience, socio-cultural work, work with children and youth, work with families, work
with the elderly but also work with the unemployed, the homeless, helping those who are
dependent, advice on debt (Noack, 2001). Again, it is clear that these concepts mingle the areas of
social pedagogy and social work.

In both social work and social pedagogy can be found some basic paradigms that can be summarized
as follows: counselling, therapeutic, re-educational, reform (structural), and also a paradigm that is
crucial for social pedagogy, educational. From some points of view, prophylactic paradigms are
integrated in social work

Paradigm stressing educational aspect of social work is based on the opinion that the social work
activities have educational character and that there are not many activities without educational
aspect in them (Tokarova et al., 2003). It should be noted that this paradigm is accepted very rarely
in the Czech Republic. Mollenhauer (1966) states that the activities that cannot be seen as
pedagogical phenomenons are slowly disappearing.

3  Context and specifics of social pedagogy and social work

Social work that excludes pedagogical aspects is based, uncritically, on American “Social Work.” It
copies the system that originated in different social and historical conditions and today does not exist
in its original form. Strict rejection of pedagogical aspects in social work relates to false notions of
pedagogy associated with traditional paternalistic activities, authoritarianism in the family and at



Kraus & Hoferkovd / The Relationship of Social Pedagogy and Social Work 63

school. On contrary, social work often takes on socially progressive pedagogical approaches and
solutions (e.g., group work, individual approach of education reform, intervention into the client's
environment, etc.) (Ondrejkovi¢, 2000). Additionally, both areas benefit from disciplines like
sociology, psychology, law, medicine, and others.

It can be said that, overall, there are three possible views on the relationship between the two
disciplines (Ondrejkovi¢, 2000):

a) The first approach, used in German-speaking countries, is a unification of both disciplines.

b) The second approach, typical for English-speaking countries, represents a clear differentiation
of both fields (if social pedagogy is even mentioned).

c) The third approach, is based on integration while maintaining a certain independence of both
disciplines (this approach is typical for Slovakia, and in a certain sense, Poland).

The first approach, in addition to already mentioned German authors, holds also Pfeiffer (1994).
Social work and social education are, according to Pfeffer, disciplines dealing with certain
professional conduct in the given society, which is predetermined by the normative foundations of
that society. Social work is referred to as a practically oriented science that must necessarily take into
account the living conditions of the clients. Noack (2001) sees social work as part of social education
and speaks about social pedagogical work. Erler also highlights the conceptual ambiguity, both terms
are understood essentially as synonyms and their differentiation, according to him, lies in the core of
the individual discipline that is either in social care (social work), or in social education activities
(social pedagogy) (Erler, 1993).

There is a consensus that in practice socially educational activities are closely associated with social
work. Solution of the scientific identity of both disciplines is still stimulating a discussion. In any case,
both fields, relating to social development, consistently pursue a goal of an active improvement of
life quality (Braches-Chyrek & Sincker, 2009).

The second approach is typical for the USA, Great Britain and other Western countries that have
adopted this model. As has been already mentioned, the situation is slowly changing in recent years.
In England during the 90s within the concept of social work, social pedagogy is beginning to be
mentioned referring to the German tradition, pointing out that it could enrich individualistic
conception of the English understanding of the concept of social work (Szmagalski, 2010). Petrie also
played an important role in the development of social education, in addition to the already
mentioned Cameron. Both understand social pedagogy as a discipline that forms the basis of
educational and care work with children and youth, especially in orphanages. Following the European
tradition they define four basic areas where is the social pedagogy applied: theory of education in
the environment, education policy, social and educational work with children and youth, and
education of social workers (Petrie & Cameron, 2009; Petrie, 2001).

In France, social pedagogy is not understood as a separate discipline, it is more about pedagogical
reflection of serious topics regarding socio-educational activities in connection with the
psychoanalytic theories, humanistic psychology and pedagogy, and critical pedagogy. Such socio-
educational topics then become part of the professional preparation of educators, social and cultural
animators and social workers (Bon, 2009).

Social pedagogy is discussed also in the Northern countries, discussions are about epistemological
and ontological questions of social pedagogy (Hamaldinen, 2003). For example, in Sweden is the
social pedagogy increasingly perceived as an important theoretical concept for the development of
social work as well as having practical applications in the fields of social work, but it is not perceived
as an individual discipline. Social Pedagogy seems to be a current issue mainly in connection with the
growing social problems and their solving process, and in cooperation with social work and special
need education (Eriksson & Markstrom, 2009, 2004). Similar situation is in Finland, where
Hamaldinen defines social pedagogy as meta-theory of social work. According to him, social workers,
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who work in different environments, must have knowledge and skills in the field of social education,
social mobilization and personal social development (Hamaldinen, 1989).

Also in Denmark is social pedagogy viewed as an academic discipline that has its own place within the
academic teaching. It is defined as a wide range of integration activities, which develop personality,
and skills necessary for life in contemporary society. It establishes forms of social work prioritizing
help to individuals with integration into society and in a processes of helping and learning (Madsen,
2006). Social pedagogy is reflected in education and care work of social workers and pedagogues,
who work with children and youth in their environment, in support of families, seniors and other
socially disadvantaged groups.

The third concept of social pedagogy is typical for Poland. Marynowicz-Hetka (2008), understands
social work as a field of social effects of various subjects that help in individual development, social
groups to overcome difficult life situations. In this context social pedagogy brings aspects axiological,
anthropological, and educational, into the social work and is giving it a sense, wholeness, and
educational foundations in terms of an individual and a society. Socio-pedagogical perspective on
social work can be conceptualized as field of social worker’s impact based on social interaction. Social
pedagogy also helps to clarify the mechanisms of designing and shaping the environment.
Radziewicz-Winicki states that social pedagogy creates theoretical and philosophical basis for social
work and is bringing an educational aspect into it (Radziewicz-Winicki, 2008). A remarkable work in
this aspect is the work of Kantowicz (2013) Pedagogika (w) pracy socjalnej. Kantowicz draws
attention to educational aspects of social work primarily in connection with strengthening the client’s
ability to be active and using knowledge of social pedagogy about the social environment.

As has been already mentioned, this approach prevailed also in the Slovak Republic. According to
Hroncova, Hudecovd and Matulayova (2001), social pedagogy is a theoretical and general science,
which stresses socio-educational aspects in the relationship with a person who found himself in need
and also helps to prevent dysfunctional processes in human lives by intentional intervention into
their lives. Striezenec (2000) emphasizes the need of cooperation of both disciplines. According to
him, they have a common object of interest (a person), subject (social activity in a social
environment), humanistic approach (human assistance). As has been already stated, even though,
both disciplines have similar roots, social work has earned an individual position, as verified by
Tokarova. According to her (2008), a certain autonomy of both fields manifests itself as follows:
Social work as a scientific discipline is based on social policy, while social pedagogy on educational
policies, and in a same time there exists a certain bond between them. Social pedagogy is rooted in
educational science and social work is connected to the wide range of scientific disciplines.

We therefore believe that the optimal approach regarding the development of both disciplines is the
third one. The situation in the Czech republic, as has been already mentioned above, however, is
different, and only further development will show what direction it will take. To clarify the third point
of view, we can state that both disciplines have essentially the same functions, similar professional
paradigm, but also its own autonomy. For example, in an object of their interest and operation. The
concept of social pedagogy in our country, unlike social work, considers alongside specific population
categories, minorities, basically the entire population.

Intensive studies and scientific reflection of socio-educational reality led, by Levicka (2002), to
adoption of definitions of both disciplines and to consideration of the following facts:

1. Social pedagogy is an individual pedagogical discipline (that is understood as a discipline
oriented on help in life) which aims, in a system of complex care, to provide help for children,
youth, and adults in different types of an environment by finding optimal forms of help and by
compensating various deficits.

2. The basic methods of social pedagogues, used in practice, include pedagogical methods.

3. Social pedagogy includes mainly educational activities.



Kraus & Hoferkovd / The Relationship of Social Pedagogy and Social Work 65

4. Social work grew out of the real need of society to handle socially difficult situation of its
members, it is society's responses to undesirable social phenomena.

5. Social work abroad is characterized by the advance theory of social work, and in most
countries it is accepted as a separate profession.

6. Identification with the assertion that the social work is using teaching methodologies.

If the aim of social work is to help the client to understand their own situation, to adapt to the
changed conditions, to acquire new skills, to take an active part of a community life, then a social
worker aims to achieve an optimum degree of harmony between the client’s needs, rights,
requirements and his or her real possibilities that are significantly influenced by the client's
environment. In real life it means that social work intentionally uses pedagogical methods in order to
help individuals to prepare to take an adequate role in a society (focusing on socialization), and in
order to help to manage and cope with significant changes in their lives.

In contrast, the social pedagogue is preparing individuals for their entry into the widest social
environment, is equipping him with an arsenal of required knowledge and skills the individual needs
in order to be fully capable of social integration in its broadest sense. This pedagogical effort is
nowadays focused more on acquiring a certain amount of skills, so called social skills, especially
problem solving skills, civic engagement, or critical thinking competence, solidarity thinking and
acting, and the development of individual skills so they contribute to the comprehensive
development of an individual as a social being. It offers help in the form of education and social
education for individual age groups, not only by methodical processes, but also by appropriate
organizational forms. Social pedagogy is a meaningful response to the requirement of permanent
renewal and expansion of knowledge and skills of individuals so as to maintain their full social
functioning and quality of life.

Differences and the autonomy of both fields can be, therefore, seen especially, depending on the
angle of view, from the epistemological perspective. And even if this perspective was very close, it is
always better to have two view points than only one.

It is evident that some differences can be found in a theoretical definition of both disciplines:

1. Firstly, “definition of the situation.” While social work is mainly focused on solving adverse
social events, a situation that has already occurred, the social pedagogy is focused more on
prevention.

2. Consequently, the second difference, described as “specification of the target population.”
Social pedagogy focuses on the entire population that is lead, by it, to a healthy lifestyle,
whereas social work has its target population “that has been already filtered”. “The filter” is
represented by a certain socially problematic situation.

3. The third difference arises from the “tools” used by both disciplines. Social pedagogy uses
social education as a tool for leading clients to optimal personality development and a healthy
lifestyle. And education in general is defined as deliberate process of personality formation.
Social work focuses more on changing the behaviour of individuals than on changing their
personality. Different view, therefore, concerns the ambition of the complexity of achieved
change (Janebova & Bartakova, 2001).

Social pedagogy, unlike social work, devotes significantly greater effort to preventative work with so
called “healthy and non-problematic” individuals, contributing to the development of a healthy
lifestyle and to the quality of life. It also helps individuals in terms of secondary prevention. It is
therefore clear that the goals of both disciplines partly overlap mainly in secondary and tertiary
prevention. Social work as well as social pedagogy focuses on helping risk individuals. From the
above mentioned, is clear that the optics of social work is mainly “practical” oriented, focused on the
goal. Formal object of social work is a “change of unfavourable social situation.” View of the material
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object of social work, a relationship of an individual and a society, is a view through a deviation from
the norm, through deviance. The view of social pedagogy is little different. It has no need to view
relationship of a man and a society via the filter of social deviance. It is interested in this relationship
in the long term, with the aim of optimal personality development and formation of a healthy
lifestyle.

Social pedagogy and social work have, undoubtedly, similar functions. The convergence theory of
social work and social pedagogy represents so called “demilitarized zone” between militant
supporters of Social Work and opponents of social pedagogy on the one side, and conservative social
pedagogues, who are highlighting differences between social work and social pedagogy, on the other
side (Ondrejkovic, 2000).

SachRe (1987) cites three reasons for pedagogization of social work:

- The clientele of of social work has changed: It does not include only minority groups of society,
but it aims at a wider population.

- The differences between educational institutions and institutions of social work are
increasingly diminishing.

- Methods, principles and measures of social work are increasingly resembling educational
methods.

Pedagogization of social work is desirable, especially, in the area of social prevention, namely in
drop-in centers for children and youth, social activation services for families with children, and social
rehabilitation services. These facilities are, by the law, included in the group of social prevention
services and their primary target group are mainly children and youngsters. An Act No. 108/2006
Coll. (2006) defines activities that form a group of mandatory offered activities, these being:

- Educational and motivational activities.

- Activities mediating contacts with a social environment.

- Social therapeutic activities.

- Assistance with asserting rights, justified interests and dealing with personal matters.

As is evident from the Act itself the main target group of these services are children and youth.
Activities mentioned are educational, training, and motivational activities. The field of training and
educational activities is in competence of social pedagogue, whose professional contribution may be
a welcomed enrichment to the area.

“Regarding the actual work with clients, in the spirit of this law, | believe that the current concept of
social work is designed for working with clients, who have at least a minimal ability to define their
social needs. If the client is recognized as being inneed he or she is offered a range of services, from
which they themselves select the services they want to use. In cases where the client is a child the
situation is complicated by the fact that the very process of negotiating the form of help is for the
child very demanding and sometimes may even be in disagreement with the child’s understanding of
the world. The model of service provision to children should be based on the concept of social
pedagogy, because it better reflects the needs of children clients than the concept of social work,
which is more suitable for the work with adult clients” (Caltova Hepnarova, 2009, p. 82).

A similar situation occurs in the case of facilities for children requiring immediate assistance. These
facilities are governed by The Act No. 359/1999 Coll. (1999), and fall under the Ministry of Labour
and Social Affairs. Their main objective is to provide protection and assistance to vulnerable children
for the necessary period of time (usually a few weeks or months). They fulfill, to the certain extent,
the objectives of school facilities, for example children's homes. By the law, facilities for children
requiring immediate assistance have to provide, among other things, educational care. Legislation
governing school facilities (e.g. children's homes) establishes the level of professional competence of
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the pedagogical staff, the same is not true in the case of facilities for children requiring immediate
assistance. The same situation is at schools. Social work is there also discussed. For example, Hopf
states that social work at school should act preventively and help students and teachers with
overcoming critical situations, and it should also define the objectives and tasks of social work at
school. According to Hopf (2001), social work at school should:

- Prevent deviation in the behaviour of pupils in schools.
- Promote social competence of children and youth by targeted events and offers.

- Mediate the youth free time activities outside the school and their activities within the school
environment.

- Look after groups of pupils with the consent of pupils and teachers.

- Alert the parents of socially handicapped pupils if they have the need of assistance or support
means.

Even though Hopf (2001) speaks about social work (in German concept), it is clear that he means in
fact social pedagogy.

4  Social work and social pedagogy in practice

Even with a different concept in theory, approaches of social pedagogy and social work mingle in
practice. Social Work provides assistance primarily in the material area, while social pedagogy in
social and educational area. The work of Lukas (1979), but also some other works (Bakosova, 2006;
Kraus, 2001, 1996; Ondrejkovi¢, 2000) show mingling themes and areas of practice of both
disciplines. A brief comment regarding those themes follows.

Lukas states that in the approach, which stresses social work aspects and suppresses aspects of social
pedagogy, interest in work with older people used to be found. Today, however, even this is not true.
In foreign countries, and also, recently, in our retirement homes, animators and moderators of free
time are trying to fulfil seniors' free time with meaningful activities. This effort clearly is a
pedagogical activity. The two approaches, in the concept of this work, can be found in two areas. An
area determining social benefits can be viewed as explicitly social work oriented, and an influence of
free time of children and youth can be seen as a purely pedagogical activity (for example in children
houses). There are areas where the social pedagogical aspects of social activities directly interferes
with social work. It is prominent in a work with youth and children. Work of social assistant and
curator is a matter of social work as well as of social pedagogy.

Some specifics of both approaches can be illustrated by a concrete example (Janebovda & Bartdkova,
2001). Let’s imagine a young unemployed Gipsy with primary education, addicted to heroin. What
can be offered by every area of practical activities? The aim is to create a social change towards full
integration into society. While social work is primarily focused on basic needs and physiological
needs, social pedagogy is focused more on the highest needs (meta-needs), for example personal
fulfilment. An area where both disciplines meet is the area of higher psychological needs.

Some difference is manifested in the ambitions of both professions. While social work approaches
the client pragmatically in order to, at least, diminish the risks associated with their behaviour, social
pedagogy aims to change the personality of the client. In this sense, social work operates with a
wider variety of deviant behaviour and therefore aims at wider range of goals. An objective of social
work can be “a very small change” as is for example a usage of a sterile needle or a change of the
way of drug intake from injection to inhalation. Social pedagogy demands more from the clients, it
aims to influence them so as to be able to live in a given society.
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An important factor of social pedagogy is also working with the clients even after they have
overcome their problems (heroin abuse, unemployment, and social exclusion) in a sense of
supporting the development of free, fulfilled, happy life style within the standards of society.

At this point it is possible to identify another significant difference between the two approaches. In
social work a strong emphasis is on termination, an end of work with the client. Among other things,
this is due to contracts. There is an increasing tendency to sign a contracts with the client, defining
goals of the work with the client, means to achieve those objectives, and their evaluation criteria, on
what principles will the achievement of those goals be controlled. A fulfiiment of those objectives
relatively clearly determines the end of work with the client.

An accurate term to describe a process happening within social pedagogy is social education. But this
is a term that appears also in social work, even in official documents. Let us take The Educational
Standards of Social Work within which it is commonly spoken about. The problem being that it is not
defined. It's just a typical activity of the Czech social worker. It is probably one of following activities:
“providing social help (including a range of professional activities from counselling through therapy
and training to management, negotiation, and representation), aiming at improving of client’s
psychosocial functioning; better use of different client’s sources from intra-psychic and interpersonal
to social sources; causing a social change that is beneficial to the client in the social environment”
(Tomes et al., 1997, p. 29).

Pedagogical Dictionary defines social education as a development of social skills of an individual. Its
aim is to equip students with knowledge, skills, habits and attitudes that are necessary for their life in
a society with other people (Pricha, Walterova, & Mares, 2013). The objective of social education in
social work is to ensure that the client no longer needs an assistance of a social worker, he or she is
able to manage their own problems. Moreover the clients will no longer get themselves into any
problems in general. Social education in the context of social pedagogy assumes a focus of an
individual on relationships, on moral profile and social activity. A term “personality and social
development” is also used (Kraus, 2014, p. 66).

5 Conclusion

The analysis of paradigms of both fields confirmed our starting hypothesis that the basic paradigm is
essentially homogeneous. It is desirable to build up the identity of our scientific disciplines and
professions, and also to mutually benefit from learned findings. In The Czech Republic, however,
social work, as was already mentioned, ignores social pedagogy. It is obvious that the process of
finding the boundaries between social work and social pedagogy is happening more in theoretical
level than in practical level. The situation in practice is different from the theory. Members of both
professions are often meeting the same clients in similar situations and are often using similar
methods to meet the same goals. Sometimes they even compete for the same jobs. In this sense,
they are sometimes rather competitors.

The fact that in our country, social pedagogue as a profession has no legislative basis, is partially
compensated by the fact that it is entirely legitimate for graduates in Social Pedagogy to find an
employment within the department of Ministry of Education, Youth and Sports (under the Act on
Pedagogical Staff of 2004), and in the field of social work (under the Act on Social Services of 2006).
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Abstract: The study in hand aims to identify convergent
and divergent aspects of social work and social pedagogy through
the means of content analysis and comparison. The research
sample consists of scientific and specialised texts written in Slovak,
Czech, German, and English with emphasis on defining both
disciplines and prioritizing the Slovak and Czech language area. The
study identifies convergent and divergent aspects of social work
and social pedagogy as two unique disciplines and professions. The
authors incline towards the view that social pedagogy is more
theoretical and general, while social work is a practical and applied
science. However, intensive mutual cooperation is equally
important for both disciplines aiming primarily at preventing
socially pathological phenomena in society and thus leading to a
healthy physical, psychological and social development of the
individual.

Key words: divergence, convergence, social functioning, social
pedagogy, social work

Konvergentni a divergentni prvky socialni prace
a socialni pedagogiky

Abstrakt: Cilem studie je identifikovani konvergentnich
a divergentnich prvkd socidlni prace a socidlni pedagogiky
prostfednictvim obsahové analyzy a komparace. Vyzkumny soubor
tvofi védecké a odborné texty slovensky, cesky, némecky nebo
anglicky pisicich autor(, s ddrazem na definovani obou disciplin
a priorizaci slovenské a cCeské jazykové oblasti. Ve studii
identifikujme konvergentni a divergentni prvky socidlni prace
a socidlni pedagogiky jako dvou jedineénych disciplin a profesi,
pfikldnime se k nazoru, Ze socidlni pedagogika je teoretictéjsi
a vSeobecnéjsi, zatimco socialni prace je praktictéjsi a védou vice
aplikovanou, avsak pro obé discipliny je d0lezitd intenzivni
spolupréce usilujici pfedné o prevenci socialné patologickych jev(
ve spolecnosti a vedouci k zdravému fyzickému, psychickému
a socidlnimu vyvoji jedince.

Klicova slova: divergence, konvergence, socialni fungovani, socialni
pedagogika, socialni prace
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1 Introduction

The act of defining, in terms of linguistic semantic structure, makes an important statement about
the nature of the research object. According to StrieZzenec (2006, p. 98), a definition is to be as
complete as possible, yet at the same time the content is to be dense, and it should possibly form a
single sentence. The definitions and defining of social work and social pedagogy constitute the
central subject of this research, as they implicitly include the essence of social work and social
pedagogy as perceived by professional and experts.

The most common approach in terms of conceptualisation of contemporary social work and social
pedagogy is their understanding through the terminology used in different countries due to the fact
that they are culturally conditioned. The proponents of this constructivist approach, in which
scientific theories of social work or social pedagogy always depend on the social context, are for
example M. Payne (2005), N. Thompson (2000, 2008, 2010), P. Navratil (2000, 2001), and others. In
contrast, Goppner and Hamaldinen (2008, p. 28) argue that such an approach tends to ignore the
issues of epistemology and the theory of science.

The presented paper seeks to outline the convergent and divergent elements of social work and
social pedagogy as two unique disciplines and practical activities. As convergent are seen those
elements through which the two disciplines “converge” (from lat. vergo incline, bend, verge + cum
together, with, in relation). The divergent elements are those through which the two disciplines
“diverge”, differ, or deviate from each other (from lat. divertd divert). By examining convergence and
divergence of the two entities above, we will be able to identify, determine and describe the
uniqueness and diversity of both disciplines.

2 Research methodology

The selected research topic is social work and social pedagogy in terms of their convergence and
divergence. The research question was formulated as follows: “How is social work and social
pedagogy defined by the contemporary Slovak, Czech, and selected foreign experts, while taking
current legislation into account, and what convergent and divergent elements can be identified in
the selected fields based on an analysis of their definitions?” The aim of the research is therefore to
identify the convergent and divergent elements of social work and social pedagogy.

Qualitative research was chosen as the research strategy. The research instrument used was an
analysis of documents using hermeneutic methods, mainly the content analysis. As the data selection
method is of significance in a content analysis, and with regard to the research topic and objective,
the following rules were applied when selecting the research sample:

e Literary sources must belong to one of the following types of documents:
- Dictionary or encyclopaedia, which explicitly define the terms “social pedagogy” and/or
“social work.”

- Monographs and textbooks of a collective character and providing the introductions,
basics, theory, methodology and methods of social work and social pedagogy, which is
explicitly stated in their tittle (journal articles, publications focused on selected target
groups of social work, etc., were excluded from the research data sample).

- Legislative documents.

e The text must explicitly provide a definition, or a certain implicit character of defining must be
evident.
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In terms of content, we chose definitions which the authors of publication explicitly identify
with, i.e., present them as their own (yet nested quotations of other authors” definitions were
excluded).

A representative sample with a local focus — primarily Slovak and Czech publications were
chosen. Additionally, international context was also taken into consideration, therefore,
publications from the Anglo-Saxon and German environment were also included in the
research sample.

As for the time perspective, material created after 1989 was selected due to significant
changes in the socio-political systems of the Slovak and Czech Republics.

The research sample consisted of 67 sources, 55 were from the Slovak and Czech language area
(26 of which were Slovak and 29 Czech), 9 were of the English origin and 3 of the German origin.

In the first stage, and with regard to research data management, content analyses of the examined
terms “social work” and “social pedagogy” were conducted separately. Individual definitions were
first separated into their elementary building blocks (entries) and semantic content units (phrases).
The main categories were then distinguished within these elementary units and subcategories were
assigned to them. Only in the second stage, did we compare the terms and content. The aim was to
identify the common and different elements of both definitions within the selected categories.

Within the content-oriented defining, five basic categories emerged describing the essence of both
disciplines studied:

1.
2
3
4.
5

3

3.1

1.

Nature — What is social work? What is the nature of it?

Actors — Who performs it?

Object — Who / What is it performed for?

The nature of the activity itself — What are its goals, processes and tools used?

Field (resort) of functioning and conditions.

