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A Message from the Editors

Dear Colleagues,

We are very pleased to publish your working paper in the conference proceedings. This issue
covers papers and contributions presented at the 11th International Adult Education Conference —
In Diverse Learning Environments (IAEC 2021), held on 14th and 15th December 2021 in Prague,
Czech Republic. This year we built on the success of the 2020 Virtual Conference and also enabled
a hybrid of virtual and face-to-face presentations. The conference was traditionally organized by
Czech Andragogy Society in main cooperation with Charles University in Prague. We have been
working with Matej Bel University in Banska Bystrica (Slovakia) and University of Warsaw
(Poland). Charles University is the oldest university in Central Europe.

The university traditionally supports and implements excellent science in the field of humanities
and other sciences. The Czech Andragogy Society is the largest professional organization in the
Czech Republic, dealing with the development and research in adult learning and education.

The 11th edition of the conference was also strongly influenced by the ongoing Covid-19
pandemic. Therefore, most contributions reflect current education issues. The content of the book
of proceedings thematically corresponds with the main topics of the conference:

Augmented reality — co-teaching, virtual and digital competences

New challenges for professional development

Social capital potential

Up-to-date educational needs in the school environment

Issues related to factors that affected both formal and non-formal education were addressed.

The presented working papers are direct outputs of the authors, which have not undergone any
review process and are presented as submitted by their authors.

May 2022

Jaroslav K¥iZ & Danuse Dvoiakova, editors
Charles University, Prague, Czech Republic
Czech Andragogy Society



Educational Needs of Teachers in Slovakia with Special Focus on Risk Behaviour of Pupils
Vzdelavacie potreby ucitelov na Slovensku s osobitnym zretelom na rizikové spravanie Ziakov
Ingrid Emmerova, Tomas Jablonsky

Abstrakt:

Stadia priblizuje su¢asnu situdciu rizikového spravania Ziakov a poukazuje na nedostatoénti
pripravenost’ u¢itel'ov na ich predchadzanie ako aj rieSenie v beznej §kolskej praxi. Poukazuje na
nevyhnutnost’ analyzy vzdelavacich potrieb uéitel'ov, osobitne v oblasti prevencie a rieSenia
rizikového spravania ziakov. Mimoriadne aktudlnou sa stdva poziadavka permanentného
vzdelavania ucitel'ov v oblasti prevencie a rieSenia rizikového spravania ziakov.

Abstract:

The study reflects on the current situation of risk behaviour of pupils and points to the insufficient
preparation of teachers in terms of preventing and dealing with such behaviour in common school
practice. It points out the necessity of an analysis of educational needs of teachers, especially in
the area of prevention and dealing with risk behaviour of pupils. Especially topical is becoming
the requirement for permanent education of teachers in the area of prevention and dealing with
risk behaviour of pupils.

Kracové slova:

vzdelavacie potreby ucitelov, rizikové spravanie ziakov, prevencia rizikového spravania ziakov,
rieSenie rizikového spravania ziakov, vzdelavacie potreby ucitel'ov v oblasti rizikového spravania
ziakov

Key words:
educational needs of teachers, prevention of pupils’ risk behaviour, dealing with risk behaviour
of pupils, educational needs of teachers in the area of risk behaviour of pupils

Introduction

The range of problem and risk behaviour of pupils is wide (from petty offence through
violation of school regulations up to serious socio-pathological phenomena) and it is constantly
changing.

Expert literature provides various aspects of risk behaviour of pupils, worked out on
theoretical and empirical level. Vast majority of scientific studies and researches is focused on
occurrence and analysis of prevalence, forms, causes and consequences of risk behaviour of
children and youth (Bellova, Sivdkova & Tistanova, 2019; Jan & Husain, 2015; Niklova,
Novocky & Dulovics, 2019). Besides the phenomena that have been present among pupils for
years (truancy, experimenting with drugs, etc.), new trends are spreading in the occurrence of
problem behaviour of pupils such as binge-drinking with the intention to get drunk as soon as
possible and especially new risks connected with online environment. The results of researches
and official statistics show sharp increase in some kinds of problem behaviour, e.g. eating
disorders. As stated by Emmerova & Jablonsky (2019), implementation of effective preventive
measures requires prognosing the probability of occurrence of a given phenomenon/phenomena
and to think about the selection of methods and forms of intervention, in the area of primary and
secondary prevention in the school environment.

A very common problem nowadays is aggressive behaviour of pupils. In school practice
it is not uncommon to experience even aggressive behaviour of pupils towards teachers; this
phenomenon has been mentioned by several authors (De Wet, 2020; Garrett, 2014; Kopecky &
Szotkowski, 2017; etc.).

Truancy represents a substantial socio-educational problem which probably concerns
every school. It can be closely connected with other negative phenomena of more substantial
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character. Effective dealing with truancy, as well as effective prevention of course, requires to be
aware of its causes (Thomas, 2017).

Current situation is also characterized by spreading of new negative phenomena connected
with information technologies. The usage of modern technologies brought along with many
advantages also many risks and threats, especially for children and youth (Juszczyk, 2014;
Kopecky, Strilkova, Szotkowski & Romero-Rodriguez, 2020).

One of the most wide-spread and most dangerous online phenomena is cyberbullying. The
theoretical-empirical dimension of cyberbullying (from the perspective of its occurrence, forms,
causes, but also prevention and dealing with) has been in the centre of attention in Slovakia and
abroad for several years already. Researches of cyberbullying among pupils in Slovakia were
undertaken especially by Holld & Hanuliakova (2017), Niklova & Maktichova (2018) and others.
For example, in Netherlands, USA, Germany and Thailand cyberbullying was researched by
Wachs, Whittle, Hamilton-Giachritsis, Vazsonyi & Junger (2018), in the Czech Republic it was
Kopecky & Szotkowski (2015) and they proved that cyberbullying is quite widespread.
Anonymous environment of the internet threatens children and youth also in connection with
sexually risk behaviour. Sexting and sextortion represent real dangers for pubescents and
adolescents, which was proved by the results of several (Frankel, Bass, Patterson, Dai & Brown,
2018; Holla, 2020; Wolak, Finkelhor, Walsh & Treitman, 2018).

Current state of risk behaviour in Slovakia

The situation in the Slovak school system is described in the Report on the state of
education in Slovakia and on systemic steps to the support of its further development (2013), in
which it is stated that a significant problem of the school system are security threats to pupils,
pedagogical and non-pedagogical employees. School employees point to insufficient education
and practical training in dealing with acute crisis.

The importance of systemic and effective prevention is also signified in the results of the
screening from 2013 (2014). Teachers from all regions (except Bratislava) mentioned pupils
whom they recommend for educational counselling and prevention facilities, because their
behaviour cannot be handled by conventional pedagogical measures at school. In the screening
set, among occurrences of problem behaviour, dominates impulsive behaviour of pupils (38,40%),
negativistic behaviour (34,15%) and inclination to the problematic group (32,27%). Teachers
from the screened schools would recommend into counselling care 18,10 % of pupils. All
manifestations of the problem behaviour do not concern only the secondary level pupils; compared
to the past we have noticed a sharp increase of problem behaviour among elementary level pupils.
High increase of problem behaviour can also be seen among girls.

Rovnianova (2013) in her research discovered that maintaining discipline in a classroom is
considered to be one of the most demanding pedagogical activities not only by fresh graduates of
teaching study programmes, but also by teachers with various length of pedagogical practice.
Future teachers should be lead to deeper knowledge about pedagogical situations and got to
understand them on the basis of expert reflection and self-reflexion of their supervised
pedagogical activity during studies, later in their practice and of high-quality offer of educational
programmes in continual education.

Educational needs of pedagogical and vocational training employees of schools in Slovakia

According to Prusakova (2010), an analysis of educational needs is the base stone of the
systemic approach to education; it is also necessary in connection with educating for the labour
market. Similarly, Kolek & Veteska (2018) point to high demands placed on the members of
society regarding flexibility as well as the level of education, which enables high competitiveness
in the labour market.



In Slovakia, there are various researches undertaken among teachers, including researchers
that are focused on an analysis of the educational needs of teachers and vocational training
employees of schools and school facilities.

Current challenge of today’s school practice lies in the readiness of teachers to implement
effective prevention and to deal with behavioural problems in an adequate way. According to
Rovnianova (2015), 73,8% of teachers perceive subjective deficiencies and the need for further
improvement through education in the area of prevention and correction of risk behaviour.

Nekorancova, Hulin & Fusek Svingalova (2017) introduce the analysis of educational
needs of pedagogical and vocational training employees of the educational counselling and
prevention system. On its bases was created a list of instructional courses for the purchased
psycho-diagnostic methods and tests.

Interesting findings were obtained through an analysis of educational needs of pedagogical
and vocational training employees in preschool education focused on children from marginalized
Roma communities (Rosinsky, Rusndkova, Lipnicka, Kriz & Gasparova, 2013). Its results show
that vocational training employees need diagnostic tools for objective diagnosing children from
marginalized Roma communities and supportive services of other subjects and institutions directly
in the field of kindergartens. They consider cooperation with parents to be most important. They
also named other everyday problems in education of these children: lack of concentration,
aggressiveness, difficulties with adaptation and in cooperation with parents.

In 2012 a team of experts undertook an analysis of educational needs of pedagogical and
vocational training employees of elementary schools. This research was also focused on the area
of working with children from marginalized Roma communities. Its authors (Petrasova et al.,
2012) worked out recommendations for the creators of continual education programmes for
pedagogical and vocational training elementary school employees. The results of their research
point to insufficient preparedness of pedagogical and vocational training employees to perform
certain specific activities in dealing with difficult situations. Among vocational training
employees they identified areas in which they would like to educate themselves, of which we
choose the following:

- practical skills for working with children from marginalized Roma communities, prevention
and elimination of socio-pathological phenomena;

- to get acquainted with new diagnostic tools, new methods, ICT,;

- new methods of prevention of socio-pathological phenomena respecting their specificities,
culture and talents (music, motion);

- how to motivate parents of children from marginalized Roma communities to cooperate, and
others.

Emmerova (2015) presents the results of an analysis of educational needs of school social
pedagogues. All respondents assessed the situation in the area of further education as
unsatisfactory. Within education they would be interested in the following areas: aggressive
behaviour of pupils and bullying, effective cooperation of schools with families, prevention and
dealing with problem behaviour of pupils, how to work with pupils with ADHD (despite its being
a special-pedagogical issue, the increasing number of pupils with ADHD at schools invokes the
need to have basic information on how to work with them).

Especially topical is the requirement for permanent education of teachers (VeteSka, Kolek
& Hrudkaj, 2017), also in the area of prevention and dealing with risk behaviour. Teachers from
the practice should participate on educational activities and develop their professional
competences.

Conclusion
School as a professional institution provides also implementation of prevention. All
teachers must participate on it. Competence profile of elementary and secondary school teachers
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states that teachers must be aware of the risks of socio-pathological phenomena and of the
possibilities of primary prevention and correction, they reveal manifestations of risk behaviour,
evaluate effectiveness of interventions (solutions). At schools it is therefore necessary to
implement prevention and effectively deal with possible manifestations of risk behaviour of
pupils.

That is the reason why it is necessary to realize analysis of educational needs of teachers
— so that we can offer them such educational activities that reflect real needs of teachers in the
area of prevention and dealing with risk behaviour of children. Interesting piece of information is
pointed out by Novocky, Dulovics and Petrik (2021). According to them, dealing with bullying
from the perspective of pedagogues is a subcategory of the research which in the empirical
dimension is not very well discussed. It is still important to undertake researches of risk behaviour
of pupils.

Especially topical is becoming the requirement for permanent education of teachers in the
area of prevention and dealing with risk behaviour of pupils; they should participate on
educational activities and purposefully develop their competences.
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Educational potential of the current practice of social and legal protection of children and
social guardianship

Vychovny potencial soucasné praxe socialné-pravni ochrany déti a socialni opatrovnictvi
Miriama Boris¢akova, Beata Balogova, Martin Hamade;

Abstrakt:

Predmetny ¢lanok informuje o zmenach praxe socidlnopravnej ochrany deti a socialnej kurately
na Slovensku a ponuka reflexiu z realizované¢ho vyskumu. Realizovany vyskum na podklade
integrovanej vyskumnej stratégie (Louckova, 2010; Creswell, 2009) priniesol vysledky
reflektujuce pritomnost’ efektivity v sucasne navrhnutych a zdkonom deklarovanych socialnych
intervenciach. V druhej rovine vysledkov sa stretdvame s bariérami, ktoré tito efektivitu narusaju,
pricom podl'a profesiondlov z danej oblasti socidlnej prace st moznosti rieSenia uskutocnitelné.

KIucové slova:
socialnopravna ochrana deti, socidlna kuratela, efektivna praxe, efektivne socidlnej intervencie,
moznosti zmeny

Abstract:

This paper reports on the research findings regarding the changes in the practice of social and
legal protection of children and social guardianship in Slovakia. The methodological framework
of the research was integrated research strategy (Louckova, 2010; Creswell, 2009). The research
findings indicate the efficiency of the currently proposed and legally declared social interventions.
On the other hand, we encounter barriers that undermine this efficiency; yet, according to social
work professionals, the solutions are feasible.

Key words:
social and legal protection of children, social guardianship, effective practice, effective social
intervention, possibilities of change

Introduction

Social and legal protection of children and social guardianship can be considered one of the most
demanding areas of social work. This is so due to a wide range of clients, from children to adults,
and due to the diversity of social problems these clients have. Claiming so is justified also by the
normative framework in Act No. 305/2005 on the social and legal protection of children and social
guardianship, declaring numerous social interventions. The recent years evidence a growing
interest in learning about the practice in this area of social work, which is mainly owing to the
legislative and institutional changes. Based on two theoretical currents, namely the general theory
of systems (Held, 2000; Walker, 2019) and theories focused on the sociological study of deviation
(Caprara, Dodge, Pastorelli and Zelli, 2006), the main research intention was to determine whether
changes in social interventions are perceived more effectively. It was studied in social intervention
related to juvenile forensic clients.

1 The process of legislative changes in social and legal protection of children and social
guardianship

Regarding social and legal protection of children and social guardianship, the changes in
legislation and in the practice were implemented gradually, following specific intervals. This is
evidenced by the depicted current state of knowledge, the individual time periods, or specific
changes in the mentioned act.

At the beginning of 2018, we learned about the planned changes in the legislation, which directly
affected the implementation of social work in the field of social and legal protection of children
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and social guardianship (hereinafter referred to as SLPCh&SG). More precisely (Ministry of
Labor, Social Affairs and the Family od Slovak Republic, 2018; our translation):
An amendment to the Act on social and legal protection of children and social guardianship
brings changes that will provide for the increase in the quality of performance, will improve
conditions in the facilities of social and legal protection of children and social guardianship,
but especially will create conditions for greater availability of various forms of professional
assistance to vulnerable families in crisis.
We dare venture that the changes formulated in this way indicated a “heavy workload” that the
Ministry of Labor, Social Affairs and Family of the Slovak Republic decided to take on. On the
other hand, of course, these are changes that are feasible and, we dare say, necessary for the given
area of social work. As follows from the legislation, this is a sector that includes three major areas,
namely:

- protection of the rights of the child,

- surrogate family care,

- and implementation of measures in the facilities for social and legal protection of children

and social guardianship.

“The act, contributed by the Ministry of Labor, in particular aspires to ensure that children stay
longer in the family environment, or have a chance to experience it again once excluded from the
original one” (Nadacia J&T, 2019; our translation).

When we look at modifications in the legislation in more detail, e.g. in the protection of
the rights of the child, we learn that this protection of SLPCh&SG is part of the protection of
children's rights defined in international documents, such as Convention on the Rights of the
Child. In this context, the legislation is supplemented in the section on equal treatment, worded as
follows (Act 61/2018 Coll., Supplementing in Act No. 305/2005 Coll., section 7, subsection 3;
our translation):

The following is forbidden to be used as a disciplinary measure: the prohibition of contact with
parents and other close persons, social exclusion, the requiring of excessive physical
performance, the requiring of appearance alteration and wearing degrading clothing,
unjustified interference with diet, and other disciplinary measures and work practices that may
cause humiliation and unduly interfere with the child’s human dignity. It is forbidden to use a
disciplinary measure against a child only because it is part of the same group of children within
which is a child against whom a disciplinary measure is to be used. The child must not be
responsible for making decisions or determining the disciplinary measures against another
child.

These and other amendments (implemented from 2018 to 2021) identify the effort to increase the
protection of the child and their rights which are ensured in compliance with adhering to
SLPCh&SG measures. As Hovanova & Slosar (2020, p. 6; our translation) state,

[t]he social and legal protection of children and families comprises elements of legal and social
protection. This provides for the framing, legislative, economic, environmental, and
institutional conditions for the functioning of the family. At the same time, which is especially
important, it creates space for exercising responsibility on the part of the family.

This claim is pre-conditioned by the measures that the current practice of SLPCh&SG has at
its disposal when working with clients.

The legislation defines these SLPCh&SG measures and the way of their implementation,
or a problem area that they are related to (Act No. 305/2005 Coll., Sections 10 — 70; our
translation):

- measures for the social and legal protection of children and social guardianship to
prevent crisis situations in the family and to limit and eliminate adverse effects,

- measures to ensure the protection of the life, health, and favorable psychological
development, physical development, and social development of the child,

- providing a surrogate family environment,
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- implementation of measures of social and legal protection of children and social
guardianship in the facility,
- implementation of measures in the outpatient or field forms,
- measures for the social and legal protection of children and social guardianship of
financial nature.
The changes affected in great detail almost all statutory and guaranteed measures so that the initial
goal was met. It would be lengthy to describe the implemented legislative changes along with
their analysis; it can be found in the act concerned and in its available partial changes.
However, the following questions arise: How do these changes directly affect social
workers and social guardians in their work with the client? Does the change in the act also have
positive impact in the practice; has the initially intended goal been fulfilled?

2 Conceptual framework of the research

The practical dimension of social work within SLPCh&SG is represented by the mutual
interaction of individual subjects, professionals, such as social workers, psychologists, teachers,
special needs teachers, doctors, the police, the court, the client, the client's family, and others e.g.
individual institutions or organizations within which the client has been socially engaged.

This type of mutual cooperation complies with a participatory approach, which is taken
into account, e.g. in the case or family conferences (Kvasnakova, 2017; Levicka, 2017; Esposito
&Hattem 2017; Hoffman 2019). It is similarly emphasized in theoretical concepts that identify
the conditions under which it is ideal to solve the client's social problem in the forensic area. Two
theoretical frameworks were followed in the research, namely: 1. general systems theory, and 2.
sociological theory of deviation.

General systems theory (Slosar, 2017a; Slosar et al., 2017), based on the identification of
open and closed systems, offers a clear appeal for the implementation of social work with the
forensic type of client. The general systems theory prioritizes work with the system; the system
comprises e.g. the client's family or other groups of which the client is a member. The system as
such does not represent a single aspect to be analyzed so that a problem can be solved or
opportunities and resources found. The parts of the system of which the client is a member have
much greater impact or interaction force that affects the client’s current undesirable state. This
theoretical concept highlights the parts of the system (such as boundaries, norms, values,
relationships /marital, parental, neighborhood, peer .../, cultural aspects, economic status, social
roles, etc.) and suggests that all be examined and make part of the analysis directed at revealing
the main causes of the forensic event in the client. These opinions are also based on the assumption
that each action calls for reaction, or that the operation of one part of the system affects the other.
The conducted research proved these connections and confirmed this theoretical concept. Thus,
we present the correlations, their analysis, and qualitative verification identifying the impact of
aspects of pathology in the family in relation to the client's undesirable behavior.

The second theoretical concept that had to be taken into account both with regard to the
chosen type of client (juvenile forensic client) and to the social phenomena that occur in them
(deviant behavior, delinquent to criminal behavior and action) was the sociological theory of
deviation (Slosér, 2017b; Urbanova, 2006, 1998; Sej¢ova, 2002). It is indisputable that it is a
construct taking into account those social aspects of the client's life which, like the general systems
theory, identify potential threats and adverse effects. This is so also in the case of the theory of
social disorganization, which perceives the client's forensic behavior as a result of social events,
or the well-known labeling theory, or the theory of differential association clarifying forensic
behavior and action as a result of interaction and relationships with other people in specific groups.
All directions included in the sociological theory of deviation reflect one thing, namely the fact
that the client’s forensic behavior and action is the result of social events taking place in the
environment or groups that are part of their life. These theoretical constructs were also taken into
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account in the research, primarily in relation to social workers and guardians who are competent
to address this part (social dimension) of clients’ lives.

3 The research methodology

The initial question was transformed into a research plan expressed through a specific aim. The
aim of the research was to determine the effectiveness of selected social forensic interventions! of
a social worker working with a forensic client. The researched area of the forensic social worker's
practice was, of course, SLPCh&SG. The research was carried out at the beginning of 2021
(January — April); as the pandemic situation did not allow for personal contact, the research has
its limits. To achieve the set aim, we adopted an integrated research strategy (Louckova, 2010,
2014) that allows to link quantitative and qualitative levels of research. It contributes findings that
would be hard to obtain if approached piecemeal. In the first phase of the research, quantitative
analysis was carried out using the method of the original questionnaire? of effectiveness of
forensic social worker’s tools®. The research sample comprised 124 and/or 107 social workers of
SLP and social guardians (92.5% of women), who correctly filled in the questionnaires and met
two main criteria of the research sample: job position and experience with a juvenile forensic
client*. The average length of practice of the respondents was 8 years and the average age was 40
years. The respondents taking part in the survey came from all regions of the Slovak Republic,
which was perceived as an objective aspect adding to the representativeness value (for more
details, see Table 1).

Table 1: Respondents region distribution

Number of %
respondents
(N)

Bratislava Region 11 10, 3%
Trnava Region 6 5.6%
Trenéin Region 8 7.5%

Nitra Region 18 16.8%
Zilina Region 8 7.5%
Banskda Bystrica Region 10 9.3%
PreSov Region 15 14%
Kosice region 31 29%

In total 107 100%

! Regarding the forensics-oriented terminology, in the recent years we have been focusing on forensic social work,
which, as an Anglo-Saxon concept, is also inspiring for our conditions. In Slovak social work, we find forensic social
work in several areas including the following: social and legal protection of children, social guardianship, advocacy,
mental health and crime. Based on a detailed analysis of the researched issues of forensic social work, we came to
the conclusion that the terms forensic social worker and forensic client are used as synonyms for the names used in
our conditions.

2 1t should be emphasized that the questionnaire was pre-tested to assess its validity and reliability. Based on the pre-
test results, some parts of the questionnaire were modified. Only then was it used in the research.

3 The questionnaire consisted of 6 parts: 1. demographic data; 2. identification of the forensic client; 3. identifying
the relationship between the client's undesirable behavior and the pathological family environment; 4. determining
the impact of selected techniques on the client’s undesirable behavior; 5. determining the impact of selected
techniques on the pathological family environment; 6. additional information related to e.g. the level of the technique,
the temporal aspects of their employment, or questions aimed at identifying obstacles to the work of the FSW. The
questionnaire used scale questions, open-ended questions and multiple-choice questions.

4 The study of the social intervention effectiveness currently used by SLPCh&SG employees was examined in relation
to a specific client, namely a juvenile forensic client. This type of client was selected so that we could ensure the
objective course of the research. In SLPCh&SG, we can work with child clients and adult clients. In the former, in
the case of a forensic event like committing crime, the legal representative is held liable. In the latter, after serving a
sentence, the client’s cooperation with a social guardian is voluntary. This may result in the inability to use certain
interventions or to monitor their effectiveness.
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Source: present research data

Within the quantitative phase, we monitored 19 social interventions that the given professionals
use in practice. The SPSS 17 software was used for data processing; we used descriptive statistics
with frequency processing, with min. and max. values of mean values and compared them. We
also used inductive statistics, namely Cornbach's Alpha calculation, to determine reliability,
Spearman's correlation coefficient (rs) to verify correlation hypotheses, and U Mann Whitney test
to compare mean values and to verify causal-comparative hypotheses. Then we conducted
qualitative research; the data were obtained through a structured online interview. The number of
participants, whose selection was intentional in terms of an integrated research strategy, was 8.
The interview was structured into several topics, among which were mainly topics reflecting the
results of the quantitative part of the research. In addition to others, we were interested in how the
respondents deal with:

- the time-consuming use of forensic social worker tools,

- aforensic client’s non-cooperation, reluctance, and lack of interest,

- impeded cooperation with other forensic social work subjects,

- the ways in which a forensic social worker can impact SLPCh&SG.

4 Interpretation of results and discussion

In the first place, it is necessary to present the results of correlates identifying the presence of a
link between the pathological family environment (hereinafter PFE) and a juvenile forensic
client’s undesirable behavior (hereinafter JFC). The search for the connection between these two
phenomena is based on the premise deriving from the findings contributed by partial research
activities in the recent years (Sariﬁské & Balogova, 2019a, 2019b, 2019¢, 2019d; Sari$ska,
Balogova & Hamadej, 2020a, 2020b), but also from the theoretical assumptions (e.g. Mydlikova,
2019; Tothova & Slosar, 2019; Hudecova, 2017; Hudecova & Brozmanova Gregorova, 2009;
Gallo, Balogova, Cabinova, & Dobrovi¢, 2021; Walsh & Mason, 2018; Holland 2004; Charles,
Davies & Harris, 2008). The theoretical information points out that in social work with an
individual client, aimed at correcting their behavioral problems, this process is disrupted, or a
positive result is not achieved due to pathology in the family system to which this client returns
after the intervention. However, the correlates obtained in the quantitative part of the research did
not support this fact (for more details, Table 2), which was perceived as an interesting result
contradicting previous research results and theoretical assumptions.

Table 2: Correlates of pathological family environment and undesirable behavior of a
juvenile forensic client

JFC's undesirable
behavior is related to Correlation Coefficient
this PFE aspect
Disrupted family
organization in terms of , 135 , 165
functions
Disrupted family
relationships
Disrupted family 210 , 030
circularity
Impaired communication
in the family
Impaired ability to
change family , 031 , 753
functioning
Source: present research data

Sig. (2-tailed) Total number of
respondents

, 023 , 813

107

089 364

Positive correlation was noticed in the case of disturbed family circularity; however, the strength
of the relationship does not allow to predict its significance. These results were confronted with
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the respondents during the qualitative phase of the research. They corrected them, or clarified that
in practice this phenomenon (the interaction between the pathological family environment and the
undesirable behavior of a juvenile forensic client) is present and strong. We searched for the link
between the given correlates and subsequently analyzed the effectiveness in order to holistically
grasp the use of social interventions, despite the strong influence of family pathology.

In summary, we can state that all social interventions were evaluated as effective; or from the
respondents’ point of view, these were interventions that are reliable, accurate, effective and
useful. Based on the frequency of using individual techniques, the most frequently used social
intervention was the case history (anamnesis).

Table 3: Most and least used social interventions

Probation 1,97
Case history 4,18
Family rehabilitation 3,64
Family visit 4,04
Expert’s assessment 2,06
Retraining 2,07
0 0,5 1 1,5 2 2,5 3 3,5 4 4,5

Source: present research data

The negative outcome was the finding that all social interventions are also time consuming. Time
requirement (as one of the components of effectiveness) was measured for all examined social
interventions; we observed low average which did not reach the mean value. An interesting
finding is that the case history, as the most frequently used intervention, was reported to be the
most effective by the respondents; yet, at the same time, when working to reduce a juvenile
forensic client’s unwanted behavior, it was identified as the most time consuming, with the mean
value of x = 1.71. A family visit with the mean value of x = 1.75 placed second in relation to time
length. These results needed to be clarified and justified.

The time-consuming nature of social interventions proved to be problematic, and it was justified
by experts on several levels. It should be mentioned that qualitative research has made it clear that
social interventions as such are not time-consuming, which is in line of thought of some experts.
What is time-consuming is further aspects of social work with a client (Benkova, Gallo, Balogova,
& Mihal¢ova, 2019): the overload of SLPCh&SG employees in terms of the number of clients,
broad agenda per employee, administrative burden, impeded cooperation with other professionals,
or long intervals between individual interventions (most often in cooperation with the police,
court, psychiatrist, etc.). The term workload of social workers is necessarily aassociated with the
concept of resilience and its strengthening in several ways (Sabolova Fabianova, 2020; Sabolova
Fabianova & Jaskova, 2020; Miller, Donohue-Dioh, Niu, Grise-Owens, & Poklembova 2019;
Balogova, Hamadej, & Pizova, 2018; Pasternakové, 2021; Rutter, 2012; Schultze-Lutter,
Ochsenbein & Schmidt, 2017); whether we mean a burden in the form of working with a problem
client or we deal with a burden in the form of excessive administration. Coping with the workload
or stress management in social workers is feasible, e.g. through the SMART program, which is
described in detail by Sabolova Fabianova (2021, p. 50; our translation): “the program ... includes
training in understanding how we process and interpret the obtained information and stimuli that
lead to a stress response, and how individual changes can increase the level of resilience leading
to more effective management of work stress.” The experts see the solution of time-consuming
nature of interventions in changing the agenda, in adjusting the number of clients per employee,
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thus reducing the administrative load, and, last but not least, in expanding the number of
employees.

Regarding a client’s non-cooperation, reluctance, and lack of interest in mutual problem
resolution, experts see the solution on two levels. The first is working with the client, while greater
emphasis is placed on motivation, encouragement, reminding how important the problem
resolution and goal attainment is. The second is solving a problem through changing the client’s
attitude, e.g. through assertiveness training, strengthening the emotional side of the personality,
building the employee's perseverance in working with this type of client. It is worth mentioning
that a third level was also outlined, namely the social dimension. Professionals strongly perceive
the need to change negative views, attitudes, views on the social work profession and the role of
the social worker, which are even today laden with misunderstanding, mistrust, and a distorted
view of the possibilities of social work. Regarding the impeded cooperation with other subjects,
the experts were, so to speak, more reserved in clarifying the state of the affairs. Impeded
cooperation included for instance that with a child psychiatrist as their number is currently low,
thus the number of clients is growing and the cooperation period is prolonged. Other possible
solutions included changes in the legislation, changes in the powers, their redistribution, or
increasing the number of some professionals, which is also related to the education field. For
SLPCh&SG experts, one of the solutions to impeded cooperation was in knowing all participating
experts who know each other's powers, who know how important their cooperation with the client
is, and who know the role of social workers.

With regard to our proposed solution — the introduction of the position of a forensic social worker
in line with the foreign practice (in the USA and Great Britain), an ambivalent result was found.
On the one hand, the respondents considered this proposal to be positive on account of its being
innovative; on the other hand, its actual application in the SLPCh&SG domestic practice could
not neglect the experience of many years. It is not an ideal solution to place a forensic social
worker into the current conditions of SLPCh&SG, with the respective powers, and at the same
time eliminate lowered efficiency of social interventions, eliminate time constraints, improve
cooperation with clients or other professionals. Such reasoning derives from the respondents’s
statements. They see the following to be an issue: determining the number of clients per social
worker, the number of employees that a client has to contact, which may result in reduced
motivation to cooperate, the obscurity of social worker’s powers both within SLPCh&SG
employees and with other participating entities. In this regard, the ideal solution, consistent with
the research findings, seems to be improving the practice that is already set in the domestic
conditions; it is more apt than bringing in a new professional with new powers.