Research results

Defining social work

In the examined sample, we mainly watched for the terminology which the individual authors

defined social work with, the content, and structure of the definition itself. Given THE NATURE of
social work, it is possible to distinguish four basic subcategories with emphasis on the relationship
among them.

I. Almost all definitions present social work as a profession. Such understanding is supported
by the use of nouns activity, practice, activity and adjectives practical, specialised, professional
a helpful. These often collocated in: practical activity (Matousek, 2003; Zilova, 2005), practice
(Tokarova et al., 2009), professional activity (Barker, 2003; Pierson & Thomas, 2006; Tokarova
et al., 2009), a form of professional help (OBDS, 2004), professional activity (Striezenec, 2001;
Matel & Schavel, 2015), specialised activity (Act No. 219/2014 Coll., 2014), helping activity
(Brnula et al., 2011).

Il. Many definitions also present social work as a science. In addition to the term science, other
nouns corresponded to this understanding of the term, e.g. discipline as well as a collocation
scientific area (Levicka, 2002) and scientific discipline (Zilova, 2005). The adjectives used either
accentuated the scientific character of the discipline: a scientific discipline (Tokarova et al.,
2009), a professional discipline (Striezenec, 1997, Miuhlpachr, 2008; Novotna
& Schimmerlingova, 1992; Levicka, 2002), or specified the area of science: social science
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discipline (Matousek, 2003) and its character: applied science (Barker, 2003; Miihlpachr, 2008;
Matel & Schavel, 2015) applied scientific discipline (Zilova, 2005). The specific nature of social
work as a science was presented by many authors in their multidisciplinary (e.g., Novotna
& Schimmerlingova, 1992), interdisciplinary (Tokarova et al., 2009) or pluridisciplinary nature
(Zilov4, 2005).

lll. The latest trend is to emphasize social work as an academic discipline, or a field of
education. Internationally, it is to do with the influence of the International Association of
Schools of Social Work, which also reflected in the new global definition of IFSW (2014). Social
work is also represented as an academic discipline in the research sample by Matel and
Schavel (2015).

IV. Many authors (Barker, Striezenec, Levicka, Zilova, Tokdrova and Matel) emphasized the
parallel of the two aspects of the nature of social work as a profession and a science. It is
explicitly expressed by the American Dictionary of Social Work by the term empirical-
theoretical discipline (Barker, 2003), in Slovak by StrieZzenec (2006) and his theoretical and
practical branch. Other definitions further describe the relationship between the two aspects
of social work in parts of sentences, such as social work applies scientific knowledge into
practical activities (Novotna & Schimmerlingova, 1992; Striezenec, 1997; Muhlpachr, 2008;
Matel et al., 2011; Gulova, 2011). From the diachronic perspective it is the original idea of
Novotnd and Schimmerlingovd (1992) that other authors have adopted and reproduced. A
global definition of social work (IFSW, 2014) provides the following wording: social work is a
profession based on the practice, and it is also an academic discipline. Matel and Schavel
(2015) emphasizes the connection between all three dimensions, namely that it is an applied
scientific and academic discipline, and a professional activity of social workers.

2. With regard to social work as a profession and professional activity, many texts explicitly list
ACTORS who perform this activity. The authors express a certain consensus that the actors can
only be social workers. A classic statement attributed to a British author Neil Thompson (2000)
claims that, “Social work is what social workers do.” Some authors emphasize the professional
basis of their activities (Striezenec, 1997, 2001; Miihlpachr, 2008; Levicka, 2002), in Matel et al.
(2011) their qualifications, and Navratil (2000) own professional community. Barker (2003)
describes the connection between the scientific basis of the discipline and the work of social
workers as a requirement of cognition or knowledge, and in IFSW (2014) supported by the theory.
Due to the International Federation of Social Workers and its influence, social work has been seen
as a profession based on values (Matel et al., 2012), with a key role in this respect played by social
workers. It is them who apply values and principles in their professional activity (Barker, 2003). Of
particular principles/values of IFSW (2014) the following are emphasized: social justice
(Thompson, 2010) and respect for human rights, and most recently, shared responsibility, and
respect for diversity (IFSW, 2014). Based on the activity of social workers, some authors also
provide a certain specific scope of their activities (Novotna & Schimmerlingova, 1992; Tokarova
et al., 2009), but for the purpose of this study we do not list the particular activities here.

3. THE OBIJECTS of social work are not listed uniformly among the selected authors. Generally, we
can distinguish two categories of objects of social work, which are the clients of social
environments, or the relationship between them, which is often termed as social functioning.

I. The clients of social work can be referred to as the primary objects of social work in the
studied texts. In the analysed definitions, these are referred to either in general as clients, or
they are distinguished among. All authors who explicitly included clients in their definition of
social work mean primarily individuals. Besides individuals, the term clients also includes other
social systems (Sheafor et al., 2000; Gulova, 2011), mainly family, group, community. Some
authors also explicitly list institutions (Striezenec, 1997; Matel & Schavel, 2015), and society is
also listed among clients (Levickd, 2002). With emphasis on the individual as the primary client
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of social work, it is necessary to pay increasing attention to human relationships and solving
the related problems (IFSW, 2014; Navratil, 2000; Matel et al., 2011; Gulova, 2011). Mihlpachr
(2008) emphasizes the integrity of a human and its preservation, while Navratil (2000)
introduces the concept of social roles. In addition to the primary objects that are viewed
personally, objects of social work are also identified factually, through the concepts of social
issues (Schilling & Zeller, 2007; Matousek, 2003), unfavourable social situation (Gulova, 2011),
collision situations (StrieZzenec, 2006), serious difficulties/obstacles (Pierson & Thomas, 2006),
material and social need (Act No. 195/1998 Coll., 1998), a lack of (Muhlpachr, 2008) and
dysfunctional elements (Striezenec, 2006), fulfilling their daily needs (OBDS, 2004).

II. The newest trend of contemporary social work is the emphasis on social environment
(Barker, 2003; Tokarova et al., 2009; Matel et al., 2011; Matel & Schavel, 2015; Sheafor et al.,
2012), which significantly affects the lives of clients, as well as the working environment of
social workers. These can be considered as the second category primary objects of social work.
The term used for these categories are social conditions (Schilling & Zeller, 2007; Matousek,
2003).

lll. The relationship between the clients of social work and their social environment is
conceptualized by the term and the concept of social functioning in the studied definitions
(Navratil, 2000; Barker, 2003; Sheafor et al., 2012; Matel & Schavel, 2015), or psycho-social
functioning (Barker, 2003; Matel et al., 2011).

4. Based on THE NATURE OF THE ACTIVITY of social work itself, or of social workers” activity, we can
distinguish the goals of social work, the process and tools by which the selected goals are
achieved.

I. Goals — In this respect there is a relatively wide variety of goals within individual definitions,
also depending on the type of objects of social work which they relate to:

- With regard to clients IFSW (2014) emphasizes strengthening, empowerment (Thompson,
2010; Matel et al., 2011), liberation and enhancement of prosperity (Thompson, 2010).
Due to the individual function of social work, the German authors Schilling and Zeller
(2007) list assistance in self-determination and self-help, experience and support of one’s
personality. In Slovak conditions, the individuals” own responsibility is emphasized
(Tokarova et al., 2009), as well as their security (Striezenec, 1997). The Collins Dictionary
of Social Work mentions protection (Pierson & Thomas, 2006). Matousek (2003) uses help
of social workers towards the clients in order to achieve the client’s return into active life
in the society. Brnula and others (2011), in their definition, work with the concept of
quality of life. According to these authors, the goal of social work is to increase or stabilize
the quality of life of people whose quality of life is threatened or limited, in a humane
manner and so that the process of providing help is in accordance with their needs and
ideas and so that it leads to self-help.

- With regard to social environment Barker (2003), Matousek (2003) and Matel et al. (2011)
use creating favourable life conditions or social conditions, Tokarova et al. (2009)
mitigating the environmental impact, and German authors Schilling and Zeller (2007) use
a change in social conditions, or change of environment (Sheafor et al., 2012). In a similar
way, IFSW (2014) and the American Dictionary of Social Work (Barker, 2003) set out social
change as the objective of social work. At this point, it should be noted that German
authors Schilling and Zeller (2007) explicitly mention focus on the European, world and
social perspective, as well as human rights” perspectives and goals of social work.

- Regarding the interaction of clients with their social environment, their mutual
adaptation, or improving mutual adjustment is accentuated as the goal (Tokarova et al.,
2009). In the context of social functioning, the goal of social work is the improvement of
social functioning (Sheafor et al., 2000; Barker, 2003), its renewal (Matel et al., 2011),
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achieving its optimal (Matel & Schavel, 2015), sufficient (Barker, 2003) or maximum level
(Sheafor et al., 2012). In the case of imbalance in social functioning, it is important that
the clients are protected against difficulties (Sheafor et al., 2000).

Il. The process of social work activities, or directly of social workers, is best viewed through
identification of the verbs used. From the quantitative point of view, the verb help prevails,
which corresponds with the other used terms of providing social assistance, helping people.
Quite often in the texts, we find the verbs take care/caring (Striezenec, 1997, 2001; Levicka,
2002; Pierson & Thomas, 2006; Tokarova et al., 2009; Seithe, 2012), which is related to the
close connection between social work and social pedagogy, especially in German authors.
Therefore, one German definition also contains education (Seithe, 2012). In the newer
concepts of social work, the term accompaniment prevails (Matel & Schavel, 2015), support
(Pierson & Thomas, 2006; Matel et al., 2011) and strengthening/empowering (IFSW, 2014;
Thompson, 2010; Matel & Schavel, 2015), which were cited above also as the goals of social
work. Regarding the secondary objects of social work and in the context of social issues, the
following verbs were detected: determine, identify, explain, mitigate, eliminate and solve
(Matousek, 2003; Tokarova et al., 2009; Gulova, 2011). The latter is also used in connection
with the notion of conflict situations in the form of need for its solution (Striezenec, 2006). The
term deficiency or lack collocates with removal (Mihlpachr, 2008) and prevention of its
formation/prevention (Muhlpachr, 2008; Levickd, 2002). Regarding social environment as
another relevant primary goal of social work, predominately used verbs were: change (Schilling
& Zeller, 2007; Sheafor et al., 2012), improve (Schilling & Zeller, 2007; Tokarova et al., 2009;
Matel et al., 2012), shape (Barker, 2003; Matousek, 2003; Matel et al., 2011), alleviate
(Tokarova et al., 2009), protect (Sheafor et al., 2000; Pierson & Thomas, 2006).

lll. Tools — In their definition of social work, some authors also mention the tools to reach
goals, or tools used by social workers in their professional practice. They usually do so by
general naming special working methods (Striezenec, 2001; Levicka, 2002; Mihlpachr, 2008).
Some authors emphasize a specific method, for example counselling (Striezenec, 2001; Levicka,
2002; Miuhlpachr, 2008; Seithe, 2012); group work (Seithe, 2012), community work (Pierson &
Thomas, 2006) and advocacy (Pierson & Thomas, 2006). The second group of instruments are
services, whether organized social services (Levicka, 2002), tangible services (Barker, 2003),
social services (Barker, 2003; Gulova, 2011) or facilities (Seithe, 2012).

5. As for the FIELD or scope of action of social work, we can distinguish several areas where the
profession of social work is exercised. In the Slovak Republic the primary area of social work is the
field of labour, social affairs and family, which falls under the agenda of the Ministry of Labour,
Social Affairs and Family of the Slovak Republic. Act No. 219/2014 Coll. (2014) regulates the
exercise of the profession of social work exclusively in this area. The same holds true in the Czech
Republic, where social work falls under the responsibility of the Ministry of Labour and Social
Affairs and its exercise in the absence of professional Act is regulated by partial laws, especially
the Act on Social Services (Act No. 108/2006 Coll., 2006).

In addition to this area, social work also pertains to the field of healthcare, justice, and to a limited
extent to education, in both Slovak and Czech Republics. In the health sector it is still true that, “If a
medical facility is providing healthcare in the paediatric, geriatric, aftercare, psychiatric, drug
addiction, gynaecology and obstetrics, or long-term care units, there must be a social worker
employed in order to alleviate or remove the social consequences of the patient’s health situation in
connection with their hospitalization and release” (MZ SR, 2012). However, the above is a regulation
whose status is below an act, therefore, it is often ignored in the Slovak and Czech practice.

As a result, the presence of social workers in health care facilities is still largely administrative, if they
are present at all (Kuznikova et al., 2011, p. 20). In the Slovak Republic, social work is also performed
in the field of justice, which covers mainly Corps of Prison and Court Guard. According to the
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regulation in force, “The performance of social work with the accused and sentenced is ensured by a
social worker or a pedagogue authorised to perform social work” (Collection of orders, 2008). By this
regulation, the social worker is understood as a qualified expert in the field of social work. However,
the resort itself also allows other university educated professionals, including social pedagogues.
In the Czech Republic and under the Ministry of Justice, social work is performed both in detention
facilities (e.g. regulated by the Regulation of Director General of the Prison Service of the Czech
Republic, Decree No. 109/1994, 1994) and as a probation and mediation service (defined by Act No.
257/2000 Coll., 2000). The least favourable situation is in the Slovak education system, where a social
worker is not officially included in the relevant legislation on pedagogical employees and professional
employees, unlike a social pedagogue (Act No. 317/2009 Coll., 2009). In the Czech Republic, the
position of a social worker in school facilities is most often legally recognised in counselling centres or
in facilities for institutional and protective education (e.g. Children's homes, children's homes with
schools, residential educational institutions and diagnostic institutions), while the profession of a
social worker is not recognised by the Act on Educational Staff of the Czech Republic.

3.2 Defining social pedagogy

In the process of defining social work above, five basic categories emerged. The same categorization
was applied when analysing texts concerning social pedagogy in order to allow for a comparison of
both disciplines.

1. As for its NATURE, social pedagogy is seen either as a profession, science, academic discipline, or
its theoretical and practical complements are also reflected within the definitions.

I. Social pedagogy is often associated with science in the analysed publications. In this sense,
the following terms are used: discipline (Prochdazka, 2012), scientific branch (BakoSovd, 2005),
professional discipline (Matousek, 2003). Its pedagogical side was usually accentuated:
pedagogical discipline or teaching science (Kolar et al., 2010; Kraus, 2008; Kraus et al., 2001).
However, emphasis was also placed on its interdisciplinarity: a multidisciplinary field (Sekot,
1997), an interdisciplinary scientific branch (Sojak & Cech, 2010), trans-disciplinary science
(Kraus et al., 2001), the science bordering between pedagogy and sociology (Tomanek, 2013).

Il. Social pedagogy rarely appears as a profession in the analysed definitions. As for the terms
used, the following nouns correspond with this notion of social pedagogy: activity, process,
practice, and collocations such as an educational process (Kraus, 2008), public care (Schilling,
1999), socially significant practice (Hrda & Sip et al., 2011), leisure activities (Kraus, 2008;
Lorenzova & Polackova, 2001), preventive action (Kraus, 2008).

lll. The nature of social pedagogy also defines its concept as an academic discipline, field of
study or academic activity. As with social work, such a characteristic is more of a recent trend
and is characterized, for example, by definitions of L. Gulova (2011), M. Prochdazka (2012)
or J. Némec et al. (2010). In Slovakia, social pedagogy in not a separate study programme, as
opposed to social work, and is taught as a subject within the study programme of pedagogy. In
the Czech Republic, although “some universities have programmes of social pedagogy, most of
their subjects draw from social work” (Gulova, 2011, p. 71).

IV. The authors of the analysed texts in their definitions most often emphasize the parallel
theoretical and practical parts of social pedagogy. Social pedagogy as a member of humanities
has its theoretical and practical sides that cannot be separated (Manniova, 2005; Gulova et al.,
2012; Hrda & Sip et al., 2011). Similarly the Dictionary of Andragogy defines social pedagogy as
a discipline of pedagogical science and at the same time as a field of practice (Prlicha &
Veteska, 2012, p. 232).Terminological glossary of social pedagogy defines social pedagogy as a
science examining the social objectives of education and also as a socio-educational and
preventive action (BakosSova et al., 2013; cf. Hroncova et al., 2000). Other authors speak of
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applying the expertise of social pedagogy in practice (Klima, 1993) or an analysis of social
factors and implementing procedures (Matousek, 2003).

2. The definitions of social pedagogy are formed with respect to its ACTORS. Across the analysed
publications, an actor is a social pedagogue, distinguished from a social worker (Kolar et al.,
2010). A social pedagogue is seen as a graduate in the given field, who is professionally prepared
to work in different areas of the social sphere (Bako%ova et al., 2013; Sojak & Cech, 2010). Some
authors placed social pedagogues in schools where they serve as assistants and advocates of
students (Lorenzova & Polackova, 2001), contributing to a healthy socio-psychological climate of
the school (Kraus, 2008), professionally supporting teachers in schools at the level of education,
prevention, intervention, etc. (Sojak & Cech, 2010) and providing social assistance with
pedagogical orientation (Hrda & Sip et al., 2011).

3. Social pedagogy is delineated by its OBJECTS. As in the case of social work, objects can be both
clients (individuals and groups) or the social environment and the relationship between them.
Children are usually considered clients of social pedagogy with various adjectives often added:
vulnerable children (Matousek, 2003), children of poor and young people (Schilling, 1999),
disadvantaged children, Roma children or children of immigrants (Gulova et al., 2012), children
from vulnerable families (Prlicha, Walterovd, & Mares, 2001; Pricha & Veteska, 2012). Some
authors, however, point out the need to view children/pupils as members of various social groups
(Hradecnd, 1998). Different social groups thus become clients of social pedagogy: family, peer
groups, interest groups of extracurricular activities, school (Ptradka et al., 1998; Hroncova
& Emmerovd, 2004). Therefore, in addition to children and adolescents, adults are then
considered clients, including the endangered population as well as the whole society in terms of
creating a balance between the needs of the individual and society (BakoSova et al., 2013; Kraus
et al., 2001). In the broadest sense, every human can become the object of social pedagogy
(Balvin & Prokaiova, 2013; StrieZzenec, 1999).

Due to the position of social pedagogy within pedagogical sciences, all participants in the
educational process tend to be labelled as clients of social pedagogy, i.e. not only students but
also teachers, school headmasters and other staff in the school. Regarding the social environment,
its impact on education becomes an object of social pedagogy (Prlicha & Veteska, 2012), social
factors threatening human development (Matousek, 2003), pedagogically valuable stimuli
(Bakosova, 1994), the social aspects of education and personality development (Hroncova et al.,
2000), generally termed as conditions of education (Kolar et al., 2010) or a wide range of issues
“connected with the educational influence on risk and socially disadvantaged group of youth and
adults: dysfunctionalities in family and parenting, foster care, the issue of abused, neglected, and
sexually abused children, social deviation including delinquency and aggression, drug abuse, child
prostitution, pornography and the like.” (Pricha, Walterova, & Mares, 2001, p. 217).

4. The NATURE of the activity of social pedagogy itself, can be analysed with regard to its goals,
processes and tools.

I. The most important factor in determining the goals of social pedagogy is a prerequisite of a
relation between the social environment and education. Social pedagogy is to deal with the
negative social phenomena that threaten the society (Manniovd, 2005). Emphasis is placed on
rectification or optimisation of relation conditions between the client and the environment
(BakoSova et al., 2013; Bakosova, 2008; Balvin & Prokaiova, 2013; Kolaf et al., 2010; Pricha,
2009; Striezenec, 1999), assistance in various social problems (BakoSova, 2008, 1994; Kraus et
al., 2001). More specifically, the goals of social pedagogy can be seen in activation of the
socially disadvantaged groups (Gulova et al., 2012) or in interdisciplinary research (Hrda & Sip
et al.,, 2011). Most authors logically emphasize the goals connected with the educational
process, e.g. changing people through education (BakoSova, 2008), analysis of the conditions of



. . . Ly, . . 80
Madtel & Preissovd Krej¢i / Convergent and Divergent Aspects of Social Work ...

education that help or hinder the achievement of the goals of education (Kolar et al., 2010), or
professional training of social pedagogues for school practice (Gulova et al., 2012).

II. Similarly to social work above, in the case of social pedagogy an analysis of verbs will be
used to help understand the process of activity of social pedagogy. As for frequency, the most
important activities of social pedagogy are: preventing negative social events or prevention
(Schilling, 1999; Hroncova et al., 2000; Sekot, 1997; Némec & Vodickova, 2010; Kraus, 2008;
Sojak & Cech, 2010; Bako3ova et al., 2013). Equally important are educational and re-
educational activities (Sekot, 1997; Sojak & Cech, 2010; Priéicha, Walterova, & Mares, 2001;
Gulova et al., 2012), as well as resocialization (Prochazka, 2012; Prlicha, Walterova, & Mares,
2001; Hroncova & Emmerova, 2004; Kraus, 2008), integration (BakoSova, 1994, 2008; Tokarova
et al., 2000; Sekot, 1997) and intervention (Hroncova & Emmerova, 2004; Bakosova et al.,
2013). Social pedagogy purposefully influences humans (Kolaf et al., 2010; Striezenec, 1999;
Bakosova, 1994). In relation to negative social phenomena, the following verbs are used:
protect (Schilling, 1999), compensate (BakoSova, 1994), create balance and stabilize (Kraus et
al., 2001; Bakosova, 2008), educate and utilise the goals of education (Kolar et al., 2010; Klima,
1993; Kraus, 2008; Bakosova, 2005, 2008), deal with crisis situations (Hroncova & Emmerova,
2004), influence or initiate changes (Matousek, 2003; Schilling, 1999; Sojak & Cech, 2010),
clarify (BakoSova, 2005).

lll. Among the tools of social pedagogy mentioned in the definitions rather less frequently, are
the procedures and methods that are to balance the adverse effect of social influences
(Matousek, 2003), such as various preventive and curative measures (Schilling, 1999).
According to Z. BakoSova et al. (2013), the following instruments belong among the tools of
social pedagogy: education, re-education, self-education, counselling, prevention, intervention
and management.

5. Regarding the FIELD of action of social pedagogy, several areas can be distinguished for this
profession to be exercised. The primary areas of the activity of social pedagogues in Slovakia, is
the area of education. According to the Act No. 317/2009 Coll. (2009), a social pedagogue belongs
in the category of professional staff. According to this law, a social pedagogue “carries out
professional activities in prevention, intervention and counselling especially for children and
pupils at risk of socio-pathological phenomena, from socially disadvantaged backgrounds, drug
addicts or otherwise disadvantaged children and pupils, to their legal guardians and pedagogical
representatives of schools and educational facilities. A social pedagogue fulfils the roles of social
education, support of pro-social, ethical behaviour, socio-pedagogical diagnostics of environment
and relationships, socio-pedagogical counselling, prevention of socio-pathological phenomena,
and re-education of behaviour. They also perform expert and public educational activities” § 24
(Act No. 317/2009 Coll., 2009). Furthermore, they may also act in the field of labour and social
affairs and family in execution of the selected activities, such as when exercising socio-legal child
protection. Relatively large competencies can be gained in the area of justice, particularly in the
penitentiary practice. In the current Slovak penal and judicial system, a person on a position of a
“pedagogue” amasses a fairly high level of competences and responsibility when dealing with the
accused and convicted.

Among other activities, a pedagogue proposes a treatment program, provides the convict with
a list of activities that are organized in the facility; coordinates and facilitates the treatment of
convicts in the selected area, while managing a comprehensive agenda with decision-making
rights regarding disciplinary action against the convicts (Decree No. 368/2008 Coll., 2008). In the
Czech Republic, a similar delineation of the scope of activity of a social pedagogue is missing. It is
defined only in the area of social services, namely under § 110 (Act No. 108/2006 Coll., 2006),
which states that it is sufficient for the professional competence of a social worker to complete an
educational programs focused on social work and social pedagogy.
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3.3 Comparison of convergent and divergent elements

Convergence in terms of nature. Social work and social pedagogy are interdisciplinary-oriented fields,
independent helping professions and academic disciplines.

Divergence in terms of nature. In terms of the scientific nature, social pedagogy is a more theoretical
and more general discipline, while social work is a more practical and applied discipline. Social
work in Slovakia is a separate scientific and study field, while social pedagogy is rather a
subspecialty of pedagogy and is taught at universities merely within a study programme of
pedagogy. Social work belongs among social-behavioural sciences, social pedagogy among
pedagogical sciences.

Convergence in terms of actors. Social work and social pedagogy are performed exclusively by
qualified staff.

Divergence in terms of actors. In most countries, social work is exclusively carried out by social
workers with a university degree in social work. Social pedagogy is performed by social
pedagogues with a university degree in social pedagogy. The qualification requirements, however,
are socio-politically conditioned, and in certain cases, rather vaguely set. For example, in the
Czech Republic social work can be performed by persons educated in social pedagogy, and even
without university education (Act No. 108/2006 Coll., 2006) as the professional competence of a
social worker is: higher vocational education, university education or completion of accredited
training courses with particular focus, for example in the following fields: social policy, social and
humanitarian work, social pathology, special education, etc.