We perceive this fact very positively, given that the respondents were able to critically
evaluate the strengths and weaknesses of the practice in the examined area of social work. They
were able to directly assess the needs for its streamlining and revealed the possibilities of the
solution or the space through which these changes can be implemented.

Conclusion

So, what else can we improve? The contemplation offered by the research can be perceived as a
strong predictor of the state of the affairs in the SLPCh&SG practice. The change in legislation
pursued humane and noble goals in relation to social work clients, as well as goals targeted at
greater proficiency of the social services offered by professionals. The reaction of social workers
and guardians indicates that the normative change has been positive; yet, there is still room for
improvement in many ways. The clarified negative areas, such as the issue of time-consuming
nature of social interventions, a wide agenda and a high number of clients per employee, or heavy
administrative load were not neglected by the Slovak Republic Ministry of Labor, Social Affairs
and Family. We assess positively the Concept of Ensuring the Implementation of Measures in the
Facilities for Social and Legal Protection of Children and Social Guardianship for the years 2021
— 2025 / Deinstitutionalisation Plan (hereinafter referred to as the Concept). If we look at the aim
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of the document, it is clear that it focuses on many problem areas in this sphere of social work.
“The aim of the concept is to reduce the number of children placed in SLPCh&SG facilities on
the basis of a court decision on institutional care, to support outpatient and field professional work
with children and families, to reduce the adverse effects of institutionalization on child
development” (Center for Labor, Social Affairs and Family SR, 2020, p. 11; our translation). The
tasks connected to this goal are of research nature. In relation to the present results in the problem
areas, the Concept defines the following selected tasks from the total number of 47 tasks (Center
for Labor, Social Affairs and Family of the Slovak Republic, 2020, pp. 14 — 26; our translation):

1. The optimization of human resources in the SLPCh&SG departments of the Labor, Social
Affairs and Family authorities. The evaluation criterion: restructuring of the agendas of the
SLPCh&SG departments and proposal for standardization of the number of families per employee
of the SLPCh&SG department.

2. Continuous monitoring and providing for personnel and material and technical support
for the execution of SLPCh&SG measures. The evaluation criterion: number and occupancy of
SLPCh&SG department staff, reasons for fluctuation, number of rooms suitable for working with
children, situation in technical provision of field work in the Slovak Republic, territorial district
of Local Office of Labour, Social Affairs and Family, territorial district of region.

3. Improving the preparation and implementation of case conferences and similar working
methods. The evaluation criterion: number of families with whom the method was implemented,
share of families for which the set objectives were met (even if only partially) in the total number
of families.

4. In cooperation with the main expert of the Ministry of Health of the Slovak Republic for
child psychiatry and with regional experts for child psychiatry, implementing and evaluating a
survey of the provision of necessary psychiatric health care for children with serious mental
illnesses in combination with behavioral disorders. The evaluation criterion: conducted and
evaluated survey.

5. Reducing the administrative complexity of work by extending IS KIDS to SLPCh&SG

facilities. The evaluation criterion: all centres for children and families use IS KIDS.
Based (not only) on the stated goals, it is possible to achieve changes that are still stagnant in
SLPCh&SG of and hinder the streamlining of already implemented legislative changes, and which
have also been proven by our research. Perhaps the most relevant answer will be provided by the
reports of the Central Office of Labor, Social Affairs and Family of the Slovak Republic on the
achievement of goals and their reflection in practice.
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Learning Environment for Team-Based Education in an Enterprise
Vyucbové prostredie pre timové vzdelavanie v podniku
Marta Matul¢ikova, Daniela Brevenikova

Abstrakt:

Digitalne technologie zvySuju poziadavky na kompetencie jednotlivcov a s nastupujucou
implementaciou Industry 4.0 vznikaju zmeny, ktoré je potrebné preniest do podnikového
vzdelavania. Od rozpracovanych systémov vzdeldvania jednotlivcov je potrebné rozpracovat
systémy vzdelavania timov a pripravovat modely timového ucenia. Koncepty vzdeldvania sa
vztahuju k réznym vyucbovym prostrediam a rdznej organizacii vzdelavania. Podnikatel'sky svet
sa meni takym rychlym spdsobom, ze nové technoldgie a kontinualne zlepSovania v podnikoch je
mozné zabezpe€it’ rozpracovanim systémového timového vzdelavania.

Kracové slova:
vzdeldvanie, digitdlne technologie, digitdlna transformécia, inteligentnd prevadzka, timové
vzdelavanie, transformacia

Abstract:

Digital technologies increase demands on the competences of individuals, and with the incoming
implementation of Industry 4.0, there arise changes that need to be transferred to corporate
education. Systems of team-based education need to be worked out and team education models
have to be designed on the basis of systems of education of individuals. Concepts of education
relate to various learning environments and various types of organisation of education. The world
of business is changing so fast that new technologies and continual improvements in enterprises
can be achieved by working out systems of team-based education.

Key words:
education, digital technologies, action learning, intelligent factory, team-based
education/learning, transformation

Introduction

Employee education and development is becoming a key area to focus on in order to ensure
that human resources were able to plan, design and implement new work processes (Stanck &
Ivanova, 2016). Working with new technologies and information systems is a necessity for work
performance as well as for needs of further education. Digitalisation and new methods of
organising working life applied during the COVID 19 have influenced educational environment.
Digitalisation has extended and modified learning environment of individuals as well as teams.
Numerous questions are related to the suitability of the virtual environment and employee needs
in this respect. Our intention in the empirical research was to characterise the organisational needs
of further professional team education in enterprises. The aim of the paper is to describe the
conditions for the education based on the employee opinions, so that the employees did not
perceive any restrictions in their training and considered their education as the factor increasing
their satisfaction and involvement at work. Empirical research was part of the work on the project
Vega No. 1/0328/21 Post-pandemic business management: identifying temporary and sustainable
changes in sequential and parallel management functions in the context of the COVID-19
pandemic.

1 Team Learning in an Enterprise and Needs for its Development

Digitalisation and top technologies require different knowledge and skills in qualification
preparation and directly influence also the requalification of existing employees, who have so far
performed given work activities and operations. (Benesova &Tupa, 2017)
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Traditional industrial technologies have achieved a full potential and find it difficult to cope
with contemporary challenges (further cutting manufacturing time, production flexibility, cost
cutting, and the like), which promotes the development of new technologies and creates space for
innovations. The ICT offer numerous new technologies including cloud computing, the Big Data,
and the Internet of Things, which increase automation and digitalisation, creating networks and
connections, which in turn results in the increase in the level of intelligent industry (Deguchi,
Hirai, Matsuoka, Nakano, Oshima, Tai, Tani, &Nakano, 2020; Villal, 2021)

Many enterprises, mainly small and medium-sized ones, find themselves in the conditions of
the First, Second, or even the Third industrial revolution. For this reason, the education system
has to be changed from Education 3.0 (Watson, Watson, Lee, & Reigeluth, 2013) to Education
4.0. Program Education 4.0 is going to combine the information from the real and virtual world.
The changes influence not only formal education, but also the changes going on in further
professional employee adult education. Employee education will become an important part of
Industry 4.0. (Gomaratat, 2015)

The virtual learning environment (VLE) is going to be used for the transfer and further
development of knowledge and skills. Education has to contain the implementation of extended
reality into the real-life environment as its component. Education has to significantly support all
further inventions and innovations brought by the Fourth industrial revolution. (Fuchs, 2018) The
development of information and communication technologies influences the learning environment
by making virtual education possible and extending the variability of educational forms applied.
Forms of education have a significant feature: they can increase the attractiveness of education by
its variability, adjusting education to those interested in training by flexible formation of target
training groups, elimination of time and space limitations, participation, and cooperation of
participants in education, and the like. (Spottl, & Windelband, 2021)

Virtual learning environment, along with options involved in forms of education, using ICT
creates space for continuous education of individuals and teams. Until the first decade of the 21
century, education of individuals was a prevailing form in enterprises. The complex nature of
competitive environment, customer demands, increasing dynamics of their requirements, and
needs for invention and innovation policy shifted the focus of education from individuals to teams.
Despite the fact that the education of individuals remains to be considered the basis of further
professional corporate education. Enterprises find themselves coping with new tasks: they have
to innovate their strategies, find new original solutions to topical problems and many other aspects
of survival and maintaining on the market; an efficient way of achieving that is to apply the
knowledge of individuals, their development and integration by means of team cooperation and
team-based learning.

Business team learning focuses on maintaining and developing corporate knowledge. Team-
based learning assumes the applicability of information into everyday real-life problem solving,
while using experience. According to Belohlavek (Be€lohlavek et al, 2006) and Bures, the
knowledge gained through education and experience will enable the decision-making process on
the implementation of activities only after they are connected with information, ensuing from data
(Bures, 2007, p.27). Corporate education has to concentrate on the development and further
improvement of specific knowledge and skills. These include all the activities necessary for
securing the competitiveness of the corporate entity, for implementing strategic objectives and
visions, connected with the search for new methods of work, improving individual processes,
eliminating the activities that fail to generate value, and for securing all the activities linked to the
transformation of an enterprise Industry 4.0. New technologies require that education be part of
everyday activities rather than something to which we pay attention from time to time in
a specialized course (Simonson, 2020).

The business world is changing in such a rapid way that solving everyday problems and
situations is only possible by transforming an individual’s knowledge into comprehensive
business knowledge, by preferring a free and creative approach to knowledge, and by improving
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communication, coordination, creativity, cooperation, and trust. The needs of the present and the
digital transformation of companies in individual sectors are bringing corporate team learning to
the forefront. Team is a group of people who complement each other with knowledge, who have
a common work goal and attitude to the work for which they are responsible. High-performance
teams invest a lot of time and effort in researching, shaping, and discussing their existence and
their tasks. Teamwork is not the same as group work. Each employee has a place in the team, their
role, which is not identical with someone else’s task; instead employees are dependent on one
another.

Team in general, as well as for the needs of corporate education stands for the grouping of
people, while the following conditions are fulfilled:

» The aim to be achieved by the team via joint learning is determined.

« Team members are responsible for achieving the aim to one another.

« Team members are dependent from each other, that is, achievement of the aim is
influenced by their mutual interaction.

* Integration of activities among team members is considered to be an individual
responsibility of each team member in view of the mutual responsibility for the
achieving the aim.

+ Team may consist of various experts and specialists, so that it matches a complex
nature of problems, which are to be achieved through learning.

Team education may be defined as a process through which teams generate knowledge by
means of reconciling and developing team knowledge, experience, and abilities. Decuyper et al.
(2010) present an integrative model of team learning and consider the dialogue between team
members one of the features of an effective team learning. Team-based learning (TBL) is also
described as a structured form of small group learning, that can be applied to large classes
(Burgess, 2020). Team education requires an adequate communication, change in attitudes and
behaviour so that employees may integrate knowledge into independent action. The aim is to
increase the team performance, and thus of the entire corporate entity. All company employees
must be involved in this education process. Likewise as in the case of developing project teams,
individual employees are only rarely assigned to their teams, also in learning teams similar rule is
also applied. Project teams are self-organised, highly flexible and focused on the solving of new
problems. In contrast to learning teams, they are part of organisation structures. Here we can
observe a certain shift from traditional organisation structures to work models, where the focus is
on teamwork. In the background of these teams, also learning teams are formed. Working in
smaller teams encourages individuals to higher cooperation and increases the need for sharing
knowledge and searching for creative ways of problem solving. Learning teams do not arise as
part of organisation structures. Learning teams are autonomous teams; employees are given
freedom, responsibility and the ability to manage their own learning. Learning teams can be
created as:

e Parallel learning teams — created according to the content focus and specific educational
goals so that the team has a high degree of independence. No cooperation between teams is
expected. Each learning team works independently.

e Follow-up learning teams — just like parallel teams, they are separate teams.

The difference is that the educational content and educational goals are in some continuity.
The training of employees in the lowest level learning team continues in the higher level
learning teams. At higher levels, the number of teams may increase depending on the
specialization of the study content. (Zhang & Sundaresan, 2012)
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The assignment of employees to learning teams can be either be based on the performance of
work tasks or on the needs of the learning itself. Team learning creates preconditions for recruiting
experts for current tasks in companies, or for future corporate needs. The training is carried out in
accordance with the performance of work tasks; the conditions for sharing information are created
in order to prepare inventions and innovations (Hamid, 2011).The agility of a company is created
by its flexible ability to work with teams, their creation, change, and cancellation. Members of
one learning team will then disperse to other newly formed teams. This system of learning teams
will, after some time, create a network of teams in which flexible learning will be provided in
view of the new needs of technology (Peck, 1998; Goldie, 2016). The most valuable asset for
companies is an employee who is creative, flexible; one who has emotional intelligence,
willingness to learn, team working skills, the ability to come up with new ideas, while creative
thinking is often mentioned as one of the key skills (Oakley, 2019).

Conditions and needs for the development of team-based learning precisely have not been
defined in enterprises, and that inspired us to empirical research and gaining information from
employees who were members of project teams or learning teams (Gomaratat, 2015), as well as
from those employees whose needs for continuous education make them search for possibilities
of gaining an effective corporate education.

2 Methodology of Research

The aim of the paper is to identify the course of implementation of team professional
education in enterprises and search for possibilities of its improvement. Our premise was that team
education is needed in the development of corporate knowledge, as it enables to prepare, plan, and
implement innovations and changes in enterprises. The metrics chosen for the evaluation of the
scope of education was the number of hours devoted to team education and the percentage
expression of team education on an overall scope of education implemented (also including hours
of individual education). The research was carried out using the interview method and the
questionnaire method. Interviews were conducted at the pre-research stage and in designing the
questionnaire. The questionnaires were distributed in person or electronically. During the
research, several respondents withdrew from the research; some questionnaires were not taken
into consideration as they were not fully completed. For the research, opinions of respondents
from the production sphere were considered. Respondents were selected by random choice. In
accordance with the Statistical Classification of Economic Activities SK NACE Rev.2, the
production sphere was represented by Section C — Industrial production. In our opinion, the
empirical research can be used in all the branches listed in the branch classification of economic
activities implemented in our paper. There were 80 respondents from the following divisions:
Division 10-Food production, 11— Drinks and beverages, 13—Manufacture of textiles, 14—
Manufacture of clothing.

The time spent on the questionnaire in individual sections finished after the number of
respondents (set in advance) was achieved. The respondents had to meet the criterion of the
highest level of education completed, namely secondary education (at least) with the GCSE
equivalent and the age of 25 years at least. The research was conducted from May 2020 up to May
2021. The method of descriptive statistics was used to evaluate the research results. Two types of
methods were applied in the statistical processing of the collected data: manual processing (the
bar code method was applied to some types of questions) and automated processing (the collected
data were analysed in MS Excel). The results of statistical processing are presented in statistical
overviews in tables and the findings are described verbally.

3 Results of Research
Management of further corporate education and creating adequate environment for further
education of employees is not only a matter of prestige considered by employers in enterprise
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appraisal, but also a benefit sensitively perceived by employees. Employees view their education
in relation to their career progress and adjusting their knowledge, skills, and abilities to changing
working conditions. All educational activities secured by enterprises so far were oriented to the
ability of fulfilling work performance under changed working conditions. The task of human
resources in enterprises is not only meeting work tasks, but also participating in their preparation
and implementation of innovations. These requirements are linked in enterprises with project
teams as parts of organisation structures. Apart from these project teams, in numerous enterprises
learning teams are created. Learning teams are autonomous teams, in which employees are granted
freedom, responsibility, and the possibility of managing their own learning. However, it needs to
be mentioned that in many enterprises project teams also fulfil the role of learning team.

Tab. 1: Scope of hours of team education in enterprises

Emplovee education in Team education of employvees based on respondents®

hours/ opinions
month

% of total number of hours of

expression education (individuals and teams)

1-5 hrs. 19 24.67
6— 10 hrs. 21 4883
11— 20 hrs. 17 100
21— 30 hrs. 8 100
31— 40 hrs. 6 100
Team education is not 9 =
apphied

Total 80

Source: results of empirical research section C — Industrial production

Forty micro-and forty medium-sized enterprises were involved in the research, while the
criterion was the number of employees. Team education was not applied in 9 enterprises during
the research implementation. The research results show that it is only corporate team activities
that take more than 11 hours of learning. In the training lasting up to 5 hours monthly, the
education of individuals prevails, and team education in the time span from 6 to 10 hours features
in almost the same scope as the education of individuals.

Teamwork may be done in various learning environments. While before the year 2020 all
team-based educational activities were held in the physical environment, the COVID 2019
pandemic shifted them to virtual (digital) environment, and if possible also to the hybrid
environment. We studied the respondents’ interest in various types of environment for team-based
education by age groups.
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Tab 2: Learning environment according to respondents’ interests

Age groups LLearning environment Number'of
respondents

Physical  Virtual (digital)

25-35 - 3 17 20
36-45 2 2 16 20
46—55 2 3 15 20
56 — unlimited 3 16 1 20

7 24 49 80

Source: results of own empirical research, Section C — Industnal production
(including also opinions of respondents from enterprises, in which team
education was not held at the time of our research).

A dominant environment for respondents was the hybrid environment, which enables to carry
out both full-time teaching and virtual education according to learners’ interest. The application
of online platforms creates a suitable environment for team learning and discussions, which may
be organised by teams as needed for an unlimited period.

Tab. 3 Opinions of making up educational teams

Age Composition of feams Number of
=
groups respondents

Heterogeneous Homogenecous Heterogeneous
composition composition composition composition by

by age by age by profession  profession
+ 4 years (age without
limits)
25-35 1 19 6 14 20
36-—45 16 4 18 2 20
46— 55 11 9 8 12 20
56— 6 14 7 13 20
unlimited
Total 34 46 39 41
80 80 80

Source: results of own empirical research, Section C — Industrial production (investigating needs
of'team composition, specifically, research by age and for composition by profession).
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In the evaluation of opinions of the needs for team-based education, the need for age the team
heterogeneous composition prevails. It is however interesting that homogeneous team
composition is preferred in the age group of 36 — 45 years and in that of 46 — 55 years. The
youngest and oldest age groups prefer heterogeneous teams. They justify this by the need for
knowledge and skills, which young members have at disposal, mainly digital and language skills.
Senior team members have many-year experience, acquired and verified in practice, and a wide
range of knowledge; they are able to analyse systematically and purposefully, investigate, educate
themselves, work and reach required objectives.

Opinions of team composition by profession are balanced in terms of three age groups except
for the age group of 36 — 45 years, which prefers a homogeneous composition in terms of
profession. They explain this by saying that the objectives to be achieved by the team do not
exceed the need for experts in diverse disciplines, while other groups do not agree with this
opinion. An interdisciplinary and complex nature of problems solved often surpasses the limits of
one profession and frequently also that of the field of science.

Our research results indicate that enterprises usually create parallel learning teams. Similarly,
we could analyse other diversities, which would influence results of team-based education, in
which other personality traits of team members could be analysed.

4 Conclusion and Discussion

Corporate learning environment is modified with respect to digitalisation of society, which
expands the possibilities and conditions of continual education. Information and communication
technologies increase the vast space for own initiative self-study, creating thus space for
innovations and changes in managed education, where also team-based education belongs. Team-
based education in enterprises is significant owing to its characteristic features: strategic
development of an enterprise, creating the policy of future development, and searching for
investment and planning of innovating changes. A dominant role in team learning is played by
parallel learning teams, in which it is important to focus on the aim to be achieved by the team.
However, a problem arises when teams do not cooperate, and space for communication and
discussion is not created. Each problem solution opens a wide range of new problems, which
might be linked to other objectives. That, however, would also necessitate cooperation between
teams and the possibility of re-grouping of individual team members according to problems
solved, and the level of its high professional demands. Consequently, a model of team education
in the form of follow-up learning teams should be developed. These learning teams would respect
a spiral-wise educational specialisation. Several teams would be created within an expanding
spiral, which would offer follow-up education on a higher level, based on the specification of
needs and prospects of further development.

Digital transformation is dramatically changing our way of life, work as well as education.
On the one hand, it brings vast opportunities, however, unless digital competences are developed,
there are serious risks in all areas of our life. The onset of digital transformation is often difficult
not only in terms of investment but also education. The European Union pays a great attention to
designing strategies in individual areas of economy digitalisation and to innovations via the digital
transformation program. As mentioned earlier, there is no dispute about the necessity of digital
transformation as a pre-requisite of further development and advancement. However, nowadays
we need to deal its content and priorities: what is to be transformed, in what succession, and at
what speed (how fast the digital transformation will be implemented). Although Industry 4.0 may
eliminate numerous low-qualification jobs, it is going to create a huge number of job opportunities
linked to digitalisation, which is due to high demands placed on education.
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Kompetence vedouciho akademického pracovnika vzdélavaci organizace
Competences of senior academic at the educational organization
Helena Dolezalova

Abstrakt:

Prispévek se zabyva definici pojmu kompetence a kompetencniho modelu vedouciho
akademického pracovnika na vysoké Skole a analyzou jednotlivych kompetenci vedoucich
akademickych pracovnikl vysokych skol na vybranych trovnich fizeni. Zahrnuje kompetence
z oblasti kurikularni, kdy dochazi k ovliviiovani osobnostniho rozvoje jednotlived a skupin
podfiizenych pracovniki, a vymezeni odpovédnosti a pravomoci vedoucich pracovniki z pohledu
hierarchie vysoké Skoly. Do vyzkumného Setfeni byla zahrnuta data z vybraného
vzorku vetejnych vysokych kol se sidlem v Praze.

Klic¢ova slova:
Kompetence, kompetencni model, vedouci pracovnik, vysoka skola, vzdélavaci organizace.

Abstract:

The paper deals with the definition of the concept of competence and competence model of a
senior academic worker at a university and the analysis of individual competencies of senior
academic staff at universities at selected levels of management. It includes competencies from the
curricular area, where the personal development of individuals and groups of subordinates is
influenced, and the definition of responsibilities and powers of managers from the perspective of
the university hierarchy. The research survey included data from a selected sample of public
universities based in Prague.

Key words:
Competence, competency model, executive, university, educational organization.

Uvod

Kompetence vedoucich pracovnikli v sobé zahrnuji soubor nékolika navzajem propojenych
¢innosti a dovednosti, které se v zavislosti na druhu organizace mohou lisit svym specifickym
zaméienim, ale v zakladu tyto vlastnosti zlstavaji shodné. Kompetence vedouciho pracovnika,
V nasSem piipadé vzdélavaci organizace, jsou nedilnou soucasti kritérii vybeéru uchazece o vedouci
pracovni pozici a jeho dal§iho profesniho rozvoje, pro zaméstnavatele ¢i jiného nadtizeného
pracovnika pfedstavuji také urcity nastroj hodnoceni vykonu podtizeného vedouciho pracovnika.
V piipad€, Ze si dand organizace nastavi tato kritéria chybné ¢i nedostate¢né, miiZze to mit
negativni vliv na vysledky samotného vedouciho pracovnika, jeho podiizenych i celé organizace.
Specifickou oblasti vymezeni kompetenci vedoucich pracovnikili jsou vzdélavaci instituce, kde
vedouci pracovnik zasadn€ ovliviiuje pracovni ¢innost a rozvoj podfizenych pracovnikl —
jednotliveu i skupin, proto je velice duleZité spravné vymezeni pracovnich kompetenci, v daném
ptipadé vech pravomoci a odpovédnosti vedouciho pracovnika. Clanek se zaméfuje na vedouci
akademické pracovniky vysokych Skol a univerzit, konkrétn€ na kompetence vedoucich
kateder/Ustavli a d€kant vybranych fakult vefejnych vysokych Skol a univerzit se sidlem v Praze.

1. Teoreticky ramec

Termin kompetence ma koteny v latinském slové ,,con-petere, jez znamena ,,souhlasit,
shodovat se“. Pfi priniku daného vyrazu do ceské odborné literatury bychom nalezli slovo
,kompetence ve spojeni s formalnimi vzdélavacimi institucemi. Tyto instituce zajist'uji formalni
vzdélavani zakl a studentd ve vzdelavacich, popt. vycvikovych zatizenich, proces uceni se tedy
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odehrava v organizovaném a strukturovaném prostiedi. (Pricha, Veteska, 2014). Vysledkem
formalniho vzdélavani pro vzdélavaného Zzaka/studenta je nejen ziskani znalosti, ale také
vysveédcéeni, diplomu ¢i certifikace dokladujici urcity stupenn dosazené kvalifikace. Tento souhrn
schopnosti a dovednosti ¢loveéka, jeho védomosti, zivotnich postoji a vyznavanych hodnot, na
jejichz zaklad¢ se dany jedinec stava zpusobily pro vykon v dané oblasti, je vyznamnym prvkem
uplatnéni se ve spolecnosti.

V anglicky psané odborné literatuie mé termin ,.kompetence* dva ekvivalenty: competence a
competency, ackoliv ve vyznamu danych slov lze nalézt patrné rozdily. ,,Competence™ podle
autori Priichy a Vetesky (2014) predstavuje podavani zpusobilého (kompetentniho) vykonu
v urcité situaci, mluvime zde vroviné neformalni kvalifikace kompetencnosti. Termin
,competency”“ v sob¢é zahrnuje souhrn predispozic a vysledki uceni potiebnych
k prislusnému/kompetentnimu vykonu. Kompetence tak v sobé zahrnuji schopnost jedince
spravng a efektivné jednat v dané situaci, tedy podavat kompetentni vykon prostfednictvim vyuziti
vlastnich schopnosti a dovednosti, svych védomosti a dalSich vlastnosti ziskanych ¢i vrozenych.
S ohledem na moznou kompatibilitu pojmt schopnost, dovednost a zptsobilost je ,,kompetence*
témto terminiim nadfazena (Pricha, Veteska, 2014).

Kompetence jsou podle Lhotkové a kol. definovany organizacni strukturou a specifiky
pracovniho mista daného zaméstnance. Dé¢li je na ,.kompetence od jiného* a ,.kompetence od
sebe®. Kompetencemi ,,0d jiného* definuje veskeré pravomoci a okruh odpovédnosti daného
pracovnika, kompetencemi ,,0od sebe‘ jsou minény veskeré jeho vlastnosti, schopnosti, dovednosti
a zpusobilost k vykonu prace. (Lhotkové, Trojan, Kitzberger, 2012).

Pro Armstronga (2015) je k pojmu kompetence rovnocennym vyrazem slovo ,,schopnost®. Ta
podle néj zahrnuje veskeré vlastnosti jedince vedouci k efektivnimu (pracovnimu) vykonu.
Rozdélil schopnosti do tfech kategorii, a to na schopnosti chovani (nékdy také oznacované jako
,,m&kké dovednosti ¢ili soft skills) ptedpokladajici urcité jednani ¢lovéka v béznych pracovnich
¢innostech potfebné k dosahovani poZzadovanych vysledk, na odborné schopnosti (nazyvané také
,tvrdymi schopnostmi®, tedy hard skills) zahrnujici ziskané védomosti nezbytné k tspésnému
vykonu prace, dosazeni vytyCeného cile a pozadovaného pracovniho vykonu, a na National
Vocational Qualification/Scottish National Vocational Qualification (NBQ/SNVQ). Posledni
uvedené specifikuji minimalni standardy plnéni zadanych uUkold spojenych s jednotlivymi
pracovnimi pozicemi zaméstnancti.

Urcitad schopnost jedince, v porovnani s terminem kompetence, neni podle autori Vetesky
a Tureckiové (2008) spjata s konkrétni situaci a Cloveék ji tedy mlize vyuzit ve vice oborech ¢i
situacich, napf. schopnost asertivni komunikace. Na druhé strané existuji schopnosti, které lze
vyuzit pouze v ur¢itém prostiedi nebo za urcitych okolnosti, napt. hudebni ¢i vytvarné nadani.
Zde jsou patrné rozdily mezi jednotlivci, nebot kazdy clovek oplyva jinou mirou svych schopnosti
a dovednosti, jez je ovlivnéna genetickou vybavou kazdého ¢loveka. Z tohoto diivodu dochazi ve
spole¢nosti a na pracovnim trhu k rozdélovani jedincti na ,,schopné® a ,,méné schopné®, u nichz
neni dostate¢né vyuzit potencidl a rozvijeny jejich veSkeré silné stranky. Tito autofi definuji
kompetenci, na rozdil od schopnosti, jako ,.komplexni a kontextové podminénou* a poukazuji na
to, Ze kompetence v sobé zahrnuje komplex schopnosti, dovednosti, znalosti, védomosti,
zkuSenosti, postoju a dalSich slozek.

Zahrani¢ni autofi Greenspan a Gransfield (in Veteska, Tureckiova, 2008) déli kompetence na
dvé hlavni skupiny — na kompetence instrumentalni, zahrnujici slozku intelektudlni potfebnou
k tfidéni a zpracovani informaci a slozku motorickou, a socialni kompetence, jez se vyznacuji
schopnosti ptsobit skrze své chovani a vystupovani ptatelsky a pozitivné na své okoli. Autofi Ital
a Knoferl (2001, in Veteska, Tureckiova, 2008) ¢leni kompetence na tii skupiny: kompetence
odborné, osobnostni a socialni. Soubor danych komponent tvoii vzdélavaci cile kazdého ¢loveka.

Ke kompetencim se vztahuje termin kompetencni model, jez je tvoten na zakladé konkrétnich
schopnosti a dovednosti, védomosti a dalich vlastnosti jedince nezbytnych k efektivnimu plnéni
vytyCenych cilii organizace (VeteSka, Tureckiova, 2008). Kompetencni model konkrétniho
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pracovnika/jedince je vazan na pracovni pozici, se kterou jsou spojeny specifické pozadavky na
pracovni misto a pravidla hierarchie v organizacni struktufe dané instituce. Kompetencni model
muze slouzit jak k rozvoji zaméstnance na daném pracovnim miste, tak mize byt pouzit i pfi
hodnoceni jeho pracovniho vykonu a nasledném odménovani. (Lhotkovéa a kol., 2012). Autor Liu
(2018) upozoriiuje, Ze pouhé znalosti a schopnosti zaméstnance, tedy predpoklady k vykonu prace
nestaci k tomu, aby zadanou ¢innost splnil skutecné efektivné. Nedilnou soucasti kompetencniho
modelu se proto stava i motivace jedince splnit zadany ukol.

V pedagogickych védach lze nalézt ekvivalent terminu ,.kompetencni model®, a to odborny
vyraz ,standard” ¢i ,standard ucitele”. Mluvime o popisu profesnich piedpokladi a vycétu
kompetenci, tedy o urovni kvality, které by mél uéitel po nékolika letech praxe dosahovat (MSMT,
2009). Standard ucitele je mozné pouzit jako ukazatel pii vybéru pedagogického pracovnika, pti
hodnoceni jeho vykonu i nasledném odménovani a profesnim rozvoji (Lhotkova a kol., 2012).
Vyuziti kompetenéniho modelu (standardu) u pedagogli napomaha také k osvojeni dalSich
kompetenci vedoucich k profesnimu rastu ucitele a podavani hodnotnéjsiho pracovniho vykonu.