Convergence in terms of objects. The objects of the action of the two disciplines are not just clients
(individual, family, group, community, institution), but also the influence on the social
environment in which they exist.

Divergence in terms of objects. The individual disciplines have different preferences of clients, yet the
range of both is very wide. Social pedagogy prefers school and non-school environment, and in
terms of age, it works mainly with children and youth. Social work is provided to a greater extent
to adults and seniors, and in addition to its field or outreach forms, it is exercised in the natural
environment of the clients (in the family, community, open environment), as well as in the
outpatient and residential settings, especially in social service facilities. Matousek differentiates
between both disciplines on the basis of their target groups as follows: social work as work with
adults, while social pedagogy as prevention of social failure among children and youth (Matousek,
2003), while Machalova through the concept of “preventive social work” sees educational social
work as a border discipline of findings and methods intertwined with social pedagogy and social
andragogy. The concept of educational social work and counselling is seen as a lifelong process, as
a sub-discipline of social work, which aims to “develop and cultivate individual spiritual, mental
and social potential of individuals” of the target groups of social work (Machalovd, 2013,
pp. 24-25).

Convergence in terms of the nature of the activity. For both professions, it is rather symptomatic to
cover a broad spectrum of different activities and to manifest a holistic approach, using various
yet common methods and procedures, especially prevention, re-socialization, counselling and
mediation.

Divergence in terms of the nature of the activity. Social pedagogy prefers mainly socio-educational,
preventive and re-educational activities. Social work uses various, own methods of work, such as
case, group, and community social work, street work and family social work.

Convergence in terms of the field or scope of activity. Both professions operate in several areas. The
common areas are labour, social affairs and family, and justice.
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Divergence in terms of the field or scope of activity. The primary areas of activity of social work is the
resort of labour, social affairs, and family. The primary areas of activity of social pedagogy is
education. While in the Slovak Republic social workers work in education, they do so without
legislative anchoring. Unlike social workers, social pedagogues do not work in the healthcare area.

4 Discussion and conclussion

The relationship of social pedagogy and social work is historically and culturally conditioned.
According to the German professor Johannes Schilling (1999), we can distinguish several models from
the historical perspective:

- Subordination — the proponents of this model argue which is a superior term, social pedagogy
or social work.

- Substitution — arbitrary interchangeability of the two terms, i.e. no distinction between them.
- ldentity — identical disciplines as in “two sides of the same coin”.

- Alternative — both expressions are well established and can be used as alternatives.

- Convergence — mutual approximation of both disciplines while preserving their own identity.

- Subsumption — a double concept of social pedagogy/social work, or seeking an umbrella term
for both, e.g., social services.

Schilling (1999, p. 140) inclines towards convergence: “Social pedagogy and social work are not two
completely different fields, but they are neither completely identical. We can imagine them joined
together into one unit. Such convergence does not refer to tasks, decomposition, or a composition of
the areas. Instead, it refers to a joint development of social pedagogy and social work towards a
growing agreement, while taking into account their independence and individuality.” In German-
speaking countries in the area of education, it has been acknowledged for decades, that the areas of
Sozialarbeit (or Soziale Arbeit) and Socialpddagogik were very closely linked, to the point of being
identical.

According to Kraus (2008, cf. Ondrejkovic¢, 2000), there are three main views on the relationship
between the two disciplines in our settings:

- ldentifying — practically means identification of both disciplines, metaphorically expressed as
“two sides of the same coin,” typical for German-speaking countries.

- Differentiated — both disciplines are clearly separated historically and on the basis of the
objects of their research. It is typical for the Anglo-Saxon area, and also applies in the Czech
Republic. In this regard, Kaplanek (Matousek et al., 2013) states that mutual “passing by” of
social pedagogy and social work in the Czech theory and practice is not only due to different
theoretical approaches. The fundamental problem is the strict separation of social work and
pedagogy in practice on the basis of valid legislation.

- Convergent — means integration, while maintaining a certain uniqueness of both disciplines.
According to Kraus, it is practiced in Slovakia and Poland. Yet, in this respect we disagree with
Kraus. We believe that the current Slovak social work practice is dominated by the Anglo-
Saxon differentiation model, with the exception of schools (e.g., UMB Banska Bystrica) and
representatives, who professionally originate from social pedagogy and therefore at least
theoretically strive for convergence of both disciplines (e.g., Ondrejkovi¢, BakoSova, Hroncova
and Machalova).

Based on the study, we are inclined to think that it is possible to distinguish between convergent and
divergent elements of both professions that are understood as separate (differentiated) professions,
disciplines and fields of study in the Slovak Republic and the Czech Republic. We agree with Hroncova
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(In Kraus, 2008) according to whom, social pedagogy is more theoretical and more general, while
social work is more practical and a more applied science.

Due to many convergent elements, intensive cooperation between the two is crucial. A relationship
between the two disciplines is described as cooperative, for example by Zilovd (2005). Both
disciplines have their own field of exact development and scope of activity in relation to the joint
entity of their subject that is defined by the specificity of their goals in relation to the target focus
— a healthy physical, psychological and social development of the individual. Naturally, this requires a
reciprocal use of theoretical knowledge, findings, generalization of empirical researches and mutual
adaptation and utilization of methods of work, i.e. cooperation on the principle of acceptance,
mutual respect and cooperation with other border disciplines. Due to interdisciplinary collaboration
between social pedagogy and social work in the area of prevention of socio-pathological phenomena,
Bakosova (In Ondrejkovic¢, 2009, p. 489) aptly notes that “the two disciplines will fare better if they
offer effective prevention programmes that are systematic, planned, long-term and will lead not only
to new behaviour practice, but also to their internalisation.”
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Abstract: The study deals with the possibilities of the use of
certain methods, which have their origins in social work and are
also useful in the work of social educator working in socially
exluded localites. The study is based on the concept of social
educator as a separate profession and highlights one of the ways
in which social workers should act. Deliberately focuses on the
methods of work as a fundamental instrument profession. Socially
excluded localities, unfortunately, become an integral part of
Czech society. When working with the residents to create
multidisciplinary teams that include social educator who acts as a
bridge between educational establishments, family and welfare
authorities. In the paper, we introduce a few selected methods,
which are suitable for the job and that could broaden the skills
and hence the competence of social educator, including the
definition of social exclusion and its associated culture of poverty
as a specific phenomenon.

Keywords: social pedagogue, social exclusion, child at risk,
method, intervention, culture of poverty

Vybrané metody intervence vhodné pro praci
socialniho pedagoga s détmi ohroZzenymi socialnim
vyloucenim

Abstrakt: Studie se zabyva moZnostmi vyuziti nékterych metod,
které maji plvod v socialni praci a jsou vyuZitelné i v Cinnosti
socialniho pedagoga plsobicim v socialné vylouéenych lokalitach.
Studie vychazi z konceptu socidlniho pedagoga jako samostatné
profese a poukazuje na jednu z moznosti, kde by socidlni
pracovnik mél pulsobit. Cilené se zaméruje na metody prace jako
zakladniho nastroje profese. Socidlné vyloucené lokality se
bohuzel staly nedilnou soucasti ¢eské spole¢nosti. Pfi praci s jejich
obyvateli se vytvareji multidisciplindrni tymy, jejichz soucasti je
i socidlni pedagog, ktery zde plsobi jako most mezi Skolskymi
zafizenimi, rodinou a organy socidlné pravni ochrany. Ve stati
predstavime nékolik vybranych metod, jeZz jsou pro tuto praci
vhodné a jez by mohly rozsifit dovednosti a tim i kompetence
socidlniho pedagoga, vcetné definovani socidlniho vylouceni
a s nim spojené kultury chudoby jako specifického jevu.

Klicova slova: socidlni pedagog, socialni vylouceni, ohroZzené dité,
metoda, intervence, kultura chudoby
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1 Introduction

In this study, focusing on description of selected methods/approaches inspired by social work which
are suitable for the intervention of a social educator as a member of the multidisciplinary team
working with children at risk of social exclusion. The social educator has not had a clear legislative
and thus competent anchoring in the system of helping professions even if social pedagogy in the
Czech Republic has been developing intensively for a quarter of century by which his position in a
multidisciplinary team becomes difficult. It follows that the choice of procedures, ways and methods
of intervention is not always completely clear to everybody.

The first part of this article is devoted to defining differences between the social worker and social
educator. It very briefly describes how different these two professions are and what is the most
common conception of a social educator in contemporary Czech discourse.

The fundamental part of the article is focused on methods/approaches, specific intervention
approaches?’ that are not uniform in the theory of social pedagogy. Kraus (2008) belongs to the
authors who are engaged in social pedagogy methods. He works with the methods of social and
educational activities.'® His approach to the methods is based on the fact that the social educator will
do educational work - that he was useful as a leisure time educator, tutor or teaching assistant.
These methods of social and educational activities are needed but their application within the
multidisciplinary team in working with endangered children in socially excluded areas, is not
sufficient.

Another author, more properly speaking, a woman author - BakoSova devotes to the issue of
methods in the theory of social pedagogy. The author (2008) attempted to make her own
classification of methods of social pedagogy by linking educational methods with the methods of
social work where only some approaches were chosen, as for example compensation of
inappropriate stimuli, strengthening own competence, offering of incentives resulting from individual
needs, planning a positive perspective and support for orientation to self-realization, as well as
methods of counseling and prevention, including consultation, supervision and intervention. Her
description of methods is very brief, mostly providing information, it is more concerned with brief
characteristics than with the own process analysis.

Already here in the introduction, it is necessary to define terminology of a method and an access. In
most sciences a method is considered as a way leading to a goal, that is the procedure. In social work
three basic methods of work were historically developed — work with individuals, groups and
community. Own intervention is called an approach that is based on theories of social work. There
already is a visible difference between social work and social pedagogy because in pedagogy
procedures are called methods.

The aim of this study is based on a theoretical analysis of the culture of poverty as a phenomenon
accompanying social exclusion and thus to submit several approaches in social work, including their
description and appropriate use of work when working with endangered children in socially excluded
localities. The social educator can now work according to them and thus extend his practical skills of
socially educational activity methods.

17 Intervention is interpreted as professional interference in the social situation of an individual or a group,

or a community exercised in their favour.
Kraus (2008) describes a method of organizing, group work, situational, staging, regime, animation and
mediation.

18
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2 Social educator is not social worker

Before we begin the selection and description of our appropriate methods, we must first focus on
defining of a social educator. As was written in the introduction, a social educator does not have a
clear legislative definition in the Czech Repubilic.

Currently, the graduate of social pedagogy, according to Act No. 563/2004 Coll. (2004) can act as a
tutor, a teacher responsible for leisure time activities and a teaching assistant. All these teaching
professions have a description of activities and determined competence. They also have their own
degree courses that prepare for these specific positions. The social educator is not educated to be
only a tutor, teaching assistant or a teacher of leisure time activities. His academic field is different.
He specializes in issues of social phenomena related to education — the education in the broadest
sense.

The social educator can also perform, according to Act No. 108/2006 Coll. (2006) work of a social
worker. Even here, however, we have specialized fields of educating social workers directly. Is social
pedagogy considered to be a social work? Certainly not, although the focus is very similar. The
definition of Social Work approved by the International Federation of Social Workers (IFSW, 2015)
says that “social work is a practical profession and academic discipline that promotes social change
and development, social cohesion, empowerment and liberation of people. Principles of social
justice, human rights, collective responsibility and respect for diversity are fundamental to social
work. Supported by theories of social work, social sciences and humanities as well as local
knowledge, social work involves people and structures to solving problems and improving welfare.”
According to this definition, social workers are bearers of changes in society and in the lives of
individuals, families and communities. Thus their focus is very similar to a social educator. He is also a
bearer of changes. In contrast to the social worker, who uses social attitudes while working with a
client or clients, the social educator is primarily a teacher, i.e. the one who works in the field of
education and choses educational approaches. Laca (2011) perceives a social educator as a specialist,
who helps children, youth, adults and parents in situations of balancing socialization deficit. He seeks
possibilities for a better quality of life through prevention, counseling or education.

Who is a social educator? A social educator is located on the border among pedagogy — educational
ciences and social work. The main difference between these two professions should be competence
and based on them the tools that are used to achieve the goal. Another difference is in the position
in which he stands in the organization. And the position is based on the concept of a social educator.

Regarding the position of the institution where the two professions meet, the social worker is
intended for direct work with clients to assess the situation!® and determine the therapy, plan, what
will happen next with the client. The social educator, like special education teacher or school
psychologist in direct work with a client or a pupil performs a specific therapy.

The first concept of a social educator, which is quite widespread in the Czech Republic, is a social
educator as a manager of social problems. This concept is report by the authors Andrysovd and
Martincova (2014, p. 45), who say “that the social educator organizes and manages the educational
process at a professional level and he influences the subject at two levels — integration and
development.” Thus they adopt the definition of the profession, as it is accepted by Kraus (2008).

Other concept is offered by the workers of Faculty of Arts, Masaryk University. In their conception
the social educator is perceived primarily as a counselor, which corresponds to the field of
specialization offered by the study — Social Education and Counselling. Social educator as a counselor
who would realize educational counseling, prevention of risky behaviour and career counseling at
one position at schools and school facilities, is already currently very necessary specialization of
teaching staff. Unfortunately, the current state of law does not allow it, it is a pity to everyone

19 Assessing is a term replacing the term of diagnosis, diagnose that was used in the past.
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— teachers, pupils, parents. While abroad, the school counselor is a normal specialization for several
decades, for us it is still a tendency to replace this place by a school psychologist. However, the
psychologist is not educated in the issues of education on one side and on social issues on the other,
which is now involved in a range of school issues.

The author of this article further defines the social educator as a therapist. It is based here on the
definition of social therapy “as a specific kind of professional intervention aiming at achieving, by a
direct and indirect effect, desired changes in client behaviour and in his social environment, to solve
the situation, which directly threatens the client and prevent risky behaviours and conditions that
may support its development” (Zakoufrilova, 2014, p. 15). The social educator uses methods of socio-
educational action to remedy, remove, recover a social problem with the active participation of the
client. He may do so himself within his work in various types of equipment, or as a team member.
This concept is also directed to this study. As stated in the introduction to this paper, a social
educator should be a member of a multidisciplinary team that is committed to improving the
situation of children in socially excluded localities, i.e., to correction — therapy.

Professional work and assistance in these areas is only effective when the team is working well and in
accordance. The team mostly consists of a community worker who manages the team,
streetworkers, staff of the Social and Legal Protection Children, Labour office workers, curators,
possibly psychologists and lawyers in cooperation with schools, governments and businesses. In this
team there is an irreplaceable position for a social educator who should be primarily a mediator
among school, family and staff of social and legal protection of children. Therefore, such worker must
be — a social educator — equipped with appropriate methodological approaches to choose the
appropriate form of intervention.

3  Endangered child and social exclusion

Before | get to own methods of intervention, it is necessary to define who is an endangered child, a
child in a socially excluded locality and what the socially excluded locality is.

In the Czech Republic there is no single definition of an endangered child. We find this concept in
legal documents in the early 90s of the last century, when in 1990 the World Declaration on the
Survival of children, their protection and development was adopted by the United Nations. Article 22
of the World Declaration (1990) defines the terms that apply to child endangerment. For an
endangered child is thus considered a child — “an orphan, street child, a child of refugees, displaced
persons, victims of wars, natural and man-made disasters, children of migrant workers or children
living in other socially disadvantaged groups, working children, children and young people trapped in
prostitution, sexual abuse and other forms of exploitation, disabled children, adolescent offenders,
victims of apartheid and foreign occupation.”

The problem of inconsistent terminology is warned by the materials of the Ministry of Labour and
Social Affairs such as Proposed measures to transform and unify the system of care for endangered
children — basic principles of 2009. Here an endangered child (20093, p. 3) is defined “as a child who
does not meet or there is an assumption of unfulfilled basic biological, psychological, emotional,
social and spiritual needs (need for stimulation, order, love, safety, social and societal recognition,
open, shared future). Another role is played by the social determinants of health and child rights. We
can say that every child is potentially at risk, more or less. Border is not possible to be determined
strictly, there are many factor threats as well as their intensity and development. Attention must be
focused on potential risks.”

The National Action Plan to transform and unify the system of care for endangered children for the
period from 2009 to 2011 defines the basic concepts on the basis of the multisectoral nature of the
entire document. For an endangered child (2009b, p. 5) is considered “a child whose basic needs are
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not met adequately and is threatened by risky behaviour.” This definition is short but the more
concise and in this study will draw from it.

The second term, that stands in the title of this chapter and which is to be defined before we
proceed to the choice of methods of intervention, is a social exclusion. Social exclusion is a term that
first appeared in the 70s in France for individuals or groups of people who were excluded from the
system of state social security. The founder of the concept is considered a French politician René
Lenoir, who dealt with the concept in his book Les exclus: Un Frangais sur dix from 1974. The
concept was gradually taken over by the European Community in the 80s of the 20th century and
began replacing the term “poverty”. Current literature offers many definitions of the term. The Czech
space is most often used by the general definition based on the documents of the European Union
(2001), where social exclusion is a process which leads to crowding of people on the margins of
society and thay are limited to access to resources. It follows the fact that the socially excluded are
difficult or limited to access to social institutions, they are not represented in political organizations,
they can not participate in their rights by representation in governing bodies, have significant
limitations on the labour market and thus they become long-term unemployed and unemployable.

Social exclusion is not only poverty, as it is sometimes inaccurately reported, as has been observed
by a British sociologist Levitas (2003). Apart from poverty, she classifies unemployment and a specific
behaviour with features of pathology — people without morals as a part of social exclusion. For
Mares (2006), this is not a complete list and he adds to these phenomena dimension of diversity
— cultural, religious, linguistic. Here we can see a different view of cultural exclusion feature. Levitas
incorporates it into the underclass, to people without morals, people of other subcultures while
Mares$ can see it as a separate phenomenon. All these phenomena are a part of current discourses
on social exclusion in Europe.

Czech specific perceptions of social exclusion during the 90s of the 20th century, almost the entire
first decade of the 21st century is narrowing to only one ethnic group and Roma. At that time social
exclusion was viewed as a problem of the Roma ethnic group and its inability to integrate into
mainstream society. The change was brought by the crisis of 2008—2013, which affected a large part
of the population of the Czech Republic, and as shown by analysis of socially excluded localities, 2014
(GAC spol s.r.o, 2015), the Czech Republic increased in these areas without Roma. According to this
analysis about 95 to 115 thousand inhabitants of the Czech Republic lived in socially excluded
localities in 2014, in 297 municipalities with 606 locations and 700 dormitories, where a substantial
part of the population lives?®. Number of children is alarming. “A total of 22 percent of all pupils
growing up in socially excluded localities are trained in a highly ethnically homogeneous schools.
In absolute terms, this could mean a total of 3.000 to 3.500 pupils,” as presented by the authors of
the Analyzes (GAC spol s.r.o., 2015, p. 10).

Because poverty is a central concept of social exclusion, let us look at it more closely now. Poverty is
a phenomenon that has accompanied mankind since the time when a person became aware of social
differentiation. From this point poverty is considered as a source of social problems. Defining of
poverty is very diverse and therefore there is a large number of different definitions of poverty,
which differ from each other by different views of this phenomenon. The concept of lack is the basis
of all definitions. Most often, poverty is defined as a situation in which an individual or a social group
can not meet the most urgent needs of its own funds (Dohnalova, 2011). When creating definitions
two approaches are usually considered. The first approach is objective and focuses on the
determination of universal human needs and their degree of fulfillment. Second, the relative
approach shows that poverty must be seen in historical and sociocultural contexts in particular.
Objective approach establishes peace, threshold, border or poverty line, which is the lowest level of
income, which is still considered to be sufficient in a particular country.

2 |n the Czech Republic was to 2015, 1 January 10 261 791 inhabitants and 6 259 municipalities (MVCR, 2015).
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Poverty is seen as a source of human problems, different authors were dealing with the causes of
poverty and the characteristics of people living in poverty both in the past and in the present. A view
of the poor again has two levels. One group of authors sees the poor as independent, sincere,
honest, happy and divinely ordained, the second group is perceived as incompetent, lazy, dirty, evil,
who can blame themselves for a life in poverty. These two levels affect the forms and procedures for
dealing with poverty. Supporters of the first plane advise to leave the solution of the problem on
their own people because they consider them to be motivated, capable and able. Conversely, the
second group recommends setting programs to combat poverty in the form of direct control of
specific public authorities.

On this topic, whether poverty is the result of the inability or failure, a scientific study by an
international team of behavioral economists was published in the 341st issue of the journal Science
in 2013. The study is called Poverty Impedes Cognitive Function and focuses on measuring cognitive
functions, especially the intelligence, in the groups of people who are experiencing a period of
poverty. The study authors Mani, Mullainathan, Shafir and Zhao? (2013, p. 980) emphasize, that “the
data reported here suggest a different perspective on poverty: Being poor means coping not just
with a shortfall of money, but also with a concurrent shortfall of cognitive resources. The poor, in this
view, are less capable not because of inherent traits, but because the very context of poverty
imposes load and impedes cognitive capacity. The findings, in other words, are not about poor
people, but about any people who find themselves poor.” In the next section of the text the authors
draw attention to the results regarding the measurement of intelligence. As a result of becoming
poor, differences in intelligence reached to 13 points. It follows that intelligence is not a fixed
constant, but is significantly affected by socio-cultural influences.The paragraph ends with the
sentence (2013, p. 980): “These sizable magnitudes suggest the cognitive impact of poverty could
have large real consequences.”

The American anthropologist Lewis*? points to the need to distinguish between the concepts of
poverty and a culture of poverty. Already in the 50s of the 20th century, he studied behaviour in poor
areas of Mexico, then in Puerto Rico and New York. In Social Sciences he brings the term culture of
poverty, which clearly defines the article called The Culture of Poverty, published in the 4th issue of
the journal American from October 1966. The term culture of poverty is used as “a specific
conceptual model that describes a subculture of Western society, which has its own structure,
internal logic and their own way of life, passed in family lines from generation to generation” (Lewis,
1966, p. 19). Lewis in his article identified 70 characters that characterize the culture of poverty.
These characters are summarized into four dimensions of the system. The first is the relationship
between subculture and mainstream society, second is nature of slum communities, the third
character of the family (sexual life begins very early, marriages are rare, most couples live only in
partnership, family centers around mother and mother's family, the relationship of mothers to
children is rational, with a minimum of love and protection, childhood is very short), and the fourth is
formed by positions,values and structure of the character of an individual.

Another typical feature of the culture of poverty is living in the present. People do not plan, live in
the moment, if they receive some benefits, which are paid for a month, so they consume them
immediately and according to what is interesting for them at the moment. There is no motivation to
change, they are dependent on the system. Language is poor, they do not understand to many

21 Anandi Mani is a professor of economics at the University in Warwick and she devotes to behavioral
ekonomics and a culture of poverty. Sendhil Mullainathan, a professor of economics of Harvard University,
dealing with behavioral economics and poverty. Eldar Shafir, professor of Princeton University in the
cognitive sciences, with a focus on behavioral decision making and policy and Jiaying Zhao, associate
professor of psychology, University of British Columbia, with a focus on behavioral science.

22 QOscar Lewis (1914-1970) originally studied history, gained a doctorate in anthropology at the Columbia
University in research focusing on the lives of peasant families and neighborhoods — slums (see http://what-
when-how.com/social-sciences/lewis-oscar-social-science).
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concepts, they have poor verbal skills. “These people only know their surroundings and their own
way of life, their outlook is at a provincial and local level, with little knowledge of history.They usually
do not have knowledge, vision or ideology to see the similarities among their problems and their
counterparts elsewhere in the world. They have no conscious of class, although they are really
sensitive on symbols of their condition” (Lewis, 1966, p. 23). An explanation of these attitudes,
structures and values is now clearer. As found by the authors of the study Poverty impedes cognitive
functions, which is written above, it is the underdeveloped cognitive processe that reduces visibility
and overall perception of those persons.

Lewis was very often criticized for his concept of the culture of poverty. Opponents accused him with
psychological schemas as machismo, unclear sexual identification or inclination towards high number
of psychopathological behaviour among people in a culture of poverty. Furthermore, he was
criticized for his suggestions. Lewis was socially democratically oriented, therefore he thought that
introduction of a state system of social protection in the form of benefits will solve poverty (cf.
Smelser & Baltes, 2001, pp. 11904-11907). A very broad setting of social assistance system is
currently a cause of living in a culture of poverty and is making social exclusion.

In 1984 the issue of state guaranteed benefits was highlighted by Murray?® in his book Losing Ground
(published in Czech Republic under the title Too much good, 1998), which analyzes 30 years of social
policy in the USA from 1950 to 1980 and concludes that it was the generosity of government in social
policy and it is the cause of the stagnating poor in American society. According to him, the poor lost
not only the motivation to do something about their poverty, but also self-esteem. “Governmental
social policy helps to establish the rules of the game... When population is more endangered and the
less number of independent sources it has, the stronger effect of the rules of the game is, applied
from above. The most convincing explanation for the significant change in the fortunes of the poor is
that they continue to respond to the world as before, i.e. in the form as they found it, while we -
meant non-poor and non-concessionary — we have changed the rules of the game of their world. Not
the rule of our world, only of theirs. The first of these new rules was that the poor have begun to
behave in a short term in a way that was disastrous in the long term. The second effect was to
camouflage these long-term losses — subsidizing irreparable mistakes. We have tried to give more to
the poor, and instead we have increased their number. We have tried to remove the obstacles on the
way out of poverty and thus inadvertently we have built a poverty trap” (Murray, 1998, pp. 21-22).
Murray, on the contrary, proposed reduction in social benefits, their abolition at the state level and
transfer to the local level, closer to the beneficiaries and to assess their real claim on the basis of
need. His proposals were also highly criticized, especially from the social democratic positions. The
crisis of the welfare state in many respects, however, gives the author the truth, it turns out that
living on social benefits is a poverty trap and as Lewis (1966, p. 21) says “when the culture of poverty
occurs, it tends to maintain.”

Lewis's concept of the culture of poverty and social exclusion concept begin to fade together in the
late 20th century, at the time when, according to some experts, for example Tousek (2007, p. 14) is
“happening that ways of adapting to the conditions of social exclusion are so specific and
comprehensive that they set up their own subculture. According to the same author the existence of
this subculture may be the actual cause of social exclusion.”

Based on these findings, | would like to make a summary that social excluded is a specific subculture
of a developed society, characterized by a culture of poverty manifested in the dimensions of
economic, cultural and social, symbolic, political and spatial exclusion.

The economic dimension of social exclusion is given by unemployment, indebtedness, usury and
living on benefits. Cultural, social and symbolic are reflected in norms, rituals, language, attitudes,

23 Charles Murray (1943) is an American conservative political scientist, who became famous mainly as an co-
author of the controversial book The Bell Curve from 1994. Much of his interest is the welfare state,
intelligence and education policy (see http://www.aei.org/book/education/real-education).
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values, family structure and identity. The political dimension is given by a lack of interest in public
affairs and negativity to everything official, in conformity, represented by the state or self-governing
powers. Dimension of spacial exclusion is given by a creation of excluded localities in the form of
ghettos or slums. All these dimensions are intertwined with one another and their separation is
artificial, serving only as an auxiliary tool to describe.

The above text makes clear that every child who lives in such location is a child at risk, because its
basic needs are not met adequately and is threatened by risky behaviour.

Unfortunately, the number of children in the Czech Republic amounts to several thousands. The
number of 606 excluded localities in 2014 is a high number, to which must be paid sufficient
attention. Therefore there is a need for the creation of multidisciplinary teams that are working in
socially excluded areas and trying to change the conditions of life of these people. Targeted focus on
children at risk can help to ensure that at least they emerged from these locations and integrated
with mainstream society.

Therefore, every worker of a team should have in mind the specifics of socially excluded groups and
sites that concern to children, and their summary follows:

- They live in the present, do not know long-term planning, the future is something so remote
that they do not work with it.

- Cognitive functions are limited, the child is unable to use all the cognitive potential due to its
environment; Language is simple, children often do not understand the words, which are used
by a member of the majority.

- If a language is different, thinking is different, too - is focused on the present, opinions are
simple and practical, leading to survival, without insight into a broader context.

- Education is underestimated, has no value for them.
- The family is characterized by weak relation links.

- Relationship to mainstream society and particularly its norms and values is negative, often
completely opposite.

- They are not interested in participating in public.

- They expect that the state or municipality will ensure them, they do not understand that they
themselves should be able to take care of themselves, be active in a legal search of livelihood.

- They assume the way of life from generations of parents and consider it to be natural.

Presented characteristics are brief and incomplete list of different thinking and behaviour in children
and adults living in social exclusion but it is considered to be essential and necessary to understand
the differences and also important for the correct selection of interventions and at the same time the
methods of working with these children and their families.

4 Selected methods of intervention at work of a social educator with an
endangered child in a socially excluded localities

Because social work as a discipline has been concentrating on the issue of solving poverty and social
exclusion for several decades, it is appropriate for a social educator to find inspiration for using
methods of social intervention just in it.

First, however, let's have a look at the methods that social educators learn the most often during
preparation for their profession. They are primarily educational methods. The pedagogical textbooks
contain these methods of educational work - the method of explaining, persuading, asking
requirement, repression, advice, pleas, orders, encouragement (stimulation), example (pattern),
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exercise, reward, punishment regime, cooperation, competition, ritual (cf. Grecmanova et al., 1996;
Kraus, 2008). These methods are effective in work of any teacher. However, they are inadequate for
quality work of social educators.

Therefore, this chapter of the article extends classification of methods designed by BakoSova (2008),
which is based on both the methods of educational influence and the methods used in social work.
Unlike the brief characterization of methods | will focus on the detailed description of the
possibilities of using them by a social educator working with endangered children from socially
excluded localities.

When choosing approaches, the author of the study held the division, as used in social work.

As the first method of social intervention | chose an approach oriented to tasks. Approach is based
on the theory of social learning, theory of systems and cognitive theories. For authors are considered
Reid and Epstein, who in 1972 formulated a system of a short-term intervention. The basis for this
approach is a partnership and strengthening. Navratil and Matousek (2013, p. 109) state “that the
basis of an approach lies in the idea that the little success develops self-confidence, and that a man
would rather accept the tasks of his own choice.” The method is based on six stages — preparation,
exploration of the issue, agreement on objectives, formulation and implementation of tasks,
completion and testing. The individual steps in detail include:

1. Preparation is the legitimacy of the intervention, which is based on cooperation and
understanding to the objectives of the intervention.

2. Exploration is clarifying the client's interests, defining and sorting by order of importance.

3. Agreement on objectives is about direction of change and is based on eight categories of
problems established by authors and they are:
- Interpersonal conflicts.
- Dissatisfaction of social relations.
- Problems with formal organizations.
- Difficulties in fulfilling roles.
- Problems arising in connection with the social changes.
- Reactive emotional distress.
- Inadequate resources.

- Difficulties with behaviour (behavioral problems).*

4. Formulation and implementation of tasks means the frequency of contacts, length of contract
and specific tasks.

5. Termination is determined at the outset that the client knows how long it will take
cooperation.

6. Testing applies only to a social worker who discovers how successful his intervention was (cf.
Navratil, 2007).

Task oriented approach has great potential of application uses because it can be applied both in the
development of mental activities and in training of real activities. Its advantage is that it results in a
change, to the strengthening of self-confidence of an individual and groups.

Use of task-oriented approach when working with an endangered child from socially excluded
localities, is wide. It can be applied to both the educational sphere and on the change and
development of an individual and his family.

24 The exact description of the Encyclopedia of Social Work (Navratil & Matousek et al., 2013, pp. 110-111).
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Because social excluded live in the present, they can not plan future and that it is so remote that it
does not motivate them, it is appropriate for the individual educational objectives, when applied in
the educational field, to divide them into smaller sections and then further into individual tasks.

For better understanding of a pupil and thus the correct setting of individual tasks, educator can be
helped by completing eight categories of problems, as listed in the agreement on objectives.

We must also realize that children have small, almost zero motivation. And here it is appropriate to
motivate them to perform tasks which are short and the child can see a rapid result. It is better than
to set long-term objectives, such as - if you are successful in elementary school, so you can choose a
quality secondary school and your work perspectives will improve. Such motivation is not natural and
therefore useless for pupils from socially excluded backgrounds.

If you can make contact with the parents of the child, even here, it is appropriate to show the
benefits of education in the present than in the future. Most parents of socially excluded pupils
perceive school as a hostile territory, as an institution that belongs to the major society.?®> An
educator can not rely on the fact that parents are willing to work with the child at home, that they
will help or check homework. It must also reckon with the fact that it is a big problem for the child to
bring to school all devices that are needed for a particular day. A task-oriented approach can help
here, too.

This approach can also be used in cases when a volunteer is involved in the educational process who
provides tutoring. Then there is a very good agreement between the teacher, volunteer and the
pupil's parents, when various tasks and responsibilities of the different actors are set. The agreement
should be set, with the cooperation of different actors, by a social educator who acts as an expert
and coordinator. The role of a social educator as a member of the multidisciplinary team lies in the
fact that he helps the school to find suitable volunteers, ensures contact with voluntary organizations
and cooperation among the school, parents and social workers - from communities, terrain,
department of social and legal protection of children and curators.

The second method of intervention is the reality therapy, which as a counterweight to the
psychoanalytic approach has been created by an American psychiatrist Glasser?® in 1960. In 1965 he
published a book Reality Therapy, which describes the method. The basis is the principle of reality
and responsibility. The aim of this approach is that people are able to evaluate their behaviour as
right or wrong in compliance with applicable laws and social standards. People who deviate from the
standard, they are unable to meet their basic needs, especially the need for affection and the need
for respect - to know that | have value for myself and for others. The purpose of intervention is to
focus on working with clients at present and future, not to deal with the past.

In the reality therapy it is necessary to help clients to understand the world realistically and
realistically meet their needs. For this it is important for the client to be in personal deep relationship
with one or two persons. These relationships are the most important because through them the
client gains strength and encouragement to be able to cope with reality. The client has to learn how
to correct and appreciate himself. Responsibility is the ability to meet the needs in such a way as not
prevent other people in meeting their needs. A responsible person is motivated to make struggle and
suffer hardships in order to become self-esteem. Socio-educational activities lead toward greater
maturity and responsibility of clients who are inadequately socialized. A social educator must teach a
client in a short time what is learned during childhood or adolescence, both in his family and school
environment. Reality therapy consists of three complementary techniques:

- Develop a deep personal relationship with the client.

25 Claiming that most parents perceive school as a hostile territory as we find already in the aforementioned

Lewis (1966), and Smelser and Baltes (2001).
William Glasser (1925-2013), in addition to real estate therapy, he is also an author of Choice Theory, which
according to him explains all human behaviour (cf. William Glasser Institute, 2015).

26
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- Reject such behaviour of a client, which is unrealistic and irresponsible, but in spite accept the
client and be involved in his life.

- Gradually teach the client better, more responsible and more mature ways of meeting the
needs within the boundaries of reality (cf. Novotna & Schimmerlingova, 1992).

Procedure of reality therapy can be summarized in the following steps:

1. Participation - here is to create a relationship between the two parties, a worker must be able
to gain trust and act upon a client as a natural authority, as a mentor who understands and
also gives a clear sense of belonging and acceptance.

2. Evaluation of the current behaviour - it discovers what the client is doing, why he is doing that,
if he understands what he does, and a therapist or a worker explains neighborhood response
to client behaviour, what are the norms, rules and leads the client to make himself recognize,
where his behaviour or conduct is inadequate with thestandard in a given society.

3. Planning of possible behaviour - if, in the form of small steps, a change in client behaviour is
planned, with understanding and insight of the client, identification with the necessary change
in his behaviour. It is good when the first tasks are scheduled to be successful, it leads to
strengthening the client.

4. Commitment to plan - this phase is built on acceptance of the plan of changes in behaviour of
the client. It is advisable, if only it is possible, a plan to be drawn up in writing and the therapist
and the client sign it.

5. No excuses, no punishment — because it is worked with explaining, acceptance or rejection of
the client's behaviour, but not with punishment for bad behaviour or failure to comply with
the plan, thus eliminating unnecessary excuses why something is not possible. If the client is
not able to keep the plan, he has the option to propose adjustments after agreement with the
employee (see William Glasser Institute, 2015).

Reality therapy has been primarily directed to the social rehabilitation of prisoners. It is very close, as
well as the first mentioned method, to the cognitive behavioral approaches. In the current social
work its use is much broader and can be used where an individual has set no boundaries of his
behaviour, he does not know any commonly applied rules of conduct, and he does not recognize
conformity.

The author of reality therapy Glasser used this approach in education. Centre of use of this approach
lies in the field of education. With respect to that, students from socially excluded backgrounds have
different boundaries - what is allowed and what is not, they live in other rules and standards are
different and often hardly identifiable with the standards of the majority, reality therapy is very
suitable for the change in behaviour.

Social educator explains what is appropriate behaviour, what the rules are and what are the
standards that the majority recognizes. He explains everything through step by step techniques and
performs feedback or reflection or mirror techniques, and thus he demonstrates his disagreement
with the pupils behaviour outside the norm. Because the pupil is usually very well aware of his rights
from his home, the teacher has to explain that rights mean also obligations. If the pupil or his parents
want to exercise the rights, they must also perform the duties. The basis is made by patience, calm
communication and consistency on the part of the teacher. The same techniques can be used to
communicate with parents.

Third chosen method of intervention is antioppressive approach. This approach has its origins in the
80s and 90s of the 20th century in the USA, UK, Germany. It is based on a term oppressive
- oppressed. Antioppressive thus means against oppression and it is also used in the sense of anti-
discrimination. This approach aims to reduce individual and institutional discrimination based on
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race, gender, disability, social class and sexual orientation, according to the Dictionary of Social Work
by Thomas and Pierson (1995).

In 1992 British author Neil Thompson came with antioppressive approach as a uniform model
of social work. He identifies three basic requirements of antioppressive approach:

- Justice - each will be handled according to law, without any restrictions.

- Equality - does not mean sameness, but a necessity based on specific needs, therefore
equality of opportunity.

- Participation - involvement of clients, client involvement in selecting targets and resources.

Other authors, for example Denney (1983) distinguish the following types of antioppressive
approaches:

- Assimilation — minority receives culture of majority, and surrenders most of its original culture
in the process of acculturation.

- Liberal pluralism - the principle of equal opportunities are the result of anti-discrimination
laws.

- Cultural pluralism - based on the possibility of coexistence of different cultures in the same
place, the result is multiculturalism, currently very difficult approach.

- Structuralism - is based on the concept of social layers that have different access to power and
resources, the result is either a confirmation of inequality or a fight for its settlement.

Neither of these approaches is ideal. Based on past experience, it is advisable to combine these
approaches based on specific situations.

According to Navratil (2013), Thompson introduces a concept of empowerment into antioppressive
approach.

The author of the concept of empowerment, however, is not Thompson, but the Brazilian educator
Freire.?”’” He devoted himself to improving the lives of the poor in the form of education. At the end of
the 60s of the 20th century he comes with the work of Pedagogia del oprimido (Pedagogy of the
Oppressed), which sees the individual as a self-forming entity that is aware of its historical
development. Freire notes that oppressed groups based on various justifications of oppression
perceive themselves negatively and feel unable to deal with the situation themselves (cf. Freire,
2001; Ledvinkova & Macku, 2011).

Navratil (2013) in the analysis of Thompson's work Anti-discriminatory practice from 1997 states that
Thompson replaces the concept of capacitation, which was normally used in social work, by
authorization. Capacitation is a concept of adaptation, while authorization is a control over own life
and living conditions. Correct application of antioppressive approach must be based on structural
factors such as gender, identity and ethnicity, race, age, disability, sex or social orientation and their
role in the life situations of people. To reflect these factors Thompson suggests P-C-S analysis, which
means to assess the life situation of a specific person at a personal level - P (ideas, attitudes, feelings,
actions), cultural - C (perception, thinking, behaviour), structural — S (social relationships). The result
of this analysis is awareness that oppression and discrimination is not a matter of individuals but is
based on cultural and social conditions. “Antioppressive model comes with initiatives to encourage
social workers to reflect different aspects of the use of power and its impact on the life of the client”
(Navratil, 2013, p. 95).

In the current educational practice antioppressive approach is irreplaceable. It is preventing all forms
of discrimination. It is used in everyday education. For being properly used by a teacher, he must be

27 Paulo Freire (1921-1997) a Brazilian educator, reformer, a Christian thinker, in our country known for the
concept of critical thinking.
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able to work with prejudices, stereotypes and ethnocentrism. In working with different we often
meet outminded and hard — to - realize prejudices. These are hard to control by individuals and in
the mainstream society they are quite widespread, so you can expect that they also meet a teacher.
Becoming aware of prejudices and stereotypes in attitudes and behaviour is the first way to anti-
discrimination and application of the concept of P-C-S analysis. The second is to work with own
ethnocentrism, that | can not assess culture of different people through the eyes of our culture.

A social educator should use the concept of empowerment in the intervention with socially excluded.
It should encourage pupils or their parents to take responsibility and control over their lives, over
their living conditions. The concept of empowerment also leads to self-acceptance, self-awareness,
and that brings us to identity and ethnicity. Educator, as a guide empowerment expands students'
social group that runs the culture of poverty, a broader community, transforms the feeling of
belonging and perception of the concept we to more people, disrupts honored cultural patterns of
culture of poverty, participates in forming a broader ethnicity, leading to assist integration and social
inclusion.

The following two approaches are not direct methods of intervention in a specific sense. For the
work of a social educator in working with a socially endangered child in socially excluded localities
they are important.

One of these approaches is case management. Case management, sometimes a case social work
- a case conference “is a coordinated action leading towards client support, with participation of all
available sources (family, professionals, social and health services etc.). A professional is responsible
for implementation of case management (usually a social worker) who is responsible for evaluating
client's needs and together with the client and other people, who are interested in it, creates an
individual plan” (Solafova, 2013, p. 4). It is a method that has not been considerably expanded in the
Czech Republic so far. It is basically about contemporary classical case work, which is the basic
approach of individual social work. Unlike traditional case work where one worker works with a
client, the method of case management assumes more heads - more reason, therefore,
of teamwork. Formation of multidisciplinary teams is so typical for case management that are
currently used in working with socially excluded. The objective of this intervention is making a
support network.

Knowledge of case management for a social educator is suitable for its understanding of the
competencies of the multidisciplinary team members, for understanding the role of a coordinator
and knowledge of support network formation. A social educator often becomes a coordinator, a case
manager among students, school, family, volunteers providing tutoring, workers of social legal
protection and curators. Knowledge of networking, namely, knowledge of networking and informal
relationships among children, parents, siblings and people of the same age as well as assisting in the
creation of non formal links and relationships among children, teachers, tutor, curator, etc., is
essential for successful intervention. The result of this activity is an individual development plan, as it
is in the Act No. 359/1999 Coll. (1999).

The second approach is a socio-ecological model or in literature sometimes referred to by the term
ecological perspective. Social ecological model is based on the assumption of a man as a part of the
ecosystem. It focuses on the individual in his environment, both social and natural, his relationship to
this environment and interaction.

This approach appears in the 60s, when starting to develop the concepts of social functioning. An
important personality was Gordon, who in 1969 came up with the idea for social work as the work
between systems and environments. Thus ecological approaches are classified into system theory.
Navratil (2001) reports that Heard summarized Gordon's basic ideas of social work into seven points:

1. Social work has concurrently a dual perspective. It focuses both on man and his situation - that
is, the system and its environment.
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2. Social work takes place at the interface between the human system and its environment.

3. Phenomenon, which occurs at the interface between the system and the environment, is
transaction.

4. Transaction is a process in which the system and its environment mutually attune. On the side
of the system it is in terms of managing, and on the side of immediate environment it is in
terms of its quality.

5. The interface of the system with the environment causes a change in both.

6. The best transactions are those that support the growth and development of a body while
improving the environment (that means that it becomes a better place for all systems that
depend on it).

7. For growth and development, it is essential that there is a persistent redistribution of entropy
between the body and the environment.

Ecological approaches introduced additional terms into social work. The first is the adaptation, i.e.,
the ability to adapt to the social environment and the second resilience, or resistance, hardiness.

Tasks of social work in socio-ecological approaches lie in strengthening the competencies of clients in
meeting their needs and the appropriate response to the demands of the environment in influencing
social environment to allow meeting client needs and improving interactions between them and the
social environment.

In the literature?® we meet definitions of three basic types of social functioning:

- Adaptive - adaptable, people have capacity to solve problems, working with them on a
contract basis.

- Risk - do not have their own resources to deal with or are at risk of another system. Here it is
necessary to use prevention, reduce hazardous systems.

- Maladaptive - problems are so serious that the systems are not able to solve them. Here it is
necessary to use curative — protective activities of social work or social pedagogy.

Socio-ecological approaches do not focus only on the individual. Systems creating social support,
which is kinship, neighborhood, local systems, but also social policy and social security systems. are
getting In the foreground.

These approaches should be close to a social educator because he also is being educated in the field
of environment. According to the type of environment he can chose appropriate types of
interventions. In intervention at the level of the microsystem he is focused on the individual or his
family where he tries to change. In intervention at the level of mezosystem he focuses on groups, eg.
peers, class groups, and in intervention at a macro level he seeks to change the community, which
includes a socially excluded locality.

Both these approaches - case management and social ecological model complete intervention
methods. Possibilities of his position in a multidisciplinary team are presented to a social educator
and especially lead him to work with an endangered child in socially excluded localities and be aware
of the importance of the whole social environment and not to focus only on the child's personality.

5 Conclusion

In the presented study, | first dealt with the issue of defining differences and connections between a
social worker and a social educator, defining phenomenon of the culture of poverty and

28 Cf. Bartlett (1970), Giddens (2013), Gordon (1969), Kraus and Polagkova et al. (2001).
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consequently the possibility of appropriate interventions for endangered children from socially
excluded localities. | am of the opinion that the social educator,is not a social worker, everyone has a
different mission in solving social problems, although both are aimed at the same target group. Social
worker approaches to solving problems from social and psychological point of view, while social
educator in terms of educational ones. Where the two professions can and should intermingle or
supplement is the possibility of using approaches and methods that are used in both fields.

In this study | focus on a social educator who works in socially excluded localities. First of all, |
describe the culture of poverty as a specific behaviour that is not still sufficiently known in the Czech
professional public. Secondly, | am offering several approaches to a social educator that are applied
in social work and are being recommended for work with this target group. My aim is thus to
contribute to the expansion of professional competences of a social educator.

Selected methods of intervention can be used either independently or in combination with others.
This is due to the complexity of the problems that occur in socially excluded localities. Social situation
of a child is not only one social problem but affects the child, his personality, his education,
socialization and its environment - family, school, work environment of parents, municipal
environment, etc. For these reasons, the problem of a child is not possible to deal with without
respect to the social situation of his family and community. Therefore, it is necessary to solve it
comprehensively and precisely, for these reasons it is advisable to choose an eclectic approach. This
approach gives us the possibility to choose among different methods of interaction, and variously
combine and interconnect them. Thereby setting the intervention directly on the requirements of
the endangered child and thus successfully operate and achieve the needed results.

As | explained in the third chapter, in the Czech Republic after the last crisis, the number of socially
excluded localities increased and thus increased the population and children in these groups. In 2008
the government set up Agency for Social Inclusion to help socially excluded localities, however, it
works on the principle of login, not on the principle of prevention and screening. Currently it only
works with 26 sites, however, research of an agency GAC saw 606 of them for 2014.

If the state and government want to begin actively solve the situation of socially excluded localities in
the future and thus children at risk of social exclusion, they will have to change the system of aid and
especially in these localities to establish the position of social educator as a school worker in a
socially excluded locality and thus a member of the multidisciplinary team. Then it is necessary that
the social educator has to be well equipped for the job with knowledge of the problems of socially
excluded groups, the specifics of culture of poverty and the different kinds of intervention, and
especially could work with them.
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The author of Selected Methods of Intervention Suitable for Work of Social Pedagogue with Children
Endangered by Social Exclusion deals with a significant topic: the introduction of social work methods
into pedagogical practice. In my opinion, there is an increase in the number of pupils that can be
labelled socially disadvantaged as defined by the education legislation (this is true not only for the
socially-disadvantaged locations referred to by the author, but also in connection with the rise of
social benefits receivers, overindebtedness, and an increase in poverty of the majority of single-
parent households). The importance of skills and knowledge connected to social work is growing in
pedagogical practice. Social pedagogy can thus play an important role in introducing methods into
school practice or in creating cooperation of the non-profit sector with primary and secondary
schools.

| see a problem spot in the study in the interpretation of the culture of poverty leaning towards the
underclass concept where the author refers to the propositions of Murray. The partial responsibility
for the problems of poverty (and its reproduction) lies, according to Murray, with the expenses of a
social state that allows for the certain adaptation and life strategies of the underclass (see Mares,
1999, pp. 175-184). In the political context of the United States, the given interpretation served to
justify cuts in social benefits.

| do not believe that restrictions in social expenses can help poor and poverty-endangered people in
any way. A recent experience with the so-called social reform of minister D. Drabek allows us to learn
a lesson about what practical consequences of moralization can be seen in connection with poor
people, together with the effort to cut down social benefits that in this particular case led to the
repression of poverty (e.g., public service and the DONEZ project).