Kazda organizace si vytvaii svlij vlastni kompetencni model dle aktualnich potieb a pozadavku
na jednotliva pracovni mista. Kompeten¢ni model v sobé zahrnuje tzv. klicové kompetence (,.key
competencies), jez ptredstavuji soubor zakladnich znalosti, schopnosti, dovednosti, hodnot a
chovani ¢loveéka duilezitych pro jeho osobni rozvoj a uplatnéni na trhu préce. Kli¢ové kompetence,
jeden ze strategickych cilti pro evropské spolecenstvi, definovala pracovni skupina Evropské
komise vramci Lisabonského procesu jako univerzalné aplikovatelny soubor védomosti a
dovednosti, jez kazdy jedinec vyuzije ke svému osobnimu rozvoji, ke snazsimu zapojeni se do

spole¢nosti, uspésné zamestnatelnosti a upevnéni stavajici pozice na pracovnim trhu (Lhotkové a
kol., 2012).

2. Metodologie
Cil studie a vyzkumna otazka

Cilem vyzkumného Setfeni byla analyza kompetenci vedoucich akademickych pracovnik,
konkrétné dékant fakult a vedoucich kateder/ustavli na vzorku vetejnych vysokych skol se sidlem
Vv Praze. Zjisténé kompetence byly komparovany mezi vSemi vedoucimi akademickymi
pracovniky vykonavajici pracovni ¢innost na riznych stupnich fizeni, tedy se porovnavaly
kompetence de¢kand fakult a kompetence vedoucich kateder/Gstavii pfislusnych vefejnych
vysokych Skol/univerzit. Soucasti vyzkumného Setfeni byla i analyza vybranych dokumenti
vefejnych vysokych Skol/univerzit, jez maji vazbu na kompetence vedoucich akademickych
pracovniktl. V souvislosti s cilem studie byly stanoveny dvé vyzkumné otazky:

—,,Jaké kompetence maji vedouci pracovnimi vysokych skol/univerzit?*
— ,,Jaké jsou rozdily v kompetencich vedoucich akademickych pracovnikil na rznych trovnich
fizeni?*

Vzhledem k obsahlosti tématu nebylo ptistoupeno k vybéru dalsi vyzkumné otazky, ackoliv
zjisténé informace by byly jisté velmi zajimavé.

Vyzkumna metoda, stanoveni vyzkumného vzorku, sbér dat

Za nejvhodnéjsi techniku sbéru dat byla urCena metoda dotazovani Cili rozhovor, jehoz
vyhodou je pfimy kontakt vyzkumnika s respondentem, coz tdzajicimu umoziuje fizeni prabéhu
dotazovani, navic neni respondent omezen v délce odpovédi jako napf. u dotaznikii (Pricha,
2014). Vdaném  vyzkumném  Setfeni  bylo  pfistoupeno ke  strukturovanym
kategorizovanym rozhovoriim s vedoucimi akademickymi pracovniky vybranych vefejnych
vysokych skol/univerzit dle predem piipravenych otevienych otazek s moznosti volné i uzaviené
odpovédi (ano/ne). Na konci rozhovoru byl respondentovi ponechan prostor pro volné vyjadieni
postiehil, napadl ¢i naméth k tématu kompetence a specifik vedeni podiizenych pracovniki. Jako
dalsi vyzkumna metoda byla zvolena analyza vybranych dokumentii souvisejicich
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s kompetencemi vedoucich akademickych pracovnikil, jez jsou soucasti dokumentace vétSiny
vefejnych vysokych $kol a univerzit na uzemi Ceské republiky.

Plvodnim zdmérem bylo v ramci vyzkumného Setieni oslovit vedouci akademické pracovniky
viech druht vysokych §kol a univerzit se sidlem v Praze, jimiz jsou v Ceské republice vefejné
vysoké skoly, soukromé vysoké skoly a statni skoly. Vyzkumného Setfeni se méli ucastnit dékani
fakult a vedouci kateder ¢i ustavl piislusné fakulty. Bohuzel nékteré typy Skol se z riznych
divoda nezapojily, u n€kolika soukromych vysokych skol nebylo mozné Setieni provadéet, nebot’
jiz predvyzkumem byla zjisténa absence funkce dékana na nékterych vysokych skolach. To by
vramci vyzkumného Setfeni znemoznilo provadét komparaci kompetenci vedoucich
kateder/ustavii s kompetencemi dékant fakult. Zakladni soubor, vysoké Skoly/univerzity, byl
proto omezen na veiejné vysoké skoly/univerzity se sidlem v Praze, zastoupené minimalné dvéma
vedoucimi akademickymi pracovniky dané vysoké Skoly, a to dékanem fakulty a vedoucim
katedry/ustavu. VEék respondentil byl stanoven v rozmezi od 30 do 65 let (spodni vékova hranice
byla ur¢ena z divodu ptedpokladu vykonu dané funkce az nad touto hranici, horni vékova hranice
byla zvolena s ohledem na ptedpokladany odchod do diichodu a omezeni ¢innosti ve vedouci
funkci akademického pracovnika). Pohlavi respondentii nebylo v daném vyzkumném Setieni
omezeno, do vyzkumu kompetenci vedoucich akademickych pracovnikti byl pfedpoklad zapojeni
muzi 1 Zen.

Sbér dat probihal vétSinou na vysokych Skolach/univerzitich konkrétnich vedoucich
akademickych pracovniki. K datu 1. 1. 2020 Ceska republika &itala celkem 26 vefejnych
vysokych kol a univerzit, se sidlem v Praze jich bylo celkem 8. V ramci vyzkumného Setfeni bylo
osloveno 61 vedoucich akademickych pracovniki, z toho bylo 17 dékant fakult a 44 vedoucich
kateder/tstavii vefejnych vysokych skol. Do vyzkumného Setieni se nakonec zapojilo 6 vysokych
Skol a univerzit se sidlem v Praze, jejichz zaméfeni bylo humanitni, spolecensko-védni,
ptirodovédné, technické a umélecké. Zrealizovano a zpracovano bylo 18 rozhovord, z toho se jich
6 uskutecnilo s dékany fakult, zbylych 12 probéhlo s vedoucimi kateder/ustavi danych fakult.
Uspésnost realizace a poskytnuti rozhovoru vyzkumné osobé byla necelych 30 %. Vékové
rozmezi respondenttl Setfeni se pohybovalo v rozmezi 40 az 65 let, zastoupeni muzi a Zen bylo
v poméru 15 ku 3, z toho 2 Zeny zastavaly funkci dékana fakulty.

3. Analyza a interpretace dat

Zpracovani dat z rozhovori probihalo metodou kddovéni. Tato technika zpracovani informaci
vyuziva symboly (kody), které se pfitazuji k jednotlivym pasazim textu tak, aby jej klasifikovaly
¢i kategorizovaly. (Hendl, 2016). Metoda slouzi k posouzeni, které uidaje je jesté¢ vhodné zahrnout
do analyzy a jakou techniku zvolit pro sbér dat. Ve vyzkumném Setfeni byla pouzita metoda
koédovani jak u jednotlivych respondentl (z ditvodu zachovani anonymity), tak pfi zpracovani
odpovédi respondent.

Otéazky, polozené v§em respondentiim, byly fazeny dle charakteru do nékolika kategorii. Prvni
skupina otdazek byla obecnd a vymezovala pracovni zafazeni respondenta, jeho kompetence
V oblastech ziskaného vzdé€lani a vytyceni pozadavki na jeho pracovni pozici. Dalsi kategorie
otazek se tykala typi kompetenci respondentt, tedy jejich schopnosti, dovednosti, silnych a
slabych stranek (osobni kompetence) a miru pravomoci a odpoveédnosti na dané pracovni pozici.
Treti sada otazek byla zaméfena na styly vedeni vedoucich pracovnikd. Zde se rozliSovaly
kompetence lidrovské a manazerské. Posledni otdzka v rozhovoru slouzila k volnému vyjadieni
respondenta, jeho postfehim a napadim tykajici se kompetenci vedoucich akademickych
pracovnikd, ¢i k podéleni se o zajimavosti a problémy vztahujici se ke kompetencim, vysokym
Skolam ¢i akademickym pracovnikiim.

Analyza odpovédi respondentli byla rozdélena do dvou casti. Prvni ¢ast obsahovala vycet
kompetenci jednotlivych vedoucich akademickych pracovniki, ve druhé casti se zjisténa data
komparovala mezi vedoucimi pracovniky v zavislosti na raznych stupnich fizeni (dle pracovni
pozice). Z provedenych rozhovort bylo zjisténo, Ze mezi kompetence dékant i vedoucich
kateder/ustavii vysokych Skol/univerzit zaclenénych do vyzkumu patii kompetence osobnostni,
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socialni, odborné, manazerské, lidrovské, didaktické a pedagogické. Osobnostni kompetence
V sob¢ zahrnuji schopnost rychlého a spravného rozhodnuti vedouciho pracovnika, v¢etné ptijeti
odpovédnosti za dané rozhodnuti, a dale dovednost sebereflexe. Tyto vlastnosti maji dle
vyzkumného Setfeni v rGizné mife vSichni respondenti. Nedilnou soucasti osobnostnich
kompetenci je také time management. Dle vypovédi jednoho dékana fakulty neni snadné tuto
kompetenci zcela ovladat, a proto u né¢j dochazi k zasahu pracovnich povinnosti do osobniho
zivota. Ostatni vedouci akademicti pracovnici dany problém fesi zvySenym delegovanim
pracovnich povinnosti na své podiizené. Seberozvoj a sebevzdélavani pracovnikii patii t€z do
osobnostnich kompetenci, v riznych forméch se osobnostné rozviji vSichni dotazani vedouci
akademiCti pracovnici. Do okruhu socialnich kompetenci fadime schopnost fesit problémy,
zvladani odporu proti zménam apod. Vedouci pracovnici musi velmi Casto feSit rtiznorodé
zadrhely, problémy, konfliktni situace a motivovani podiizenych pracovniki, k ¢emuz vSichni
respondenti vyuzivaji riizné techniky a styly vedeni pracovnikti. Odbornymi kompetencemi, mezi
které fadime orientaci v pravnich a ekonomickych ptedpisech, komunikaéni dovednosti a
jazykové znalosti, byli dle Setfeni vybaveni vSichni vedouci akademiéti pracovnici. Taktéz
manazerskymi a lidrovskymi kompetencemi musi pracovnici na vedoucich pozicich oplyvat.
V ramci vyzkumného Setfeni se nepodafilo jednoznacné zjistit, zda vSichni respondenti disponuji
didaktickymi a pedagogickymi kompetencemi, ackoliv dle ptedpokladu by tomu tak mélo byt.
Soucasti vyzkumného Setieni by jako vyzkumnd metoda musela byt pouzita ptimého pozorovani
vyuky doty¢nych respondenti (akademickych pracovnikll), jez analyzuje styl jejich vyuky.
K danému kroku nebylo ve vyzkumu pfistoupeno.

Kromé rozhovorii byla vyuzita také metoda analyzy vybranych dokumentd tykajicich se
kompetenci vedoucich akademickych pracovnikl vysokych skol/univerzit. Analyza dokumentt
zahrnuje analyzu kvalitativni (jednd se o rozbor textu s naslednym vysvétlenim jeho obsahu), a
analyzu kvantitativni (zkoumajici priméarni data, jeZ mohou pochézet i z dalSich dokumentt).
Druhé4 zminéna analyza vyuZiva jesté tzv. sekundarni analyzu dat (Hendl, 2016), ktera rozebira a
uptesiuje jiz zjisténé informace, piipadné hledd odpovédi na otazky nové vzniklé v prubehu
vyzkumu.

Vysoké Skoly a univerzity maji na pozice vedoucich akademickych pracovnikl specifické
pozadavky. Ty musi byt definovany a uvedeny v persondlnich dokumentech jednotlivych
pracovnikd. Jsou jimi napf. pracovni napln€¢ zaméstnanclii a vybrané vnitini predpisy vysoké
Skoly (volné ptistupné na webovych strankach vysoké Skoly/univerzity). Mizeme zminit
kupiikladu Organizaéni #ad vysoké s$koly, Rad vybérového fizeni pro obsazovani mist
akademickych pracovniki vysoké §koly, Rad vybérového fizeni pro jmenovani vedoucich tistavii
a kateder vysoké skoly/univerzity aj. Pracovni naplné jednotlivych pracovniki nejsou vefejné
pfistupnym dokumentem, piesto bylo osobé provadéjici vyzkum umozné€no nahlédnout do
nekolika osobnich spist (prostiednictvim respondenta). Tyto pracovni naplné¢ vzdy obsahovaly
pracovni zafazeni pracovniki, jejich tarifni tfidu a Cinnosti, které musi vedouci pracovnik
vykonavat v ramci své funkce. Jednalo se zejména o vedeni katedry/ustavu, vedeni zavérecnych
praci studentli (bakalafskych a diplomovych), konzultacni ¢innost pro studenty vSech stupii
studia, vyuka jednotlivych ptedmétl, prace ve zkuSebnich komisich, koncepcni a publikacni
¢innost apod. Dokument Rad vybérového fizeni pro obsazovani mist akademickych pracovniki
vysoké §koly, podléhajici registraci MSMT, je vnitinim dokumentem kazdé vefejné vysoké skoly
a univerzity v Ceské republice. Obsahuje informace tykajici se podminek vybérového fizeni pro
obsazovani pracovnich mist na pozice akademickych pracovnikl. Organiza¢ni fady vysokeé
Skoly/univerzity zahrnuji ptevdzné udaje o soucastech vefejné vysoké Skoly/univerzity, jejim
¢lenéni na katedry a pfidruzena pracovisté, a dale zde nalezneme seznam orgéanti veiejné vysoké
Skoly zahrnujici i konkrétni vedouci pracovniky.
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4. Zavér

Zamérem prace byla analyza kompetenci vedoucich akademickych pracovnikii vysokych
Skol/univerzit, konkrétné¢ dékand fakult a vedoucich kateder/ustavli, zpracovand na vzorku
vetfejnych vysokych Skol se sidlem v Praze. Tato analyza byla rozSifena o komparaci zjisténych
kompetenci vedoucich akademickych pracovnikli na rGznych stupnich fizeni v ramci vetejnych
vysokych skol a univerzit. Na zaklad¢ vyzkumného Setfeni byl stanoven souhrn kompetenci, jimiz
vybrani vedouci akademicti pracovnici disponuji, véetné vytyCeni pravomoci a odpovédnosti
vedoucich pracovnikl veiejnych vysokych skol ptsobicich v roli dékana ¢i vedouciho katedry ¢i
ustavu. VSichni tito vedouci akademicti pracovnici vyuzivaji pfi své praci kompetence z oblasti
manazerskych, lidrovskych, odbornych, socidlnich a osobnostnich, rozdily byly zaznamenany
pouze Vv okruhu vytyéenych pravomoci a odpovédnosti vedoucich pracovnikii v zavislosti na
odli$nosti trovné fizeni. Tyto rozdily se tykaly personalistiky, napt. nastaveni ruznych kritérii pii
vybérovych fizenich podiizenych pracovnikti dle jejich pracovniho zatazeni, v ekonomické
oblasti se rozdily projevovaly v mife a obsahu odpovédnosti a pravomoci za finan¢ni rozpocet
dané fakulty ¢i katedry/ustavu. Dalsi odchylky byly zaznamenany v ramci studijnich zalezitosti,
napi. v rozhodovani dékanti fakult ohledné pfijeti/nepftijeti uchazeci o studium na vysoké Skole,
priznévani stipendii, vyhovéni zadostem tykajicich se prodlouzeni studia nékterych studentim
apod.

Vyzkumnym Setienim bylo zjisténo, ze vSichni dotazovani vedouci akademicti pracovnici
vetejnych vysokych S§kol a univerzit se sidlem v Praze disponuji kompetencemi z oblasti
manazerskych, lidrovskych, odbornych, socidlnich a osobnostnich, maji efektivné nastavena
kritéria pravomoci a odpoveédnosti vztahujici se k urité urovné (¢i stupni) fizeni, a tudiz lze
konstatovat, ze vSichni tito respondenti vykazuji dostatecné kompetence a schopnosti pro
zastavani své vedouci funkce.
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Applied theatre and drama as a tool for organizational learning and development
Aplikované divadlo a drama jako ndstroj organizacniho uceni a rozvoje
Jaroslava Swoboda

Abstract:

Applied theatre and drama (ATD) is a method of integrative organizational education employed
by a variety of organizations in the Czech Republic and abroad. This paper defines ATD
examining key concepts and their related components and proposes a new research model. This
model is designed to ask fundamental questions that should be answered to provide a solid
conceptual framework for better understanding ATD’s use as an educational tool in non-formal
settings.

Keywords:

organizational learning, integrated educational process, applied drama, applied theatre,
organizational theatre, integrative educational process.

Abstrakt:

Aplikované divadlo a drama (ATD) je metoda integrativniho organiza¢niho vzdélavani, kterou
vyuzivé fada organizaci v Ceské republice i v zahraniéi. Tento ¢lanek definuje ATD zkoumanim
klicovych pojmil a jejich souvisejicich slozek a navrhuje novy vyzkumny model. Tento model je
navrzen tak, aby kladl zakladni otazky, které by mély byt zodpovézeny, aby poskytly pevny
koncepcéni rdmec pro lepsi pochopeni vyuziti ATD jako vzdélavaciho nastroje v neformalnim
prostredi.

Kli¢ova slova:

organiza¢ni uceni, integrovany edukacni process, aplikované drama, aplikované divadlo,
organizacni divadlo, integrativni edukacni proces.

Purpose

This paper takes a close look at a research design that could be used to assess the effectiveness of
organizational learning and development through applied theatre and drama. Employee learning
and development take place at the individual or group level in all formal organizations regardless
of ownership or management type. Learning and development are both a source of organizational
evolution and a way to acquire and cultivate intellectual capital. If educational development within
organizations reflects the trends observed in formal school education, where didactic
constructivism is the predominant explanatory schema (Valisova & Kasikova eds. 2021, p 123),
then the research design in the present study can justify and further contribute to the understanding
of the constructivist method in the field of non-formal education. The characterization of didactic
constructivism as a contemporary trend is illustrated by concrete examples in this paper.

2. Art-Based Learning in Organizations

Learning through applied theatre and drama falls under the umbrella discipline of Arts-Based
Learning (Training). This discipline encompasses the educational field that purposefully uses arts
skills, processes, and experiences as tools to support the learning of non-arts knowledge and skills,
in a non-arts setting. Applied Arts-Based Education can be found in a variety of commercial,
government, non-profit, and school-based organizations where the typical participant in the
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learning process is an adult. A more comprehensive set of case studies from organizational
practice can be found in Lotte Darso's publication, Artful Creation: Learning Tales of Arts-in-
Business (2004), and in N. Nissley's overview study (2010) mapping this challenging field
between 2002-2010. Nissley examines art-based learning in organizations such as Unilever,
InterContinental Hotels, Microsoft and Procter & Gamble.

Applied theatre and drama is an umbrella term for all applications of theatre and drama that
purposefully work with non-aesthetic functions of theatre and drama. These theatrical-dramatic
applications meet the following criteria:

do not primarily pursue aesthetic goals

use methods and techniques that work and vary between fiction and real experience

are interactive and participatory

arise in a specific context

their intention and aspiration is “to use theatre and drama to improve the lives of
individuals and create better communities” (Nicolson, 2005, p. 3)

The author of this paper has implemented education through applied drama in the context of
organizations such as SAP and the Canadian embassy in Prague.

3. Applied Theatre or Applied Drama?

Following in the tradition of Anglo-Saxon authors J. Acroyd (Nicolson, 2005, p. 3) or P. Taylor
(Nicolson, 2005, p. 4), this paper speaks of applied theatre and drama as a performance-based
educational method that uses theatrical form as a source of knowledge. It is equally possible to
speak of a process-based educational method, which uses the creative process itself (dramatic and
staging) as a source of knowledge. Two of its fundamental forms can be traced in organizational
practice: Organizational Theatre and Theatre-Based Training, and Interventions (Nissley & Taylor
& Houden, 2004, p. 819-820).

I. Organizational Theatre

In simple terms, organizational theatre can be defined as stage plays tailored for a specific
organization that dramatize critical issues and situations in working life. The theatrical
performance raises awareness of the issue (problem, event or state of affairs) and encourages
organizational readiness for change. One of the theorists of the term, Georg Schreydgg, qualifies
the term to include the involvement of a professional artist (Nissley & Taylor & Houden, 2004, p.
820).), whom P. Taylor defines as a "teaching artist," a reference to the academic curriculum that
Taylor founded at New York University. Either way, the term refers to an individual or group
qualified to do creative work of a performative nature, i.e. the artistic elaboration of a theme, plot,
experience, etc., towards a performance (in Valenta, 2008, p. 44). The concept of organizational
theatre was defined by B. Beckerman (in Schreyogg, 2001) as:

a. A theatrical presentation in which professional performers stage a play.

b. The play dramatizes a specific problem situation faced by the organization in question.

c. The play is aimed at a clearly defined audience, for example, the service department, a
manufacturing plant, salespeople, branch managers.

d. The client organization commissions the theatre piece and pays for its presentation.
Educational activities before and after the theatre performance have the greatest potential for
organizational learning. These activities can include brainstorming, guided discussions, or
questionnaire surveys, among other forms. The main purpose of these reflective activities is to
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focus on a chosen theme before and after watching a theatrical dramatization of the theme.
Predestrag and Saxon (2009) approach ongoing reflection and evaluation of benefits mainly
through the evaluative principles used in Theatre in Education (TIE). Reflective practice is
referred to in Applied Theatre (2003) by the American author Philip Taylor, as well as in The
Reflective Practitioner: How Professionals Think in Action by Donald Schon (2016). The key
information to consider is that reflection involves not just recalling an experience, but rather
productively processing what was a “static” experience and transforming it into procedural
knowledge that can be reactivated in a real-work context.

Il. Applied Drama in Organizations

As mentioned, the trio of authors Nissley, Taylor and Houden (2004) have enriched organizational
studies with the term Theatre-Based Training and Interventions. These studies speak of a process-
based educational method that uses the theatrical-dramatic process and theatrical language and
conventions to meet the educational goals of those directly involved in the process. Applied drama
in organizations is a method most often mentioned as a tool suitable for learning specific
competencies related to communication, creativity, foreign-language proficiency, emotional
intelligence, and leadership (Darso, 2009, p 77-91; Nissley, 2010; Parush & Koivunen, 2014;
Sheng-Tao, F., 2013; VanGundy & Naiman, 2007).

It should be noted that collaboration with professional artists is not a characteristic of Applied
Drama. However, authors such as Prendergast and Saxon (2009), Nissley-Taylor-Houden (2004),
Taylor (2003) and Burstov (2008) highlight the key knowledge and skills that facilitators need to
possess and to develop:

Encourage and lead artistic work and use theatrical conventions

Understand the specifics of education in organizations

Provide an ethical framework for work and a safe space for all participants

Continuously and retrospectively evaluate their own work and put new knowledge into
practice

3. Sources of Inspiration

Many organizations in the Czech Republic provide education through training in theatre and
drama techniques. Training courses are offered, for example, in improvisation, in communication
rhetoric, and in presentation skills (Impro Institute, Improvise). Simulation and role-playing
games (LARP) in the context of management or strategy games, for example, have been common
for many years. Organizations’ interest in such applications suggests that drama can help to
understand and to transfer new knowledge and skills. Despite evidence in the form of recorded
case studies (CITATIONS?) there are no clear guidelines for evaluating the effectiveness of
specific techniques in attaining learning objectives.

Applied theatre and drama as an educational and development approach was chosen by SAP in
2018 following a two-day workshop with facilitators from the CorporArt project. CorporArt‘s
practice of professional development combines traditional methods of corporate training with
theatre and drama techniques and conventions. The objective of the workshop was to equip
participants with work skills (communication, creativity, empathy) and to offer a new look at
everyday work situations in relation to gender equality. "CorporArt's approach significantly
supported the concept of the Business Women's Network, an international project that originated
in SAP to help women and men in their personal development and to overcome gender
stereotypes," said Anna Baginova, HR Talent and Delivery Consultant, SAP.
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By applying theatre techniques---actor preparation, improvisation, scenario creation, approaches
to stage work, audience impact, and other techniques---the two-day workshop fostered a creative
environment that led participants to abandon preconceived notions and to learn to deal with
unexpected situations in the workplace related to gender equality.

The preparation of the programme’s methodology took into account the following variables: the
objectives of the educational activity; the composition of the participants and their mental and
physical capacities; knowledge of the organizational context; the time allocation of the educational
activity; and the financial possibilities of the project.

Participants agreed to the following learning objectives:

e To better understand myself within the work situation (why I act this way), my body (what
I look like) and the impact of my speech (how | affect others)
e To learn to think in new ways about old topics and to open the mind to new stimuli
e To learn effective communication and presentation skills within a team and as solo
presenters
e To gain an unbiased insight into the life of the organization in the area of gender equality
e To discover the power of creativity both within myself as an individual and together as a
team.
Two experienced facilitators led the workshop in a theatre rehearsal room. The facilitators used
local props and costumes but no stage equipment or musical instruments. No professional artists
were involved.
Below are some quotes from the participants’ feedback forms:
"The workshop helped me step out of my comfort zone."
"I now focus on the things | can control, like my body language, contact with my surroundings,
and how I transmit information."
"I learned to listen to the feedback of others. And use it."
"It stuck in my head: "Don't think too much, you can't prepare for it anyway." Thanks a lot!"
"I'm focusing now on things | can control - body language, contact with the environment, speed
and rate of information."
"Creativity - it wasn't a surprise to me. | believe everyone is naturally creative. It's just routine
situations that stifle it in us.”
"Great for team building!"
"We can all do a lot of things and in our daily work, we often forget that."”
"The creativity worked because of the positive atmosphere."
“I wasn't judged or judged for my performance. I wasn't afraid to try things I didn't have the
courage to try during the meeting.”
Although this project was not designed for gathering research data, feedback from participants
supported the facilitators’ conviction that the “artificial” world of theatre offers a fruitful
opportunity for working fully with the individual learning potential of participants while
simultaneously fostering team spirit. In terms of research, the project’s interest lay in the search
for the mechanical lines that either join or divide curriculum and method.

4. Educational Process in the Organizational Context

Educational objectives can have overlapping or quite different goals. The ways of implementing
creation are dependent on understanding the three components and on the components’ optimal
methodological harmonisation.
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1 An integrative model of the educational process for ADD

The context of creation, which derives from the organization’s specific directive, is called the
normative component. This component consists of organizational policy, culture, and strategies.
Clarifying the extent to which this normative component is applied to the curriculum is extremely
important. Socially conscious theatre forms often link their goals to concepts of empowerment
and represent an anti-oppressive form of working with certain communities. However, the same
forms cannot be blindly applied to organizational practice where instead of empowerment, a
formative outcome is expected.

In general, 21% century employers do not oppress their employees, and the employees do not
consider themselves oppressed. During the design and facilitation of educational activities, the
present model of the educational component starts from the premise that the normative component
represented by the organization is consensual and that employee affiliation with the organization
is voluntary. In the present context, the educational component means the targeted teaching
method (strategy) chosen to achieve educational goals. The creative component expresses a
specific way of thinking as well as the methods characteristic for creating drama (theatre).

Educational goals are specified as a theme that is reflected or transferred as new knowledge by
the participants on three levels: cognitive, affective and psychomotor. The cognitive component
captures knowledge that the participants acquire. The affective component encompasses outcomes
in terms of the formation of attitudes, values, and beliefs. The psychomotor component reflects
the achievement of a certain dexterity and the attainment of automated habits in areas such as
speech, body work, vocal command, and the manipulation of objects and tools.

5. Research

The present original research has a mixed design that is currently employed in a pilot phase with
three organizations: Eduzména, SAP and Stock Spirits. These three pilot projects will provide the
first idiographic findings that will serve as the foundation for a deeper analysis of the
methodological concept of applied drama used in an organizational context. The research is
designed as a multi-phase study.
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The first pilot phase aims to understand the importance of each of the above-mentioned sub-
components of the educational process with respect to the fulfilment of educational objectives.
The pilot educational workshops end with a guided group discussion (focus groups) followed by
research questionnaires distributed to the participants. The questionnaires serve as the basis for
subsequent semi-structured personal interviews.

Based on the pilot phase of the research, the current study plans to adapt the educational methods
and to formulate research hypotheses that will be tested in the main research.

Educational workshops will then be conducted again in selected organizations. Participants will
again take part in a research investigation (focus groups, questionnaire surveys and interviews)
that will serve to verify or to refute the formulated hypotheses. The central question of the second
part of the research can be formulated as follows: which factors inherent in the applied
theatre/drama method influence the educational process? What is the importance of these factors
in terms of different personality types? In this research phase, the study will test its hypothesis
further to correlate with a new variable---the standardized GPOP personality typology,
specifically with some of its learning-related scales.
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Skolské reformy a inovicie - priestor pre nové modely vzdelavania a poradenstva®
School reforms and innovations - area for new models of education and counseling
Beata Kosova

Abstrakt:

Stadia sa ststred’'uje na otazku, aky ma byt charakter vzdelavania a poradenstva uditefom
v implementacnej faze Skolskej reformy, ktora stoji na zavadzani inovécii zdola v praxi $kol
atried. Na zaklade prehl'adu zahrani¢nych a domacich vyskumov zdovodnuje rozhodujuci
vyznam ucenia sa z Vlastne] praxe ajeho podmienky. Vysvetluje jeho hlavné modely
prostrednictvom reflexie praxe a akéného vyskumu, ktoré sii nosnymi cestami k sebariadenému
uceniu sa, u¢iacej sa komunite a samoregulujicemu sa eduka¢nému systému vratane zmenenych
uloh vzdelavatel'ov a poradcov ucitel'om.

Krucové slova:
reforma zdola, vzdeldvanie ucitelov, andragogické poradenstvo, reflexivny praktik, akény
vyskum

Abstract:

The study focuses on the question of the nature of teacher education and guidance in the
implementation phase of school reform, which is based on the introduction of bottom-up
innovations in the practice of schools and classrooms. Based on an overview of foreign and
domestic research, it justifies the crucial importance of learning from one's own practice and its
conditions. It explains its main models through reflection on practice and action research, which
are the main pathways to self-directed learning, the learning community and the self-regulating
education system, including the changed roles of educators and teacher counselors.

Key words:
bottom-up reform, teacher education, andragogy counseling, reflexive practice, action research

1. Preco menit’ vzdeldvanie a poradenstvo ucitePom

Slovenska aj Ceska republika sa podla teoretikov transformécie vzdelavacich systémov
Vv postsocialistickych krajindch (Birzea, 2008; Haldsz, 2007; Walterova & Greger 2006, Kosova
& Porubsky, 2011) nachédzaji v sucasnosti v jej Stvrtej faze, ktorou je implementéacia -
zavadzanie zmien, vyplyvajicich zo systémovej i kurikularnej reformy, do praxe. Napriek
politickym a manaZérskym faktorom, ktoré do reformného procesu vstupuju, Brundrett
zdoraziiyje, ze Uspech reformy kladie najvicsie poziadavky na samotnych ucitel'ov, pretoze oni
st jedini, ktori reformné myslienky v kone¢nom désledku mézu aplikovat’ do praxe (Brundrett &
Duncan, 2011). Od ucitela sa pozaduje byt aktivnym tvorcom Kkurikula, ato takého,
prostrednictvom ktorého dokéze lepsie podnecovat’ holisticky individualny rozvoj ziaka.

Do fazy implementécie reformy zaroven naplno vstupuju poziadavky globalizovanej doby na
zmenu vzdeldvacich systémov z pohl'adu buducnosti pracovnych miest a profesii, zaloZzenych na
zasadnom podiele transverzalnych sposobilosti v nich (WEF, 2016). Menia sa role uditel’'ov, ktori
uz d’alej nemdézu byt odovzdavate'mi hotovych poznatkov, kontrolérmi a hodnotiteI'mi. Podl'a
Core Education meniace sa role st vyvolané piatimi kI"aC¢ovymi faktormi, ktorymi st: 1. prechod
od koncepcie ,poskytovania vzdelavania®“ k ,umoziiovaniu ucenia sa“, k poskytovaniu
vzdeldvacich skusenosti, ktoré podporuju rozvoj; 2. technolégia meniaca povahu l'udskych
schopnosti a kapacit a rozvoj umelej inteligencie v takom rozsahu, Ze dopyt po ucitel'och moze
byt ohrozeny; 3. zmena koncepcie vedomosti Z osvojeného poznania na subor osvojenych

5 Studia vznikla s podporou projektu projektu APVV -16-0573 Aplikacia modelu andragogického poradenstva v
kontexte profesionalizacie uditel’'stva

48



kognitivnych stratégii; 4. zvySeny doraz na sebaurcené a sebariadené ucenie sa Studenta aj
samotného ucitela, na rolu Studenta vo vlastnom vzdelavani; 5. uprednostiiovanie kultirnych
perspektiv pred jednym dominantnym kultirnym diskurzom (podl'a CORE Education, 2019).

Uspech $kolskych reforiem sa vo svete posudzuje podla toho (napr. Fullan, 2007;
McKinsey&Company, 2011), ¢i doslo minimalne: a) k zlepSeniu vzdelavacich vysledkov ziakov,
t. j. kvality vyucby priamo v triede, b) Kk pozitivnym postojom a zvySeniu profesionality,
autonomie a zodpovednosti ucitelov a Skolskych lidrov, t. j. kvality vnttornych kooperativnych
procesov V skole a c) k pozitivnym postojom verejnosti k Skolstvu. Ako ukazuju vysledky
medzinarodnych a narodnych testovani, ale aj protesty slovenskych uéitel'ov z rokov 2015 a 2016
areakcie na ne, nezadujem verejnosti a pretrvavajuci negativny obraz Skolstva v médiach, tieto
efekty sa ani po 14 rokoch od kurikularnej reformy na Slovensku neprejavuji. Podl'a vyskumov
implementacnej fazy reformy slovenski ucitelia pre direktivne a byrokratické vedenie reformy
vylu¢ne zhora nadol a pre prehusteny Statny vzdeldvaci program maju vyrazne negativne postoje
k reforme. Dodnes sa nestotoznili s novymi ciel'mi vzdelavania v podobe kompetencii (len
deklarativne), s nutnost'ou kolaborativneho spdsobu ich rozpracovania do Skolského kurikula,
s nutnost'ou kvoli nim zasadnejSie zmenit' spdsob vyucby v triede a ¢o je najhorsie, v podstate
odmietaju postavenie tvorcov kurikula pre svojich ziakov a zodpovednost’ za reformu vzdelavania
(Porubsky et. al, 2016, Kosova & Trnka, 2018).

Takto vedenou reformou boli naplnené vsetky hlavné predpoklady pre tzv. ,,inovdciu bez
zmeny““: nedostatona znalost' a pripravenost, nedostatok podpory, absentujiuci konsenzus
0 zmene a reformna iniciativa iba zhora-nadol (Ng, 2009). Vyvstava teda otazka, ako realizovat’
vzdeldvanie a poradenstvo ucitelom v implementacnej faze reformy, aby k inovaénym zmenam
vobec doslo?

2. Ako podporit’ reformu zdola — k ¢omu orientovat’ vzdelavanie a poradenstvo
ucitePom

Koncepty uspesnych kurikularnych reforiem (napr. M. Brundrett & D. Duncan, 2011, M.
Fullan 2007, 2010) zdoraziuju, ze zmeny musia prebichat’ subezne: zhora su vytycené ciele
reformy a vzdelavania, principy, ramcovy program reformy, ale inovacie ktorymi sa ciele
dosahuju, vychadzaji zdola zvnutra Skoly, ¢i triedy podl'a potrieb Ziakov. To osobitne plati
0 implementacnej faze. Zhodnotenie uspesnych reforiem ukazuje, Ze v tejto etape ucitelia planuju,
pilotne odskuSavajii a zhodnocuju inovacie, postupne zavadzaji zmeny, neustale ich reflektuja
a koriguju, aby boli v sulade s ciel'mi reformy. V timovej praci planuja, davaju si spatna vizbu,
u¢ia sa navzdjom, zdielaji skusenosti atym posililuji svoju profesionalitu, sebaponatie
a autondmiu. Cely proces vyZzaduje rozhodné vedenie, ktoré udrziava motivaciu, poskytuje
odbornu aj organiza¢nii podporu, buduje vzt'ahy a pozitivau klimu (Fullan 2010), k inovaciam
zabezpecuje cieleny profesijny rozvoj aktérov (Cheng 1994). Vyskumy ukazuju, Ze okrem iného
pocas realizacie su podstatné dve skutoCnosti: pozitivny postoj ucitelov a Skolskych lidrov
k inovaciam (motivacia) a K sebe samému a ich zapojenie do inovacii.

Postoje ucitelov k zmenam a k sebe ovplyviuju, do akej miery budi zmeny premietnuté
naozaj do praxe. Cheung a Wong, (2011) vyskumne zistili, ze ucitelia premietli zmeny do praxe
Vv oblasti u¢ebnych stratégii, zohl'adilovania diverzity ziakov, ¢i hodnotenia Ziakov len vtedy, ak
sa so zmenou skuto¢ne stotoZnili. Nestaci len vysvetl'ovanie zmyslu zmien a poznatkova vybava
ucitel'a o inovaciach, ale je nutné ziskanie uclitela pre zmeny, vytvoreniu étosu pre reformu
a motivacia, ktort treba neustale udrziavat’. Vytvorenie inova¢ného étosu povazuju niektori autori
za natol’ko doélezité, ze ju uvadzaji ako samostatni fazu reformy (Brundrett & Duncan, 2011).
Hargreaves (1991) zistil, ze ucitelia s nedostatocne rozvinutym sebavedomim a sebaponatim maja
pri praci s ostatnymi strach z Gtoku na ich osobu Chut’ ucitelov zavadzat’ zmeny a riskovat’ riziko
neuspechu je determinovna sebavedomim ucitel'a a vedomim vlastnej profesionality. Aj Wu
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potvrdil, Ze autondémia uclitelov bola signifikantnym prediktorom ich motivacie zmenit

vyucovanie (Wu, 2015).

Dalsia &ast vyskumov ukazuje, Ze uspe$nti implementaciu reforiem podporuje nielen
motivacia, ale samotné aktivne zapojenie do tvorby a prijimania zmien. Choi Wa Ho (2010)
zistila, ze preferovanou podmienkou pre uspech v participativnom prijimani rozhodnuti v kurikule
je vysoka tiroven Zelanej participacie a zaroven vysoka uroven aktualnej participacie. Takisto bolo
preukazané, ze ak su ucitelia zapojeni do procesu inovacie od pociato¢nej myslienky az po jej
implementaciu a reviziu a doveruju vedeniu Skoly, je pravdepodobnejsSie, ze zavadzanie zmeny
bude Gspesné (Brundrett & Duncan, 2011). U¢itelia skor zreformovali svoje vyuc¢ovanie, ak mohli
spolo¢ne vytvarat’ materidly a planovat’, zdiel'at’ navzajom napady (Anderson, 1995). A zaroven
bolo zistené, ze predchédzajuci Gspech v zavadzani réznych, aj malych inovacii, zvySuje pozitivne
sebaponatie u€itel'a vo vztahu ku kurikulu (McCormick, Ayres a Beechey, 2006).

Vsetky doteraz spominané koncepty a vyskumy maji jedno spolo¢né. Vidia ucitel’a nielen
ako implementatora reformnych zmien, ktoré naprojektovali externi odbornici, ale ako aktivneho
tvorcu kurikula a pritom aj seba samého. Inovacie v tvorbe kurikula podl'a nich vychadzaja
zvnutra Skoly, ¢i triedy podl'a potrieb ziakov s vedomim smerovania k vyty¢enym cielom. Podl'a
nich ucitel’ sa mdze naucit’ tvorit’ a inovovat’ kurikulum az v samotnej praxi (nie v studiu), ako
sam tieto inovacie spolu s inymi zdiel'a a skuSa vo svojej triede. M. Fullan, autor uspesnej
ontarijskej skolskej reformy a jeden z najuznavanejSich svetovych teoretikov skolskych reforiem,
dospel k zaveru, ze je to samotna prax, ktora rozvija a pohana tedriu a v inovaciach ,, prax - nie
vyskum, by mala byt tym hnacim procesom* (Fullan 2010, s. 24). Pri analyze skusenosti
Z Gspesnych reforiem, ktoré zhrnul do siedmich velkych idei, ako uskutocnit’ dobru systémovu
reformu K uceniu sa z praxe d’alej dodava, ze ucitel’ k tomu okrem iného potrebuje:

e presvedcCenie, Ze zmena sa da uskuto¢nit’, k comu je najlepSou motivaciou dosiahnutie nejake;j
realnej zmeny v procese inovacii, na ¢om sa da potom stavat’;

e menej kI'iCovych priorit, na ktoré sa vo svojej praci mozu dobre ststredit’ a drzat’ sa ich, nie
tlak dosiahnut’ vSetko naraz;

e rozhodné vedenie, ktoré¢ sa drzi svojho ciela, ato najmi, ked’ sa nové napady stretdvaji
s tazkostami a ked’ je potrebné zotrvat’ a vystavat’ Gspech a ktoré ho kombinuje s hlbokou
empatiou, snazi sa identifikovat’ a pochopit’ rozpaky a ndmietky svojich I'udi a budovat’ dobré
vzt'ahy na pracovisku aj s tymi, ktori nie st zmenami nadSent;

e kolektivna kapacita ako zaklad kolaborativnej Skolskej kultury a profesijnych uéiacich sa
komunit, pretoze ucitelia si ovel'a ispesnejsi, ked’ pracuju spolocne a st vhodne vedeni, ked’
sa Skoly u¢ia v malych zoskupeniach a siet’ach, ¢im sa zvySuje pristup k i¢innym praktikdm
a urychl'uje sa zlepsenie (podl'a Fullan, 2010).

Tesné prepojenie kurikuldrnych zmien aucitela poskytuje koncepcia kurikuldrnej
efektivnosti, ktori overil Y. Ch. Cheng. Podl'a nej kurikulum je efektivne vtedy, ked” vhodne
interaguje s kompetenciami ucitel'a. Nestaci len zmena kurikula naplanovana a implementovana
prostrednictvom externych $pecialistov, ani len samotny rozvoj kompetencii ucitel’a pre naroky
zmeneného kurikula, ale musi ist oich dynamické prepojenie v kontinudlnom, subezZnom
a cyklickom procese. Iniciacia kazdej ¢iastkovej zmeny je podporovana profesijnym rozvojom
ucitel'ov, lidrov a timu - teda po krokoch, ale subezne na vsetkych urovniach. Kurikulum tak méze
byt vypracované a uicinne zmenené len vtedy, ked st ucitelia do tohto procesu dostatocne
zapojeni, aby bola zdokonal'ovana ich schopnost’ rozvijat’ kurikulum v sulade s charakteristikami
ziakov, Skolskych ciel'ov a existujucich podmienok a to v dlhodobom ¢asovom horizonte (Cheng,
1994, blizsie Kosova & Tomengova, 2015).

Zavery, ktor¢ ztoho vyplyvaji pre obsah aproces kontinudlneho vzdelavania
a andragogického poradenstva v implementacnej faze reformy jednoznacne smeruju k dorazu na
ucenie sa z praxe a jeho vsestrannl podporu a to nielen jednotlivcov, ale aj inovacnych timov.
Vzdeldvanie a poradenstvo sa mad odohravat’ v prostredi inovujucej sa Skoly, smerovat’ nielen
k jednotlivym uéitel'om a jednotlivym inovaciam, ale aj k podpore sebavedomych a uéiacich sa
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komunit a Specifickej priprave Skolskych lidrov pre dlhodobu udrzatel'nost’ inova¢ného étosu
a pozitivneho postoja k reformnym zmenam $kolskej praxe.

3. Procesualna stranka vzdeliavania a poradenstva ucitePom - modely ucenia sa z praxe

Modely ucenia sa z praxe predstavuji v sucasnosti hlavne dva smery rozvoja ucitel'skej
profesionality — model ucitel’a reflexivneho praktika, ktory konstruuje svoje Specifické profesijné
poznanie intelektualnou bdelost'ou voci vlastnej praxi a model ucitel'a vyskumnika, ktory tak robi
s oporou o vyskum vlastnej prace. Ide o procesualne pristupy, zalozené na konstruktivizme,
vychadzajice z rozvijajucej sa ucitel'skej osobnosti a jej postupnej premeny z urovne ucitel’a
zaciato¢nika az na ucitel'a experta. V tomto procese je ucitel’ povazovany za hlavného aktéra
svojho profesijného rozvoja a spolutvorcu svojej profesijnej identity a vlastného edukac¢ného
myslenia (Vermunt — Verloop, 1999, Spilkova, 2004, Kasacova, 2005). Oba modely vychadzaju
Z presvedcenia, Ze len prostrednictvom konania je mozné legitimne porozumenie, Ze tedria bez
praxe nie je tedriou, ale len Spekulaciou (Huang, 2010, s. 93), ze tedriu moze ucitel’ skutocne
vyuzit’ len pri skiimani vlastnej praxe, ked’ h'ada odpovede na otazky, vzniknuté v konkrétnej
situdcii v triede. Ako aj, ze teoretizovanie ucitel'a o vlastnej praxi v samotnom eduka¢nom
procese, mu umoziuje rozvijat' vlastné koncepty, schopnosti a kreativitu a tvorit’ tak z ucitel'stva
autentickt ¢innost’, ktorou sa napliiuje interny zmysel a hodnoty profesie.

3.1 Model uditel reflexivneho praktika

Model ucitela — reflexivneho praktika vychadza zo zisteni vyskumov viacerych autorov
(blizsie onich Kosovd & Tomengova, 2015), podla ktorych ucitel zo vsetkych svojich
teoretickych poznatkov skutocne vyuzije len tie, ktoré boli dostato¢ne integrované s 0sobnou
skusenost'ou a prostrednictvom reflexie sa stali dominantnymi teoretickymi interpretaciami praxe.
Preto tito autori spajaju expertnost’ s kompetenciou odborne reflektovat’ vlastn prax, ktora je
povazovana za zakladni kompetenciu ucitela k profesijnému rastu. Reflexia vlastnej praxe
predstavuje aktivne, vytrvalé uvazovanie o vlastnom presvedceni z hl'adiska zakladov, na ktorych
stoji a zamerov, ku ktorym smeruje (je teda ukotvend v osobne potrebe a zaroven v odbornej
teorii). Ucitel’ si pritom uvedomuje svoje mentalne Struktary, podrobuje ich kritike a v pripade
potreby ich restrukturalizuje. To mu umoziuje reflektovat’ nielen to, o sa konkrétne odohrava
Vv triede, ale aj vlastné hodnoty, postoje, ¢i zaml¢ané predpoklady svojho profesijného konania
a tym prijimat’ racionalne rozhodnutia, menit’ systém vlastnych presved€eni o zmysle, cieloch
a procesoch edukacie a tvorit’ si osobnu filozofiu, ktord je podla Spilkovej (2004) jadrom
postupne sa utvarajuceho ponatia vyucby aj profesionality. Je najlepSou moZznost'ou prepojenia
teorie a praktickych skusenosti. Korthagen (2011) dokazuje, ze bez dostatku dobre reflektovane;j
praxe nie je mozné ucitel'ovo konanie ani myslenie menit.

Podla uvedenej tedrie k ziskaniu ucitela, aby zavadzal zmeny (k zmene profesijného
myslenia a konania) vedie pomerne dlha cesta rozvojom kompetencie ucitel’a reflektovat’ vlastnt
prax. VyZaduje teda zapojenie ucitel'a do pilotného overovania inovécii, ich stalu reflexiu, vedent
prostrednictvom metdd mentoringu, tatoringu alebo kaucingu. Vyzaduje sa sebareflexia ucitel’a
prepojena s objasnovanim novych konceptov a teorii, na zaklade ktorych pochopi nové ciele, ¢i
pojmy a vytvori si také konanie, ktoré bude s nimi v sulade. Rozhodne nestaéi, (ako sa to stalo
Vv pripade slovenskej reformy), ,,nadiktovat* ucitelom novl terminoldgiu, ani prednasat’ im
0 novych metddach vyucby.

Reflexia prebieha v piatich zakladnych fazach cyklu, ktory sa neustale opakuje (Kasacova,
2005, Korthagen, 2011). Podstatné kognitivne a mozné emociondlne charakteristiky, ale hlavne
charakter podpory, ktort reflektujuci ucitel' v jednotlivych fazach reflexie potrebuje, st
znazornené v tab.1.
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Tab. 1 Reflexia a jej podpora

FAZA CYKLU CHARAKTERISTIKA | EMOCIONALNE PODPORA

REFLEXIE KOGNITIVNA SUVISLOSTI

Konanie skusenost’ v situacii pocity ponuknut’ skisenost’
prekoncept postoje vyvolat potrebu

Spitny pohPad na | premyslanie o frustracia pocit bezpecia

konanie vyucovani motivacia (akceptacia,

popis, poodstupenie
rozhovor so sebou

empatia, autenticita,
konkrétnost’ otazok)

Uvedomenie si najdenie vizieb osobny vzt'ah konfrontacia
podstatnych hladiska K situacii generalizacia
aspektov kontexty osobny zaujem zexplicitiovanie
reorganizacia spojenie s tedriou
Vytvorenie iny (lepsi) postup k vztah k zmene podpora sebaponatia
alternativnych cielu rezistencia pocit bezpecia
postupov
Vyskusanie nova snaha dosiahnut’ cyklus sa opakuje

ciel
Zdroj: voI'ne podl'a Korthagen, 2011, Kasacova, 2005

Profesijné d’alSie vzdelavanie by preto malo zacinat praktickou skisenost’ou. Aby vSak vobec
bolo mozné robit’ myslienkovu reflexiu, je potrebné podla ur¢itého poriadku ,,uvazovat’ ako
uvazujem a zdévodnujem svoje konanie®. Tento poriadok je dolezity pre odhalenie logiky
vnutornych vztahov situacie a preto hoci reflexia vychddza zo Struktury konkrétnej osobnej
skusenosti, postupne najneskor vo faze konfrontacie sa opiera o Struktaru urcitého odborného
teoretického kontextu. Preto ten, kto iného uéi reflexii, ma okrem psychickej a socialnej podpory
ponukat’ reflexivne metody, Strukturované podl'a odbornej tedrie v kategdriach odborného jazyka,
napr. Struktirované osnovy pre sebahodnotenie, pre pozorovanie vlastnej ¢innosti a myslenia. To
najcennejsie, ¢o moze dat’ vzdelavatel alebo poradca ucitel'ovi na cely profesionalny Zivot, je dat’
mu nastroj pre neustalu rekonstrukciu vlastnej edukacnej tedrie — ¢ize podporit’ rozvoj jeho
schopnosti odborne hodnotit’ svoju vyu€ovaciu ¢innost’, tym inovovat’ svoje pedagogické ndzory
aneustale zlepSovat' svoje ucitel'ské schopnosti (podrobnejSie o reflexii praxe Kosova &
Tomengova, 2015).

3.2 Model uéitel’a vyskumnika
Podl'a Clarke a Erickson (2006) ako reakcia na nespokojnost’ s "technickym a racionalnym"
pristupom k vzdelavaniu ucitel'ov, ako aj s malym vplyvom konvenc¢ného vyskumu na edukacnt
prax, nastupil zaciatkom 90. rokov 20. storo€ia trend, ked’ sa status ucitel’a z vyskumného objektu
zmenil na status Uc€astného partnera a v polovici 90. rokov na poziciu samotného vyskumnika.
Tento trend je eSte dnes posilneny viziou samoregulujucich sa edukacnych systémov, zameranou
na budovanie kapacit pre takyto samo-zdokonalujuci sa edukac¢ny systém* (BERA-RSA, 2014).
Vedecka gramotnost’ ucitela, zahriiujica najma spdsobilost’ realizovat vlastny vyskum
a sposobilosti vyucovat’ prostrednictvom vyskumného spdsobu uvaZovania, je vnimana ako
kl'a¢ova dimenzia SirSej profesijnej identity, ktora nasledne podporuje d’alSie piliere kvality
ucitela. Praktickd skusenost’ s vlastnym vyskumom moze predstavovat’ klicovy sposob, ako
podporovat’ trvaly rozvoj profesijnych znalosti a tym aj trvalé¢ uspesné zmeny na edukacnych

pracoviskach (Thorgeirsdottir, 2015).
Model ,,ucitela — vyskumnika* povazuje proces, v ktorom ucitelia reflexivne ziskavaju
a kriticky preskimavaju svoje tacitné tedrie a neuvedomené predpoklady vlastnej prace, za proces
vyskumny. Preto sa v tomto modeli pozaduje zaujatie skutocnej vyskumnej pozicie voci vlastnej
praxi. Tento trend zaviedol vyuZzivanie vyskumnych metdd, ktoré boli mnoho rokov vo vyskume
vzdelavania ignorované ako je napr. akény vyskum. Akcény vyskum v kontexte vzdelavania je
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synonymom mnohych zahrani¢nych oznaceni (,,teacher research®, , teacher inquiry*,
., practitioner research”, |, insider research*). Ide o taky druh vedeckého vyskumu, v ktorom
aktéri vzdelavania systematicky skimaju svoju vlastnu prax s cielom skvalitnit’ ju. Oproti beznej
reflexivnej praxi vyzaduje podporu ,,tvrdych®* vedecko-vyskumnych kompetencii ako: vyber
vhodnej vyskumnej stratégie (kvantitativny versus kvalitativny pristup), formulécia hypotéz,
vyber a tvorba meracich nastrojov, analyza dat ¢i implementacia vysledkov a d’alsie.

Vyuzite samotnych prostriedkov eduka¢ného vyskumu a vyskumnych kompetencii este
nepostacuje, pretoze typicky cyklus akéného vyskumu je: sktimanie — reflexia — akcia. Ucitelia
v tomto procese teda nielen spochybnuju a reflektuju prax a realizuji vyskum, ale aj navrhuja
nov¢ rieSenia, implementuju tieto rieSenia a vyhodnocujui ich dopad, ¢im opidt’ Startujii novy
cyklus (Virasztoova, 2014). Podla tohto modelu je totiz uéitel’ v neustalom vyskumnom procese
identifikacie problémov a hl'adania ich rieSeni, zbierania informécii, pldénovania akcie, jej reflexie
a interpretacie vysledkov. Realizacia akéného vyskumu tak vyzaduje od vzdelavatel'ov
a poradcov vysSiu metodologicki podporu a pre udrzanie celého procesu velmi podobnu
emocionalnu a socialnu podporu ako v procese reflexie (tab. 2).

Tab. 2 Ak¢ny vyskum a jeho podpora

FAZA AKCNEHO | CHARAKTERISTIKA | EMOCIONALNE PODPORA
VYSKUMU SUVISLOSTI
Vstup do akéného | skusenost v situacii, pocity, postoje vyvolat’ osobnu
vyskumu identifikacia problému potrebu
Vstupné meranie priprava vyskumu, motivacia, ponuknut’ skisenost’
zber vstupnych udajov, | frustracia metodologicka podpora
analyzy a interpretacia sebadovera pocit bezpecia
empatia
spolupraca
HPadanie a tvorba | navrh rieSenia, vzt'ah k zmene konfrontacia
novych rieSeni akcia — realizacia rezistencia zexplicitiovanie
rieSenia, nova snaha spojenie s tedriou,
dosiahnut’ ciel podpora sebaponatia,
pocit bezpecia
Vystupné meranie | zber vystupnych udajov, | motivacia, komparacia
analyzy a interpretacia sklamanie spolupraca
podpora sebaponatia
Formulovanie zverejnenie vysledkov sebadovera, podpora sebaponatia
skiisenosti odvaha

Zdroj: vlastné spracovanie + Virasto6zova, 2014

Tento pristup prehlbuje porozumenie vyucbe na vedeckom zaklade a vytvaranie racionalne
podlozenej, t. j. na dokazoch zalozenej a argumentovanej profesijnej identity a expertnosti.
Podobne ako v modeli reflexivneho praktika ide o proces tvorby nového edukaéného poznania
ucitel’a, ktorého podstatou je kreovanie ,,zivej* edukacnej tedrie (McNiff, 2008), vychadzajicej
Z otazky: ,,Ako mdzem zlepsit’ svoju edukacnu prax?“ Vyzaduje teda tiez vznik osobnej potreby
zmeny. T4 nastupuje, ked’ ucitel’ pocit'uje rozpor so sebou samym, teda toho v ¢o veri, uznava
a chcel by dosiahnut’ a toho, ¢o v skuto¢nosti svojim konanim dosahuje. Inovacie potom nie st
vnucované zvonka, ale st vysledkom vlastnej praxe astadia. Vyznamnym prinosom
angazovanosti ucitelov v akénom vyskume je vlastny profesijny rozvoj a to nielen odborny
a metodologicky, ale aj z hl'adiska zlepSovania jeho flexibility, proaktivnosti, kritického myslenia,
sebaistoty, spokojnosti a pod. (Car & Kemmis, 2003, Clarke & Erickson, 2006, McNiff, 2008).

Na rozdiel od modelu reflexivneho praktika mé pre zavadzanie inovéacii akény vyskum eSte
jeden vyznamny benefit. V odbornej literattre je totiz povazovany nielen za participativny, ale aj
za kolaborativny proces, kde v procese kritickej analyzy su tedria a prax dialekticky prepojené
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a vysledky vyskumu zdielané. Akény vyskum nie je videny ako aktivita jednotlivcov, ale ako
prostriedok vytvarania kolaborativnej kultury Skoly aako kolaborativna aktivita slizi na
podnecovanie spoluprace, spolocného ucenia sa, spolo¢nej tvorby inovécii, tvori komunikacny
priestor na diskutovanie o realnych problémoch praxe, zdielania skusenosti (vratane
vyskumnych) a na diseminaciu inovacii (Car & Kemmis, 2003, McNiff, 2008, Thorgeirsdottir,
2015). Model ucitel'a vyskumnika otvara tak aj novy pohl’ad na spolupracu vysokych a ostatnych
§kol, ¢i organizacii vzdelavania a poradenstva pre ucitelov, kde vSetci st v procese vyskumu
participujicimi vyskumnikmi.

Zaver:

Doteraz uvadzané zdovodnenia a vyskumné zistenia ukazuju, ze v implementacnej faze
reformy, kde je podstatnou podmienkou zavddzanie inovécii zdola, je potrebna zmena pohl'adu
na profesijny rozvoj ucitel'ov. Jeho podstatou ma byt sebariadené ucenie sa z vlastnej praxe. To
je vsak az vysledok dlhodobého procesu takého vzdeldvania a poradenstva, ktoré k tomu dava
ucitel'ovi potrebné néstroje. Prioritne orientuju ucitel'a na postupny proces (aj drobnych) zmien
vlastnej praxe ale najmi svojich vlastnych sposobilosti, ktoré su rozhodujuce pre ukotvenie
trvalejsich zmien v jeho edukacnej filozofii a edukacnych stratégiach. Prevahu teda nemézu tvorit
prednasky, semindre, ¢i workshopy S dekontextualizovanym vycvikom zru¢nosti a eSte k tomu
organizovanych mimo Skoly a triedy, kde ucitel' je len ucastnik. Vzdelavanie, ale najma
poradenstvo by malo ist’ za Skolou a ucitel'mi, vychadzat’ z ich potrieb, byt ,,usité na mieru®, diat’
sa na mieste v procese kazdodenného zivota §kol a tried. Toto vSak vyzaduje aj novy pohlad na
pripravu Skolskych lidrov od riaditelov az po uvadzajicich ucitelov. Nejde len o osvojenie
pristupov znamych z mentoringu, ¢i kaucingu, ale aj presvedcenie, ze celtl podporu ucitel'ov treba
organizovat’ okolo zmeny ich vlastnej praxe. Odstranit’ netrpezlivost’, nechciet’ naraz vsetko,
chapat’ Ze zaviest’ aj velké veci (ako napr. inkliziu vo vzdelavani) vyZaduje postupnost’ malych
zmien. Podstatna je schopnost’ udrzat’ a ukotvit' aj malé zmeny, tesit’ sa z nich a tato radost’
prenaSat’ na inovujucich ucitelov. V tradic¢nej ,kultire nezasahovania“ treba aj budovanie
kolaborativnej kultiry rozvijat’ postupe. Dobre uvazit’ napr., kedy je eSte potrebna individuélna
reflexia s ucitelom a kedy uz mozno prejst’ ku reflexii v skupine, viest vSetkych k davaniu
a prijimaniu vecnej spitnej vizby bez ohrozenia sebaponatia. A V neposlednom rade rozhodnym
sposobom davat’ najavo, Ze drobné inovacie kazdého ucitel'a, zdiel'anie jeho skusenosti je
Vv prostredi spoluprace benefitom pre vSetkych.
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School Students’ Views on Online Education During the Covid-19 Pandemic
Nazory studentu skol na online vzdelavani béhem pandemie Covid-19
Martin Malcik, Miroslava Miklosikova, Martin Rangl

Abstract:

In the spring of 2020, Covid-19 spread worldwide. In the Czech Republic, under this given
situation, it was possible to continue education only by introducing distance online teaching, at
all levels of the education system.

The research aimed to find out, using a questionnaire, how secondary school students were
educated in this period of distance online teaching, how this form of teaching affected the
students’ attention and whether students did or did not feel overwhelmed by the number of
assignments. Data were processed by the methods of description, deduction and comparison.

Keywords:

Secondary school student, Covid 19 pandemic, distance education, distance online teaching,
attention, motivation.

Abstrakt:

Na jate roku 2020 se Covid-19 rozsitil po celém svété. V Ceské republice bylo za dané situace
mozné pokracovat Ve vzdélavani pouze zavedenim distanéni online vyuky, a to na vSech stupnich
vzdélavaciho systému.