The growth in the number of socially-handicapped families can be blamed, in my opinion, on the
economic crisis together with the insensitive social policy of the Necas government in 2010-2013.
The receivers of social benefits became one of the neoliberal rhetoric topics of the Necas
government, despite the fact that the real expenses of paid social benefits form no significant burden
for the state budget. The stigmatization of the receivers of social benefits served the political goals of
the government that introduced a policy of restrictions as a recipe for surviving the economic crisis.

Social benefits are by no means an ideal solution for poverty, and a former colleague of mine (a
social curator) compared their effect to sedatives. Unless we have a more efficient cure, is there a
reason to get rid of this kind of help? Generational passing of the “culture of poverty” pattern is a
problem, and discussions looking for more efficient solutions of poverty than social benefits are
clearly necessary. Restrictions in social benefits are not the correct step. The road from socially-
excluded locations to a different life is not easy, and we cannot expect children from such
environments to accept our values (the values of middle class Czech society). Fulfilling these values
(high school leaving exams, university diploma, work enabling securing a mortgage, etc.) is more
difficult for children that were born into the environment of Czech “ghettos.”

What prevents integration of socially-excluded citizens apart from discrimination in the labour
market, the so-called trade with poverty or the anti-Romani mood, is the culture described above,
life strategies of adapting to a marginal social position and the significantly lower cultural capital of
the majority of the mentioned citizens. It should be social pedagogy that knows how to work with
this handicap.
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Zaznam ze zasedani kulatého stolu na téma

Nedoreseny hlavolam: Socialni pedagogika a/versus
Socialni prace

Termin konani: 16. 2. 2016
Misto konani: Ustifedni knihovna PF MU v Brné
Moderatofi: Radim Sip a Martin Stanoev

Pozvani Ucastnici: Pavel Navratil, Lenka
Gulov3, Ladislav Ptacek, Dagmar Gasndarkova

Otazky diskuse:

e Jaka je historie a soucasnost vztahu socialni
prace a socialni pedagogiky po roce 19897?

e Jak se soucasna situace (globalizace,
integrace Evropy, uprchlickd krize/hysterie)
promita ¢i by méla promitnout do vyuky
oborll i do praxe samotné?

doc. Mgr. Radim Sip, Ph.D. Plsobi na PdF
Katedry socidlni pedagogiky MU v Brné.
Stal u vzniku ¢asopisu Socialni pedagogika, kde
pusobi jako redaktor studii.

Mgr. Martin Stanoev, Ph.D. Zaméfuje se na
oblast socidlniho vylouceni, socialni marginality
a socialni pedagogiku. Pred svym plisobenim
v Centru empirickych vyzkum( na Fakulté
verejnych politik SU v Opaveé pracoval deset let
jako socidlni kurator v Brné, kdy se zabyval
socidlni praci s lidmi bez domova a po
propusténi z vykonu trestu.

Dne 16. 2. 2016 se v prostorach Ustfedni
knihovny Pedagogické fakulty Masarykovy
univerzity v Brné uskutecnilo historicky prvni
zasedani kulatého stolu casopisu Socialni
pedagogika. Cilem diskuse kulatého stolu bylo
pfiblizeni vztahu socidlni pedagogiky a socialni
prace z pohledu prednich ceskych akademiki
a praktikd obou disciplin. Zasedani moderovali
Radim S$ip a Martin Stanoev a v debaté

odbornikli kulatého stolu vystoupili Pavel
Navratil, Lenka Gulova, Ladislav Ptacek
a Dagmar Gasnarkova.

Zaznam zasedani byl publikovan

prostfednictvim video kandlu ¢asopisu na
YouTube, kde lze sledovat vyvoj diskuse od
vstupniho predstaveni Ucastnikd, pfes konkrétni
prispévky v diskusi dle vymezenych casovych
stop ve dvou hlavnich proudech.

Prvni z nich pfindsi okruh otdzek vztahujici se
k historii a sou¢asnému vztahu socidlni prace
a socidlni pedagogiky po roce 1989. Diskuse
byla zahajena otazkou etablovani socidlni prace
a socialni pedagogiky v CR. Déle se diskuse
zabyvala otazkou, co maji socidlni prace
a socialni pedagogika spolec¢ného a v cem se lisi.
Prostor byl vénovan také vyjadreni zkuSenosti
(ndzorud) a prinosl vzniku Asociaci vzdélavatel(


https://www.youtube.com/watch?v=_HkRYKxOoFk

107

Redakce / Zaznam ze zasedani kulatého stolu na téma Nedoreseny hlavolam...

doc. PhDr. Pavel Navratil, Ph.D. Plsobi na FSS
Katedry socidlni politiky a socialni prace MU
v Brné. V minulosti puasobil jako Tteditel
Obcanské poradny vBrné, byl vedoucim
katedry Krestanské socialni prace UP Olomouc
a Centra praktickych studii. Védeckovyzkumna
¢innost zahrnuje mimo jiné vyzkum socialni
exkluze a inkluze v ceské spole¢nosti a oblast
etnika, minority a marginalizovanych skupin
v CR.

Mgr. Lenka Gulova, Ph.D. PUsobi jako vedouci
Katedry socidlni pedagogiky PdF MU v Brné.
V ramci své profese se specializuje na oblast
multikulturni  vychovy,  socidlni  prace,
andragogiky, axiologie a pedagogické praxe.
Je garantkou CZV  vzdélavéni, obor
vychovatelstvi.

Mgr. Ladislav Ptacek, DiS. Plsobi jako vedouci
Oddéleni socidlni prevence a pomoci Odboru
socialni péce Magistratu mésta Brna, pracovnik
linky davéry a predseda spravni rady o.s.
Modra linka, medidtor a predseda rady o.s.
Mediacni centrum.

Mgr. Dagmar Gasnarkova. Profesné plsobi
na Oddéleni socialné-pravni ochrany déti
mésta Breclav. Je zdstupcem vedeni odboru,
kde uskutecnuje primou klientskou praci
a odborné socialni poradenstuvi.

Redakce dékuje uvedenym za jejich ucast
na zaseddni kulatého stolu.

v socidlni praci, vzdélavatelll v socidlni
pedagogice a Profesni komory socidlnich
pracovnikl. Diskuse rozvijela soucasné aktualni
téma vyjedndvani o zméné legislativy, otevieni
pfipravovaného zdkona spontannimu konsensu
socidlnich pracovnikd a pohledu na Zakon
o socialnich pracovnicich v otazkach puasobeni
Profesni komory pfi udélovani akreditaci. Dotkla
se také otazky, zda novy navrh zdkona a role
Profesni komory v socialnich pracovnikd v tomto
zdkoné nejsou vedeny snahou o vylouceni
absolventd nékterych obord zmozZnosti byt
zaméstnan na pozici socidlniho pracovnika.
V diskusi bylo zdlraznéno, Ze se nejedna
primarné o vylouceni nékterych skupin,
ale o zkvalitnéni pfipravy sociadlnich pracovniki
a vytvareni profesni platformy, kterd bude
schopna efektivné vyjednavat s institucemi statu
tak, aby byla zabezpelena nalezita péce

o klienty. (K tomu srov. predevsim pasazi:
30:45-50:35).
Druhy  okruh  otdazek oteviel rozhovor

o promitani soucasné situace (globalizace,
integrace Evropy a uprchlické krize/hysterie)

do vyuky obori i do praxe samotné.
Diskutovana byla proména socidlni reality
pozdné modernich spole¢nosti procesem

globalizace, ptipadné integrace Evropy a sni
souvisejici vyvstani novych narokl a vyzev,
jez jsou na socidlni pracovniky a socidlni
pedagogy kladeny. Akademici i praktici obou
disciplin dale pfispéli k diskusi o zplsobu, jakym
lze ve vefejném prostoru prosazovat hodnoty
tak, aby byly naplnény, a jakym zplisobem Ize
dle vlastni zkusenosti smérovat proti proudu.

Zavér diskuse byl vénovan Zivotnimu krédu ve

vztahu k pozici (praci) socidlniho pedagogika/socialniho pracovnika. Podékovani vsem zuéastnénym,
vCetné doc. Chytila, doc. Gojové a doc. Vavrové za spoluprdci na pfipravach zasedani na zavér

prednes| Radim Sip.

Cely zaznam kulatého stolu lze sledovat na YouTube v rozsahu 01:50:26. Pro rychlou orientaci
v zaznamu lze vyuZit niZze uvedenych cCasovych stop, které jsou umistény rovnéz pod zdznamem

online.

Zaznam casovych stop zasedani kulatého
stolu

Vstupni intro: 00:00-00:22
Uvod a predstaveni Géastniké: 00:23—-04:22

1. oblast: 04:23-50:35

Historie a soucasnost vztahu socialni prace a
socialni pedagogiky po roce 1989?

otdzka: (R. Sip: 04:23) Jak se etablovala
socidlni prdce a socidini pedagogika V CR?


https://www.youtube.com/watch?v=_HkRYKxOoFk
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P. Navratil: 05:00
L. Gulova: 06:38
L. Ptacek: 12:06

otdzka: (R. Sip: 13:17) Co md socidini prdce a
socidlni pedagogika spole¢ného a v ¢em se lisi?

P. Navratil: 14:00
L. Gulova: 15:58

otdzka: (M. Stanoev: 18:07) Jakd je Vase
zkusenost (ndzor) a jaké vidite prinosy vzniku
Asociaci  vzdélavatelid v  socidlni  prdci,
vzdélavatell v socidlni pedagogice a Profesni
komory socidlnich pracovniki nejen pro obory,
ale i samotné klienty?

L. Ptacek: 19:17
P. Navratil: 20:57

otdzka: (M. Stanoev: 23:53) V jaké fazi je dnes
vyjedndvdni o zméné legislativy? Do jaké miry
by mél byt pripravovany zdkon otevren
spontdnnimu konsensu socidlnich pracovnikd,
ktery se zatim zcela nezformoval?

L. Ptacek: 24:48
D. Gasnarkova: 25:46
M. Stanoev: 30:27

otdzka: (R. Sip: 30:45) Jaky je Vds pohled na
ndvrh Zdkona o socidlnich pracovnicich
v otdzkdch plsobeni Profesni komory pri
udélovdni akreditaci?

P. Navratil: 32:13
L. Gulova: 34:52
L. Ptacek: 37:50
M. Stanoev: 39:56
P. Navratil: 40:21
L. Gulova: 43:53
R. Sip: 45:55

D. Gasnarkova: 46:13
L. Gulova: 48:27
P. Navratil: 48:56
L. Ptacek: 50:07

2. oblast: 50:36-01:49:33

Jak se soucasna situace (globalizace,
integrace Evropy, uprchlicka krize/hysterie)
promita ¢i jak by se méla promitnout
do vyuky oborl i do praxe samotné?

otdzka: (R. Sip: 50:36) Jak proménil socidlni
realitu pozdné modernich spole¢nosti proces
globalizace, pfipadné integrace Evropy?
A kde se obycejny clovéek muZe s témito
proménami setkat?

P. Navratil: 51:52
M. Stanoev: 56:23
L. Gulova: 56:39
P. Navratil: 59:10

otdzka: (R. Sip: 59:54) Pocituji lidé z praxe tyto
zdlezZitosti néjak intenzivnéji za poslednich 5 az
10 let nez drive?

L. Ptacek: 01:00:05

otdzka: (M. Stanoev: 01:02:13) Mohl byste
upfesnit cilové skupiny, kde dochdzi podle Vds
k posunu?

L. Ptacek: 01:02:19

D. Gasnarkova: 01:03:32
R. Sip: 01:08:01

L. Gulova: 01:08:48

otdzka: (R. Sip: 01:09:36) Souvisi ndriist
agresivity se soucasnou situaci ¢i je podminén
zménami?

L. Gulova: 01:09:42

otdzka: (M. Stanoev: 01:10:35) Jaké vyvstavaji
nové ndroky (vyzvy) pro socidlni pracovniky
a socidlni pedagogy?

P. Navratil: 01:11:07
R. Sip: 01:14:58

L. Ptacek: 01:16:20
L. Gulova: 01:18:16
P. Navratil: 01:21:06
L. Ptacek: 01:23:16

otdzka: (M. Stanoev: 01:24:40) Jakym
zplUsobem lze hodnoty prosazovat ve verejném
prostoru tak, aby byly naplnény?
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L. Ptacek: 01:25:00
P. Navratil: 01:25:43
R. Sip: 01:28:09

L. Gulova: 01:29:06

otdzka: (R. Sip: 01:33:19) Jakymi zpisoby jdete
proti proudu?

L. Ptacek: 01:33:43

P. Navratil: 01:35:40

D. Gasnarkova: 01:36:50
R. Sip: 01:40:00

D. Gasnarkova: 01:40:09
L. Gulova: 01:40:47

P. Navrdtil: 01:41:01

Zaznam kulatého stolu Ize sledovat zde: ;
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R. Sip: 01:41:15
P. Navratil: 01:41:25

Otdzka: (R. Sip: 01:43:50) Jaké je Vase Zivotni
krédo ve wvztahu k profesi socidlniho
pedagogika / socidlniho pracovnika?

P. Navratil: 01:44:26

L. Gulova: 01:45:27

D. Gasnarkova: 01:46:44

L. Ptacek: 01:47:10

M. Stanoev: 01:48:02

R. Sip: 01:48:56

Podékovani a rozlouceni: 01:49:34-01:50:08
Zavér: 01:50:09-01:50:26


https://www.youtube.com/watch?v=_HkRYKxOoFk
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Odbornd esej
Paradigmy jedinecnych vied

Ak sa zaoberame podstatou alebo riesenim sporného vztahu socidlnej pedagogiky a socialnej prace,
je potrebny maly exkurz do histdrie ludstva, kde sa rodili pociatky solidarneho a socialno-vychovného
myslenia akde je moiné zretelne rozpoznat predmet zaujmu, ktorym sa tieto budice vedy
v buducnosti zaoberali. Zdkladnym objektom, ktory sa k obidvom viaze, je ¢lovek v spolodenstve.
V pripade socidlnej pedagogiky je to clovek, ktory sa od ostatnych a s ostatnymi uéi byt platnym
a zaroven spokojnym ¢lenom spolocnosti; v pripade socidlnej prace je to ¢lovek, ktory v nejakom
ohlade zlyhal, bol zo spolo¢nosti vyliceny a k tomu, aby ho spolo¢nost opét prijala, potrebuje od
ostatnych Specificky pristup, pomoc alebo podporu. Domnievame sa, ze tento druhy pripad md ovela
hlbsie korene, pretoze isté formy solidarity sa v spolocenstvach objavovali uz niekolko tisic rokov
pred nasSim letopoétom, ¢o vysvetluje Levickd tym, Ze pomoc je prirodzenou a nevyhnutnou
kategédriou ludstva, ktoru clovek potrebuje na prezitie (Levickd, 2004, s. 17). V najstarsich dejinach
udstva nachddzame rézne formy uUtlaku a zneuzivania, no na druhej strane i starostlivosti a ochrany.
Najstarsi znamy sumersky zdkonnik Urnammu (2111-2093 p. n.l.) alebo Chammurapiho zdkony
(1728-1686 p.n.l.) mbéZeme povazovat za jedny z prvych legitimnych snah chranit a pomahat
slabsim a nemohtcim, ¢i podporovat vybrané skupiny obyvatelov, napr. vojenskych veteranov.
Starostlivost, pomoc a ohlad nachadzame v roznych nabozenstvach, ako napr. budhizmus, judaizmus,
islam anajma krestanstvo, ktoré je povazované za nositela zakladov socidlneho ucenia.
Prave v obdobi Sirenia krestanstva, kedy sa pomoc bliznemu zacina chapat ako cnost, prestavaju byt
isté formy solidarity individualnou zaleZitostou ¢i nepisanou povinnostou v ramci rodiny a stavaju sa
zdmernymi snahami spoloc¢nosti. Tieto snahy smeruju v réznych formach (almuzny, ubytovanie,
oSetrovanie a iné) k roznym cielovym skupinam (Zobraci, pocestni, vdovy, siroty, chudobni, chori,
umierajuci atd.), no nepresahuju ramec solidarnych ¢innosti. Nezaoberaju sa prevenciou alebo
napravou, neskumaju pric¢iny ani nerozddvaju sankcie. Zakladnym motivom a objektivnym cieflom
prvych predchodcov socidlnych pracovnikov je podat pomocnu ruku tomu, kto ju prave v tej chvili
potrebuje.

Ak sa snazime najstarSie pramene solidarneho myslenia a socidlnej prace hladat v dobach prvych
Statov a opierame sa najma o pojmy ako pomoc a ochrana, tak prvopociatky socidlnej pedagogiky je
mozZné spajat az s myslienkami antickych filozofov. Predmetom nasho zaujmu v suvislosti s tymto
obdobim as témou je najmi oblast vychovy, ktord sa v obdobi Antiky spdja s pojmom paideia.
Nie stard paideia v zmysle Zivenia, vyZivy, vychovania (5.stor.p.n.l.), ale novd paideia, ktora
predstavovala formu starostlivosti o dusu, cize zakladnu formu vychovnej Cinnosti, ucenie sa Zivotu.
Paideia podla Kudlacovej (2007, s. 64) znaci priviest ¢loveka k tomu, kym je a jej zmyslom nie je len
sebapoznanie, ale predovsetkym sebakonanie — realizacia moznosti a potencialit skrytych v ¢loveku
a najma v tom, ¢o je pre ludsku bytost urcujice — v dusi.

Takéto ponatie paidei je podla nas vystiznym definovanim pojmu a je mozné ho povaZovat za zéklad
vychovy v kaZzdej spolocnosti, ¢i uz sa jedna o spolo¢nost primitivhu alebo vyspelu. | v dielach Platéna
a Aristotela stakymto videnim paidei nachadzame zhodu, no hovoriac o Platdnovej alebo
Aristotelovej paidei je v porovnani so starS$imi autormi mozné spozorovat akusi nadstavbu, ktora sa
u predoslych autorov nevyskytuje. Ak vychadzame z toho, Ze paideia je uCenim sa Zivotu, Platén
a Aristoteles zdoraznuju socialny aspekt tohto procesu. Paideia je ucenim sa Zivotu v spoloCenstve
a pre spolocenstvo. Potrebu ludskej spoloc¢nosti v suvislosti s vlastnym pozndvanim je mozné
zaregistrovat uz v Platénovom podobenstve o jaskyni (2001), kde autor jednak zdérazriuje vyznam
poznania pre Cloveka samého, a zaroven poukazuje na fakt, Ze poznanie je naplnené azZ v suvislosti
s interakciou sinymi ludmi. Nejde tu teda len o individudlne objavovanie a poznavanie pravdy,
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ale zéroven o prirodzenu potrebu ¢loveka sa o svoje poznanie s niekym podelit. UZ v tomto momente
mozeme hovorit o socidlnom rozmere paidei.

Aristoteles si tieZ uvedomuje hodnotu asilu spolocenstva, rozvija tieto myslienky a posiva ich
na dalsiu Uroven, ked v Politike nabada k verejnej a spolo¢nej vyucbe: ,Pretoze vsak celd obec ma len
jeden ucel, je zrejmé, Ze i vychova musi byt jedna a ta ista pre vsetkych a Ze starostlivost o fiu musi
byt vecou spolocnou, nie sukromnou, ako dnes, kedy sa kazdy o vychovu svojich deti stard sam
a sukromne ich vyucuje predmetom podla vlastnej volby. Spolocné ulohy vyzaduju spolocnu
pripravu. Nesmieme sa tiez domnievat, Ze by kazdy obcan prindlezal len sam sebe, ale musime byt
presvedcéeni, ze vsetci prindleZia obci, pretoze kazdy je castou obce; i musi potom starostlivost
o kazdu jednotlivi ¢ast dbat prirodzene o starostlivost o celok” (Aristoteles, 1939, s. 259).

| ked sa na prvy pohlad mézZe zdat, Ze sa Aristotelove myslienky zdsadne dotykaju problematiky
vyucovania, implicitne je mozné vnimat dbraz na socidlny vyznam vychovy. Aristoteles v nich
zdbraznuje potrebu jednoty a spolocného vedenia pre zachovanie spoloéného ucelu (dobro),
ktory ma priniest prospech nielen samotnej obci, ale i kazdému z ob¢anov.

Zastancom tychto myslienok bol i Qiuntilianus, rimsky re¢nik a teoretik re¢nickeho umenia. Tento sa
eSte viac sustreduje na hodnotu a dosah socidlneho kontaktu a v jednej zo svojich Uvah uvdadza:
»Predovsetkym si buduci re¢nik, ktory bude musiet zit medzi velkym mnozZstvom ludi a byt na ociach
vsetkym, od mladosti zvykne (v Skole) nemat strach z ludi a viest samotarsky Zivot, akoby sa bal
svetla. Mysel potrebuje neustdle podnety a pozdvihovanie a v odlucenosti takéhoto charakteru bud'
chradne a chyta akoby plesen v tieni alebo sa nadchyna planou vierou. Ten, kto sa nema moznost
s niekym porovnavat, sa nutne precenuje. Ak chce potom ukdzat svoje vedomosti, je oslepeny
sinkom a do vietkého nového vraza ako clovek, ktory sa sdm ucil to, ¢o mal robit medzi ostatnymi.
To nespominam priatelské zvazky, ktoré pretrvdvaju az do staroby, pretoZe su presiaknuté
posvatnostou blizkeho vztahu. Ani zasvatenim pri posvatnych obradoch nevznikad pevnejsie puto ako
pri studiach. Kde sa priu¢i zmyslu, ktory nazyvame spoloéenskost, ved prirodzene sa zhromazduju
nielen ludia, ale i nemé tvory. K tomu pridaj, Ze doma sa mdze naucit len to, ¢o sa mu uklada,
v Skole vsak tiezZ to, ¢o sa uklada inym“ (Kudlacova, 2007, s. 62—63).

Qiuntilianus sa sice obracia vo svojich Uvahach na buducich recnikov, no jeho videnie absencie
socidlneho kontaktu c¢loveka s ¢lovekom zaroven vystihuje podstatu socidlneho sveta kazidého
¢loveka. Qiuntilianus poukazuje na dbsledky a negativa socidlnej izolovanosti a zaroven na prinos
spolocenskych interakcii pocas studia. O jeho chépani vyznamu potreby stretdvat sa s inymi [udmi
sved¢i najmad poznamka o chradnuti mysle vdoésledku odlucenosti, zmienka o posvatnosti
priatel'skych zvazkov ale i o vyhode a moznosti ucit sa od inych alebo prostrednictvom inych.

Ak zhrnieme podstatu myslienok tychto troch autorov, dostaneme zdklady praktickej socidlnej
pedagogiky v tej najcistejsej podobe. | bez hlbsieho vhladu je v hore uvedenych uryvkoch citit déraz
na vyznam spolocenského ovplyviiovania a interakcie, na vyznam rozvoja socidlnej povahy. Jedna sa
o akési spolo¢nostou uznané vzajomné pbsobenie, ktoré sprevadza ¢loveka pocas celého jeho Zivota
a uci ho byt platnym a zarover spokojnym ¢lenom [udského spolocenstva. U¢i ho akceptovat platné
pravidld a normy a zaroven sa presadit. U¢i ho prijimat vekmi overené vzorce spravania a zaroven ich
odovzdavat dalej. Tu je mozné vidiet spojenie paidei nie s odovzdavanim a so ziskavanim informacii
a poznatkov o svete a veciach v nom (teda s vyu¢ovanim), ale s odovzdavanim a prijimanim [udského,
socidlneho kapitalu. Nositelom takejto paidei, a vlastne socialnym pedagdgom v tom najsirSom slova
zmysle, je kaidy Clovek — rodié¢, priatel, sused, kazdy, kto predstavuje istu Sablonu Ziadaného
spravania sa vspolocnosti akto sa o svoje socidlne vedomosti a zrucnosti deli s ostatnymi
a odovzdava ich dalej. V sucasnosti je vsak beZnym javom to, Ze sa clovek, resp. dieta s takymto
prirodzenym socidlnym pedagéogom stretdva coraz menej. Podporovany individualizmus,
uprednostiiovanie technickych a digitalnych kontaktov, nedostatok spolo¢ne straveného volného
¢asu v rodindch ma a este len bude mat za désledok to, Ze spolunaZivanie parov, rodin, komunit ale
i generacii bude Coraz problematickejsie. Ludia sa budd musiet uéit Zit spolu. Tak, ako ludom trvalo
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viac ako jedno storoCie prijat a akceptovat existenciu a pdsobenie psycholégov alebo Specidlnych
pedagdgov, tak si spolocnost bude zvykat na socidlnych pedagdgov. Socidlnych pedagdgov uz nie v tej
prirodzenej podstate kazdého cloveka, ale socidlnych pedagdgov ako odbornikov. Vtomto (teda
uzSom) ponati je socialny pedagdg odbornik, vychovavatel, ktory je znalcom zdkonitosti spolocenskej
vychovy, vie na ostatnych pozitivne pbsobit a predstavuje, ¢i poukazuje na moznosti, ako prezit
potrebny, zmysluplny a spokojny Zivot v spoloénosti ostatnych ludi. Obsah socidlnej vychovy je
v tomto videni protikladom dnes tak prezentovaného individualizmu. Podporuje a propaguje vsetko,
¢o suvisi so socializaciou, s podporou socialnych vztahov a sgeneraénym prenosom. Socidlny
pedagdg by mal byt osvetarom a Specialistom na pracu so skupinami, napr. s rodinami, so skolskymi
triedami, s pracovnymi skupinami, s komunitami, s verejnostou a prezentovat pozitivhu komunikaciu,
pozitivhu vychovu, rozvoj vztahov a spolupracu. Socialny pedagdg by mal byt prirodzenym partnerom
a spolupracovnikom rodi¢ov a ucitelov, vychovavat k Zivotu v spolo€nosti a snazit sa o prevenciu
socidlnych problémov a socidlnych zlyhani ¢loveka. Takto pochopenu a prezentovanu socidlnu
vychovu/pedagogiku si nie je mozné zamenit so socidlnou pracou, ktorej objektom zaujmu je sice ako
v socialnej pedagogike ¢lovek, no v suvislosti s jeho zlyhdvanim v spolo¢nosti a so zameranim sa na
pomoc, podporu a sprevadzanie. Na rozdiel od socidlneho pedagdga by socidlny pracovnik mal byt
predovsetkym Specialistom na pracu s jednotlivcom a zamerat sa na tych, ktori v priprave na Zivot
v spolo¢nosti neobstadli, ktori zlyhali alebo sa ocitli v zloZitej Zivotnej situdcii. Socidlny pracovnik by
nemal byt Uradnikom a jeho zdkladnym pracovnym miestom by mal byt terén. Profesia socidlneho
pracovnika je velmi naroénou a vjeho osobnostnej a profesijnej vybave by nemali chybat
predovsetkym empatia, schopnost nacuvat a schopnost odborne zasiahnut v réznych problémovych
i krizovych situaciach. Tieto predispozicie by sa mali stat jednym z klticovych vyberovych kritérii
zaujemcov o tuto profesiu.

Sustredenim sa na prvopociatky socidlno-vychovného myslenia a pomoci ana zaklade hore
uvedenych poznatkov nemusime teda vztah medzi socidlnou pedagogikou a socidlnou pracou nutne
chapat ako sporny. Najma ked' si uvedomujeme, Ze socidlna pedagogika je predovietkym vedou
pedagogickou, tzn. Ze zdkladom je vychova cloveka k Zivotu v spoloc¢nosti, a socidlna praca, ktora je
oznacovana za praktick pomadhajucu profesiu, je zaloZena na pomoci a starostlivosti o ¢loveka
v tiesni Ci zloZitej Zivotnej situdcii.

Preco teda, ak su paradigmy také jasné, sa pévodny vyznam a zdmer tychto ¢innosti neméze stat
elementarnym kli¢om k rozliSeniu a definovaniu tychto dvoch vied i dnes?

PrekaZzkou tejto jednoduchej orientacie je v prvom rade historické prepojenie socialno-vychovnej
a solidarnej ¢innosti. | ked sa dnes v zaujme jasného definovania predmetu paradoxne pokisame
najst ¢o najviac rozdielov a Specifik vtychto odboroch, nemézeme popriet, Ze prepojenie medzi
socidlno-vychovnym pésobenim a socidlnym citenim ma hlboké historické korene. O prirodzenosti
tohto prepojenia v praxi mdzeme hovorit najma preto, Ze socidlno-vychovné pésobenie ¢i pomoc
bliznemu vychadzali z kazdodenného spdsobu Zivota (v stredoveku ovplyvneného predovsetkym
ucenim JeZiSa Krista) a z potrieb ¢loveka priamo v rodinach a v samotnych komunitach. Ludia boli
nuteni z existencnych dévodov byt a Zit spolu, ucit sa jeden od druhého, poméahat si.

Druhym dévodom sporného vnimania vztahu tychto dvoch disciplin je sicasné chapanie inter-, trans-
a multidisciplindarneho pristupu k obidvom vedam. Pod vplyvom réznych nazorovych pridov, v snahe
vinterpretovdvat do pdvodnych zikladov rdzne pristupy, v snahe poniat a pochopit predmet i objekt
sa vyhnut stretom v istych bodoch, ktoré zakonite musia byt pre obidve vedy spolo¢né. Ak sa
prekryvaju i metddy, formy a prostriedky prace, je moiné ocakavat, Zze v odbornej ale i v laickej
verejnosti budd vznikat urcité pochybnosti a Ze verejnost bude vnimat tieto dve discipliny ¢asto ako
kolizne.

Problém je pravdepodobne ina strane absencie obojstranného reSpektu a uznania jednotlivych
profesii medzi sebou, ¢o je dosledkom najmé nevyjasneného vztahu a kompetencii medzi obidvomi
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vedami. | ked sa tento stav mozZe javit ako vnatornd zaleZitost dotknutych vied, zasahuje ido
vnimania beznych lfudi, ktori nemaju dévod zamyslat sa nad rozdielmi ¢i riesit akademické spory
areaguju tym najbeznejSim sp6sobom — nezdujmom. Len malokto z opytanych by dnes vedel
odpovedat na otazku, ako sa odliSuju tieto dve profesie. A ¢o je na zvaZenie — ¢asto to nevedia ani
samotni socidlni pedagdgovia a socialni pracovnici. Tieto dve profesie ludom splyvaju do jednej,
neurcitej, atl potom vnimaju najcastejSie v spojitosti s problémami a so ,socidlkou”. Ak pre
porovnanie uvedieme medicinske discipliny, ktoré maju tak ako socidlne vedy spolo¢ny objekt
zaujmu, nemdze sa v ziadnom pripade stat, Zze pediater supluje pracu zubara, alebo Ze sa chirurg
odvazi zastupovat oc¢ného lekara. Potreby a narastajice zdravotné problémy ludi si pocas staroci
vyziadali roz¢lenenie povodnej mediciny na samostatne fungujuce odbory aich vymedzené Cinnosti
reSpektuju nielen samotni lekari, ale ajich klienti, pacienti, ktori vyhladavaju odbornikov striktne
podla svojich potrieb. | ked vychadzaju z jednej podstaty, jednotlivé medicinske odbory su jedineéné,
su presne definované a kompetencie, ktoré z nich vyplyvaju, presne vystihuju ¢innosti jednotlivych
odbornikov. Nase dve skimané vedy pravdepodobne potrebuji prejst podobnym procesom
a predovsetkym potrebuju dostatok ¢asu k tomu, aby boli plne akceptované a uznavané verejnostou
i samotnymi odbornikmi. Vyjasnenie vztahu a kompetencii prinesie nielen poriadok v samotnych
vedach, ale i redlnu Sancu ich nadvaznosti a efektivnej spoluprace. Ak tuto snahu podpori i stat
(najma financéne), moéze vzniknut symbioticky tandem dvoch vynimocénych vied, ktory bude na jednej
strane naplfiat a odovzdavat medzigeneratné odkazy ana strane druhej sa postard o tych,
ktori nevlddzu alebo nemézu. Tak, ako jednotlivé odbory mediciny smeruju k naplneniu celostného
zdravia Cloveka, tak by tieto dve vedy mohli byt zarukou a istotou jeho optimalneho socidlneho sveta.

K rieSeniu ndsho hlavolamu neprispieva ani sicasna legislativa. V tejto suvislosti uvddzame priklad zo
Slovenska, kde sa vo vyhlaske Ministerstva Skolstva SR ¢. 437/2009 Z. z. (2009), uvadza, Ze na vykon
profesie socidlneho pedagdga je potrebné vysokoskolské vzdelanie druhého stupna v Studijnych
odboroch, medzi ktorymi je uvedeny iodbor socidlna praca. Ako je mozné na poziciu socidlneho
pedagoga v skolstve zamestnat niekoho, kto sa pocas Studia odboru socidlna praca s pedagogikou
takmer alebo vobec nestretol? Tot otazka.

Socidlna pedagogika asocidlna praca sa ako vedné discipliny zacali formovat v 19. storodi.
Museli prejst stovky rokov, kym sa zo zmienok o prvych formach pomoci a prvych socidlno-
vychovnych myslienkach stali ucelené systémy pravoplatnych vied. Prispeli k tomu myslienky a diela
desiatok filozofov a pedagdgov, teoretikov i praktikov, ktori si zacali vSimat tejto oblasti ludského
Zivota, zamyslat sa nad jej podstatou, hfadat riesenia vzniknutych problémov a svoje zistenia verejne
prezentovat. Vo svojich snahdach ani len netusili, Zze postupne rozvijaju koncepty buducich vied.
UZ od raného novoveku sa objavovali myslitelia, ktori vo svojich Uvahdach o socidlnom svete Cloveka
nadvazovali na myslienky starovekych a stredovekych osobnosti a ktori svojimi pohladmi a ndazormi
ovplyvnili celé buduce generacie autorov. Jdn Amos Komensky, Juan Luise Vives, neskdr Helvétius,
Basedow, Pestalozzi, Don Bosco a ini stavali nové a rozvijali uz existujlce tedrie, a doslova vytvarali
podmienky pre tych, ktori o niekolko desatroci neskor stanovili jasné teoretické a metodologické
vychodiskd tychto spolocenskych vied. Tato dlha cesta odvijajuca sa od dvoch obycajnych,
ale pre lfudstvo nesmierne doleZitych cinnosti, je symbolom [udskej nespokojnosti azaroven
entuziazmu a tvorivosti. Je ukazkou toho, Ze socialny svet ¢loveka je nestabilny, Ze je v nekone¢nom
pohybe plnom zmien, na ktoré je mozné neustale reagovat. Stovky nazorov, kompilatov, pochybnosti
a kritickych reakcii dali vznik bohatym, no zaroven komplikovanym systémom, ktoré sa niekde
stretdvaju, inde prelinaju a zaroven sa dostavaju do rozporov.

| napriek nedoriesenému vztahu maju dnes tieto dve vedy nezastupitelné miesto v spoloénosti.
NezdleZi na type prostredia, nie je doleZité ani spolocenské usporiadanie. Historicky podloZena
prestiz socidlnej funkcie vychovy ijedineénost socidlnej pomoci su totiz pre prezitie ludstva
nevyhnutnostou v kazdej dobe av kazdom prostredi. Vzhladom na tdto nevyhnutnost a vyznam
solidarity a socidlno-vychovného pésobenia v spolocnosti bol vznik obidvoch vied v dejinach ludstva
najma otdzkou casu. Ich vyvoj asmerovanie bol a je predovSetkym otdzkou chapania zmyslu
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Clovedenstva a Ucty k Zivotu. Je mozné predpokladat, Zze najblizsia buddcnost obsahu socidlnej
pedagogiky a socialnej prace bude poznacena najma nezdravou podporou egocentrizmu a sttazivosti
udeti, problémami vyplyvajucimi z narastajuceho individualizmu, socidlnymi konfliktami
a prehlbujucimi sa socidlnymi rozdielmi medzi fudmi a ndrodmi. Nachadzame sa v obdobi,
kedy socidlna pedagogika asocidlna praca sice maju svoje prdvoplatné miesto v systéme
spolocenskych vied, no o svoju prestiz stale usiluju. Socidlna pedagogika a socidlna praca sa mozu
v najblizsich desatrociach stat silnymi a jedine¢nymi odbormi, avsak za predpokladu, Zze budud pre
beznych ludi zrozumitelné. Nem®6zu chciet byt za kazdu cenu inter-trans-multi disciplinami a nemoze
dochdadzat k vzajomnému spochybriovaniu tychto dvoch vied. Ak totiz maju byt tieto dva odbory
plnohodnotnymi a uznavanymi, malo by platit, Ze ,vztah medzi socidlnou pedagogikou a socialnou
pracou nevychadza z protireenia, ale zo vzajomného doplifiania“ (Striezenec, 2001, s. 47).

Véra Tepli¢kova
Centrum volného ¢asu Stard Turd
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Porozumenie v spoloCenskovednom vyskume

Peter Ondrejkovi(f Abstrakt: Témou prispevku je porozumenie ako odhalovanie
vyznamu alebo zmyslu socidlnych javov, udalosti, vztahov
a procesov, situacii alebo i samotného postavenia vyskumnika
v istom socidlnom kontexte, ktoré sa stavaju klu¢ovymi
pojmami humanitnych vied. Obsahuje aj maly exkurz
do empirickej sondy, v ktorej sa pracovnici v humanitnej sfére
pokusaju vlastnymi slovami napisat, ¢o si pod porozumenim
predstavuju, kedy sa nazdavaju, Ze skutoéne porozumeli
socialnemu javu, vztahu, procesu, pripadne i sebe. Prispevok
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1  Strucny uvod do problematiky porozumenia

V spoloc¢enskovednom vyskume, vrdtane socidlnej pedagogiky, neraz predstavuje kategéria
porozumenia takmer axiologizujicu samozrejmost, ktorl netreba dalej vysvetlovat, ktorej vsetci
rozumeju, neraz skor intuitivne ako racionalne. V skole sa celkom beZne stretdvame pri vysvetlovani
uciva s otazkou vyucujuceho: ,Rozumeli ste?”. Osobitnu kapitolu by predstavoval problém,
ako porozumel Student textu, s ktorym sa stretdva v priebehu Studia. K rieSeniu podobnych otazok
ma prispiet nasledovny text, ktory si kladie za ciel siéasne upozornit na nevyhnutnost dalSieho
skimania a kompardcii jestvujucich teorii.


http://creativecommons.org/licenses/by/4.0/legalco
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Porozumenie ma v naSom Zivote nemaly vyznam. Neraz urcuje nase konanie, jeho prostrednictvom
sa sami poznavame, budujeme svoje vztahy k sebe i svojmu okoliu, volime cesty a spdsob Zivota.
Iste jestvuju veci, javy, procesy i vztahy, ktorym porozumiet nie je lahké.

Porozumenie sa stava klfu€ovym pojmom humanitnych vied, osobitne interpretativnej socioldgie
a socialnej pedagogiky. V nich nie je skuto¢nost ¢loveku jednoducho dand, ale je predmetom
neustalej interpretacie aktérov socidlneho Zivota. Teda toho, ako rozumeju tomu, ¢o robia ini,
ako rozumeju vytvorom svojim aj ostatnych, ako rozumeju jazyku asymbolom, vsetkému,
s ¢im prichddzaju do styku aako k porozumeniu dospievaju. To si sucasné spolocenskovedné
discipliny uvedomuju, reflektujic samé seba a preto sa stavaju sucasne aj reflexivnymi. ,Alternativa,
komplementarita, pluralita atolerancia predpokladaju porozumenie v standardnom a vo vysoko
sofistikovanom zmysle”, uvadza Petrusek (1993, s. 145). Ktomu patria nie iba ,zdravy rozum®,
ale aj prekondvanie nahodilosti, nekvalifikovanosti, naivnosti, ktoré moézu byt niekedy dokonca
nebezpecné, pretoze ,,...Cim slozitejsi je moderni spolecnost... tim méné je srozumitelnd pro lidi...
nesrozumitelnost a nesamoziejmost naseho Zivota... si uvédomime az tehdy, kdyz narg
problém...” (Petrusek, 2009, s. 15, 31)

Porozumenie pokladdme za obsahové pochopenie stavu veci, ktoré nespocwa i
na vedomie, ale aj intelektudlne sa zmocnit suvislosti, v ktorych stav
znamena podla Wilhelma Diltheya®® rozpoznanie zdanych vonkg3
,vnutorné“, (socidlno)psychické. Porozumenie sa casto zami
stvisi ale nie je totoiné. Zial, sucasny vyvoj vo vede
(humanitnych) vied tak, Ze ,,...si uz takmer nerozumeju a
s. 769). Podla tvrdeni viacerych autorov je to dos
kultdr. Prirodné vedy ,zvitazili“ tym,
a neodskriepitelnym praktickym, pricom... v tychto
pretekoch, v ktorych neslo o nezisg iskali naskok pred socidlnymi vedami“
(Sedové 2011 s. 770) Sog > Y jdro spociva vo vedach o spravani, na rozdiel
textov poznavania konania, ktorého podstata
spociva v porozu . 3 ‘@39 a nasl.), podla interpretativizmu jestvuje zasadny
rozdiel medzi im ¢ psti a skimanim prirody. Vedecké pojmy maju k socidlnym
javom zdsadn&@iny rirodnym javom. V socidlnych vedach pojmy vytvaraju skdmanu
i ych vedachWUiZia k popisu a vysvetleniu javov. Vyznam danej veci zavisi od roly,
e ktorého je sucastou. V pripade socidlnych vied ide o systémy nesmierne

ied v supereni dvoch
ragmatickou efektivnostou

prostredim v prirode. Zakladom konania je porozumenie svojmu konaniu ikonaniu inych,
¢o je nevyhnutné pri pretvarani vychodisk (vstupnych danosti) na vystupné danosti (ciele).
Iba v stvislosti s tymto druhom ¢innosti ma zmysel hovorit o konani.

Preto na rozdiel od vysvetlenia porozumenie®® moino charakterizovat ako odhalovanie vyznamu3!
alebo zmyslu socidlnych javov, udalosti, vztahov a procesov, situdcii alebo i samotného postavenia
vyskumnika v istom socidlnom kontexte.

2% podrobnejsie pozri o tom Lessing (2001).

30 Neraz je vhodné pouiit termin chépanie vo vyzname porozumenia. V tomto vyzname hovori o chdpani aj
Lyotard (1999, s. 78). Podla Herbarta Blumera fudia, veci ako i inStiticie maju pre nas vyznam, ktory je
ustrednym problémom symbolického interakcionizmu. A najvhodnejSou metdédou pre rieSenie toho
problému je prave interpretacia. Blumer vychadza z troch premis: (a) Ludia konaju voci ,veciam” na zaklade
vyznamu, ktoré pre nich znamenaju. K ,,veciam” patria aj ludia, situacie a institucie. (b) Ich samotny vyznam
je odvodeny, alebo priamo spociva v socidlnych interakciach, do ktorych vstupujeme s [udmi. (c) Vyznamy
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Vynara sa otazka, ako je vbbec moziné pochopit to, ako druhi konaju? Nie je prave v tejto oblasti
podstata porozumenia konaniu? (Sedova 2011, s. 769-782). Simon Blackburn sa pyta, ¢i si jeden
druhému rozumieme. Jeho odpoved znie 4no. Toto ano Cciasto¢ne zmiernuje, ked dodava,
ze ... rozumieme jeden druhému do velkej miery... pretoze mame spolocny jazyk... slovd maju
vyznam, a preto ak vam nieco oznamujem, dokazete nahliadnut, ¢o tym myslim... a prave v tom
spociva porozumenie... Slova vo svojom prvotnom alebo bezprostrednom vyzname (podla Johna
Locka) nezastupuju ni¢ iného, ako idey v mysli toho, kto tieto slova uziva. Slovd nam umoziuju
nechat druhych nahliadnut do sukromnej komnaty, ku ktorej mame inak pristup iba my sami”
(Blackburn, 2012, s. 76).

Viaceri autori zd6raziiuju odkryvanie (neraz skrytej) motivacie, ktoré ma prispiet k spristupneniu
subjektivnych aspektov konania (druhych). K porozumeniu patri pripadne aj schopnost tieto javy,
udalosti a procesy vsocialnom kontexte interpretovat, artikulovat v redi. Porozumenie modze
znamenat aj celostné vedenie, dosiahnuté bezprostrednym prezivanim a chapanim (nielen
rozumovym). Neraz hovorime aj o vciteni, empatii, bezprostrednom uchopeni podstaty prislusného
socidlneho javu, najcastejSie na zaklade pozorovania, rozhovoru. V takom pripade mame g

normativne pripisované, ale ze ho dosahujeme komunikativne.

Nesporny vyznam musime pripisat jazyku, Austinovej teg

moZze sluzit k uskutocneniu istého alebo celkom iného kon
komunikativnu kompetenciu, ktora obsahuje s
na zaklady systému, principy a pravidla, ktor
posluchaéom. Austin pritom rozlisuj 3 nia), ktoré mozu byt pravdivé
darit, alebo aj nie, t.j. m6Zu a nemusia

a metodoldgia a gnozeoldgia. Musime vediet aj naduvat,
okolo nas musime chapat nie iba ako fakty, ale ako nieco,
podielali na vzniku prislusného javu, tento vlastne ,zanechali“ ako

Preto’je podla Gadamera hermeneutika predovsetkym umenim interpretacie. Pokladame
lezité upozornit, ze v pripade vcitenia (empatie ako podmienky nadvézovania socialnych
vztahov)® je vidy treba overovat, &i su spravne hypotézy, prip. otazky, ktoré z problému vyplyvaju.

vznikaju, pouZivaju sa a menia v procese interpretacie, v ktorom sa s vyznamami fudia dostavaju do styku
(Blumer, 1969).

31 podla Sefranka (2002) neexistuje jeden pravy a spravny pojem vyznamu. Moino skonstruovat a pouZivat
mnoho pojmov vyznamu. Tieto konstrukcie treba ocenit vtedy, ked sa s ich pomocou dajui formulovat
a riesit zaujimavé problémy.

32 Austinova tedria refovych aktov: Austin (2004) deli reéové akty na lokuéné, ilokuéné a prelokuéné,
na zaklade toho, ¢i ¢innostou myslime vyslovenie nejakej vety, t.j. akt vykondame, ked nieo povieme,
alebo tym, Ze nieCo povieme, koname, alebo aktom myslime zmenu myslienok, pocitov a konania
posluchacov a hovoriacich. Existuju aj iné delenia, napr. na fonetické, fatické a retické atd.

33 Délezitou podmienkou rozvoja schopnosti empatie su socidlne vztahy, v rdmci ktorych jednotlivec
posudzuje a vyhodnocuje signaly druhého ¢loveka — primarne vo vztahu k sebe (ako ho ma ten druhy rad,
nakolko si ho vazi, ¢o ten druhy z jeho spravania akceptuje a o poklada za nespravne atd.), sekundarne aj
so zaujmom prave o toho druhého cloveka (ako sa citi, Co preziva, preco sa tak sprava atd.). Vdaka tymto
signalom mdzu socialne vztahy pretrvavat a vyvijat sa. Spominané signaly maju predovsetkym neverbalnu
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Gadamer zdoraziuje, Ze ,porozumét znamena byt ve vztahu zaroven s ‘véci samou’, jeZ se projevuje
skrz tradici a s néjakou tradici, odkud ta ‘véc’ mize ke mné mluvit.”**

2  Kotazke zmyslu

V procese porozumenia podla jedného z pridov vo fenomenologickej socioldgii a etnometodoldgii je
dolezité nielen to, akym spdsobom sa snazime porozumiet svetu, v ktorom Zijeme, ale najmi to,
aby sme tomuto svetu dali sami zmysel (Garfinkel, 1967)%*. Vtomto zmysle chédpanie suvisi
i s konstrukcionizmom?®, ked%e chéapanie suvisi s konstrukciou znovuvytvorenia zmyslu poznavaného.
Opisovanie a rozpravanie sa vidy uskutoc¢riuje vo vnutri nejakého rdmca, ktory zabezpecuje pojmové
prostriedky pre popis reality a pre jej prerozpravanie. Podla toho kazdé poznavanie a nasledne
vedenie ako konstrukcia nevyhnutne vychdadza z hladisk, ktoré su definované socidlnymi, kultdrnymi,
intelektudlnymi, politickymi, moralnymi, prip. ekonomickymi zaujmami prislusnej konstrukcie
vedenia. Kazdé vedenie je teda chdpanim z urcitej perspektivy (Ondrejkovi¢, 2004, s. 42). Stdvanie sa

(z lat. in-sciens, tiez in-scendo), vstupovanim chapajuceho cloveka do
sebaprehlbovanie a do urcitej miery i spiritualizacia a humanizacia.