Cilem vyzkumu bylo pomoci dotazniku zjistit, jak se v tomto obdobi distan¢ni online vyuky
vzdélavali studenti stfednich Skol, jak tato forma vyuky ovlivnila pozornost studentt a zda se
studenti citili ¢i necitili zahlceni mnoZstvim ukolid. Data byla zpracovana metodami deskripce,
dedukce a komparace.

Klicova slova:

Stifedoskolak, pandemie Covid 19, distan¢ni vzdé€lavani, distan¢ni online vyuka, pozornost,
motivace.

Introduction

In the spring of 2020, Covid-19 disease, caused by a new type of coronavirus designated SARS-
CoV-2, spread worldwide. In different waves, the governments of affected countries ordered
“lockdowns”, including all levels of school and out-of-school education. In the Czech Republic,
under this situation, it was only possible to continue education by introducing distance online
teaching, at all levels of the education system.

Education is understood as learning and teaching at school and at home, retraining, training, self-
study and tutoring. It can be formal or non-formal education as well as adult education (Prticha
& Veteska, 2014). The online distance learning of this extent has been a new and never- before-
tried experience for educators, lecturers, students, students and adults.

E-learning is education with the use of computer technology and the Internet. It is basically any
use of electronic material and didactic means with the intention of effectively achieving an
educational goal. No literature from before the outbreak of the pandemic dealt with teaching that
took place fully online and could therefore neither describe nor analyse it (Zounek, 2016).
Successful learning at a distance requires students to possess specific skills and attributes.

As Brindley (2014) emphasised, “studying at a distance requires maturity, a high level of
motivation, the capacity to multi-task, goal-directedness, and the ability to work independently
and cooperatively” (Brindley, 2014).
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Motivation and learning

It has been established that school success, students’ learning performance and personality
development are significantly affected by motivation. Motivation is one of the prerequisites
for effective learning; it affects concentration, memory processes, endurance in learning, speed
and depth of learning. Motivation dictates whether the student will use their ability potential and
whether they will further develop their abilities. Working with motivation is one of the most
difficult activities of a teacher.

Internal and external motivations are frequently positioned against each other, but
research does not confirm these assumptions; on the contrary, they prove that external and
internal motivations can complement each other well (Pavelkova, 2021).

Attention and learning

From a psychological point of view, attention is one of the cognitive processes/states. It is
manifested by the concentration and focus of the individual’s mental activity on a certain subject,
another individual or a phenomenon (Hartl & Hartlova, 2000).

The way a student uses their attention determines what and how they perceive. The
weakening of attention is due to their inability to resist the urge to pursue other stimuli,
perceptions, and activities instead of concentrating on the activity that is desirable to them from a
pedagogical point of view.

There are two main types of distractions — sensory and emotional. The distraction of the
senses takes place through incoming stimuli — sounds, colours, smells, feelings, other people,
etc. Emotional distraction is considerably more complicated. These are emotionally loaded
signals in the form of an argument with someone close to you, anxiety, etc..It could be stated
that students with the best ability to concentrate are relatively immune to emotional shocks, have
it easier to manage crises and maintain mental balance despite long-term emotional fluctuations
(Goleman, 2014). After the first lockdown, The Ministry of Education, Youth and Sports (2021)
has issued recommended procedures for distance learning.

We aimed to find out how the situation affected the education and learning of secondary school
students, including their attention and motivation to learn.

Research goal

The research aimed to find out how the education of secondary school students proceeded
during the period of distance online teaching during the Covid-19 pandemic, how this form
of teaching affected students’ attention and whether students felt overwhelmed by many tasks or not.

We assumed that distance learning would not suit the majority of students. We assumed that the
number of students who felt overwhelmed during the distance online teaching would be greater
than the number of students who would not. We also assumed that as the number of distance
online teaching hours increased, the students’ attention would decrease.

Methodology

The questionnaire was created using Google Forms and sent in the form of a link to the with a
request to administer it to secondary school students. The questionnaire was divided into five parts
and had 23 questions, of which 14 were closed, 5 open, 3 were identity questions and one item
was of a battery type.

The research took place from 17th May 2021 to 26th May 2021 and involved 202 secondary
school students aged 15 to 19, of which 48% were boys and 52% were girls. 31% of
students were in their first year, 39% in their second year, 23% in the third year and 15%
in the fourth year.
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The obtained data were processed using statistical analysis, the aim of which was to
explain the problem by examining its components in detail.

Interpretation of research results

When asked whether they consider online education to be better than full-time study, one
third of students answered in the affirmative. Students see advantages in working at home and in
the possibilities to improve the use of their free time.

The disadvantages of online learning were seen by students as a lack of motivation to learn, low
attention span and distraction leading to other activities, less learning but more homework,
technical difficulties for teachers and students, self-passivity and no social contact.

When asked whether they spend more hours learning and fulfilling school obligations in
online education than in full-time education, 40% answered positively in favour of distance
learning, 35% in favour of full-time teaching and 25% said it was the same. It would be
advantageous to carry out a more detailed analysis focusing on the specific type of school
and time management of students. When asked how many hours (classes) they had in the online
education compared to full- time education, the students stated (96% of them) that the number of
lessons had been reduced. However, they had more assignments, individual works, seminar papers
and projects. However, some students understood this as having more time off and did not
participate until the second or third lesson.

When asked whether and how online teaching affected students’ attention, they answered as
follows: 51% of students said that online learning had a significant negative effect on their
attention, 23% said that online learning tended to negatively affect their attention, 16% chose
the answer ‘rather not” and 10% of students answered that they have no problem with attention
in online teaching. On closer inspection, it was found that the attention of students
decreases the most after finishing the third online lesson (33% of students) and after the
fourth lesson (20% of students).

Regarding the stimuli that disturbed the students the most during online teaching (they could list
several disturbing elements), they mentioned in the first place sounds from the household (45%
of students), then sounds from the outside (35% of students), chat with classmates (51% of
students), parents and other household members (40% of students).

To the item “What bothered you most about distance online learning?”, the students answered as
follows: 36% of them said a teacher who obviously does not like online teaching; 34% of them
stated a teacher who does not know how to use the hardware or software, and thus the class does
not flow; 69% of students answered a lot of homework; 39% of students stated a stereotypical
home environment; 33% a long time waiting for test results; 46% long monologues by the
teacher. According to the students, all these circumstances also reduce the motivation to learn.
The factors that may reduce the motivation of students to learn online, may also include
unsuitable technical equipment at home. However, 89% of pupils stated that they had their own
device, 6% of them had borrowed equipment from someone in the family, 4% of pupils had
borrowed equipment from school and 1% could not be included in any category.

Conclusion

Online learning has provided significant insights and both positive and negative experiences. Most
situations could not be predicted and described in any literature that had until then dealt with distance
learning or e-learning, as it was understood as a complementary teaching form.

It is one of few advantages, which school lock-down brought. Recent COVID-19 pandemic that
helped to digitalize the education at all levels became a powerful trigger that would help to
accomplish the transition to digital and online education that has the benefits of all powerful
tools, like augmented reality or virtual reality, for explaining and visualizing the complex issues
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(Rybakova et al., 2021).
Currently, some schools are exploring the idea of combining full-time and online learning. Some
experts believe that hybrid teaching has potential beyond the pandemic, in the sense that if
something prevents students from attending in person (e.g. health complications), online teaching
could be an attractive alternative.
Let‘s not forget that students get tired more quickly when they learn online. They may see
webcams as an invasion of their privacy. Students® inability or unwillingness to organise their
time constructively can also be a problem.
We also need to be aware that there are dangers to student interaction in a web environment (Evans
et al., 2021). Researchers, clinicians, psychologists and educators should make efforts in the
areas of:
» Researchers can explore the incidence of students building supportive web-based
relationships and their ability to avoid cyberbullying and negative peer influences.
* Adults in the education sphere can provide guidance to students on setting boundaries in
web-based relationships (Selden & Berdahl, 2020)
On the other hand, as it turned out, some teachers inspired each other by sharing some of the
activities through different pedagogical platforms.
Parents of pupils who tried to substitute the work of the schools played a significant role.

Participants who reported higher perceived support from their child’s school tended to report
lower levels of distress and impairment, and higher levels of wellbeing. This finding is in line
with the wider mental health literature that associates social support with better mental health
outcomes (Gariepy et al., 2016; Ewans, 2020). Specifically, it points to the importance of
providing all schools with the capacity to deliver the required practical and social support, and
appropriate resources to parents and caregivers, during enforced periods of home-schooling, with
attention paid to factors that may increase vulnerability to distress (Calear et al., 2022;; Ewing
&Quan, 2021; Lau & Lee, 2021; Morse et al, 2022).

For the time being, we believe that full-time, in-person teaching cannot be fully replaced by
online teaching. But who knows?
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Development of Adult Education through the concept of Learning Cities
Rozvoj vzdeldvania dospelych prostrednictvom konceptu uciacich sa miest
Gabriela Petrova, Michal Koricina

Abstrakt:

Clanok prezentuje rozne vyskumné zistenia pozitivneho vplyvu konceptu uéiaceho sa mesta na
oblast’ vzdelavania dospelych. Poukazuje na vzdelavanie dospelych ako na kI'acovy pilier rozvoja
spoloc¢nosti aj v kontexte cielov udrzateI'ného rozvoja. Predstavuje efektivne a inovativne metody
a principy edukacie dospelych, ktoré motivuju a rozvijaju potencial dospelych l'udi v 21. storoci.
Autori poukazuji na vyskumné zavery a odporacania pre vzdeldvanie dospelych v kontexte
realizécie ich myslienok na Slovensku.

KPucové slova:

uciace sa mesto, vzdelavanie dospelych, inovativne metddy edukécie, motivacia k uceniu,
udrzatel'ny rozvoj

Abstract:

This article presents various research findings on the positive impact of the learning city concept
on adult education. It highlights adult learning as a fundamental pillar of societal development in
the context of sustainable development goals. The article presents effective and innovative
methods and principles of adult education that motivate and develop the potential of adults in the
21st century. The authors highlight research findings and recommendations for adult education in
implementing their ideas in Slovakia.

Keywords:

Learning City, Adult Education, innovative education, motivation to learning, sustainable
development

The current times and the changes associated with them constantly point to the need for
lifelong learning for adults. The ongoing pandemic has only confirmed that a rapidly reacting
adult education system must accompany the unexpected and rapid changes in society to better
prepare adults for changing conditions and meet the need to acquire new skills. In the present
article, we focus on the concept of learning cities, which we perceive as an effective tool to help
develop adult education at the regional level. Although there are several concepts, approaches and
platforms for learning cities (Campbell, 2009), in the individual parts of our article, we present
basic information about the UNESCO International Network of Learning Cities - we introduce
the known findings on the success of this concept in different cities around the world, we highlight
innovations in the field of adult education. In the article's conclusion, we present an example of
implementing this concept in the Slovak educational context.

1. The place of learning cities in adult education

The current OECD report Trends Shaping Education 2022 (2022) discusses four major
scenarios impacting education in 2022. One of these scenarios is called "Learn-as-you-go", which
we could interpret as "learning while moving forward". It is not possible to prepare thoroughly in
advance for all the challenges of our times, and this scenario, therefore, reflects several starting
points that we must already take into account today:

- digitisation has enabled access to in-depth learning and also its certification with almost
instant validity,
- educational opportunities become available free of charge and to all, which often
undermines the curriculum and the system of educational organisations,
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- blurring the barriers between education, work and leisure,
- Deinstitutionalisation of the public school system and other educational activities is
underway (OECD, 2022).
The 2030 Sustainable Development Goals (United Nations, 2015) include two closely related
goals to our topic. They are:

Goal 4: Ensure inclusive and equitable quality education and promote lifelong learning
opportunities for all.

Goal 11: Make cities and human settlements inclusive, safe, resilient and sustainable.

The UNESCO Institute for Lifelong Learning's vision of building learning cities worldwide can
also respond to the above objectives. This organisation is the umbrella institution of the Learning
Cities Network. This international network focuses on policy-making in education and training
that offers its members a wealth of inspiration, know-how, and best practices from international
networking of cities from all over the world. In his article, Kearns (2015) deals with its historical
development. Other pillars of its strategy are to facilitate the achievement of the mentioned
Sustainable Development Goals and promote dialogue and cooperation among its member cities
(UIL, 2022).

A learning city means a city that effectively mobilises resources in every sector to promote
lifelong learning, facilitates workplace learning, helps to increase quality and excellence in
education, revitalises learning in families and communities, expands the use of modern learning
technologies and promotes a culture of lifelong learning. By implementing these starting points,
the idea of the learning city becomes a compelling concept that can help move the whole city
forward (UIL, 2022).

2. Specific features of adult education in learning cities

The development of the learning city assumes that learning is understood not only as part of the
school system but as a consequence of the interconnectedness of culture, communities and spaces
(Facer, Buchczyk, 2019). This approach enables us to perceive learning as a lifelong process that
touches every age group. Learning cities most often emerge out of a need to reduce tensions in
education or ambition to encourage greater collaboration between local communities. For this
reason, their focus can also be different because some focus more on individual development,
others on community progression (Boshier, 2018).

It is the community aspect of learning cities that Osborne (2014) sees as one of the crucial factors
in the development of adult learning when he talks about intergenerational learning. When
generations work together in this way, it is possible to observe an increase in a particular skill,
self-perception, volunteering, and a reduction in feelings of abandonment and isolation in older
adults (Osborne, 2014). The education system rarely creates such opportunities, and therefore this
kind of cooperation between older and young adults needs to be encouraged through the tools
offered by the concept of learning cities.

When talking about learning communities, we consider it appropriate to mention a framework
classification of the processes of building learning communities that we need to take into account:

- competences to be developed in adults,

- atype of learning activities - formal or informal, individual or collaborative,

- learners - groups, diversity of age, gender, social background,

- technology - smart solutions, social media, augmented reality,

- implementers / community facilitators - municipalities, universities, companies, non-
governmental organisations
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- Duration - recurrent programmes, specific duration by target groups (Andone et al.,
2014).
The Bejing Declaration for Building Learning Cities (UIL, 2014) is one of the founding
documents of the Learning Cities Network and sets out several areas for member cities to support
and develop adult learning;

Strengthening individual adult skills and social cohesion - with adult literacy cited as one
of the primary areas by the authors,

Facilitating adult access to participation and vocational and technical training,

Providing appropriate training opportunities for unemployed adults.

3. Educational opportunities for adults in learning cities
3.1. Digital means as a necessity of the times

The coronavirus pandemic and its associated lockdowns have brought with it a challenge for
virtual education. Understandably, then, adult learning organisations have also had to transform.
In one of the learning cities, Bonn, Germany, this situation was dealt with effectively and promptly
by the Adult Education Centre, which had to react to the adverse effects of the pandemic,
particularly on the non-formal education sector. In order to preserve the individual programmes,
the Centre launched the Digital Academy project, which taught participants how to use digital
tools and showed them the possibilities for further development via the Internet. For this purpose,
they had to train more than 800 instructors and trainers specifically in using digital tools. In this
way alone, they could offer more than 1,000 courses, including courses aimed at meeting
Sustainable Development goals. The new educational contents have made the Adult Education
Centre a place for training adults working in public administration, administrative bodies, non-
governmental organisations and European initiatives. The most recent online training
programmes, Biodiversity in the City and Energy of Bonn, have attracted many applicants
(GNLC, 2021).

3.2. Education in the workplace

Promoting workplace learning is an essential component of developing a learning city. Adults
need ongoing support for equity and dialogue, support for individuals to maintain openness to
new experiences, reflection and implementation of learning into their practice, encouragement
within the team, strengthening collaboration and connection to the corporate organisational
environment. Workplace learning also highlights using digital means, which contributes to a
greater sense of freedom - employees can learn anywhere and anytime (Huang et al., 2017).

3.3. Culture as a pathway to learning

Creating an environment that enables and supports learning is essential for a progressive society.
Culture is an opportunity to make public places conducive to non-formal or informal learning.
One such place can be, for example, the museum, by which we mean all kinds of museums - from
those of science and history to natural history museums, observatories and planetariums. There is
a need for lecturers, curators or andragogical staff to look for modern ways to make the museum
an appealing centre of learning and discovery (Hou et al., 2014).

3.4. Neighbourhood communities as an ideal place for development

The Irish city of Cork is one of the leaders in educational innovation within the Learning Cities
Network. In 2015, the city was awarded the Learning City Award for its Learning Neighbourhood
Communities project, which creates a network of different city communities, bringing together
citizens from different neighbourhoods. The project management team aims to work with other
partners to develop active local learning, volunteering, and participation in public life. Thanks to
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the Learning Neighbourhood Communities, events such as the "Learning Trail", "Faces of
Learning”, intergenerational workshops, celebration events on education and the community
garden project have been realised in the city. Nash (2020) evidenced the project's positive impact
on employment or increased identification with the community in his research.

4. Implementation of the Learning City concept in Slovak conditions

We have to say that the idea of learning cities has not yet found a satisfactory application in the
conditions in Central Europe, as there are fewer learning cities than in the regions of Asia or
Africa. In Slovakia, things started to move in this area in 2020. The city of Trnava set up an
initiative to increase lifelong learning quality and join the UNESCO International Network of
Learning Cities. Behind the creation of the "Uc¢iaca sa Trnava" (Learning Trnava) project is the
educational organisation Lifestarter, which has organised several activities to join the network of
learning cities in cooperation with the City of Trnava. During the first year, they created a strategic
team of experts responsible for the vision and direction of the project and executive teams
(research, innovation, PR & event team) composed of professionals and volunteers. In Trnava, it
was possible to organise two networking events for representatives of educational organisations,
dozens of working group meetings, and the first learning festival in Slovakia. This mobilised
potential within the city has resulted in an application for membership of the Learning Cities
Network, and so in 2022, Trnava may be the first Slovak city to have the status of a learning city.
The presented concept of a learning city can also positively influence adult education (Uciaca sa
Trnava, 2022).

Conclusion

The present article aimed to highlight the concept of the learning city as an effective tool for
developing adult education in the conditions of cities and regions. By focusing on the lifelong
nature of learning, by adapting to the local conditions of cities, by the international nature of the
platform, and by moving towards the achievement of the Sustainable Development goals, learning
cities are one of the current and available options for engaging adults in a variety of educational
activities. An integral part of the learning city processes is the system of evaluation of progress,
also based on documents from the UNESCO Institute for Lifelong Learning (Pryima et al., 2017).
We believe that by responding to these challenges and with appropriate tools, adults' prestige and
involvement in continuing education activities will increase, and our society will move forward.
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New identity of social work and social client®Educational social work
Nova identita socialni prace a socialni klient Edukacni socialni prace
Maria Machalova

Abstract:

In this paper we present the author’s innovative concept The educational social work,
characterizes the social reality of people in the postmodern age which creates a new identity of
social work and a new identity of social client. We based on the assumption that the most effective
ways and means of social help is lifelong learning and social education of adults. Justifies the
inclusion of the educational social work in the system of social work as the science and emphasize
the practical necesity of educational social help to adults.

Key words:
Educational social work, the educational social help.
Introduction

The concept of educational social work as an innovative component in the system of social work
as a social science, a field of study and social help is a result of our long-time theoretical as well
as practical pedagogical work, research and also our firm belief that:

1. Spiritual poverty results in material poverty, therefore it is essential for social work to
demonstrate its identity as a science, a field of study and practical work also by projecting its
social benefit in promoting social self-help of people in order to enhance their social and mental
maturity and responsibility for their own life.

2. Social work should be an efficient and real (not only proclaimed) support of social health, in
other words the support of social communication and social relations enhancing social and mental
integration and adaptation of people in their life environment that is both

provable and supported by tools available to social work;

3. The primary aim of social work does not consist of treating social problems and social
pathology, but it is supposed to be a real not only proclaimed social development program to
support cultivating one’s social and individual potential.

The concept of Educational social work is based on a holistic approach in understanding of an
individual, the social environment and their mutual dynamic relationship; a systematic_approach
in understanding one’s development as an individual system within the social environment and
educational systems; a humanistic approach in understanding the content and importance of
education as a way of social help, guidance to self-help and development of one’s potential.
The concept thus represents an intersection of educational and counselling paradigms of social
work.

The Educational social work concept is justified by the context of living conditions of people in
today’s postmodern age. We felt that it is more than important to point out the mutual_social
determination of a man and society and thus highlight the mutual respect and responsibility of
individuals, groups of people and society as a whole. What happens to one person is a private but
at the same time public matter. It is not enough to offer people one-time social help. It is desirable
to educate people and guide them to self-awareness and social self-help with the idea of enhancing
one’s individual potential. The reason is clear, it is people where we need to search for the meaning

6 The concept of Educational social work the author of this article published in these monographs:

MACHALOVA M. Preventivna socidlna préca - Edukacné paradigma v socidlnej prdci. (Preventive social work - Educational
paradigm in social work.) PreSov: PreSovska univerzita, 2013.

MACHALOVA M. Edukacnd socidlna préica. (Educational social work.) PreSov: Presovska univerzita, 2014.
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of life and the source of change in their life. Only then can they struggle through life and use their
gifts and talent.

The justification of the Educational social work concept

We have decided to open a scientific discourse for reflect our own professional opinion and look
on the scientific and practical reality concerning the educational social work area of knowledge.
What is social work? The simplified answer could be: The science, research and practice in the
social life of people focused on an individual when working on the social life micro level; focused
on social groups and communities when working on the mezzo level; focused on social wholes
(nation, state) when working on the social life macro level.

What makes the subject of social work as a science specific? What makes its theoretical reflection
in people’s social life specific?

The attribute “social® may be found in the subject of several sciences, e.g. social philosophy,
social anthropology, social science- sociology, social psychology, social pedagogy, social
andragogy, social medicine, social biology, etc.

It means that the only difference between all the above mentioned sciences with the adjective
”social® in their name, is a science problem. The science problem it is the centre of scientific and
research interest of a particular science.

Social problem

A scientific problem in social work is a social problem — of an individual, social groups or social
communities. A social problem is more or less difficult. In general it requires a complex solution
as the same social problem is a matter of an individual but also of a certain social group they live
in and a certain society they are citizens to, too. It means social problems always consist of more
dimensions (they are multidimensional). Let us mention the following dimensions of one’s social
problem: the dimension of spiritual and psychological experience, the dimension of social
inclusion or exclusion, the dimension of various human activities - work, hobbies; the dimension
of social roles — roles in family, at workplaces, in informal friends, neighbours, community
groups, roles in public life, roles in formal groups at school, at workplace, in interest groups,
political party; the dimension of health, the cultural dimension and others. (Machalova, 2013,
2014.)

The social problem as the focus of the scientific, research, practical interest of social work has
different causes (determinants) and different nature (aspects) in different people. Even if it looks
like the same problem, it is not. For example the fact of being unemployed brings very different
social problems to every unemployed person. When talking about an individual or group social
problem, the causes and a person or a group that are the subject of a social problem must be
carefully considered, i.e. different determination of a problem and thus different aspects of the
social problem are considered.

Every social problem is usually caused by several determinants. If we take into consideration the
fact that a specific person —a social client is a unity of spiritual, psychological, somatic and social
aspects of human existence, their potential social problem is always a problem of “the whole
person®. A social problem of being unemployed can be presented not only as a change or loss of
financial income but also disagreements in family life, worsened health status, mental disorders,
deterioration in spiritual and mental level. One of the causes of social problems may be one’s
personal, health, age or educational handicap.

An individual social problem is at the same time a spiritual and philosophical problem of
a specific person since it regards their life values. And simultaneously, it is a health problem,
because it regards a threat to one’s life and also a psychological problem as it involves one’s
psyche, behaviour and actions. (Machalova and Senko, 2018.)

Social work
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Taking into consideration the nature of a social problem, we presume the subject of the social
work science has more dimensions. It can be perceived as a high complexity subject and into
a certain extent as an umbrella subject of social work science, research and practice. The subject
of social work can be defined as follows:

The theoretical and methodological dimension of social work as an empiric science.

The methodological dimension of social work, that is theory and methodology implementation.
The practical dimension of social work.

The theoretical frame of a social problem < research and practical method < implementation
in practice (implementation of a theoretical knowledge in social work practice in form of social
help)

And vice-versa:

The implementation in practice (social help) < research and practical method < scientific
reflection of a social problem (implementation of empiric knowledge in social work theory)

The theoretical knowledge of social work brought to a specific implementation of social help and
the following empiric knowledge from social help put into the frame of theoretical knowledge
lead us to the understanding that the helping process in social work involves several professionals
from the field of social work as well as professionals from other science fields and helping
professions.

All of them are united based on the main aim of social work, which is to provide preventative and
rehabilitation social help to people in material and social need. Therefore it is questionable and
counterproductive to expect social help to be provided solely by workers with the degree in the
field of social work.

Providing social help involves social workers as well as professionals specialised in other
important fields indispensable to providing various forms of social help: legal social help, medical
and health social help, psychological social help, spiritual social help, educational social help,
etc.

This fact is a result of social work as a science and practice. As we have already mentioned the
subject of social work is multidisciplinary and is defined by interdisciplinary intersections. (For
example educational social work is the intersection of the result of the social work and social
education knowledge). The subject of social work is characterised by transdisciplinarity, so it
outreaches the sciences entering social work and from which social work emerged.

Social work has its own theoretical, methodological and praxeological scientific potential. It
needs to be pointed out that as a part of continuing process of emancipation of social work as
a science, a field of study and social practice, social work uses also adapted methods of other
sciences: political sciences, economic sciences, sociological sciences, spiritual sciences,
philosophical sciences, psychological sciences, culturology, medicine sciences, legal sciences

© Educational social work — the concept

In this article we present the theoretical concept as the system of abstract ideas, theoretical
constructs and indicators of educational social work and also as an aspect of its empiric reality.
But the theoretical concept requires accuracy improvement and specification based on the
operationalization of theoretical terms, which means achieving their maximum possible accuracy
in connection with empiric reality.

The purpose of educational social work is to use educational activities to support development
and cultivation of one’s creative potential in emergency social events and situations, to support
a creative person. (Homo creans).

Social work is defined as a theoretical and applicative scientific discipline, a multidisciplinary
profession and a practical social activity. Its task is to develop tools of efficient social help for
individuals, groups, communities. Social work is considered a multidisciplinary area of the
scientific knowledge, a research area and a specialized practical activity.
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Tokarova (2003, p. 52) is of the opinion that “transdiciplinarity is an attribute characteristic for
sciences that are open to accepting knowledge of other sciences able to process, transmit and
transfer innovated knowledge of other sciences not only those they originally drew impulses and
knowledge from.

The attributes of social work follow the trends in the development of social work as a science and
also “from the complexity of social dynamics and multifactorial conditioning of practical
problems that are the subject of its research and at the same time the object of social work as
a professional activity. “ (Tokarova and Matulayova, 2008, p. 111)

The concept of educational social work expresses

1.The reflection of how theoretical and empiric aspects of social work get intertwined with its
auxiliary educational sciences such as social pedagogy and social andragogy. We assume that
social work as a science shows potential for cooperation with various other sciences as the
knowledge and methods intertwine. In general (Tokarova and Matulayova, 2008, p. 111) firstly
an independent theoretical concept (in our own case educational social work ) is formed, and the
concept may then be established as a social work branch.

2. The reflection of how social work practical activity and education get intersected — in other
words the intertwining of educational instructional and counselling activities with the reality of
social work practice.

3. The reflection of how social work is diversified and subsystems are created. One of them is the
subsystem of educational social work. The theoretical and practical anatomy of educational social
work is created on basis of the social function of adult education.

The diversification happens as a result of a high variability and multicausality of social events,
situation and problems in society.

Educational social work enters the social work system as follows
The theory of educational social work as a subsystem of the social work as a science.
Methodology and methodical of educational social work as a subsystem of social work research.
Practical activity of educational social activity as a subsystem of the social work practice.
Educational social work is presented by participating on solving social events and problems of
people in stages of their: identification, prevention, solution and the assessment of the efficiency
of the solution. Educational social work comes in different forms
(Machalova, 2013, 2014):
1. Preventative educational social work — as a specialized support of primary prevention
(social education, awareness).
2. Socializing and re-socializing educational social work — as a professional support of
secondary prevention (social education, educational social counselling, socio-therapy).

3. Rehabilitation educational social work — as a professional tertiary prevention support
(social after-care, self-help groups and activities)
The algorithm of the implementation of educational social work:
Indication < prevention <> suggestions of solution < intervention <> assessment of people’s
social problems solutions, through targeted activities and within the lifelong social education and
lifelong educational social counselling is according to us one of many thought processes used in
creating a theoretical background forming a base for the creation of educational programs focused
on potential and real clients of social help and social services. From the_individual point of view,
the content and tolls of social help within the scope of educational social work are related to the
fact that people’s life has a social aspect and requires them to adapt constantly through learning.
This should be stimulated by educational social_programs. The influence of social education
(education, instruction, counselling) in social help and social services cannot be ignored as any
form of solving material or social need represent an intervention into social and mental adaptation
of people as well as the integrity of social client’s personality. The use of educational tools is
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usually an experiment aimed at correction and change of the client’s personal attitude towards
their life situation, social event, social problem. From the social point of view, education is
a systematic help to people. Education has also always played akey role in socialization,
personalization and enculturation of people.

The purpose of educational social work

The concept of educational social work is the outline of (M.Machalova, 2013,2014):

an innovative kind, content and methods of processes of education and instruction in social work.
The starting point is the fact that a person is a permanently developing system that lives and
presents as a whole and unity of:

The body <« Psyche (experiencing and action) <> Spiritual aspect (meaning of life) « Social
aspect (communication and relationships).

The purpose of educational social work from the client’s point of view is:

Social help to clients « Guiding clients towards self-help <> Development of each client’s
individual potential.

Educational influence, instruction and counselling strive to achieve spiritual, mental,
psychological and social maturity of people, i.e. to achieve an individual level of one’s rational,
emotional, value and social competences and maturity.

Psychological maturity, which means spiritual, mental and social maturity is reflected in one’s
behaviour and actions. It is seen in the way one copes with social stress situations psychologically.
The task of educational social workers is to guide and accompany social clients towards their self-
help if a social client asks for it because they feel to be socially endangered by being exposed to
what they perceive as unbearable social deprivation, frustration, social conflict and stress.

Pic. 1 Educational social work as prevention as the social help for the adults
(In: Machalova, 2013, 2014)

Prevention
Primary prevention Secondary prevention Tertiary prevention
Socialization ESW Resocialization ESW Rehabilitation ESW

Educational social work as social help in material and social need
Couselling Social services Employment services Social and legal protection
Educational social Educational social Educational employment Educational social and legal
counselling -ESC services services  protection

social education social education education for job market mediation, probation

social instruction instruction counselling for job market education, counselling

Target groups Target groups Target groups Target groups

socially disadvantaged adult clients  unemployed parents, teachers, educators,

and marginalized in social facilities job applicants school, social facilities for
adults youth

The concept of educational social work includes the intertwining of:

Social reality and educational reality; social environment and educational environment; social
processes and educational processes. It emphases the social function of education which is
connected to the social development of people and their personal development.

Conclusion

The basis for social prevention within educational social work is the fact that a social problem is
oftentimes a visible consequence of a handicap in a social client’s education therefore a social
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problem is bound to be educationally determined. The solution will depend on the revitalization
of the client’s educational needs, on the “tailored” education of aclient and the quality of
educational environment.

The point of the theoretical concept of Educational social work and its efficient implementation
in educational social practice will be visible when social clients, having undergone educational
activities, realise the need to change and start to act so that they could achieve the desirable social
change in their lives. It is good to lead people to accepting their share of responsibility and
motivate them to take initiative and be active. The following words by the philosopher Seneca
may express the reason for a personal and social change: “Throughout the whole of life one must
continue to learn to live.
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Success in life and selected social phenomena occurring in Poland during the COVID-19
pandemic

Uspéch v Zivoté a vybrané spolecenské jevy vyskytujici se v Polsku béhem pandemie COVID-19
Tomasz Laczek

Abstract:

This paper presents the topic of life success in relation to the new social phenomena that have
been observed during the ongoing COVID-19 pandemic. The academic research conducted on the
group of adult participants has led to the identification of the most common social phenomena
observed in the respondents, which were then described in the form of a research report. The
report’s contents and interpretation of the most important findings constitute an essential part of
the entire paper.

Key words:
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Introduction

Nowadays, academic literature in the field of social sciences is becoming increasingly focused on
the topic of success in life. The issue is now explored by sociologists, psychologists, educators,
media scholars, economists, and also researchers in the fields of anthropology, health sciences,
and physical education sciences. There are many reasons for this shift in academic interest. First
of all, the category of success applies to all people, social groups, and societies. The most crucial
laws and regulations of social life always factor in the context of the effectiveness of people’s
actions. By definition, the term success means “a successful outcome of an undertaking or
achievement of an intended goal” (Banko, 2005, p. 1191).

Each activity an individual undertakes requires them to use their own energy and time.
Additionally, arriving at a desired outcome often necessitates emotional involvement. When
anticipating the intended end result, they act in a way that is potentially conducive to success. The
individual expects to achieve their intended goal. A person’s success is, in part, the success of
their surrounding environment; e.g. a student’s success is the success of the entire school; an
athlete’s success is the success of the entire sports team; a child’s success is the success of his
whole family; etc. Another reason is the popularisation of life success issues in the mass media.
The protagonists presented on television, on the Internet, in newspapers, on the radio, and in
blockbuster movies and theatre plays often include ‘successful people’ who have managed to
achieve and experience more than others.

When discussing their own achievements in public, athletes, actors, celebrities, as well as
economists or politicians tend to present them in terms of success, i.e. as something exceptional
accomplished with their own hard work. One of the phenomena observed in this context is the
worship of success, which is increasingly present in what we perceive as things in life that are
worth pursuing. People want to be successful, they want to experience success, and they want to
feel like they are able to create their own success.

Pandemic-induced social shifts

The widespread promotion of success and life success has triggered the appearance of a new
dimension in the issues associated with one’s own agency in upbringing and educational
processes. Teachers and parents more and more often wonder whether success-oriented education
is still a choice or perhaps it has already become a necessity. In school environment, life success
is most typically considered equivalent with learning success, also called school success, which
involves “getting good grades or winning a subject competition” (Boryszewska, 2008, p. 106).
Academic youth and the adult part of the society usually perceive life success in terms of career
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success. They associate it with high earnings, promotion opportunities, and additional benefits
such respect and high esteem of other members of society. It can be said that “individuals are
guided by a pursuit of a career, which is equated with climbing the career ladder and following
the hierarchy of social values” (Cybal-Michalska, 2015, p. 105).

Thus, depending on age and other variables, life success is often understood as school or work
success. However, regardless of the circumstances and potentially varied conditions, it can be
assumed that “success in life is a relatively constant and individually defined positive outcome of
the actions undertaken by a person in order to achieve a tangible or intangible goal that directly
involves accomplishing something that, from this person’s subjective perspective, has been or is
expected to be the key achievement of their life” (Laczek, 2019, p. 30).

The COVID-19 pandemic has changed our perception of reality. Many phenomena have
gained a new dimension. Numerous people have improved their IT skills as an indirect result of
emergency remote schooling and the home office working mode. People have become more
interested in virtual communication via social networks and smartphones. In order to contain the
spread of the SARS-CoV-2 virus, governments have put a curb on direct social contacts, but also
on all kinds of cultural activities (visits to cinemas, theatres, and museums; usage of reading rooms
and libraries; participation in music concerts, special events, and cyclical theme events). Many
individuals have been suffering from aggravated alienation and loneliness. There has been a
quantitative surge in cases of depression, anxiety, and fear of the future.

A team of researchers from the University of Adam Mickiewicz in Poznan (Faculty of
Social Sciences) had decided to explore the subject of pandemic-driven sociological changes.
They have developed two research reports. For the purpose of the deliberations presented in this
paper, the report entitled Zycie codzienne w czasach pandemii. Raport z drugiego etapu badarn
(English: Everyday life in times of the pandemic. Report on the second stage of research)
(Drozdowski, 2020). seems to be more relevant. 1,294 respondents participated in the
questionnaire-based research. The report includes “(...) conclusions based on the analysis of the
answers obtained during the research which are rather generalisations, more general
interpretations, attempts to theorise on the observed trends; (...) a kind of synthesis of the most
important empirical findings made during the analysis of responses to individual questions, and
(...) a detailed discussion of the results obtained from the analysis of the questionnaire data”
(Ibidem, p. 12).

The report describes seventeen social phenomena observed during the COVID-19
pandemic and identified in the course of the research. They are listed in one part with the common
name: “Tropy interpretacyjne” (English: Trails of interpretation). This title not only implies the
content of the conclusions formulated on the basis of the research but also indicates a certain scope
of considerations relating indirectly (and not directly) to these results. The said social phenomena
include:

1. Autarkic Dependence — in this case, it consists in social distancing-induced self-isolation
from the social interactions which are usually part of our everyday activities, coupled with
a deeper reflection that, although we need other people, we are capable of increasing our
self-sufficiency in the circumstances of external constraints (e.g. caused by the pandemic).

2. (Non-)Free Time — spending free time together with other household members. People
spend their leisure time and work time at one place (e.g. at home) and, in addition, with
other household members around at the same time. Because of this, some experience high
levels of frustration and are unable to reduce their stress to a degree that would guarantee
their mental well-being.

3. Desynchronisation — an inability to divide one’s duties in such a way that it does not
result in a(n) lack or excess of time for other activities. Certain activities that used to be
performed faster have now slowed down, so there is less time for other activities that take
longer to complete.
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10.

11.

12.

13.

14.

15.

New Routines — over-reflecting on activities that did not require that much thought prior
to the pandemic. Routine activities are performed slower, which reduces their efficiency
and leads to the development of mechanisms of “new routines.”

Household Resilience — these are changes adjusted to the capabilities of a given
household. It is impossible to expect all households (even in a pandemic) to introduce the
same standardised changes. Each home has its own peculiar form that makes it more or
less conducive to embrace changes.

The Pandemic of Existential Anxiety — the widespread pandemic-inflicted anxiety is
being observed to an extent that did not arouse such negative emotions prior to the virus.
In the realm of an individual’s negative emotions, concerns about, for instance, losing a
job ‘mount up’ to become an almost real-life job loss situation.

Superficial Order — which means that the former rules of public order were so poorly
rooted in the public awareness that the pandemic changes in the organisation of public life
(e.g. lockdowns) are accepted with approval and without unnecessary opportunism. It only
shows how precarious the pre-pandemic public order was, how easily it has transformed,
and how easy it will be, in theory, to change the rules of public life in the future.

The Violence of Positive Thinking — certain people are extremely eager to look for the
good sides of the pandemic. It is more common among the wealthy and independent, who,
guided by a certain imperative of optimism, act as if they wanted to force a similar attitude
upon those who feel differently. This is a form of unintentional violence.

Time-Out — limitation of certain activities due to the ongoing pandemic. This prevents the
individual from implementing the intended plan and approaching their goal. They are
temporarily ‘removed from the game,” and the goal achievement is put on hold.
Additionally, they become anxious about the extra effort they will have to put in in order
to catch up after the pandemic.

Equality Reset — this phenomenon stems from the increased female involvement in
alleviating the pandemic impact. This shows that equality is a precarious phenomenon, as
the circumstances of emergency have activated the traditional gender roles, and it is
women who pay a heavier price of COVID-19 than men.

Return to Tradition — it consists in greater need to exemplify traditional values such as
religion, patriotism, etc. People are looking to regain their strength among their loved ones,
and there are growing trends to assign traditional family roles to women (guardian of the
hearth) and men (breadwinner).

Stand-by Society — the phenomenon of using the pandemic-induced general consent to
act slower and less efficiently. By taking advantage of the pandemic impact on the
enforcement of high-level duties, certain people have started to demand less of themselves,
shifting the internal supervision and responsibility outside (to unspecified pandemic-
related factors).

The Pollyanna Syndrome — the need to stay in cognitive control, the level of which
increases with the level of disruption observed in the everyday life of others. It is a
psychologically justified delay in realising the tragedy of the pandemic, consisting in the
unconscious shift of one’s attention from the essence of the negative ramifications of the
coronavirus towards the exaggerated and excessively projected advantages of the
pandemic.

Forced Pensiveness — a greater tendency to reflect and deliberate upon all the things that
the individual has to deal with on a daily basis. By disrupting our daily rhythm, the
pandemic inspires reflection on the order of our daily activities. On the one hand, this self-
reflection has been imposed from the outside (by the pandemic); on the other hand, it is
perceived as a kind of divine retribution, i.e. a chance to change for better.

Forced, Temporary Communities — a phenomenon of realising one’s own sense of
community and the fact that, as people living in a specific area, we are dependent on one
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another and should cooperate for the common good. Solidarity and collaboration
consolidate groups and make them stronger and more efficient when faced with adversities
and other potential threats.

16. A Trained Sense of Unity — responding to the negative effects of the pandemic as a group.
It is the belief that defence against the pandemic-related threats is more effective when
done in a group. It makes consolidation the only right solution. The time of the pandemic
will make us less individualised, which we will see more clearly once COVID-19 has
passed.

17. Unreliability of Assets — this phenomenon makes the individual realise that, during the
pandemic, the basic resources, i.e. money and education, do not guarantee stability or
safety. High income makes people feel less anxious but increases their sense of
precariousness and their motivation to act more efficiently (Ibidem, pp 16-44).

The further parts of the report include: research results, analysis of filter questions and
fundamental questions, data on the descriptions of results of the key trends observed during the
analysis of cross-tables, etc. The entire report has 292 pages and contains a lot of information that
may be a valuable contribution to further academic research and drawing new conclusions on the
mechanisms of public life during the COVID-19 pandemic.

Conclusions

The above-mentioned social phenomena observed in Poland during the COVID-19 pandemic may
effectively reduce the probability of achieving life success. Living under threat and feeling
uncertain and anxious about one’s future might significantly impact the effectiveness of all the
efforts one makes in order to pursue their goals and reach self-fulfilment. Success in life is an
important category, but not everyone considers it the most crucial one. Some people who are
convinced of their own agency are certainly ready to implement their own plans after the
pandemic. Certain negative social phenomena are likely to lower the rate of their individual
effectiveness but are not able to completely prevent them from implementing their goals
associated with achieving life success.
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Expertise and knowledge
Znalost a vedomost’
Stanislav Konecny

Abstract:

The study deals with the differences between expertise and knowledge as outputs of the
educational process. It provides insight into how knowledge management, in identifying these
differences, can contribute to educational policy and thereby bring the understanding of the
outputs of educational processes more into line with the needs of education in the 21 century.

Key Words:
educational policy — knowledge management — expertise — knowledge — wisdom — DIKW
hierarchy

Introduction

At different stages of an educational process, for example in its planning or in its evaluation,
it is necessary to identify the objectives or also the outcomes of the process. Although the history
of organised education goes back centuries, and there has certainly been a significant
developmental shift in the identification of these objectives and outcomes in this period, the
question of what can be considered to be their substantive identifiable criteria has not yet been
answered clearly.

Ithough this sometimes appears at first sight merely a terminological issue, the problem lies
much deeper than that. In English-language texts, skills or knowledge are variously referred to as
“goals” or “outcomes” of the educational process, which has already been the subject of particular
attention (Kassema, 2019). The Education Resources Information Centre (ERIC) Consortium,
sponsored by the United States Department of Education’s Institute of Education Sciences, in its
study “21% Century Knowledge and Skills in Educator Preparation”, distinguishes precisely
between these terms, stating that “the Framework for 21 Century Learning ... describes the skills,
knowledge and expertise students must master to succeed in work and life” (Greenhill, 2010, p.
31).

Similarly, in Slovak and Czech texts, expertise (znalost’) and knowledge (vedomost’) are
sometimes not sufficiently distinguished — they are often even considered synonyms, as stated not
only by the Synonymic Dictionary of Slovak (Pisarcikova, 1995, pp. 804, 965), and the
Interpretive Dictionary of Human Resources (Palan, 2002, p. 226). In the Slovak PISA 2018
National Report, too, we find the sentence that “expertise represents understanding of the main
facts, concepts and theories that are the basis of natural science expertise. This expertise can refer
to knowledge that is related to nature or technology” (Miklovicova &Valovic, 2019, p. 24). In
recent years, there has been growing interest in knowledge as an important source of innovation
(Cepelova, 2011, Nurulin, Skvortsova, Tukkel & Torkkeli, 2019), further accentuating the need
for a more rigorous distinction between the two concepts.

1. Methods

Knowledge management, as a relatively new field of human cognition, in criteria for the
evaluation of educational processes, provides inspiring possibilities for differentiating the above-
mentioned concepts. Although knowledge management is not normally classified among the
cognitive sciences, the object of its interest — knowledge — is to some degree their practical
complement, and so in this text we assign knowledge management to the cognitive sciences, a
step that fits with the whole complex of the “cognitive revolution” (Steinerova, 2007, pp. 8-9).
Although this revolution is considered to have emerged in 1993-1995 with ground-breaking works
such as those of K. M. Wiig (1993) or I. Nonaka and H. Takeuchi (1995), it has largely been
forgotten that the rest of knowledge management was also built on the previous achievements of
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science (Lambe, 2011), especially in the form of the so-called DIKW pyramid, which introduces
the cognitive concepts of Data, Information, Knowledge and Wisdom. Meanwhile, in the field of
education we encounter related categories of data, information, expertise and wisdom
(Kokavcova, 2011, p. 21, Hvizdova & Miklosik, 2012, p. 19), which, however, are partly defined
differently than, for example, pedagogical theory.

Within the different approaches in knowledge management literature, we also encounter
more complex approaches that distinguish between the information process and the educational
process, with information and expertise (poznatky) featuring in the information process and
experience and knowledge in the educational process (Vymétal, Diac¢ikova & Véachova, 2005, pp.
12-16). Knowledge processes are also part of knowledge management (Romanova, 2012a, p. 55).

The basic concept of working with these concepts is known in the context of knowledge
management as the “knowledge pyramid” or also by the acronym “DIKW”. The concept of the
knowledge pyramid is associated with the name of the Czech professor Milan Zeleny, who
published his original concept almost half a century later (Zeleny, 1987). Two years later Russell
L. Ackoff (1989) published a very similar concept (supplemented with an understanding phase
between the knowledge and wisdom phases):

Tab. Comparison of the knowledge pyramids of M. Zeleny and R. L. Ackoff

| Zeleny 1987 Ackoff 1989
‘Data (udaje) ‘Know nothing symbols
Information | Know what data that is processed to be useful, providing
(informacie) answers to the questions “who?”, “where?”,
“when?”
Knowledge | Know how the use of data and information, providing an
(vedomosti) answer to the question “how?”
Understanding evaluation of causes, providing an answer to the
(porozumenie) question “why?”
Wisdom Know why evaluation of understanding
(mudrost)
Enlightenment |achieving a sense of truthfulness,
(osvietenie) applying a sense of what is right
and wrong, what is socially
accepted, respected, or
sanctioned

Source: own elaboration

Several authors (e.g. Rowley, 2007, p. 166) consider the earliest indication of the
identification of this hierarchy to be a passage from the opening chorus of the T. S. Eliot’s singspiel
The Rock from 1934, “Where is the Life we have lost in living? Where is the wisdom we have
lost in knowledge? Where is the knowledge we have lost in information?”’. Throughout the history
of human thought, there have been reminders of the distinctions between stages that are reflected
in the knowledge hierarchy in various other contexts.— For example, anthropologist Gregory
Bateson pointed out in his work on the ecology of thought (1979) that a map is not the same as a
landscape, and a name is not the same as the thing denoted by it.

Other attempts at a somewhat non-psychological conception of the succession of phases in
terms of the transmission of information rather than cognition itself are also known — e.g. K.
Boulding as early as 1955 talked about the hierarchy of signals, messages, information, and
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cognition, or one of the founders of knowledge management N. L. Henry in 1974 about the
succession of data, information and knowledge, etc. There are also other variants of such
hierarchies (Romanova, 2012b, p. 12).

In the most common four-tier knowledge pyramid, its individual tiers are characterized as
follows: Data are objective facts about events are perceived as signals, entries, symbols, etc. Data
as signals are perceived as stimuli, perceived through the senses, which are not yet interpreted
(sound, colour, heat, etc. — but not the sound of an engine, the colour of an apple, the heat of a
fire). Data as data are perceived as partial, unprocessed, and unorganized facts, without context,
and which precludes their interpretation; they can be perceived as “raw” facts, which are, however,
true, verifiable, i.e. not fictitious. Data as symbols — words, numbers, diagrams, pictures — express
the content of the data. Information is data that is meaningful: it can answer the questions “who?”,
“what?”, “where?”, “when”, etc. It can also be simple data, arranged in interrelationships in which
it becomes meaningful — this is the so-called structural understanding of the difference between
data and information.

In contrast, a functional understanding of the difference between data and information is
based on the fact that at a certain point in time we perceive a certain set of data which, in their
totality, provide us with information by which we orient ourselves. Information can be stored.
Knowledge is processed (collated, sorted, evaluated, and verified) information, organized on the
basis of contextual information — knowledge is information in interrelationships, forming a
coherent structure in terms of its applicability. Knowledge is directed at its use; it is not just a
description of a state of affairs. Therefore it already includes the application of experience and
allows comparison of options for its use. Knowledge can be conveyed as coherent sets of practices.
Knowledge is subjectively experienced as true, although it may or may not have an empirical
origin. Wisdom is the appreciation of knowledge, the ability to make reasoned and correct
decisions, the application of judgement.

The DIKW pyramid shows the hierarchy and logical bottom-up and top-down linking of its
tiers, as well as a number of other similar characteristics, such as the progression from
algorithmizability of data to the non-algorithmizability of wisdom (Rowley, 2007, p. 168), etc.

There are a number of examples in the literature of the vein of human cognition from data
through information and knowledge to wisdom. M. Zeleny, in his original work, illustrated this
process with the wisdom required in deciding whether to bake bread or a croissant, and possible
examples range up to the use of this pyramid in applying wisdom to treatment decisions for
cardiovascular disease. In this scheme Zeleny identifies the data with the basic elements (H20,
yeast bacteria, starch molecules); the information with the ingredients (flour, sugar, water, spices
+ recipe); knowledge with deciding between different recipes, and wisdom with the reasoned
decision of why to bake bread and not a croissant (Zeleny, 1987, p. 60; Zeleny, 2006b, p. 14).

Sheth, Anantharam and Henson (2013, pp. 80) identify data such as heart rate, blood
pressure, weight, body sodium and fat intake, and activity; they consider high (elevated relative
to the norm) sodium intake, high fat intake, and high blood pressure to be information; knowledge
that high sodium intake increases blood pressure, low sodium intake causes blood pressure to
drop, and high blood pressure causes cardiovascular disease; and finally, wisdom that reducing
dietary sodium intake lowers blood pressure, thereby reducing the risk of cardiovascular disease.
In a more recent publication (Zeleny, 2006a, p. 756), he now identifies knowledge with the
coordination of the baking process and results in the end result, the product, and wisdom with the
answers to the questions “Why bread?” and “Why like this?”. The closest example to our
understanding concerns the interpretation of a piece of music. Although it is only an incomplete
hierarchy (lacking a degree of wisdom), here the notes are considered as data, the score as
information, and the interpretation of the piece by a particular soloist or conductor as knowledge
(Vymétal, Diacikova & Vachova 2005, p. 211). In this hierarchy, in our opinion, the creation of
variations or improvisation on the theme of a given piece could be considered as wisdom.

80



In contrast, expertise is a concept considerably vague in various respects (ibid., p. 210). The
Interpretive Dictionary of Human Resources states that expertise is “an acquired body of
knowledge, ideas, concepts, complex knowledge structures, and theories, acquired through
intentional and unintentional learning, practical activity, and personal and socio-historical
experience” (Palan, 2002, p. 247). The Open Philosophical Encyclopedia (Piacek & Krav¢ik,
1999) characterizes expertise as a meaning formation, made up of a system of findings, which can
be used in interaction with the world, with an indication of its practical application. We can usually
express expertise (verbally or visually, directly, or symbolically) — we say that expertise is explicit.
Expertise is information transformed into the plane of practical application and use (Hvizdova &
Miklosik, 2012, p. 18), which is perceived more strongly in the English language than in Slovak.

The biggest problem with this phase of the process of capturing reality in the learning
process is the realisation that expertise is not yet in fact an output from the learning process that
would allow for the actual use for which the previous phases, including this one, only create the
preconditions. This is most evident in the quantitative basis of expertise: we can accumulate it
almost without limit, hoarding it up to the capacity of our brains. The use of expertise extends
only as far as the scope for reproducing it in practical activity allows.

2 Results and Discussion

We can conclude that knowledge management, in contrast to pedagogical approaches, more
explicitly creates a hierarchical structure of the learning process as the core content of education
and thus the essence of educational policy. However, its orientation towards the output of this
process in turn implies a certain lesser attention that knowledge management approaches pay to
the inputs to this process. These inputs are more the focus of psychological or even philosophical
approaches. Therefore, in order to establish a solid theoretical foundation for educational policy
it appears necessary to try to synthesize these approaches and to develop an interdisciplinary initial
theory of learning, especially in terms of identifying the phases of the learning process, which
would be useful for formulating educational policy on a scientific basis.

In addition to distinguishing between the cognitive concepts of knowledge and expertise, as
well as the cognitive concepts of data and information, which are also sometimes confused or
identified (Grabowski & Zajac, 2009), DIKW also provides important insights into the concept of
wisdom as a source of added value in a wide variety of areas of human endeavour (Matney,
Brewster, Sward, Cloyes, & Staggers 2011).

Although it has been noted that the future of the DIKW hierarchy has been the subject of
critical perspectives for some time now and seems more uncertain than ever (Bosanci¢, 2017),
those critical perspectives on the DIKW hierarchy have resulted in positive conclusions, that seek
to refine it, for example, by adding to it the degree of 'sign', understood in the context of Charles
Sanders Peirce's pragmatic semiotics and how objects, their symbols and their interpretations are
interconnected in the world (Frické, 2019, pp. 42). The criticism of the DIKW hierarchy and
knowledge management in general is based mainly on the fact that it shows only a limited ability
to realistically improve organizational effectiveness, which has already been confirmed by
empirical research (Basadur & Gelade, 2006), but which does not affect its inspirational value for,
for example, the field of education policy.
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Faktorova analyza SRQ-27 u Studentiek a Studentov ucditel’skych odborov na Slovensku
Factor analysis of SRQ-27 in students of teaching professions in Slovakia
Kristina KubiSova

Abstrakt:

Dotaznik SRQ-27 bol analyzovany faktorovou analyzou. Vyextrahovanych 18 poloziek sme
zaradili do Styroch faktorov, ktoré spolu vysvetluju 56,74 % rozptylu premennych. Vyskumnu
vzorku tvorilo 479 vysokoskolskych Studentick (80,2 %) a Studentov (19,8 %) ucitel'skych
odborov zo slovenskych vysokych $kol a univerzit s priemernym vekom 21,65. Respondenti
dosahuju hodnoty sebaregulacie a jej faktorov nad stredova hodnotu.

Abstract:

SRQ-27 was analyzed by factor analysis. We classified the 18 extracted items into four factors,
which together explain 56,74 % of the variability of the variables. The research sample consisted
of 479 university students (women 80,2 %, men 19,8 %) of teachers from Slovak colleges
and universities with an average age of 21,65. Respondents achieve the value of self-regulation
and its factors above the middle value.

Krucové slova:
Sebaregulacia, Dotaznik sebaregulacie, SRQ, SRQ-27

Key words:
Self-regulation, Self-regulation Questionnaire, SRQ, SRQ-27

Uvod

Sebaregulécia je skimana optikami mnohych vied. Aj andragogika, ako pomerne mlada vedna
disciplina, sa vo svojom teoretickom i1 empirickom badani venuje problematike sebaregulacie
Vv edukécii dospelych osob. Teoretici i praktici sebaregulaciu vidia ako osobnostnu €rtu, ktort
nemozno menit’ (napr. Hoyle, 2006; Tangney, Baumeister & Boone, 2004), alebo ako potencial,
ktory moZno modifikovat, minat’ i zvysit' (napr. Bauner & Baumeister, 2011) ¢i ako spravanie
zamerané na ciel’ (napr. Carver & Scheier, 1982). My sa zaclenujeme do skupiny, ktora je
presvedéend o moznych zmenach, ndpomocnych aj v procese ucenia sa. Sebaregulaciu Brown,
Miller & Lawendowski (1999) popisuju ako schopnost, ktorou jedinec dokdze rozvijat,
uplatiovat’ a zachovavat’ spravanie veduce k dosiahnutiu stanovenych cielov. Vnimame ju ako
interakciu  environmentdlnych, osobnych a behaviordlnych procesov (Bandura, 1986)
ovplyviiovanych myslienkami, prezivanim a spravanim, ktoré je pldnované, monitorované
a modifikované vplyvom spitnej vizby (Gavora, JakeSova & Kalenda, 2015). Sebaregulacii r6zni
autori prisudzuju rézny pocet Stadii alebo faz. Sebamonitorovanie, sebahodnotenie
a sebaposilfiovanie st stucastou trojfazovej teorie podl'a Carvera & Scheiera (1982) a Kanfera
(1970). Na Kanferov model nadviazali Miller & Brown (1991) a rozsirili ho na sedem (prijimanie
relevantnych informacii, hodnotenie informacii a ich porovnavanie s normami, spustenie zmeny,
hl'adanie moznosti, tvorba planu, implementécia planu a postudenie jeho G€innosti).

Ciele Studie

Prvym cielom Stadie je faktorovou analyzou priradit polozky skratenej verzie dotaznika
sebaregulacie (SRQ-27) do Styroch faktorov. Druhym cielom je zistit' Groven sebaregulacie
u Studentov a Studentiek ucitel'skych odborov na slovenskych vysokych skolach a univerzitach.
Tento ciel’ napiiame nasledovnymi vyskumnymi otizkami a hypotézami.

Vyskumné otazky (VO) a hypotézy (H)
VOI1: Ktoré polozky patria do Styroch faktorov sebaregulacie?
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VO2: Aku troven dosahuju Studentky a Studenti vo faktoroch sebaregulacie iV ich suctovom
indexe?

HI1: Predpokladdme, ze sa nepreukaze Statisticky vyznamna suvislost medzi najvyS$im
ukonc¢enym vzdelanim a faktorom orientacia na ciel’.

H2: Predpokladame, Ze Studentky skoruju vo faktore orientdcia na ciel’ lepSie nez Studenti.

H3: Predpokladame, Ze Studentky skoruju vo faktore kontrola impulzov lepSie nez Studenti.

Metodologia

Vyskumna vzorka

Vyskumna vzorka je tvorena 479 respondentmi. St to Studentky a Studenti slovenskych vysokych
$kol a univerzit ucitel'skych odborov vo veku od 19 do 30 rokov, s priemernym vekom 21,65.
Zeny predstavuji 80,2 % (384), muzi 19,8% (95). V tabulke &. 1 zobrazujeme ich najvyssie
dosiahnuté vzdelanie. Najvécsie zastipenie maju terajsi Studenti bakalarskeho stupia studia (N =
343).

Tabul’ka ¢. 1: Kontingenéna tabul’ka premennych pohlavie a vzdelanie

pohlavie vzdelanie
stredoskolské | vysokoSkolské | vysokoskolské
1. stupiia 2. stupiia N
Zeny 272 91 21 384
muZi 71 17 7 95
N 343 108 28 479

Zdroj: vlastné spracovanie
Legenda: N — pocet

Metody zberu a analyzy dat

Brown, Miller & Lawendowski (1999) skonStruovali meraci nastroj SRQ (Self-Regulation
Questionnaire) so 63 polozkami, ktory v siedmich fazach hodnoti schopnosti sebaregulacie. Ak
je niektora z nich narus$enda, méze to podl'a autorov negativne vplyvat’ na spravanie jedinca. S SRQ
sa realizovalo mnoZzstvo vyskumov, avSak sedem fazovy model nepotvrdili.

V Ceskej republike s verziou SRQ-CZ napriklad pracovali Gavora, Jakesova & Kalenda (2015) a
u ceskych Studentov zistovali, ¢i existuju fazy alebo $tadia sebaregulécie, ak ano, tak kol'ko ich
je, aké su. Vdaka ich vysledkom mozeme nahliadat aj na kultirne odliSnosti v porovnani
s anglosaskymi vyskumami. Z ich faktorovej analyzy vzisli Styri faktory (kontrola impulzov,
orientacia na ciel’, sebariadenie a rozhodovanie), ktoré sytilo 27 poloziek.

Na skratenej verzii SRQ-27 sme vykonali explora¢nt faktorovu analyzu (d’alej EFA), pricom sme
st urcili extrakciu poloziek do Styroch faktorov. Data boli analyzované v Statistickom programe
IBM SPSS Statistics 20.

Vysledky

Aby sme mohli vykonat EFA, museli sme splnit’ niekol’ko podmienok. Soukup & Kocvarova
(2016 in Rabusic, Soukup & Mares, 2019) hovoria, Ze na jednu polozku by sme mali mat’ 10 az
15 respondentov. Podl'a Rabusica, Soukupa & Maresa (2019) mézeme vykonat' EFA vtedy, ak
mame minimalne 300 respondentov. Obidve poziadavky spifiame. Sledovali sme aj mieru
adekvatnosti vyberu Kaisera, Meyera a Olkina hovoriacu o korelaciach medzi polozkami, ktora
je idedlna (KMO = 0,888). Vhodnost’ potvrdzuje aj signifikancia Bartlettovho testu sféricity (Sig.
= 0,000). Korelacie sme kontrolovali aj mierou KMO pre samotné polozky, ktoré nadobudali
hodnoty v rozpiti od 0,728 do 0,940. Pred extrakciou faktorov sme sledovali hodnoty komunalit
a nasledne vyradili tie, ktorych hodnota bola nizsia nez 0,4. Odstranili sme devét poloziek.
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S upravenym poctom poloziek sme opatovne vykonali EFA. Miera KMO sa zmenila na 0,868 so
zachovanim signifikancie (Sig. = 0,000) Bartlettovho testu. KMO pre samostatné polozky malo
opat’ vhodné hodnoty nad 0,7 (0,775 — 0,948). Komunality vyjadrujuce mieru korelacie danej
pramennej s inymi premennymi uz dosahovali uspokojivé hodnoty nad 0.4.