Marleau—Ponty koncipuje dianie iivota ako ontologicku paradigmu.

ako tvarovo jednotiaci vztah. Priamy dokaz ale
pritomné ako tvarovo (jednotiace). Telo® ho) znamenat stelesnenie
nepostrehnutelného a zmysel tvoria icev

»uspesnejsej” metddy prirodnych vied (Balon, 2007). Porozumenie
enie intencidm a motivom [udského (socidlneho) spravania,
eniagveci” a preto porozumenie nie je mozné previest do kauzilneho zédkona

podobu. Prvotnym, velmi délezitym vztahom, ktory mdZze vyznamne prispiet (ale aj naopak — mat rusivy
vplyv) k rozvoju schopnosti empatie, je, pochopitelne, vztah matka — dieta, resp. rodi¢ia — dieta.
V neskorsom veku postupne rastie vplyv socidlnych vztahov s dalsimi osobami (pribuznymi, rovesnikmi,
ucitelmi a pod.).

34 Kudrna (1964, s. 96).

35 Ppodla Garfinkela kaZdy U&astnik interakénych aktov je vlastne prakticky socioldg. Socioldgia preto nie je
ni¢im inym, neZ snahou pochopit to, ¢o fudia robia, aby rozumeli svetu v ktorom Ziju a konaju.

36 Na odli$enie konstruktivizmu v umeni, literattre a architektdre a v spoloéenskych vedach sa priklafiame
k pozivaniu terminu konstrukcionizmu. Rozumieme pod tymto pojmom [udské vnimanie, ktoré je
konstrukciou a jej interpretaciou. Ludsky mozog rozumie len svojej vlastnej , re¢i“, jeho spojenie so svetom
sa uskutocCriuje prostrednictvom receptorov. Mozog pritom nereprodukuje skutocnost, sprostredkovanu
receptormi, ale vykondva ist redukciu. Vysledkom je nase vedenie ako vysledok konstrukcie, nie poznatok.

37 Clovek, podla Marleau-Pontyho, ktory dava zmysel vietkému, nema telo, ale je telom. Clovek a jeho
(f'udské) spravanie je organizacnym principom nasho sveta. Najst seba v zmysluprazdne a navrhnut sa v iom
znamena objavit zmysel. Vedomie seba, tela adejin obsahuji Struktiry, prostrednictvom ktorych
realizujeme zmysel (Marleau-Ponty, 1974).
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Treba vsak upozornit na snahy spochybnit spolotenskovedny vyskum z dévodov prehnaného
zdbraznovania rozdielov podmienok, z ktorych vychadzaju tie hladiskd, z ktorych vychadza nase
vedenie. Ako priklad uvadza Fay (2002, s. 15 a nasl.), Ze by sa zdalo, Ze ludi z urcitej skupiny mézu
poznat (rozumej porozumiet — pozn. autora) iba fudia z rovnakej skupiny. Iba Zeny mézu rozumiet
Zenam, iba Afroameri¢ania mozu poznat Afroameri¢anov, iba Rémovia mézu porozumiet Rémom.
Tato problematika sa stava zrejma, ked budeme inymi slovami tvrdit, Ze aby sme niekoho poznali,
musime nimi byt (Fay, 2002, s. 15). Ind je uz otazka, ¢i niekoho poznat znamena aj mu rozumiet.

Ked' pripustime, Ze porozumenie nie je mozné previest do kauzalneho zakona alebo kauzalneho
vysvetlenia, mozno si pomoéct jednoducho jazykovou analyzou textu alebo jazykového prejavu,
pricom skimame vyznam slov aich vazieb. Mozno si poméct aj logickou analyzou, pri ktorej
skimame vnutorné skibenie prejavu, vratane zistovania logickych vad, nejasnosti, medzier a skratiek,
prip. logickych skokov. Nezaobideme sa ani bez vystavby prejavu ako celku, vratane jeho ¢lenenia.
K interpretacii patri celkom prirodzene aj kontext, umiestnenie prejavu v jeho suvislostiach.

4  Maly exkurz do empirie

ze skutoc¢ne porozumeli socidlnemu javu, vztahu, procesu,
preukdzala znac¢né rozdiely v chdpani pojmu porozumenie articipanti) sa zhodli
v tom, Ze samotné porozumenie je proces s rozaa ietenie” s vyznamom
porozumenia sa vyskytuje zriedka, ale ivted Y m dlhoro¢nych skusenosti

menia, ¢innd ivo vede, vyskume

di®gnostikovat porozumenie textu, aby zistil silné i slabé stranky Ccitania Ziaka a aby stanovil,
akym problémom musi Celit. UZ dlhSie sa v diagnostike ujal ndzor, Ze chyby Ziaka nie su (len)
nedostatkom, ale aj cennym diagnostickym udajom, ktory musi ucitel poznat a vyuZivat”
(Gavora & Srajerova, 2009).

Odlisny vyznam porozumeniu pripisuje ucitelka na zakladnej skole:

,Sedela som nad tym "rozumiem", popisala som uZ kopec verzii, stdle sa dostdvam k tomu,
Ze rozliSujem "rozumiem" niekomu a "rozumiem" nieComu. Ked' rozumiem niekomu, myslim,
Ze je to o tom, Ze sa dokdZem pribliZit jeho mysleniu, vcitit sa, pochopit, ako sa dotycny citi,
¢o preZiva, ¢o potrebuje. Ak rozumiem nieComu, to znamend, Ze som pochopila, ako td vec,
proces... funguje, a dokdZem tak potom tuto vec pouZit na to, aby som si ulahcila nejaku prdcu,
ale aj to, Ze dokdZem nieco dalsie vytvorit sama. Napr.: rozumiem tomu, ako mdm pracovat

v PC programe Imagine a kedZe viem, ako to funguje, tak dokdZem vytvorit v tomto programe
interaktivne cvicenia pre deti.”

Slovnik i myslenie vedeckého pracovnika (SAV) neulahcuju charakteristiku porozumenia:
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,... otdzka je podla mna velmi dobre zodpovedand vo Filozofickych skiumaniach (L.W),
kde porozumenie sa preukazuje v schopnosti rozpoznat pravidlo (suvislost) a pokracovat
sprdavne v postupnosti Cisiel ¢i v hre, Ci sprdvne pouZivat (nové/cudzie) slovd. V pripade
argumentu ¢i nejakého dbvodenia/textu sa porozumenie prejavuje v schopnosti prerozprdvat
Ci vyjadrit argument svojimi slovami. V interakcii tvdrou v tvdr pri pocuvani rozprdvania
o nejakom zdzitku, probléme, pocitoch (nemusi ist len o interakciu, ktord je sucastou vyskumu)
si overujem svoje porozumenie tak, Ze uvediem priklad nieCoho podobného, ¢o som sama
zaZila, alebo pozndm z literatury a filmu a spytam sa "rozprdvaca", Ci je to naozaj podobné,
alebo nie. Ak nie, poZiadam ho, aby mi uviedol nejaky dalsi priklad, ktory je podobny.
Takto postupujem aj vtedy, ked mi niekto ddva velmi vseobecnu charakteristiku zazitku — napr.
"ucitelka ma Sikanuje". Chcem poznat ¢o najviac prikladov skusenosti "Sikanovania", aby som
mohla porozumiet, ako dotycny/d pouziva (rozumie) slovo Sikanovanie”.

Procesualnu stranku porozumenia zd6raziuju viaceri vedecki pracovnici:

... Porozumenie chdpem ako stav, ‘findlny produkt’ istého procesu a deja, cez ktory od
problematiku istého javu, situdcie, vztahu a pod. Znamend to potom, Ze mdm por,
dospela som do stddia, Ze veci rozumiem.

NieComu porozumiet pre mfia znamend porozumiet principu fungova

ako — podla akych pravidiel, akym metddami, postupmi sa d
Ak som nieComu porozumela, viem to opisat, zdév,
désledky”.

Nasledne je tu aj priklad:

éem v skole, v rodine — vzhladom
ena predovsetkym zistit, preco sa tak
ia v tejto situdcii aj znamend prijat
priklade neprimeranému sprdvaniu dietata.

ako mozno porozumiet (vlastnému dietatu):

o porozumiet (ja som td, ktord chcem porozumiet) tomuto sprdvaniu cez

si byt v sulade s porozumenim iného. Osobitne, resp. asi predovsetkym vo vztahoch

och tykajucich sa ludi. Myslim, Ze vo fyzike méZe byt porozumenie ovela transparentnejsie,
CistejSie, menej subjektivne. Samozrejme v pripade, ak existuje nejaky jednotny pojmovy apardt
a vsetci ho prijimaju a pouZivaju”,

S prehladnym a dokladnym pristupom k porozumeniu sme sa stretli udalSieho participanta.

| tu je priznacné, Ze je to nielen vedecky pracovnik, ale i vysokoskolsky pedagég.

L»Agnosco” (lat.) znamend rozpoznat, uvedomit si. Iny vyznam slova porozumiet v latincine je
comprehendo, teda uchopit nieco. V anglictine zase pojem understand opisne hovori o tom,
Ze voci niekomu Ci nieComu je mozZné postavit sa pod (za) nieco.

Americké skoly prvej polovice 20. storocia (najmé etnometodoldgia, interpretavizmus) a vilastne
vSetky dalsie tedrie v ich linii dodnes ako keby do désledkov popierali mozZnost porozumenia si
ludi navzdjom. Etnometodoldgia z hladiska funkcionality priamo hovori o tom, Ze porozumenie
si sluzi len na pocit vzdjomného porozumenia a nie na redlne porozumenie si. KaZdy jeden
totiZto mame rozlicné Zivotné skusenosti a v kombindcii s nasou psychikou je ndjst zhodu na
matematickej trovni znamienka ,,=“ (dno rozumiem ¢o hovoris) mozné len v pravdepodobnosti
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na drovni permutdcii bliZiacich sa k nekonecnu. Dd sa vsak vo vseobecnosti prijat tvrdenie,
Ze slovné vyjadrenie ,rozumiem ti“ smerujuce ku partnerovi mad aj emociondlny a interakcny
charakter a funkciu.

Ako chapat tento pojem v kultdrnych stadiach?

Rozumiet nieComu v sucasnej tedrii a chdpani kultdrnych studii (culture studies) a tedrie kultury
sa dd vysvetlit ako suladnost medzi mojim vlastnym videnim reality a tym, ako si myslim,
Ze je realita konstruovand. Suhlasit s nieCim na zdklade porozumenia predpokladd teda,
Ze moja predstava (moje videnie sveta) je rovnaké s tym ako v danom momente vnimam to,
¢o sa deje pred mojimi ocami.

Po tretie, a tu je najvdcsi problém, je otdzkou, Ci je vbbec mozné polozit znamienko ,=“ do
vztahu porozumenia medzi dvoma ludmi. Ked budeme chciet ist do najjemnejsich porozumeni
réznych veci, tak bude nepravdivé tvrdenie, Ze ludia si mézu porozumiet a ndsledne vyjadrit
suhlasny postoj. Na urovni vyrazne generalizovanych pojmov (chod, urob, pockaj), mozZno

problém roztat.
Je rozdiel porozumenia v kognitivnej a emocionalnej oblasti?

Pokial hovorime o probléme porozumenia si fudi v tzv. ko
medzi ludmi vyrazné a dokdZu si porozumiet, pret,
urovniach (toho, Ze su ludia, predstavitelia jednej ku
zdruZenia) a to prdve kvéli tomu, Ze pouZivaju rovna
(napr. na pojme ,kultura” sa skér zhodné
— v druhom pripade je potrebny dlhsi vyjed

V emociondlnej [ j ia silne podfarbené emociondlnym preZivanim.
V tejto oblagki e empatia a z oboch interakénych strdn sa ani
meli do tplnych detailov.”

poZnhanie informdcii, ktoré s problémom, ¢lovekom, situdciou suvisia,
- vnimanie kontextu, v ktorom je informdcia poddvand za tucelom porozumenia,
- merané i vlastnym postojom, resp. vztahom k veci, ¢loveku, situdcii, ktord je poddvand,

- konfrontdciou medzi vlastnym presvedenim a zhodnotenim stavu situdcie, v ktorej
k porozumeniu mad dochddzat.

| medzi socioléogmi sme sa stretli s pochybnostami o moznostiach porozumenia, dalo by sa povedat,
Ze v zmysle Simon Blackburnovej otazky, ¢i si jeden druhému rozumieme (Blackburn, 2012, s. 76).

Ja si osobne myslim, Ze tomu druhému neméZeme nikdy porozumiet dokonale. MéZeme sa o to
pokusit, byt empaticki, ale nepreZivame jeho situdciu, nemdme jeho Zivotné skusenosti
(Ci pozitivne alebo negativne). Porozumenie méZe byt intenzivnejsie, ak mdme spolocné zdzitky,
skusenosti a pod. Viem porozumiet svojmu introvertnému a citlivému synovi, pretoZze sama som
bola introvertnym dietatom (a stdle si pamdtam tie pocity). M6j muZ mad problém porozumiet
takému dietatu, pretoZe cely Zivot bol extrovert, pochddzal zo Siestich deti, kde si svoje miesto
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musel vydobyt. Myslim si ale, Ze je podstatné snaZit sa porozumiet, aby sme s tymi druhymi
dokdzali koexistovat.

Medzi kvalifikované odpovede na otazku o porozumeni mozno zaradit aj nasledovnu odpoved,
skor uZ esej na zaklade skusenosti a dokladnej Uvahy participantky:

Vo velmi vseobecnej rovine méZzeme pod porozumenim mysliet pochopenie podstaty, zmyslu,
kauzality alebo vyznamu nieCoho — veci, javu a pod. V tomto zmysle sa ndm natiska pre
porozumenie synonymum pochopenie. Iste vsak by sme tieto pojmy poulZili v rozdielnych
situdcidch rozdielne, jednak podla osobnej jazykovej kultury alebo podla objektu, ktorému
treba porozumiet, pochopit ho.

Porozumenie vnima participantka v dvoch zakladnych rovinach. V rovine porozumiet konkrétnym
veciam, javom alebo procesom (napr. prirodovedna oblast) a v rovine medziludskych vztahov
(socidlno-spolocenska oblast).

Prva z uvedenych rovin je zaloZend v podstate na Cisto zmyslovo-rozumovej,
a suvisi so schopnostou pochopit, osvojit si konkrétny objekt porozumepg

ktorému treba porozumiet. Vychddza z urovne poznatkov, schopnosidic
suvislosti (1Q).

Porozumenie v druhej, socidlno-spolocenskej oblasti je z
zdujme a empatii. Vychddza z predchddzajucich skus
konkrétnej situdcie, vztahov, druhého ¢loveka alebo

Vychddzajuc z uvedeného pokusu o ko lenia porozumenia vidime
niektoré spolocné prvky, ktoré by sme mo ¢
definiciu porozumenia“:

Porozumenie je vysl ] e motivovanej snahy o pochopenie veci, javov,
bnia s cielom jeho dualSieho vyuZitia v cCinnosti
v rdmci komunikdcie a medziludskych vztahov.
zko suvisi so zaujimanim postojov k spolocenskym javom,

suvislostiach, tieZ ide o nasu schopnost empatie, intuicie a tieZ podmienené mierou motivdcie
porozumenia.

Preto uplne porozumiet druhému cloveku je nesmierne tazké, ak vébec moZné. Porozumenie
v medziludskych vztahoch je potrebné a sndd'jedine aj mozné ako nieco pozitivne, dobroprajné,
¢o ndm umoZriuje obohatit nds vztah k inému c¢loveku, pochopit ho alebo aj nds samotnych
v urcitej situdcii. Premisou tu vSak musi byt dobry umysel, pozitivha snaha, motivdcia alebo aj
ldska.

Porozumenie bezprostredne suvisi, ba i podmienuje sucit:

V Budhovom uceni je napr. premisou vztahu k inym bytostiam (ludom, vsetkym Zivym tvorom)
schopnost sucitu, ktory je v tejto suvislosti mozné vnimat ako vyssiu uroveri empatie. Vdaka
sucitu Budha pochopil nielen zmysel a kolobeh Zivota vo vecnosti, ale aj sam seba ako jeho
sucast. Nazeranie na porozumenie z takejto alebo podobnej duchovnej roviny pravdaZe otvdra
dalsiu inu kvalitu priestorov pre vnimanie porozumenia, pretoZe tu uZ opustame [udské
hladiskd a ocitame sa v priestore, ktory nds presahuje.
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Preexponovany sucit bez schopnosti aj urcitej miery kritického pohladu sa vsak méZe stat
v konecnom désledku zrariujucim sklamanim. Preto porozumenie vychddzajuce z dobrej snahy
a umyslu neméZe byt nikdy len jednostrannym, ale aj akoby ponukou, darom druhej strane,
ktord by s nim mala rovnako pozitivne naloZit v ramci vzdjomného vztahu. Ak sa tak nestane,
bud’ sme sa teda napriek obojstrannej snahe vzdjomne neporozumeli, resp. neboli sme toho
schopni, alebo o to porozumenie druhd strana nemd zdujem, nemd pre rniu vyznam. Tu myslime
prirodzene na vztahy dospelych ludi, pretoZe vztah k detom je v zretelne inej rovine.
Tam vychodisko Idsky, sucit a obetavost ako vychodiskd porozumenia su nanajvys potrebné
a verime, Ze dieta vidy vnima takyto pristup, vztah ako utocisko istoty a bezpecia zvldst
v zloZitejsich Zivotnych situdcidch (biblicky priklad ndvratu strateného syna, kde otvorend ndruc¢
ni¢ sa nepytajuceho otca objima, chrdni a odpusta sucasne).

So zdoéraziovanim snahy (o porozumenie, stotoZniované schapanim) sme sa stretli casteJS|e
NajvyraznejSie bola prezentovana takato snaha o stotoznenie u participantky so sociologi
vzdelanim:

Porozumenie je vysledkom snahy o pochopenie druhého cloveka takéhg

dat zretelne najavo ako prejav ruky podanej s dobrym um
navzdjom a tak sa spolocne usilovat o kvalitny,
ba aZ romanticky, inej cesty niet, zvldst v dnesn
a vSetkého, ¢o vytvorilo a predstavuje dnesnu eurdps

Uvedené konstatovanie snahy o pochopenie dr
povazovat i ako zaver malého empirického exku
osobitny vyskum.

5

yznam. Neraz urcuje nase konanie, jeho prostrednictvom
oje vztahy k sebe i svojmu okoliu, volime cesty a spbsob Zivota.

askovednych disciplin by sa malo stat prispiet k objasfiovaniu zdanlivo znamych
ne pouzivanych pojmov, medzi ktoré patri aj porozumenie. Jeho osobitny vyznam
nadobud®riesenie v socioldgii, socidlnej pedagogike a socidlnej filozofii.
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Recenze

Hladik, J. (2014). Multikulturni kompetence studentii pomdhajicich profesi.
Zlin: UTB.

Autor si stanovil na prvni pohled jednoduchy ukol, opak je vsak
- ag— pravdou — predlozit ¢tendfi nové poznatky souvisejici s multikulturni
kompetenci studentll pomahajicich profesi. Prace je jako by
nacasovana do soucasného politického, ekonomického i kulturniho
Mattibustunm herroetanc stiatantd déni dnes, kdy pojem multikulturalita, multikulturni vychova a vse,
co sni souvisi, rozdéluje spolecnost na dvé Casti. Jedni ji pfijimaji,
jini odmitaji a zbytek nazorl osciluje mezi témito dvéma pdly. A pravé
kdy jindy, neili vsoucasné dobé, je zapotiebi uvést na scénu
pojednani, které by osvétlilo nutnost, ba pfimo nezbytnost pfipravit
nejen studenty socidlni pedagogiky, ptipadné socidlni prace
m (ktefi budou stat v prvni linii), ale i dalsi odbornou, pfipadné laickou
verejnost na problémy multikulturni vychovy soucasnosti.

parmAsaicich prute

Z uvedeného pohledu Ize pfijmout prispévek jako aktualni a nesmirné

Zivotny. Dr. Hladik totiZz opird svou praci nikoliv o sumarizaci jiz
vyréeného védéni, ale o védu a vyzkum postavené sice na bazi odbornych poznatk(, avsak bez
zbyte¢ného obvyklého teoretického balastu. Neni totiz na scéné multikulturni vychovy Zadnym
novackem a v kazdé ze Ctyr kapitol svého pojednani dokazuje, Ze se na poli multikulturni vychovy
velmi dobfe pohybuje. Osvéienim jeho prace jsou skute¢né druhé dvé kapitoly, které jsou
manifestaci Hladikovy védecké odbornosti a erudovanosti, s jakou pFistupuje k rozvoji multikulturnich
kompetenci studentl pomahajicich profesi. Vyslednici jeho snah je poselstvi studentdim pomahajicich
profesi proklamované v kapitole paté, jez na jedné strané upozornuje na Uskali multikulturni vychovy,
na strané druhé, za pomoci doporucenych kompetenci, ukazuje, jak ji zdarné proplout; jinymi slovy,
jak ji Uspésné zvladat.
Zavérem nezbyva nez konstatovat, Ze toto a¢ na prvni pohled sice Utlé, ale myslenkové hutné nabité
dilo dr. Jakuba Hladika Ize povaZovat za zdafilou monografii, ktera se nezalekla v dnesni hektické
soucasnosti zachvacené smésici rlznorodych pohledi a nazorl na multikulturni vychovu se jim
postavit s odkrytym hledim, a dava jasnou odpovéd na otazku, kudy se ubirat spravnym smérem.
Publikace je cennym zdrojem Zzadoucich poznatkl nejen pro studenty oboru socidlni pedagogika
¢i socidlni prace, ale i pro celé spektrum odbornik( téchto i dalSich obord.

Miloslav JUzl
Institut mezioborovych studii, s.r.o., Brno
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Pozoruhodny pohled na multikulturni aspekty rodi¢ovského
vychovného stylu

Téma rodicovského stylu vychovy nabyvd na vyznamu a naléhavosti
predevsim v kontextu dopadu kulturnich rozdili v transformujici se
spolecnosti, tedy za historicky socidlné vypjaté situace zdsadnich zmén
v oblasti ekonomického, socidlniho a kulturniho vyvoje pfinasejiciho
nové hodnotové akcenty nejen v blasti Zivotniho zpulsobu ¢i Zivotniho
stylu, ale i ve sféfe pristupu rodi¢l k vychové déti a mladeze.
\ ) v Pravé v tomto kontextu je Gcelné si znovu uvédomit zejména obsah
" / {[/"(’H/{lll: pojmu rodice a rodicovstvi. Zatimco v prvnim pfipadé mame pred sebou

Ca / zejména zodpovédnost za zdavislé jedince v oblasti vyZivy a osobniho
vyvoje, v pfipadé rodicovského stylu vychovy je navic akcentovana
vSestrannd a cilend podpora ditéte smérem k samostatnému
a aktivnimu pfistupu k Zivotu dospivajiciho jedince.

Vyzkum rodicovského stylu vychovy (parenting) se postupné stava objektem zajmu mezinarodnich
monografii hledajicich odpovéd na otazku, jak a proc se rodice stavi k vychové svych déti a jaké
zasadni socializa¢ni a hodnotové vychovné efekty to pfindsi. Vyznamny pfinos na tomto badatelském
poli patfi Diané Baumbrid, kterd v prlibéhu Sedesatych let systematicky zkoumala dopad rdznych
rodicovskych styli vychovy na kognitivni, emocionalni, socidlni a fyzicky vyvoj déti. BEhem dalsich let
se pojem rodicovsky styl vychovy (parental styles) stal vyrazem hodnotového, psychologického
a behaviordlniho rodi¢ovského pfistupu k détem. Ten bézné s ohledem na miru a vyznam kontroly
a vciténi se délime na autoriafsky, autoritativni a shovivavy (permisivni). Recenzovana kolektivni
monografie pak prezentuje poznatky kulturné odlisnych rodicovskych styl( vychovy s cilem upozornit
na moznosti a meze vychovnych praktik a naznacit cesty smérujici ke vSestranné duchovné a fyzicky
rozvinutému jedinci, a to v kontextu rliznych socialné, politicky a ekonomicky odlisSnych oblasti
soudobého svéta, stojiciho aktualné pfed otazkou kulturni koexistence spise bezradné.

Hlavni autorka a editorka prace, predni jihoafricka predstavitelka vyzkumu déti a rodiny, za Ucasti
10 kolegt z fady jihoafrickych univerzit a badatelt z Ciny, Kanady, USA a Nového Zélandu, pfFistupuje
ke zvolenému tématu Siroce rozkrocenym rejstiikem témat tim, Ze vychazi z premisy vyrazného
dopadu rodicovského vychovného stylu na osobnostni vyvoj v dospélosti. To je zfejmé jiz v prvni
kapitole podavajici vyCerpavajici prehled o moznostech a mezich, vyhodach a uskalich autoritarského,
autoritativniho, shovivavého (indulging) a zanedbavajiciho (neglectful) stylu rodicovské vychovy.
Za nejvyvazenéjsi a nejprirozenéjsi je pak v souladu s relevantni odbornou litertaurou povazovan
vychovny rodicovsky styl autoritativni nabizejici vyrovnanou hladinu kontroly a rodi¢ovského
pochopeni. Trpce se vSak konstatuje, Ze zatimco mdame bezpocet vyzkumnych dat o dopadu
rodicovského stylu na vychovu déti, jen malo odborné pozornosti je dosud zaméteno na jeho vliv
na vyvoj osobnosti v dospélém véku.