V d’alsom kroku sme pristapili k extrakcii faktorov pomocou metoédy hlavnych komponentov.
Vychadzajuc a opierajic sa o realizované vyskumy v ¢eskom prostredi, sme sa rozhodli pre
ur¢enie Styroch faktorov, ktoré zaroven dodrziavaji Kaiserovo pravidlo, aby bola hodnota
vlastnych ¢isel nad 1. Tento pocet faktorov sa nam ale potvrdil aj paralelnou analyzou
s uplatnenim Hornovho pravidla (1965 in Rabusic, Soukup & Gavora, 2019). Pocet faktorov sa
extrahuje tak, ze vlastné ¢isla maju mat’ vac¢sie hodnoty nez vlastné Cisla z extrahovanych dat.
V tabulke €. 2 uvaddzame hodnoty faktorov, ktoré spolu vysvetluju 56,736 % rozptylu
premennych, ako aj vysledok paralelnej analyzy.

Tabul’ka €. 2: Extrahovanie faktorov

@ pofiatocné vlastné €isla extrakéné sacty paralelna

E analyza

g vC % kumula- | VC % kumula- | priemer | percentil

= rozptylu | tivne % rozptylu | tivne % | VC Ve
1 5,370 | 29,836 29,836 5,370 | 29.836| 29,836 1,350 1,419
2 2,153 | 11,959 41,795 2,153 11,959 | 41,795 1,288 1,334
3| 1,396 7,756 | 49551 1396| 7.756| 49,551| 1.239] 1,282
4 1,293 7,185 56,736 1,293 7,185 56,736 1,192 1,237
5 0,889 4,938 61,674
6 0,782 4,344 66,018

Zdroj: vlastné spracovanie
Legenda: VC — vlastné ¢isla

O tom, aka je zhoda medzi modelom ziskanym z dat a realitou nam hovoria rezidua, ktorych
hodnota by mala byt’ nizsia nez 50 %. V naSich datach tvoria rezidud 35 %.

V poslednom kroku sme hladali poloZky patriace do Styroch faktorov vypoctom faktorovych
zéatazi. Podmienkou bolo, aby boli medzi nimi koreldcie vysSie nez 0,3. Vysledok faktorovych
zatazi nebol jednoznaény, preto sme pristipili k ortogonalnej (pravouhlej) rotécii faktorov
metodou Varimax a ked’Ze niektoré polozky jednoznacne neprilahli ku konkrétnemu faktoru,
vykonali sme aj rotaciu Sikmu metdédou Oblimin a vysledky sme porovnali. Kone¢né priradenie
poloziek k Styrom faktorom uvadzame v tabulke ¢. 3.

Tabul’ka €. 3: Faktorové zat'aze po rotacii metédou Varimax

86



faktor
polozka 1 2 3 4
SRQ7 0,780
SRQ9 0,740
SRQ5 0,696
SRQ3 0,671
SRQ27 0,662
SRQ4 0,577 0369
SRQI19 0,846
SRQ12 0,841
SRQI13 0,793
SRQ20 0,729
SRQ14 0,722
SRQ23 0,712
SRQI17 0.605
SRQ1 0305 0,401
SRQ24 0,745
SRQ25 0,646
SRQ21 0434 -0,577
SRQS8 0422 -0,573

Zdroj: vlastné spracovanie

Pred pocitanim suctového indexu pre jednotlivé faktory i pre celkovy sucet sme sa pozreli na ich
reliabilitu, ktord by mala byt nad 0,7 a taktieZ na tesnost’ parovych korelacii, ktorych hodnota by
mala byt’ nad 0,3. Predtym sme stupnicu poloziek €. 3, 4, 5, 7, 8, 9, 21 a 27 museli prekddovat’.
Styri faktory st sytené 18 polozkami. Prvy faktor sme pomenovali ako rozhodovanie. Tento faktor
syti Sest’ poloziek. Hodnota Cronbachovej alfy je 0,817. Druhy faktor sytiaci tromi poloZkami
s nazvom sebariadenie ma alfu = 0,837. Orientdcia na ciel je treti faktor s piatimi polozkami
aalfou = 0,729. Styri polozky tvoria $tvrty faktor s alfou = 0,640 a pomenovanim kontrola
impulzov. Hodnota alfy je sice otazna, avSak tesnost’ ich parovych korelacii je aj pri tychto
polozkach nad 0,3. V kazdom faktore, ako aj v indexovom stcte, ktory sme vydelili po¢tom
poloziek daného faktoru, mozu respondenti dosiahnut’ hodnoty od 1 do 5. Cim vyss§iu hodnotu
dosiahnu, tym su faktory, tvoriace sebaregulaciu, lepsie.
V tabulke €. 4 uvadzame tieto informécie prehl'adnejSie.

Tabul’ka 4: Faktory sebaregulacie a hodnoty Cronbachovej alfy

Faktor | nazov pocet a priklad poloZky
faktoru poloZiek

F1 rozhodovanie 6 0,817 | Aj ked sa pre nie¢o rozhodnem, mam

problém to zrealizovat'.

F2 sebariadenie 3 0,837 | Mam svoje pravidla, ktorych sa drzim.

F3 orientacia 5 0,729 | Zvyéajne postupujem tak, aby som
na ciel dosiahol/dosiahla svoje ciele.

F4 kontrola 4 0,640 | Zvyéajne premyslam skoér, ako nieco
impulzov urobim.

N 18 0,855

Zdroj: vlastné spracovanie
Leganda: o — Cronbachova alfa; F — faktor; N - pocet
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V tabulke ¢. 5 uvddzame deskriptivne charakteristiky faktorov ako aj suctového indexu. MoZeme
vidiet’, ze priemery faktorov i sti¢tového indexu su nad stredovou hodnotou. Najnizsi ho Studenti
dosiahli vo faktore rozhodovanie a najvyssi priemer bol v sebariadeni. Normalne rozlozenie dat
sme zistovali hodnotami Sikmosti a strmosti. Hodnoty Sikmosti st u vSetkych zaporné, ¢o
vypoveda o hodnotach nad priemerom. Hodnoty strmosti nadobudaji kladné aj zdporné hodnoty.
Ako hodnoty strmosti, tak aj Spicatosti st v stanovenom intervale <-1; +1>. Orientacia na ciel’ ma
hodnotu blizku nule (-0,01), o znac¢i takmer symetrické rozlozenie. Tieto hodnoty nam
potvrdzuji, ze mdézeme pouzivat parametrické testy. Minimalna hodnota suctového indexu
faktorov je 1,44 a maximalne dosiahnuta hodnota je 4,94.

Tabul’ka ¢. 5: Deskriptivne ukazovatele su¢tového skore a faktorov

deskriptivne rozhodo- sebariade- | orientacia | kontrola sactovy
ukazovatele vanie nie na ciel impulzov index
priemer 3.40 3.82 3.68 3.67 3.61
medidn 3.50 4,00 3.60 3,75 3.61
modus 3,67 5,00 3,60 4,00 3,78
standardna odchylka 0,83 0,89 0,67 0,78 0,58
rozptyl 0,69 0,79 0,45 0,60 0,33
Sikmost’ -0,27 -0,52 -0,31 -0,52 -0,30
strmost’ -0,42 -0,26 -0,01 0,14 0,70
variaéné rozpitie 4,00 4,00 3.80 4,00 3.50
minimum 1,00 1,00 1,20 1,00 1.44
maximum 5,00 5,00 5,00 5,00 4,94

Zdroj: vlastné spracovanie

Predpokladali sme, Ze medzi najvy$§im ukoncenym vzdelanim a orientaciou na ciel nebude
Statisticky vyznamnd suvislost’, ¢o sa nam potvrdilo. Medzi vzdelanim a sebariadenim existuje
pozitivne slaby vztah (p = 0,133) na hladine vyznamnosti p<0,01. To znamen4, Ze ¢im ma ¢lovek
vysSie vzdelanie, tym je lepSie sebariadeny. Signifikancia ostatnych premennych je vysSia nez
0,05, ¢o znamena, ze tieto suvislosti nie st Statistické vyznamné, ako uvéadza tabul’ka €. 6.

Tabulka €. 6: Korelacie vzdelania a sebaregulacie

saétovy rozhodovanie | sebariadenie | orienticia kontrola
index na ciel impulzov
Spearmanovo 0,088 -0,021 0,133** 0,083 0,076
ro — vzdelanie
Signifikancia 0,053 0.651 0,003 0.069 0.096

Zdroj: vlastné spracovanie toto popripade uprav, asi zmenit’ signifikanciu na p a r6 dat’ do tabul’ky
** korelacia je signifikantna na Grovni 0,01

Zistovali sme, ¢i existuju $tatisticky vyznamné rozdiely vo faktoroch i v ich celkovom suc¢tovom
indexe medzi Zenami a muzmi. Vysledky Studentovho t-testu hovoria, Ze Studenti (muzi) skoruju
oproti Studentkam (Zendm) lepSie, o Com sved¢i nielen porovnanie ich priemernych hodnot, ale aj
zaporné Cisla v t-teste, avSak su to len zanedbatel'né rozdiely, ktoré sa Statisticky nepotvrdili, ¢o
zobrazujeme v tabulke ¢. 7. Zamietame preto druhu aj tretiu hypotézu. Studentky oproti
Studentom neskoruju Statisticky vyznamne lepSie ani v orientécii na ciel’, ani v kontrole impulzov.
Medzi Zenami a muzmi, resp. Studentkami a Studentmi nie st rozdiely vo faktoroch sebaregulécie
ani v ich indexovom sucte.

Tabul’ka €. 7: Vysledok Studentovho t-testu pre sebareguliciu a pohlavie
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Levenov test Studentov t-test | Zeny (n=384) muZi (n=95)
F P t P M SD M SD
stuctovy index 1,447 | 0,230 -1,559| 0,120 3,587 | 0,587 | 3,690 | 0,526

rozhodovanie | 4,797 | 0,029 | -1,776 | 0,078 | 3,374| 0854| 3.526| 0,719

sebariadenie | 0213 0645| -1,344| 0,180| 3,797 | 0.885| 3.,933] 0,892

orientiacia na | 0,005 0943 | -1,041 0,298 | 3,660 | 0.668| 3,739 | 0.661
ciel’
kontrola 5,091 | 0024 -0419| 0,676| 3,660 0803| 3,692| 0,646
impulzov

Zdroj: vlastné spracovanie
Legenda: n — pocet; M — priemer; SD — Standardna odchylka; F — hodnota Levenovho testu; T —
hodnota Studentovho t-testu; p — statisticka vyznamnost’

Diskusia

Procesmi EFA sme pocet poloziek skratenej verzie SRQ-27 znizili na 18 a zaradili sme ich do
Styroch, vopred vymedzenych faktorov, metdédami Varimax a Oblimin. Faktory sme pomenovali
rovnako ako Ceski vyskumnici JakeSova, Gavora & Kalenda, ktori s dotaznikom realizovali
viacero vyskumov. O ich vysledky sme sa opierali z dvoch dévodov. Kultirne odliSnosti medzi
Slovakmi a Cechmi nepovaZujeme za natol’ko velké, aby posobili vo vysledkoch nespolahlivo.
V slovenskom prostredi sme nenasli vyskumy pracujtce s rovnakou verziou dotaznika. Spomentt’
vSak mozeme Kuruca (2017a, 2017b), ktory Standardizoval dotaznik SRQ-Academic i SRQ-
Prosocial pre ziakov nizSieho sekunddrneho vzdelévania. JakeSova, Gavora, Kalenda & Vavrova
(2016) na vzorke 1 244 studentov a Studentiek formalneho a neformalneho vzdelavacie systému
v Ceskej republike vykonali validizaciu dotaznika SRQ s 21 polozkami. Podobné hodnoty alfy
Vv orientacii na ciel’ a kontrola impulzov dosahujeme s vyskumom JakeSovej, Gavoru & Kalendu
(2016) na vysokoskolskych studentoch (0,729 a 0,640 voci 0,713 a 0,692).

Pri d’alSej analyze sme predpokladali, Ze sa nepreukdze Statisticky vyznamna stvislost’ medzi
najvyssim ukoncenym vzdelanim a faktorom orient4cia na ciel’. Tato hypotéza sa nam potvrdila.
Ani vyssie vzdelanie nezarucovalo vyssie skore vo faktoroch kontrola impulzov a rozhodovanie.
Iba medzi vzdelanim a sebariadenim sa preukazal Statisticky vyznamny, ale slaby vztah. Ani vo
vyskume realizovanom JakeSovou, Gavorom & Kalendom (2016) na ¢eskych vysokoskolskych
Studentoch sa nepreukazala suvislost’ medzi zvySujiicim sa vzdelanim a orientaciou na ciel, ale
vysSie vzdelanie sa prejavilo v ich rozvdznejSom a opatrnejSom konani. V ich vyskumnej vzorke
sa Statisticky vyznamne preukazalo, ze Studentky skoruju v orientacii na ciel’ lepSie nez Studenti.
V tomto faktore v nasich datach lepSie skorovali Studenti, avSak bez Statistickej vyznamnosti.
Zvyc€ajne postupuju obidve pohlavia na rovnakej urovni k dosiahnutiu svojich cielov.
Predpokladali sme, Ze Studentky dosiahnu lepSie skoére v kontrole impulzov v porovnani so
Studentmi. Ich priemerné hodnoty st v prospech Studentov, no opét’ bez Statistickej vyznamnosti.
Aj Studentky, aj Studenti sa dokazu takmer rovnako poucit’ z vlastnych chyb ¢i premyslat’ skor,
ako nieco urobia. Vo vSetkych faktoroch o nieco lepSie skorovali Studenti, no rozdiel je takmer
Vv rozhodovani. Dobrym vysledkom je, ze ako v celkovej sebaregulécii, tak aj vo faktoroch,
dosahovali skére nad priemerntt hodnotu.

Zaver
Na skratenej verzii dotaznika SRQ-27 sme vykonali EFA, ktorou sa 18 poloziek zaclenilo do
jedného zo Styroch faktorov, ktoré sme si stanovali na zdklade uz realizovanych vyskumov
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Vv Ceskom prostredi. Ziskané vysledky hovoria o tom, ze medzi Studentkami a Studentmi nie st
Statisticky vyznamné rozdiely v sebaregulécii ani v jej faktoroch. Medzi najvyssim dosiahnutym
vzdelanim a sebariadenim sa preukazal slaby Statisticky vyznamny vztah. Tato korelacia je
signifikantna na trovni 0,01. PredloZené vysledky budu sucast'ou nasej dizertaénej prace, v ktorej
sa venujeme docilite Studentiek a Studentov ucitel'skych odborov na Slovensku a intervencii
moznej andragogickym poradenstvom, kde sa, okrem iného, zameriame aj na sebaregulaciu
a sebaregulované ucenie sa, pretoze jeho nedostato¢ne rozvinuté stratégie su castym dovodom
pred¢asného ukoncenia Studia uz v prvom ro¢niku (napr. Hoops et al., 2016; Tuckman, Kennedy,
2011).
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Piinosy a limity zavadéni kompetencniho modelu v organizaci
Benefits and limits of implementing a competence model in an organisation
Milan Rataj

Abstrakt:

Prispévek fesi problematiku ptistupu k firemnimu vzdélavani jako k benefitu. Nabizi alternativu
pfistupu investicniho. Jako nastroj vyuziva zavadéni kompetencéniho modelingu jako soucést
hodnoticiho a rozvojového procesu. Soucasti pfispévku je fada praktickych doporuceni pro
eliminaci negativnich jevl pii zavadéni kompeten¢niho modelovani a fizeni na bazi kompetenci
do prostfedi organizace.

Kli¢ova slova:

Diverzita ve vzdélavani, efektivita vzd€lavani, firemni vzd€lavani, profesni kompetence,
kompetencni model, vzdélavani jako investice, vzdélavani generaci Y a Z

Abstract:

The paper addresses the issue of access to corporate training as a benefit. It offers an alternative
to the investment approach. It uses the implementation of competency modelling as an evaluation
and development proces tool. The paper includes a number of practical recommendations for
eliminating negative phenomena when introducing competency modelling and competency-based
management into an organisational environment.

Key words:

Diversity in training, efficiency of training, corporate training, competencies, competence model,
education as an investment, education for Generations Y and Z

Uvod

Prispévek si klade za cil charakterizovat vyznam aplikace kompeten¢niho modelu v prostiedi
organizace jako souc¢ast hodnoticiho procesu a zaroven zakladniho a nepostradatelného nastroje
pro fizeni dal§iho profesniho vzdélavani. Duraz je kladen na akcentaci absence relevantni
metodologie pro piipravu a realizaci efektivniho vzdélavani ve firmach, zejména pak korporacich.
V této souvislosti fesi otdzku vyuzivani firemnich tréninki a vzdelavani obecné jako formy
benefitu, alternativné je pak ptfedkladana realizace rozvoje a vzdélavani formovana optikou
investice. Tedy evaluaci rozdilu mezi vlozenou investici a vyslednou ptidanou hodnotou.

Chce-li se organizace posouvat kvalitativné vpied, znamena to davat prostor lidem uvnitf
organizace pochopit své limity a poskytnout prostor i prosttedky pro jejich prekonavani. Musi se
stat ucici se organizaci. Priicha a VeteSka (Pricha a Veteska, 2014, s. 280) definuji ucici se
organizaci jako: ,idedlni typ inovativniho a uspésného podniku... ucici se organizace tedy
nespociva jen ve velkém objemu formalizovaného vzdélavani, ale i v podpore rozvoje lidi, jejich
participace na rizeni a podnikovém zlepSovatelstvi .

Sengeho pojeti, jako ptivodniho autora konceptu, zni ve své definici takto: ,,Misto, kde lidé
postupné zlepsuji své schopnosti dosahnout pozadovanych vysledkii, ...kde se lidé ustavicne uci,
Jjak se ucit spolu s ostatnimi, ...kde lidé postupné objevuji, jak se podileji na vytvareni reality a
(toho), jak ji mohou meénit* (Senge, 1990, In Tureckiova, 2004, s. 108).

S ohledem na zivotni cyklus zaméstnance, kdy je snahou maximaln€ prodluzovat nejvykonnéjsi
fazi, je vice nez zadouci vyuzit vnitini synergie ucici se organizace K tomu, aby byli lidé nejen
motivovani k tomu posouvat nejen sebe, ale spole¢n¢ s tim i organizaci.

A pravé vzdélavaci nastroje jako up-skilling, re-skilling, mentoring spole¢né s transferovanim
znalosti pomahaji nejen k lepsi ptiprave leaderq, ale sprave talentt a prodluzovani zivotniho cyklu
zaméstnance obecné.
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Za zéklad pochopeni vyznamu kompetenci a prace s nimi lze povazovat ukotveni vnimani
kontextu pojmi celozivotniho uceni a vzdélavani. Vychazet Ize z pojeti celozivotniho uceni a
vzdélavani Eduarda Lindemana a Basila Yeaxleeho (vice viz VeteSka, 2016). Jejich moderni
piistup k definici pojmt lze shrnout dle Prichy a Vetesky takto: ,,uceni predstavuje integralni
soucast zivota, proto je i vzdelavani nikdy nekoncicim procesem‘ (Pricha a Veteska, 2014, s. 60).
V kontextu doby musime zminit téma paradigmatu vzdélavani 4.0. Stejn¢ jako v jinych oborech
(a samoziejme¢ 1 v ndvaznosti na n¢) 1 vzdélavani prochazi a bude prochéazet i nadale zésadni
proménou. VeteSka a Kursch (2018) pojmenovavaji v souvislosti s timto paradigmatem aspekty,
které budou ovliviiovat trh prace ,,a to jak negativné ¢i pozitivné, a nasledné vytvoreni ucinnych
preventivnich mechanismii, zakomponovanych do narod-ni vzdélavaci politiky, at jiz systematicky
ukotvené ci prirozené se rozvijejici. Mezi zjevné aspekty ovliviiujici trh prace a praci samotnou
Ize zaradit:

e Rychlé zmény pozadavkit na nové dovednosti a znalosti;
Upadek zrucnosti a mechanické prace;
Masova automatizace a robotizace rutinnich ¢innosti;
Nepredvidatelné skokové zmeény, inovace a vyndlezy;
Sdilena ekonomika a globalni konkurence;
Potreba zcela novych kompetenci;
Nerovnomérné rozdéleni bohatstvi;
Hospodarské cykly prosperity a upadku;
Dalsi globalni hrozby a konflikty “ (Veteska a Kursch, 2019, s. 19).

Veteska a Kursch (2019) ztoho dale odvozuji nutnost zmény v pfistupu k celoZivotnimu
vzdélavani jiz od pocate¢niho vzdélavani s dirazem na pfipravenost k rychlé adaptaci na zmény.
Z andragogického pohledu to bude nepochybné znamenat vétsi diiraz nejen individualit, ale 1
zaméstnavatell na cileny rozvoj v del$im ¢asovém horizontu.

1. Firemni vzdélavani jako benefit nebo investice

Osobni strategii autora tohoto pfispévku je nahliZzeni na (firemni) vzdélavani jako na investici,
nikoliv benefit. Vychazi z jednoduché premisy, ze za svou praci je kazdy odménén mzdou ¢i
platem. Oc¢ekavana finan¢ni odména je spojena s jasnym ocekavanim definovaného vykonu
zaméstnance. Takova definice vychazi nejen z poZzadavku na ,,tvrdé* dovednosti spjaté s vykonem
dané role, ale v pozadavku se musi pocitat i1 s ur¢itou roli ,,mékkych* dovednosti. Dovednosti
spole¢né se schopnostmi, védomostmi, hodnotami a postoji tvoii kompetence, které jsou pro
vykon jakékoliv role nezbytné. Nema-li néktery ze zaméstnanct v pozadované trovni nékteré
stanovené kompetence, je v mém z4jmu zaméstnavatele investovat prosttedky do vzdélavani tak,
aby dany zamé&stnanec skrze zlepSenou troveit kompetenci zvladal své pracovni zatrazeni a ukoly
1épe, efektivnéji apod. A logicky investuji tam, kde mohu ocekdvat navratnost.

Argumentacni oporu lze nalézt u Alana jiz v sedmdesatych letech minulého stoleti. Vzdélavani
., ...henl jen efektem ekonomického vyvoje, je i jeho nezbytnou podminkou. Jakmile se pochopi
Jjako predpoklad hospodarského rozvoje, ...stava se z néj ekonomicka velicina a sleduje se jako
forma kapitalu, jako investice, ... (Alan, 1974, in Veteska 2016, s. 90)

K uceleni pojmu je nutné piidat i pohled na pojeti smyslu a vyznamu investic, investovani. Z
makroekonomického pohledu je za investici oznaCena ta Cast piijmu, kterd je ukladana do
dlouhodobych statki. Tedy nejde o jejich okamzitou likviditu, jde o dlouhodobé uroceni a
navratnost v ¢ase. Syrovy (2005) se ve své publikaci vénované zakladiim investovani snazi
prirovnat investici ke ,,konzervovani masa ¢i ovoce za ucelem odkladu na pozdéjsi uziti, tak rikajic
., ha horsi casy*, aby o né lidé neprisli. Nebo k pSenici, u niz lidé méli na vybér bud jeji okamZitou
spotiebu, nebo setbu s ocekavanim budouci mnohondsobné sklizné Pri investovani je tedy cilem
prostredky ukladat zpiisobem, ktery nedevalvuje jejich hodnotu, idedlné prinasi ve stanoveném
case vynos‘ (Syrovy, 2005, s. 14).

93



Stejny zplsob pristupu lze aplikovat i v managementu vzdélavani a v pfistupu ke vzdélavani
obecnd. Casto ve své praxi k takovému piistupu citim ze strany zaméstnavateldi odpor.
Argumentem, resp. diivodem je obava, ze po vytrénovani (=vloZeni investice) zaméstnance tento
s vyrazné zvySenou kvalifikaci odchazi z firmy a nachazi uplatnéni jinde. Tento diivod poukazuje
jen na nedostateéné &i zcela chybgjici kli¢ové kompetence leaderti. Re¢nickou otazkou zfistava,
jestli neni horsi alternativou zaméstnanec s nedostatecné rozvinutymi kompetencemi, ktery ve
firmé zlstava.
V souvislosti s tim je vhodné uvést poznatky Grove a Ostroffa (1990, In: Armstrong, 2015)
k problematice vyhodnocovani vzdélavacich aktivit, vétSinou realizovany pomoci Kirkpatrickova
modelu. Vymezili pét problémul, které umoznuji 1épe pochopit a vysvétlit, pro¢ neni
vyhodnocovani vzdélavani v organizacich pftilis efektivni:
1) Vrcholové vedeni ¢asto nepozaduje nebo nevyuziva informace o dopadech vzdélavani,
které jsou k dispozici.
2) Specialisté na vzdélavani a rozvoj nemaji dostatek odbornych znalosti, aby védéli, jak
vyhodnocovani vzdélavani provadét.
3) Vzdélavaci programy nemaji jasn¢ stanovené cile, takze vymezit urcita kritéria, na jejichz
zékladé by se vzdélavani vyhodnocovalo, je dosti obtizné, respektive témer nemozné.
4) Omezené rozpolty na vzdélavani znamenaji, Ze se penize vénuji spiSe na provadéni
vzdélavani nez na vyhodnocovani vzdélavani.
5) Rizika spojena s vyhodnocovanim vzdélavani by mohla byt piili§ velka, vzhledem k tomu,
ze by vyhodnocovani mohlo odhalit, Ze dopad vzdélavani byl minimalni (Armstrong,
2015, s. 370).
V zasad¢ vSech pét zminénych bodl velice Uzce souvisi s absenci nastaveni kompetenci pro
jednotlivé Grovné pracovnich pozic v rdmci organizace. Zvlasté bod treti, vénovany absenci cilt
vzdélavacich aktivit je v kontextu investovani do vzdélavani dle mého nejzavaznéjsi. Miizeme se
domnivat, Ze tento problém je dan (zejména v korporacich) nekompetentnosti managementu
V oblasti rozvoje lidi a tymu. Typickym, autorovou osobni zkuSenosti podlozenym faktem je, ze
vedouci pracovnici jsou do svych pozic povySovani zejména pro vysoky vykon ve svych fadovych
rolich. Jde o jakysi pfirozeny posun. Problémem je, Ze nejsou pfipravovani na své budouci role,
kdy nebudou jiz délat aktivity jako doposud, budou vést lidi. Na tuto skute¢nost ale nejsou ¢asto
vibec systematicky pfipravovani. Tento fakt je velice omezujici pravé pii volbé rozvojovych
aktivit podfizenych, v identifikaci jejich vzdélavacich a rozvojovych potieb. Tim, Ze nejsou na
své pozice piipravovani v kompetenénim kontextu se primarné orientuji pouze na vykon jako
takovy. Celkem pfirozen€, protoze to je oblast, ve které se vyznaji, ze které vzesli. Prace s lidmi
je ovSem zcela odliSnym dovednostnim odvétvim, ve kterém neni fada z nich viibec zorientovana,
natoZ kompetentni.
Praxe nam ukazuje, Ze nekompetentnost vedoucich pracovnikl ve vedeni lidi vede k neschopnosti
dlouhodobé motivovat. Absence motivace k praci vede ke ztraté motivace pracovat pro danou
spole¢nost. V kombinaci s tispornymi opatienimi v ramci COVID krize dochazi snadno ke
zvy3ené az nefizené fluktuaci. ReSenim by mohlo byt doruovani rozvojovych tréninki pro rychlé
a efektivni navySovani kompetenci. K tomu jsou ovSem zapotiebi relativné detailni data, na
zaklad¢ kterych budou personalisté schopni spolené s trenéry sestavovat takové vzdélavaci
jednotky, z nichz si budou moci posluchaci odnaset nové poznatky do praxe a tam je ihned
implementovat. K tomu lze efektivné vyuzivat kompetenéni modely a jejich vyhodnocovani.
2. Stavba a zavadéni kompetenc¢niho modelu do prostiedi organizace
Kompetenéni modelovani vnimame jako prostifedek pro zvySovani efektivity rozvoje
zaméstnancu. Lze se domnivat, ze zavedeni kompetencniho modelu do organizaci pomaha
vyznamn¢ zpiehlednit pohled na pozadavky, které u jednotlivych pracovnich pozic mame
s ohledem na jejich vykon. Z toho muzeme usuzovat, Ze fizeni zaloZen¢ na kompetencich a v
neoddé¢litelné vazbé na strategii firmy zabranuje ztraté potencialu firmy i penéz v disledku:
e vysoké a nefizené fluktuace,
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e nemotivovanosti zameéstnanci,

e obsazeni nekompetentnich zaméstnancti na dané pozici,

e obecné absence relevantnich personalnich dat nutnych k efektivnimu vedeni,

e arozvoji zaméstnancu,

e nerozvijeni zaméstnancl v oblastech z4jmu firmy a zaroven v souladu s talentem a zajmy

zamestnance,

e absence schopnosti poskytovat kvalitni zpétnou vazbu.
Tradi¢né realizovany rozvoj a vzdelavani zaméstnancti na zakladé domnének manazerd,
jednoduchych behavioralnich rozhovort neni dle mého dostate¢ny a celostni. A to nejen z pohledu
neefektivity investic do vzdélavani, ale i samotného zapojeni a motivace samotnych piijemcii
rozvoje a vzdélavani. Jako pfimo nevhodné povazujeme samo-rozhodovani zamestnancti o tom,
v ¢em se chtéji nebo nechtéji dale rozvijet. Chapeme sice snahu pienést odpovédnost za vybér na
samotného zaméstnance. Nicméné jde pouze o prokdzani neschopnosti vytvofit celostni rozvojovy
koncept vnitrofiremniho rozvoje.
Kompetenéni model tak Ize chépat jako zdkladni datovy ndstroj pro investi¢ni rozvoj
zameéstnanct, pro zvySovani angazovanosti skrze ,,spole¢ny zajem®.
Pokud chce vedeni organizace skute¢né fidit lidi v ni, a to strategicky (smyslupln¢) je nezbytné
nutné do takového fizeni zahrnovat nejen slozku vykonovou, ale i kompetencni. Tim Ize
doséhnout vysoké optimalizace efektivity vysledkil organizace jako celku. Veteska a Tureckiova
(2008, s. 84) tento ptistup popisuji takto: ,,cil Fizeni podle kompetenci se tedy v zdasadeé shoduje
S cilem strategického TFizeni lidskych zdrojii jako zatim vrcholného nastroje , manaZerské
personalistiky“, respektive predstavuje takovy systém persondlni prdce v organizaci, kterd na
jedné strane vychazi z ,,tvrdych®, tj. vécnych faktorii rizeni (strategie a struktura) a na strané
druhé k nim pridava ,,mékké*, tj. na lidi a jejich schopnosti, motivy a cile zamérené na faktory
uspéchu organizace (spojené rovnez se systéemem leadershipu)*.
Zjednodusen¢ lze tedy fict, ze k tomu, abychom dosahli nejvys$§iho mozného vykonu co
nejefektivnéjsi cestou, nelze lidsko-zdrojovou slozku fidit pouze skrze nakladovou a vynosovou
slozku. Naopak, z dlouhodobéjsiho pohledu je nutné zapojit 1 maximalizaci kompetencni slozky
pracovniku tak, aby bylo mozné jednak sladit o¢ekavani pracovnikii a organizace v pohledu na
zvladnuti dané role a jednak zajistit lepSi vyuZzivani a fizeni rozvoje potencidlu lidi prave
k dosahovani optimalizovaného vykonu organizace jako celku.
Ne tak casto zmifiovanym divodem pro zavadéni kompetencniho modelu je i zabezpeceni
prenositelnosti know-how / oborovych znalosti. Je fada obort, zvlasté prumyslovych, kde
dochazi k ,,vymirani* femesIné dovednosti. Diivody to mé dva: 1) obor se piestal vyucovat jako
,hepotfebny* ¢i ,,bez zajmu®, 2) s odchodem stars$i generace odchdzi i know-how, pficemz si
firmy nepohlidali zabezpeceni dostate¢ného pfenosu na generace dal§i. Kompetenéni model
dokaze narovnat pozadavky na zvladnuti odborné dovednosti ¢i znalosti a dostate¢né dopiedu tak
zabezpecit nejen kapacity pracovni, ale 1 vzd€lavaci.
Zavedeni kompetencniho modelu, resp. fizeni podle kompetenci 1ze nahliZet jako klicové zvlaste
pii fizeni lidi ze zminovanych generaci ,,Y* a ,,Z*. Tento zpusob fizeni d¢€la totiz z pracovnikl
rovnocenné partnery, ktefi se podili na tvorbé procesti, podili se na rozhodovéni a zaroven je jim
davan prostor a vytvafeny podminky pro seberealizaci v pracovnim nasazeni. To je nutné
povazovat za absolutné klicové s ohledem na samotné postojové naladéni obou zminénych
generaci.