Tématicky logicky navazujici kapitola Uloha rodict, spole¢nosti a statu na zdravy vyvoj v détstvi se
kvalitativnim Setfenim osmi muzll a Zen ve véku 21 aZ 65 let zaméfuje na dopad rdzného
sociokulturniho prostfedi na kvalitu détstvi, pficemz je pro relevantni situaci v Jihoafrické republice
vedle nezpochybnitelného rilstu pfinejmensim materidlniho blaha vétsiny déti stadlym problémem
(coz ostatné prokazuje i soucasna jihoafricka badatelska produkce z oblasti psychologie a socidlni
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prace) hrozba predcasné pregnance pro mladistvé divky a drogova zavislost a zvySena kriminalita
u mladych teaneger(. Vtomto ohledu se konstatuje nedostatecnd uUloha statu zejména na poli
moznosti spolecenského uplatnéni mladych lidi, jasné si védomych nejen svych prav, ale i povinnosti.

Nasledujici kapitola se vénuje tématu ,Politicka socializaci mladeze v kontextu rodiny”. To je i pro nas
v situaci spise sldbnouciho zajmu o politiku a politické déni mladych lidi téma zajimavé a soucasné
i zdvaZzné. Autorky vyzkumu 275 jihoafrickych teanagerl vychazeji z konstruktu politické socializace,
v jejimZ rdmci si jedinec osvojuje politické postoje a chovani. Pfitom se i zde potvrdilo, Ze vyznamnym
prediktorem zajmu mladych lidi o politiku je pravé komunikace s rodici na politicka a lidskopravni
témata a Ze, jak je zndmo, se zejména v socidlné marginalizovanych komunitdch hodnotové
vyznamné politické a socidlni postoje generuji mnohdy do neoficidlnich struktur, vyustujicich
dokonce i v nasilné konfrontace s policii. Autorky bohuZel nespecifikuji rasové pozadi této
skutecnosti, presto ¢i pravé proto by tato skute¢nost mohla a méla byt impulzem pro nas vyzkum na
poli socialné, kulturné a politicky znevyhodnénych skupin.

Problematika etnickych minorit je v dalsi kapitole reflektovana vyzkumem americkych autor(
zabyvajicich se nesporné palCivym tématem rizikovych forem chovani hispanské mladeze. Text jasné
pojmenovava socializacné problémovou skupinu, kterou v soucasnych Spojenych statech nesporné
hispanska mlddez tvofi. Autofi tuto skutecnost dokumentuji relevantnim daty o konzumaci alkoholu
a drogové zavislosti, které jsou pravé v této kategorii mladeze zifetelné vyssi nez u bilych a ¢ernych
vrstevnik(. K pri¢indm této skutecnosti se pricitd zejména nizka rodi¢ovska kontrola a nedostatecna
akulturace této stale rostouci ¢asti americké populace. O to naléhavéji je doporucovana praxe
autoritativniho vychovného stylu s dirazem na dlslednou rodicovskou kontrolu a zvySeny zdjem
o kazdodenni béh Zivota déti ze strany rodicl. Tento imperativ vSak postrada zakladni oporu na padé
spolecensky efektivnich preventivnich iniciativ. Autofi tak s vysokou znalosti problematiky doporuduji
velmi konkrétni a prakticky nosné strategie tykajici se zvySovani schopnosti komunikace s détmi,
a to jak na verbalni tak na nonverbalni Urovni. Velkou slabinou pravé permisivnich forem rodi¢ovské
vychovy je nedostatek komunikace ve snaze predejit konfliktlim, zvlasté pokud se ze stejnych diavodu
Ucelové prehlizeji moiné negativni vlivy ze strany vrstevnikl. | zde je tedy jako zakladni
nezastupitelna cesta prevence negativnich forem chovani a jednani mladeze doporucovan
autoritativni rodi¢ovsky vychovny styl, cilené podporovany praktickou osvétovou, informacni
a v zasadé vychovnou praci vychovnych a socialnich pracovnikd smérem k adekvatnim formam
rodicovské autority jako nepochybné nejefektivnéjSiho preventivniho kroku na poli prevence
kriminality mladeze. To vSak predpokld pfimocaré pojmenovani zdroji a pfi¢in daného problému.
Americkym autorim této kapitoly se to, jak se zda, podafilo. Naopak nas spiSe nekonkrétni,
polovicaty, preventivné neucinny pristup obecné k palCivym problémU0m minority je tak spise
zaméreny na nesmirné nakladné ,feseni” jejich disledkd, nikoli skutecnych pficin.

Zajimavy pohled na problematiku rodi¢ovské vychovy nabizi editorka recenzované prace spolu
s byvalym doktorandem Fakulty sportovnich studii Masarykovy university Eugenem L. Davidsem
vyzkumnym tématem orientovanym na dopad rodicovské authority na zdravotni zodpovédnost,
pohybovou aktivitu a stravovaci navyky. Toto téma v globdlnim méfitku nabyva na vyznamu
a aktudlnosti zejména s rozsifovanim sfér tzv. sedavé spolecnosti (klesajici potfeba pohybu a fyzické
namahy v praci, domacnostech a osobni dopravé) a s razantnim ndarustem obezity predevsim déti
a mladeZe za situace, kdy naopak nejen z ekonomického pohledu stoupd vyznam aktivniho pfistupu
k Zivotu a tedy i zodpovédnosti za osobni zdravotni kondici. Na vzorku 457 venkovskych teenagert
z okoli Kapského mésta byl cestou metody Zdravi podporujictho modelu (Health promotion model)
proveden vyzkum tykajici se zdravého Zivotniho stylu adolescentl, ktery je zde vymezen jako
individualni chovani podporujici zdravi, pocit osobni pohody a osobnostniho rlstu. Pfitom i v pfipadé
venkovskych jihoafrickych adolescentll se projevuji negativni dopady sedavého zplsobu Zivota
spojeného s poklesem zajmu o pravidelny pohyb a naristem konzumace tucnych a sladkych jidel.
| zde se ukazuje, Ze pravé rodiCe vyznamné pUlsobici v podpofe zasady aktivniho zdravi,
tedy vstépovani celozZivotni zdsady péstovani pravidelného pohybu a raciondlnich starvovacich
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zvyklosti, jsou zpravidla nositeli autoritativniho vychovného stylu, jiz jsou si plné védomi své
zodpovédnosti za ekonomicky, socidlni a psychologicky rozvoj svych déti ¢i adolescentd.
Pfitom matky v tomto smyslu pozitivnhé plsobi zejména v oblasti zodpovédnosti za individuaini zdravi
a stravovaci zvyklosti; otcové jsou spiSe orientovani na miru podpory pohybovych aktivit svych
potomkd. Nejslabsi ulohu pak v dané oblasti vychovného plsobeni sehrava autoritafsky pristup
k vychové déti a adolescentd.

Nesporné jedinecné téma rodi¢ovského pfistupu adoptovanych déti z odliSného kulturniho prostredi
nabizi novozélandsky ptispevek z pera Anity Bibbs. Jde o adopce etnicky, rasové ¢i kulturné odliSnych
déti, které dnes z globaliho hlediska vysilajicich zemf zasahuji Cinu, Rusko, Guatemalu, Koreu, Etiopii,
Kolumbii, Haiti a Vietnam. Naopak nejvice déti v tomto globalnim ramci je adoptovano v USA, Itdlii,
Francii, Spanélsku, Holandsku, Svédsku a Kanadé, coz nesporné specifickym zptisobem ilustruje slabé
a silné stranky soudobé globdlni spoleé¢nosti. Pritom tato forma adopce svoji unikatnosti
a specifickymi problémy nabizi fadu vyzev, benefitl a jedinecnych forem uspokojeni; klade vsak
nesmirné naroky na schopnost uspokojeni kulturnich a duchovnich hodnot adoptovanych déti,
narok( na zdravotni péci a specifickych vychovné vzdélavacich postupt, a to zejména v pripadech
mozného prekonavani kulturnich a zejména rasovych predsudkl nového kulturniho prostredi,
v situaci, kdy kupfikladu zarazeni ditéte do multikulturni Skoly je vyraznym prediktorem pfirozeného
vychovného a socializaéniho procesu. Studie pfipomina zejména pripravna stadia adopce devatenacti
ruskych déti v sedmndcti novozélandskych rodinach, které byly postaveny i pted zasadni problém
nového usporaddni pracovnich povinnosti s cilem co nejucinnéji a nejptirozenéji komunikovat
s adoptovanym ditétem. Pfitom neni pochyb o tom, Ze zejména v pocatecnich fazich adopce je
mnohdy zapotiebi odbornikd na budovani mezilidskych vztahl ¢i specialistd v oblasti pedagogiky,
prava, socialni prace a psychologie. Transkulturni adopce déti je nesporné zavainym (stejné jako
zpravidla Uctyhodnym) krokem cilicim k vyvazené a harmonické sebeidentifikaci jedince, ke zdravym
mezidskym vztahim, k osvojeni si novych kulturnich hodnot, dosaZeni pfiméreného vzdélani,
odstranéni pfipadnych traumat, schopnosti distojné celit pripadnym rasistickym postojim a zejména
k aktivnimu pfistupu k osvojemym détem jako suverénni osobnosti obdarené v dospélosti schopnosti
resit ndlezitym a obecné pfijimanym zplsobem vyzvy, problémy a uskali, které Zivot obecné pfinasi.

Problematika matefské péce o preadolescentni jihoafrické déti ve véku 10-12 let je dalSim z pestré
palety témat recenzované prace. Na zdkladé Vygotského sociokulturni teorie akcentujici hodnotové
kulturni vyvoj jedince v pfimé reflexi se zkuSenostmi realného socidlniho svéta dospélych, potvrzuje
vyzkum osmi desitek jihoafrickych matek zndmou skute€nost, Ze materska péce o déti ve véku 10 az
12 let ptinasi zcela unikatni zkuSenosti spojené s intergeneraénim napétim preadolescentd,
vnimanym vétsSinou jako obdobi ,bourek a stresu”: Pfitom vétSina déti v tomto véku je silné citové
zranitend, coZ ponechdva prostor pro materskou autoritu pfedevsim v pfipadech, kdy vztah matka-
dité je posilovan pratelskymi otevienymi vztahy kamarddstvi. | pro jihoafrickou rodinu ve zvySené
mife plati, Ze navozeni takového vztahu je zpravidla silné erodovdno i vnéjSimi socialné
ekonomickymi problémy, kterym je rodina rliznou mérou a intenzitou vystavena.

Dalsi tématicky vyhranéna kapitola se tykd nejenom v Ceském prostiedi spiSe opomijené
problematiky, a to dopadu socializa¢né vychovného vlivu rodiny v oblasti naboZenské viry.
Honkgonsky pfispévek vychazi ze specifik asijského kulturniho prostfedi a povaZuje naboZenstvi
v podobé religiozity déti a mladeZe z hlediska socializacniho a vychovného jako mnohdy ucinny
hodnotové hluboce ukotveny nastroj prevence depresivnich symptomu a emocnich stresu, zavislosti
na navykovych latkach, kriminalniho jednani, rizikového sexudlniho ¢i sebevraZzedného jednani
a tendenci. To plati zejména v pripadé praktického hodnotového dopadu naboZenstvi v tradicnich
rodindch pevnych partnerskych a generacnich vazeb; v moderni cinské spolecnosti s rostouci
rozvodovosti je pak tento eticky a hodnotovy vyznam naboZenstvi erodovan, stejné jako v nedavné
politicky, kulturné ¢i ideologicky bouflivé historii nasi spole¢nosti

Poslenim tématem Siroce rozkroené problematiky rodi¢ovského vychovného stylu,
ktery recenzovana kolektivni monografie nabizi, je dopad konzumece alkoholu v téhotenstvi na
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mentalni a fyzicky vyvoj ditéte. Kanadska studie shrnuje dostupné vysledky klinickych Settfeni v této
oblasti a pfipomind, Ze prvni zaznamy z této medicinsky a socialné problémové sféry pochazeji az
z konce 19. stoleti, proto se tedy alarmujici dopad téchto ptipad(l dostal do Sirsiho povédomi
odborné a pozdéji i laické verejnosti diky francouzské psychiatrii konce 60. let minulého stoleti.
Pfitom zfejmé nejnicivéjsi dopady alkoholismu rodicl na jejich potomky jsou trvale zaznamenavany
v Rusku, kde je také statisticky nejvétsi konzumace tvrdého alkoholu na obyvatele (ro¢né 22,3 litr().
Studie pfipomina devastujici ucinky prenatdlniho alkoholismu na dité jak v oblasti intelektualni,
mentalni a emotivni, tak i v oblasti sociadlni. Navic se stale vice aktualizuji nesmirné spolecensky
nakladné dopady takto postiZzenych jedincl, z ¢ehoz rezultuje zvySena pravdépodobnost poruch
chovani, nepravidelnd skolni dochazka, drogova zavislost, nestandartni formy sexudlniho chovani,
neschopnost opatfit si a udrZet stabilni bydleni a zajistit si vlastni existenci trvalym kvalifikovanym
zaméstnanim. Je nepochybné, Ze i tato socidlné zavazna oblast socialni patologie vyZaduje pouceny
a rozhodny pfristup ze strany odbornikd jiz tim, Ze takto handicapovany jedinec je nejen sdm o sobé
a pro sebe problémem, ale zatéZuje spolec¢nost neschopnosti byt jeji integralni a pfinosnou soucasti
a nikoli trvalou ekonomickou ¢i dokonce bezpecnostni zatézi.

Tématicky bohaté komponovand prace badateld rady zemi a Siroké palety odborného zaméreni
nabizi fadu nikoli béZzné dostupnych poznatk( a informaci, které svym odbornym ukotvenim oslovi
zejména pedagogy; nemensi vyznam predstavuje pro oblast socidlni pedagogiky, psycholoigie
Ci teorie a praxe socialni prace. V fadé vyzkumnych dat a zavérl by ¢tenaf nepochybné uvital jasnéjsi
praxi cilené&ji ujasnilo blizsi socialni, etnické ¢i dokonce rasové ukotveni respondentd. Plati to zejména
pro jihoafrické studie a ceskému pozornému c¢tendfi to nikoli ndhodou mize pfipominat Casto
politicky ¢i ideologicky ,, dobfe minénou” starategii, kterd mulzZe sice pfrispivat k jisté ,odborné
korektnosti”, ovsem za cenu sniZovani Ucinnosti jiz tak nesnadnych cest feseni existujicich probléma.
Plati to zfejmé jak v pfipadé pristupu k multirasové ¢i multietnické jihoafrické nebo kanadské
spolecnosti, tak pro etnicky socidlné problémové skupiny v ¢eském prostredi.

Ales Sekot
Fakulta sportovnich studii Masarykovy univerzity v Brné
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Informace

Valna hromada Asociace vzdélavatelii v socidlni pedagogice

Valna hromada Asociace vzdélavatel( v socidlni pedagogice se 8. 2. 2016 sesla v rdmci svého rfadného
zasedani na pldé Cyrilometodéjské teologické fakulty Univerzity Palackého v Olomouci. Zvoleni byli
¢lenové vykonné rady ve sloZeni Mgr. Jakub Hladik, Ph.D. (pfedseda), PhDr. Jifi Pospisil, Ph.D.
(mistopfedseda), prof. PhDr. Blahoslav Kraus, CSc., PhDr. Jitka Lorenzova, Ph.D. a Mgr. Milena Obrink
Hobzova, Ph.D. (tajemnik). Schvéalena byla Uprava stanov, vyrocni zprava a zprava o hospodareni.

Priority ¢innosti Asociace na dalsi funkéni obdobi vykonné rady projednané na valné hromadé se daji
rozdélit do dvou oblasti:

1. Vzdélavaci: Cilem je wvypracovdni standardl vzdélavani oboru socidlni pedagogika.
Standardy maji ur¢ovat zejména obsah studijniho oboru socialni pedagogika, rdmcové také cile
a profil absolventa. Maji byt voditkem pro vzdélavatele v tomto oboru a maji tvofit vzdélavaci
zaklad spolecny pro vsechny studijni obory socidlni pedagogika. Standardy maji doporucujici
charakter s dostate¢nym prostorem pro individudlni rozdily v zaméreni jednotlivych pracovist.
Vzdélavaci standardy ptispéji k profesnimu ukotveni socialniho pedagoga v legislativé a nasledné
i praxi.

2. Legislativni: Prace ¢lenl vykonné rady i ostatnich ¢lend Asociace se bude soustiedit na prosazeni
pozice socidlniho pedagoga do zdkona o pedagogickych pracovnicich. Navazuje se tak na aktivity
v minulém obdobi, kdy byl vypracovan dokument Ndvrh na zarfazeni profese socidlniho
pedagoga do zdkona ¢ 563/2004 Sb., o pedagogickych pracovnicich. Zprava byla zaslana
do Vyboru pro védu, vzdélani, kulturu, mladez a télovychovu Poslanecké snémovny
a Senatu Parlamentu Ceské republiky. Tato zprava slouzila také jako jeden z podklad(i pro studii
proveditelnosti Zavedeni pozice socidlniho pedagoga do $kol vypracovanou spolecnosti
Tady a ted a Demografickym informaénim centrem pro Ministerstvo Skolstvi, mladezZe
a télovychovy Ceské republiky. Neexistence socidlniho pedagoga v soucasné skole negativné
ovliviiuje praci uditeld a fungovani Skol. Ucitelé jsou nuceni soustfedit pozornost nejen
na samotnou vyucovaci ¢innost, ale také na socidlni a vychovné problémy zakl casto spojené
s jejich rizikovym chovanim. Socidlni pedagog se ma ve Skole soustfedit zejména na tyto Cinnosti:
socialné vychovnou a preventivni, vzdélavaci a osvétovou, podplrnou, intervenéni a ochrannou,
poradenskou, mediacni, analyticko-diagnostickou a depistazni.

Vramci legislativni oblasti se ¢innost Asociace zaméfi také na normy zasahujici do socidlniho
segmentu prace socidlniho pedagoga. Budou pokracovat zapocatd jednani na MPSV smérujici k tomu,
aby absolventi oboru socidlni pedagogika nenaradzeli na legislativni prekazky pti uplatnovani
se v resortu tohoto ministerstva.

Asociace vzdélavatelll v socidlni pedagogice vznikla v roce 2013 jako sdruZeni osob, které se podileji
na vzdélavani nebo ¢innosti v oblasti sociadlni pedagogiky na GUzemi CR. Zakladnim cilem je rozvijet
socialni pedagogiku jako studijni a védni obor véetné jeho aplikaci v praxi.

Jakub Hladik
pfedseda Asociace, Fakulta humanitnich studii Univerzity Tomdse Bati ve Zliné
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Nekrolog
Ohlédnut{ za panem docentem Jiljim Spi¢dkem (1934-2016)

Doc. PhDr. lilji Spi¢ak, CSc. se narodil 10. ¢ervna 1934 v Prostéjové. Tam ziskal zakladni vzdélani
a vystudoval Obchodni akademii. Hudebni naddni rozvijel hrou na housle na tehdejsi Hudebni skole
v Prostéjové.

Pedagogickou kariéru Jilji Spi¢ak zahdjil vroce 1952 v Pierové (MEOPTA) jako pomocny ucitel,
kde pusobil jeden rok. Poté absolvoval vojenskou zakladni sluzbu. Po ndvratu v pedagogické draze
pokracoval jako ucitel Osmileté stfedni Skoly v Olsanech u Prostéjova vyucovacich predmétd rusky
jazyk, zemépis a hudebni vychova. Byl aktivni ve vychové mimo vyucovani, organizoval turistické
vylety a vedl UspésSny 40 clenny pévecky Zakovsky sbor. V dobé vzniku Pedagogického institutu
v Olomouci se vroce 1959 stal vysokoskolskym ucitelem na katedife pedagogiky v kabinetu
mimoskolni vychovy. Pocatkem prosince 1959 se uskutecnila druhé exkurze vybranych studentl do
Ceskoslovenského pionyrského tabora v Seéi, kterou J. Spi¢ak organizaéné zajistil.

Svou odbornost rozsifil do oblasti pedagogiky a postupné ziskal titul PhDr., posléze CSc.
a byl jmenovan docentem. | po obnoveni Pedagogické fakulty Univerzity Palackého v Olomouci byl
vyznamnym ¢lenem pracovniho tymu katedry pedagogiky.

Docent Jilji Spi¢ak se profiloval v teorii vychovy, zejména pokud jde o teorii a metodiku vychovy mimo
vyucovani pro vychovatele vdomovech mlddeze, psal Uvody do metodiky zajmovych cinnosti
v domové mladeze a do teorie a metodiky vychovné prace pro vychovatele. Po roce 1990 byl
odbornym garantem studijniho oboru a programu vychovatelstvi. Se studenty absolvoval letni i zimni
kurzy pobytu v pfirodé. Tam byl i metodicky zdatnym pedagogem s mnoha dovednostmi jako jsou
orientace v ptirodé, lyZzovani, herni ¢innosti, zpév a hra na housle a kytaru. Rokem 1990 nastal
pocatek rozvoje discipliny i studijniho oboru socialni pedagogika. V roce 1993 vysel jeho ucebni text
Prostfedi z pohledu socidlni pedagogiky jako pfispévek k feseni dil¢iho vyzkumného ukolu k ptipravé
k ziskani pedagogické zpUsobilosti ve vysokoskolském studiu vychovatelstvi. Jak sdm autor napsal
v Uvodu, jde sice o izolovanou, ale ucelenou vyse€ z rozsadhlé socidlné pedagogické problematiky.
Text slouzil také studentim vysokosSkolského studia uditelstvi a dalSim zdjemcim z fad studentl
dopliujiciho studia.

Pan docent Spi¢ak se angaoval i v ramci Ceské pedagogické spoleénosti k vytvareni a profilovani
socidlni pedagogiky jako pedagogické discipliny, a to v odborné skupiné vysokoskolskych ucitell
z rlznych univerzitnich fakult. Aktivné se zucastnioval na pfipravé i konani odbornych konferenci
k alternativni pedagogice, které poradala tehdy jiz katedra pedagogiky s celoskolskou plsobnosti.
Slo o zajistovani vyuky veskerych teoretickych pedagogickych disciplin v ptipravé uéitelt zakladnich
a stfednich skol na Pedagogické fakulté, Prirodovédecké fakulté, Fakulté télesné kultury a Filozofické
fakulté Univerzity Palackého.

Docent Jilji Spi¢ak byl dobrym ucitelem studentlim, oblibenym i véZenym, examinatorem a
predsedou komise pro statni zavérecné zkousky, kde jsem mél prilezitost byt coby ¢len komise po
fadu let pfitomen. Pana docenta Spi¢aka jsem mél moZnost poznat téZ jakozto $kolitele v doktorském
studijnim programu, kdy ke vSem svym doktorandim pfistupoval moudrfe a s erudici. Jak jsem sam
mohl pozorovat a jak mi potvrdil syn pana docenta, tak i po dovrseni Sedesati let jej stdle naplfiovala
pedagogicka profese, ktera mu pfinasela radost a vracela mu vynaloZenou energii. Po dovrseni
Sedesati péti let uz mu nebylo umozZnéno dale odborné a lidsky plsobit na studenty, kterym zasvétil
velkou ¢ast své celoZivotni profesni drahy. A tak profesi opustil jeden ze sluzebné nejstarsich uciteld
Pedagogické fakulty UP Olomouc, na které pusobil vletech 1960 az 2000. Svij dalsi Zivot vénoval
zejména rodiné, manzelce, détem a vnoucatlim. TaktéZ az do doby, kdy mu to nemoc znesnadnila
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a posléze uplné znemoznila, se setkdval s pisnickou pfi jeho kytare Ci s houslemi s prostéjovskymi
old skauty poté, co se pro roce 1990 vratil do obnoveného Jundka — ¢eského skauta.

Pan Doc. PhDr. Jilji Spi¢ak, CSc. zemfel po deli nemoci v prost&jovské nemocnici dne 26. Ginora 2016.
Na prostéjovském hrbitové jsme se snim rozloucili dne 4. btezna 2016. Pedagogickd fakulta

Univerzity Palackého v Olomouci dala zesnulému velky vénec s Zivymi kvéty a se stuhou. Cest jeho
pamatce.

Antonin Blzek

odbornik z praxe, drive plsobici na Pedagogické fakulté Univerzity Palackého v Olomouci
a na Fakulté humanitnich studii Univerzity Tomdse Bati ve Zliné
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