3. Zasady pro stavbu kompeten¢niho modelu ve firmé

Piedem, kompetenéni model NESMI byt a priori stavén jako nastroj kontroly a hodnoceni tak, jak
je zname. Jako fatdlni mizeme vnimat rozdil mezi hodnocenim vykonu a posuzovanim trovné
kompetenci pracovnika. Nakolik jsou ob¢ slozky spolu ve velmi izkém propojeni, kompetencni
model jako takovy slouzi primarné k ovéfeni oblasti, ve kterych je nutné daného pracovnika
Vv ptipad¢ nedostatecného naplnéni rozvijet.
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Pracovnik je rovnocennym partnerem a kompetencni model mu poskytuje moznost pohledu na
potencial rozvoje nejen V dané organizaci, ale s tim 1 souvisejici moznost a potencial rozvoje celé
profesni drahy. Nepochybné toto pojeti ,,diveéry* v pracovnika souvisi s pfijetim odpoveédnosti za
praci, kterou vykonava. Lze se domnivat, ze uvédomeéni si odpovédnosti miize piijit se znalosti
procest, které dané roli pracovnika nalezi. Skrze znalost procest si 1ze 1épe uvédomit provazanost
¢innosti pracovnika s procesy organizace jako celku.

Predevsim je potieba vzit v potaz fakt, ze kompetenéni model stojici v organizaci samostatné bez
provazanosti na fidici strategie a procesni systém prakticky nedavd smysl. Procesni ramec
organizace definuje jednotlivé pracovni role, které jsou nasledné shlukovany do pracovnich pozic.

{ Pracovni misto 1

[ Pracovni misto 2 ]

Pracovni pozice Pracovni misto 3 ]

procesni

procesni procesni
role 1 role 2 role 3
procesy procesy procesy

Obrazek 1:Schéma pracovni pozice a navaznost na pracovni misto (vlastni zpracovani)

Kvalitn€ zpracovany proces, respektive procesni model umozni v detailu odecist nejen napln
prace (tedy popis pracovni pozice), ale ruku v ruce sni i poZzadavky na kompetence a jejich
uroven, ktera je pfi naplnovani role / roli danou pozici vyzadovéana. V navaznosti na dynamiku
zmeény procesil nebo strategii organizace je pak nutné adekvatné reagovat i na zménu v néplnich
prace, a tedy 1 v nastaveni kompetenci a kompetencnich modeli.
Mohlo by se zdat, ze zvlast¢ v menSich firmach (ale i v téch velkych), neni procesni fizeni
nezbytné. ,,Zdani* je Castou manazerskou chybou, kdy se manazer fidi jen pocitem, Ze ma vse
pevné v rukou, obvykle byva opak pravdou. Navic je vysledkem sklon k mikromanagementu.
Procesni fizeni klade akcent na opakované procesy a jejich prib¢h napri¢ celou organizaci.
Pokud je organizacni struktura piili§ funkéné zaméfena (tedy kazda jednotka déla jen svoji
specializaci), maji pracovnici tendenci vytvaret bariéry pro procesy (hlavné komunikacni a v
predavani prace), které jdou napfic. To ma pak negativni dopad na vykonnost celé organizace.
Je-li tedy na procesni model napojen 1 model kompetencni, dava tak procesnimu modelu daleko
vy$$i pfidanou hodnotu v podobé formace pracovnikii skrze uvédomeéni si celkového kontextu
fungovani organizace jako celku.
I kdyZ se to na prvni pohled nemusi byt vidét, kazda firma, ktera chce byt efektivni, je procesné
fizena. Cim je firma vétsi, tim naléhavéjsi je potieba formalizace procesniho prostiedi. Cisté
z divodt hlidani duplicit, neefektivniho vynakladéani jakychkoliv prostredkd.
Pokud je v organizaci nastavena strategie, 1ze bez vétsich obtizi stanovovat, respektive revidovat
vnitrofiremni procesy a ty pfifazovat jednotlivym rolim. Z pohledu personalistiky je toto zcela
klicova aktivita, protoze tim ziskava persondlni odd¢€leni jasny piehled, jaké pozice je nutné
obsazovat a pro¢. Co k naboru ale také potfebuji znat je profil kandidata, respektive budouciho
pracovnika. A protoze jsme skrze strategii stanovili ultimatni projev excelence vykonu pracovnika
(strategie + procesy), umime nastavit i kompetencni pozadavky na danou roli.
Tim pii nastupu nového pracovnika vSichni vi, pro¢ byl vybran dany kandidat, co se od n¢j
ocekava a lze svym zplisobem v Case predikovat, jak moc bude blizko excelentnimu vykonu ve
své roli. K tomu slouzi pravé vyhodnocovani urovné kompetenci.
Podrobny pohled na proces tvorby a udrzitelnosti kompetencniho modelu v organizaci zobrazuje
vytvofené schéma.
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Zména
Start
(vytvaFime pracesu .
kompetenéni madel) {mame kompetencni
motdel)
Y
navrzeni Analyza Analvza roli Vytvoreni [ sestaveni navrzeni
kompetenci narocnosti yza roi kompetenéniho kompetenci vzdélavani a
P . . se stejnymi modelu pro .
pro procesni pozadovanych kompetencemi | pro pro realizace
roli kompetenci P proceni roli zaméstnance vzdélavani
[ J /Y
v AJ
\J
revize roli
hodnoceni
kompetenci
poZadavek na zménuloptimalizaci
Vytvoreni a sprava komeptencniho modelu |pouzivani kompetenéniho modelu

Obrazek 2: Schéma procesu tvorby a udrzitelnosti kompetencniho modelu v organizaci (vlastni zpracovani, 2021)
Zakladem je vlastni zpracovani procesniho modelu nebo alespon elementarni popis procest,
probihajicich v organizaci. Je fada metodik, které¢ popisuji standardy modelovani podnikovych
procest. Jde tedy o jakési ,,jazykové prostiedi”. Stejné¢ jako u jazykovych norem, i procesni
modelovani ma svou normu. Tou je Business Process Model and Notation (BPMN) — je
standardem procesniho modelovani a je zaroven ratifikovanym standardem Mezinarodni
organizace pro normalizaci jako norma ISO/IEC 19510:2013 (Object Management Group,
dostupné z omg.org).

4. Rizika a prekazky p¥i zavadéni kompetenéniho modelu
Objektivné je nutné piipustit, ze pfi zavadéni kompetenéniho modelu, respektive pii hodnoceni
jeho trovné ¢asto dochazi k nadhodnocovani reality naplnovani pfislusnych kompetenci. Pouhym
pozorovanim a rozhovory s hodnocenymi i hodnotiteli miZeme dojit k nejcastéjsim odpoveédim
sméefujicim k obavam z ,.trestu z nedostatecného naplnéni pozadavku. Pfitom realita a diivody
zavadéni kompetencniho modelu do firem jsou presné¢ opacné. Cilené¢ chceme a sledujeme
,mezery* tak, abychom do nich mohli nasméfovat intenzivni a vysoce cilené vzdélavani / rozvoj.
Za dalsi rizika pfi zavadéni kompeten¢niho modelu 1ze povaZovat:

e nesoulad a nenavaznost firemni strategie, procesii a zdroji

e nepochopeni konceptu kompetencniho fizeni a jejiho pfinosu ze strany managementu

e nepochopeni, ze cilem je zivotni cyklus zaméstnance prodlouZit, ne zkracovat

e obavu z ¢asové naroc¢nosti pii ptipravé a zavadéni kompetencniho fizeni

5. Doporuceni pro efektivni zavedeni kompeten¢niho modelu do firmy
Vyjdeme-li z vyse popsanych hrozeb pii zavadéni kompetenéniho modelu do firmy lze sestavit
relativné jednoduchy, ale Gi¢inny postup.

1) TOP management chape vyznam Fizeni na zakladé kompetenci, vidi v ném pfinos a
zapada do celkové strategie prace s lidmi. Pomoci mutize i nasledujici zjednodusena SWOT
analyza

Silné stranky

- Odstranuje duplicity a nejasnosti v kompetencnich pozadavcich na jednotlivé role ve firmeé
- Snizuji se ndklady na vysokou a netfizenou fluktuaci
- Nerozvijeni zamé&stnanct v oblastech zajmu firmy vs. talent a zajem zaméstnance
- SniZovani neefektivnich vysokych vydajii na vzdélavani a rozvoj zaméstnancii
- Nevyuzivani potencialu lidi
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- Zabranuje slozitému a neefektivnimu vedeni lidi, bez moznost vyuziti leadershipu

Slabé stranky

- Casovée narocna pfiprava a implementace

Prilezitosti

24

- Zptehlednéni roli ve firmé, pfilezitost pro efektivnéjsi fizeni talentti
- Prostor pro vychovu budoucich leadert

- ProdlouZzeni zivotniho cyklu zaméstnanct

- Zvyseni loajality a motivace

Hrozby

- Nepfijeti systému fizeni na zakladé kompetenci z diivodu strachu o vlastni pozici
- VytiZenost lidi, nizka mira spoluprace

- Nedostatecné finan¢ni prostiedky na pokryti rozvoje lidi

- Udrzitelnost pfi vyssi fluktuaci

2) Vramci propadu a rozpracovani top management strategie/i zapracuje TOP

3)

4)

management i ¢ast tykajici se Fizeni lidi na zakladé kompetenci. Tim nejlépe vSechny
urovné vedeni pochopi benefity, kterych mohou vyuzit. Nepodaii-li se v ramci nizsich stupiti
vedeni o soulad s TOP managementem, nema vyznam v implementaci dale pokracovat. Zména
pristupu k fizeni se neda natidit rozhodnutim vedeni. Musi byt pochopena a pfijata spontanng¢.
V opacném piipadé nemlze dojit ke smysluplnému vyuziti masou zaméstnancii mimo
manazerské urovné. Proto ze zkuSenosti z praxe doporucuji zrealizovat workshopy vedoucich
se svym pfimym nadfizenym, pfipadné s celym Top managementem, aby ten mél moznost
dostateCné¢ zménu v piistupu vedeni dostateCné detailné obhdjit. S ohledem na urychleni
doporucuji takové workshopy nechat moderovat kou¢em nebo mentorem.

V navaznosti na vyzralost v§ech irovni managementu je poslednim krokem vysvétleni
zmény v nejnizSich patrech firmy. Tedy fadovym zamé&stnancim. Opét je na misté
doporuceni, aby se takového tymového workshopu t€astnil i nékdo z nejvyssiho vedeni. Piida
se tim na vyznamu a pfipadn¢ juniornim vedoucim takova pfitomnost nadiizeného manaZera
pomuZe pozi¢né 1 argumentacngé.

Pro udrZitelnost je velmi doporuceno zpracovat kratky material umistitelny na intranet,
ke kterému se budou moci vSichni vracet. Nejen kvili samotnému vysvétleni, proc¢ ,,fidime
na zéklad¢é kompetenci®, ale 1 kvlili tomu, jak jsou v dané firmé& nastaveny standardy hodnoceni,
jak hodnotit sebe, jak podfizené. A v neposledni fadé znovu opakovat, Ze nedostatecné
rozvinuté kompetence jsou divodem k rozvoji, nikoliv k penalizaci.

Zavér

Ptispévek akcentuje pozici firemniho vzdélavani a vlastné celého dal§iho profesniho vzdélavani
v Urovni investi¢ni. Tedy stavu, kdy je organizace schopna chapat a vnimat vzdélavani a rozvoj
svych lidi jako investici, kterou je schopna fidit, méfit a zhodnocovat. Nejde jen o jednostranny
vklad, ale diky celostnimu pfistupu (strategie-procesy-kompetence-kultura) chapeme tuto
investici jako prodluZzovéani Zzivotniho cyklu zaméstnance, a tedy prodluzovani predevsSim
produktivni vykonové ¢asti zaméstnance.

Za klicové oblasti dopadu vyuzivani kompetencnich modelt tak mizeme povazovat:

- odstranovani nejasnosti a duplicit kompetencnich pozadavki na jednotlivé role ve firmé,
- dramatické snizovani ¢asoveé narocnosti vyhodnocovani dat pro management vzdélavani,
- urychlené dosahovéni pozadovanych kompeten¢nich narokii na dané pozice,

- zasadni snizovani neefektivnich nakladi na vzdélavani zameéstnancu,

- efektivni hodnoceni dopadu Skoleni na rozvoj jednotlivct 1 skupin,

- zvyseni pravdépodobnosti prodlouzeni efektivni faze zivotniho cyklu zaméstnance.

V praxi managementem tolik pozadovand smysluplnost, a predevSim m¢éfitelnost efektu
vzdélavani je velice snadno dorucitelnd pravé skrze kompetencni modeling spolecné
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S pochopenim, ze vnitrofiremni profesni vzdélavani je pro firmu investici. S jasnymi pozadavky
a vystupy.

Pouzita literatura:

Alan, J. (1974). Spolecnost, vzdélavani, jedinec: kapitoly ze sociologie vzdélavani. Praha:
Svoboda.

Armstrong, M. (2015). Rizeni lidskych zdrojii. Praha: Grada.

Cogin, J. (2012). Are generational differences in work values fact or fiction? Multi-country
evidence and implications. The International Journal of Human Resource Management [online].
Dostupné z: http://www.tandfonline.com/doi/abs/-10.1080/09585192.-2011.610967

Espinoza, Ch. & Ukleja, M. (2016). Managing the Millennials. New Jersey (USA).

Festinger, L. & Carlsmith, J. M. (1959). Cognitive consequences of forced compliance. The
Journal of Abnormal and Social Psychology, 58(2).

Haselton, M. G., Nettle, D. & Andrews, P. W. (2005). The evolution of cognitive bias. In D. M.
Buss (Ed.), The Handbook of Evolutionary Psychology. [s.l.]: Hoboken, NJ, US: John Wiley &
Sons Inc.

Herzberg, F. (1996). Work and the Nature of Man. Fifth Printing. October 1971.New York:
World Publishing.

McCelland, D. (1973). Testing for competence rather than for inteligence, American
Psychologist. Dostupné z https://www.therapiebreve.be/documents/mcclelland-1973.pdf
Nakoneény, M. (1992). Motivace pracovniho jedndni. Praha: Management Press.

Parry, E. & Urwin, P. (2011).Generational Differences in Work Values: A Review of Theory and
Evidence. International Journal of Management Reviews [online]. Dostupné z:
http://doi.wiley.com/10.1111/j.1468-2370.2010.00285.x

Pricha, J. a Veteska, J. (2014) Andragogicky slovnik. Praha: Grada.

Seemiller, C. & Grace, M. (2017). Generation Z: Educating and Engaging the Next Generation
of Students. About Campus [online]. Dostupné z: http://journals.sagepub.com/-
doi/full/10.1002/abc.21293.

Sinek, S. (2009). Start with Why: How Great Leaders Inspire Everyone to Take Action. USA:
Portfolio.

Sparks, J. R. & Schenk, J. A. (2001) Explaining the effects of transformational leadership: An
investigation on the effects of higher—order motives in multilevel marketing organizations.
Journal of Organizational Behavior, 22, 849-8609.

Styblo, J. (1992). Manazerska motivacni strategie. Praha: Management Press.

Spiegel, D. (2013). The Gen Y Handbook: Applying Relationship Leadership to Engage
Millennials. New York, Select Books.

Syrovy, P. (2005). Investovani pro zacdtecniky. Praha: Grada

Tureckiova, M. (2004). Rizeni a rozvoj lidi ve firmdch. Praha: Grada.

Veteska, J. (2016). Prehled andragogiky: vivod do studia vzdéldavani a uceni se dospélych.
Praha: Portal.

Veteska, J. & Tureckiova, M. (2008). Kompetence ve vzdelavani. Praha: Grada.

Veteska, J. & Tureckiova, M. (2020). Kompetence ve vzdeélavani a strategie profesniho rozvoje.
Praha: Ceska andragogické spole¢nost.

Kontaktni udaje:

PhDr. Milan Rataj, Ph.D., MBA

Katedra andragogiky a managementu vzdélavani
Pedagogicka fakulta Univerzity Karlovy
Myslikova 7

110 00 Praha 1, CZECH REPUBLIC

E-mail: mila.rataj@gmail.com

99


https://www.therapiebreve.be/documents/mcclelland-1973.pdf

Analyza pripravenosti vychovatele v détském domové se Skolou na FeSeni krizovych situaci
Analysis of the educator’s preparedness in the children's home with the school to deal with crisis
situations

Zden¢k Svoboda, Arnost Smolik, Jan Tirpak, Alexander Fuc

Abstrakt:

Ptispévek se vénuje a je soucasti dilc¢iho vystupu $irSich vyzkumnych a publika¢nich aktivit
zaméienych na dals$i rozvoj osobnostnich a profesnich kompetenci vychovatelii ptsobicich
v détskych domovech se skolou. Vyzkumny zamér se tykal posouzeni ptipravenosti vychovateli
na feSeni krizovych situaci se stupniovanym agresivnim projevem ditéte. Cilem bylo provést
analyzu toho, na jaké Grovni zdvaznosti respondenti vyhodnocuji aspekty zminénych situaci a zda
jsou schopni systémové planovat kroky pro jejich feseni.

Klic¢ova slova:
konflikt, agrese, krizova situace, vychova, vychovatelé

Abstract:

The paper deals with and is part of a partial output of broader research and publication
activities aimed at further development of personal and professional competencies of educators
working in children's homes with a school. The research plan concerned the assessment of the
readiness of educators to deal with crisis situations with a graded aggressive manifestation of the
child. The aim was to analyze the level of severity at which respondents evaluate aspects of these
situations and whether they are able to systematically plan steps to address them.

Key Words:
conflict, agression, crisis situation, education, educators

1. Uvod

Ptipravenost osobnostné adekvatn¢ vyhodnotit a vychovné reagovat pii projevu nevhodného

¢i ohrozujiciho chovani ditéte by mélo byt jednou z dulezitych kompetenci ve vztahu k profesi
pedagoga (vychovatele), jez pusobi v systému détskych domovi se $kolou.
Z legislativniho ukotveni zakona €. 109/2002 Sb. totiZ vyplyva, ze se jedna o Skolska zatizeni pro
vykon nafizené Ustavni vychovy a ulozené ochranné vychovy u déti s neukoncenou zékladni
Skolni dochdzkou a soucasné s osobnostnim nastavenim na irovni zdvazné socializa¢ni odchylky
(PCH). Do détského domova se Skolou mohou byt umistovany déti zpravidla od Sesti let véku do
ukonceni povinné skolni dochazky. Nazev détsky domov se Skolou je vSak vcelku matouci a je
vhodné na tomto misté upozornit, ze se nejednd o formu détského domova s integrovanou skolou.
S trochou nadsazky a urc¢itého uhlu pohledu se jedna o instituce, majici potencial na sebe v urcitém
okamziku navazovat a liSit se pfedevSim v nastaveni samotného pfistupu k osobnosti ditéte.
Zjednodusené¢ mizeme tvrdit, ze pokud détsky domov nemulze byt ve svych vychovnych a
ptevychovnych aktivitach uspésny, zacina plisobnost détského domova se skolou.

Nami sledovana zafizeni détskych domovi se $kolou (DDS) jsou zaméfena na déti s vn&jsim
projevem signalizujicim zavaznou poruchu chovani. Jedna se tudiz o déti, u kterych se v procesu
socializace vytvofila relativné trvald (nicméné vychovné ovlivnitelnd) osobnostni odchylka ve
vztahu k socialnim normam. Obecné se jedna o chovani, jez pfinasi témto détem urcité pro né
zajimavé benefity. Je tedy také vysoce nepravdépodobné, Ze s timto zpisobem realizace nemohou
(nehodlaji) piestat za aplikace béznych spolecenskych korektivné-vychovnych postupt.
Kvalitativni 1 kvantitativni rozmér zminéné socializa¢ni odchylky jedince obvykle dosahuje
minimalné hrani¢ni fixaén¢ generalizacni urovné zpevnéni. Pro naplnéni potieb ditéte v podobé
pedagogické korekce osobnosti ditéte jsou proto v mnoha piipadech nezbytnosti instituce s vyssi
rovinou strukturace aktivit ditéte a direktivity. Domnivame se, ze Uroven i1 forma pedagogicko-
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psychologicky formulovanych aktivit by z tohoto diivodu méla obsahovat jen opravdu nezbytnou
miru tlaku a omezeni ditéte. Aby se podafilo opravdu funkcné realizovat v praxi tento diskutovany
fenomén, je zapotiebi, aby ho realizovali dostatecné pfipraveni pracovnici.

S védomim toho, ze pozadavky na realizaci jakéhokoliv sofistikovanéjsiho pfistupu v oblasti
pedagogické praxe jsou zpravidla spojeny i s vyS$Simi ndroky na kompetence téchto osob
realizujicich vychovné vzdélavaci aktivity, bychom se chtéli v tomto ¢lanku vénovat rozvoji
osobnostnich a profesnich kompetenci vychovatelli pisobicich v détskych domovech se skolou.
Podporujeme totiz tvrzeni, ze ovliviiovani ditéte v daném systému je ve vysoké mife vhodné
realizovat v rovin¢ osobni interakce a intervence s osobnim cilem. A ten je vzdy kvalitni
do té miry, nakolik je kvalitni pedagog (vychovatel), ktery jej nastavuje, voli metody jeho
dosahovani a vytvari dalsi kategorie a podminky jeho realizace. Soucasnéd uroven aplikované
metodiky v pedagogickém systému sledovanych zafizeni a hlavné v navazné ¢asti systému pod
gesci MPSV (SPOD), dnes nékdy velmi slozité drzi krok za odbornymi vychodisky z oblasti
pedagogickych a psychologickych teorii. Tato odbornéd neptipravenost tohoto systému se tudiz
neziidka skryva za libertinsky postoj s politickym kontextem. Bohuzel plati, ze pfilisna a hruba
generalizace vychodisek, ze kterych se dnes vychazi pti proklamovaném repassé zmitiovaného
systému obsahove nesouzni s tvrzenim Piageta, ze mu ,,strucnost, jasnost a spravnost pripadaji
Jjaksi neslucitelné* (Piaget, 1979, s. 18).

Vyplyva nam z této situace také to, ze soubor profesnich i osobnostnich pozadavki
na pracovniky (zejména vychovatele) Skolskych zafizeni pracujicich s détmi se zavaznou
socializa¢ni odchylkou neodpovida naro¢nosti a vyznamu provadéné pedagogické prace. Limituje
flexibilitu a samostatnost pedagogti smérem k dosahovani pozadovanych cild. Dal§im omezenim
daného systému je pfijimani vhodnych ¢i naopak piipadna eliminace potencidlné¢ nevhodnych
pedagogli prakticky pouze na podkladé splnéni zakladnich kvalifikacnich kritérii a formalniho
psychologického vysetieni. Chybi kritéria pro strukturovanéjsi vybér. Je-li na pozici vychovatele
v zafizeni nahradni vychovné péce pro déti se zdvaznou socializa¢ni odchylkou akceptovatelné
sttedoSkolské vzdélani, kombinované s kurzem specidlni pedagogiky a vychovatelstvi obvykle
realizovanymi na urovni celozivotniho vzdélavani, je divod se domnivat, Ze mira odborné
piipravenosti takto kvalifikovaného pracovnika piedstavuje limitu v oblasti schopnosti nastavovat
sobé systém dil¢ich cili s pfedpokladanym vysledkem komplexni zmény osobnosti ditéte
v souladu s komplexnimi cili vychovného procesu.

Je tedy mozné usuzovat, ze zadame-li po systému nahradni vychovné péce vyssi efektivitu
Vv dosahovani cilti vychovného procesu, kvalifikacni kritéria a kompetence jeho realizatord musi
byt jednou z klicovych oblasti naseho zdjmu. Zakladem je dosdhnout stavu, kdy jsou profesné 1
osobnostn¢ zaméstnanci téchto zatizeni vybaveni nejen k udrzovani rezimu a fadu, ale soucasné i
k aplikaci a realizaci propracovanéjsich pedagogickych strategii. Vysledkem jejich Cinnosti by
totiz neméla byt pouha pozitivni zména a formalni Gprava projevu ditéte vazana na umélé
prostiedi instituce. Zadouci maximou je totiz komplexni osobnostni, systémova a funkéni zména
Vv osobnosti ditéte a jeji funkéni piesah (vzhledem k dosaZzenym pozitivnim zménam v osobnosti
ditéte) na generalizacni a osobnostné integracni rovinu ¢i do realného prostredi ditéte.

Z vyse uvedeného tak logicky vyplyva i nase vyzkumné zaméfeni na oblast kompetenci
vychovatell pasobicich v prostfedi détského domova se Skolou, a to ve vztahu k jejich profesni i
osobnostni pfipravenosti k feSeni krizovych situaci v rdmci vychovné-vzdélavaciho procesu.
Mame tim na mysli pfedevSim celkovou reakci a pedagogickou intervenci vychovatelil
na agresivni projev ditéte se zdvaznou socializani odchylkou. Realizované vyzkumné aktivity ve
vySe popsané oblasti byly soucasti dil¢iho vystupu SirSich vyzkumnych a publikacnich aktivit
zaméienych na dals$i rozvoj osobnostnich a profesnich kompetenci vychovateli ptsobicich
v détskych domovech se Skolou, vychovnych tustavech a détskych domovech. Popisovana
empirickd sonda v konkrétni roviné smérovala ke zjiSténi a analyze toho, jak jsou vychovatelé
v détském domové se skolou pfipraveni reagovat v zatézovych situacich typu konfliktu
s agresivnim kontextem (Svoboda a kol., 2019). Dil¢im cilem bylo pak nasledné zjistit, jak
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propracované pedagogické postupy a strategie voli samotni pedagogové (vychovatelé) ve snaze
0 SirSi ovlivnéni ditéte. V neposledni fadé také zjistit jejich postoje a vyuzivané strategie, aby
z chovani ditéte vymizel jeho negativni vzorec chovani.

Pro vyfesSeni vyzkumného ukolu jsme si vytvofili vyzkumny nastroj uvedeny nize v tabulce
1. Ten je voln¢ inspirovan kohlbergovskymi a piagetovskymi vyzkumy (Colby a kol., 1983;
Colby&Kohlberg, 1987). Byl odzkous$en jiz v ramci SirSich vyzkumnych aktivit zaméfenych na
dalsi rozvoj osobnostnich a profesnich kompetenci vychovatelli ve Skolskych zatfizenich pro
vykon ustavni a ochranné vychovy. Ukézalo se, Ze tento nami predkladany néstroj ma potencial 1
prenosu do bézné pedagogické praxe. Lze ho kuptikladu vyuzit pro rozbor konkrétni agresivni
situace Vvrealném pedagogickém prostiedi. Jeho piesah je vSak i zhlediska nazorného
poskytovani zpétné vazby pedagogovi (vychovateli), ktery jizfesil zminovany fenomén
se samotnym ditétem. V neposledni fadé¢ ma i didaktickou hodnotu uziti, a to prostfednictvim
mozného modelovani naro¢nych a krizovych vychovnych situaci.

2. Strategie sbéru dat

V souvislosti s tim, jak byl volen vyzkumny zamér a cil, jsme zakladni vyzkumny problém
koncipovali jako rela¢ni: Jaka je zavislost mezi zavaZznosti popsané vychovné situace a zvolenou
vychovnou strategii z pozice vychovatele?

Diléi vyzkumné otazky byly povahy deskriptivni (popisné): Jak vypliuji vychovatelé svym
feSenim zakladni piistupové kategorie pro zvladnuti agresivniho projevu ditéte se zavaznou
socializa¢ni odchylkou? Ziskana data méla povahu nomindlni a ordinélni.

Oslovenymi respondenty byli vychovatelé (N=54) détskych domovi se Skolou,
a to ve vékovém rozmezi 28-55 let. Pfevaha byla muzi s praxi v rozsahu miniméln¢ dva roky.

Realizované vyzkumné aktivity ve vySe popsané oblasti byly soucasti dil¢iho vystupu SirSich
vyzkumnych a publikaénich aktivit zaméfenych na dal§i rozvoj osobnostnich a profesnich
kompetenci vychovateld pusobicich ve skolskych zatizenich pro vykon tstavni a ochranné
vychovy. Snazili jsme se proto dodrzet kritéria, ktera byla jiz vyuZita pro respondenty v dalSich
vyzkumnych aktivitach zamétenych na stejné téma. Diivodem je nasledna moznost budouciho
potencialniho srovnani daného systému v daném kontextu.

Sbér dat byl provadén nestandardizovanym dotaznikem vlastni konstrukce. Ten vychézel ze
situaéniho pfistupu a inspiraci nam byla moralni dilemata vytvofena Kohlbergem a Piagetem
Colby&Kohlberg, 1987). Respondenti ve svych odpovédich méli krizové a soucasné takeé
pedagogicky reagovat na fiktivni situace s agresivnim obsahem (zpravidla ve formé odpovédi na
oteviené otazky). Jednalo se o cCtyfi mikroptibéhy, jeZ vychazeji z interpersonalniho
a disciplina¢niho konfliktu vrcholiciho agresivnim jednanim ditéte. Situace jsou bez pifimé déjové
navaznosti a popisuji typy konfliktd a agresivni projevy ditéte, se kterymi je mozné se teoreticky
setkat pfi realizaci vychovné-vzdélavacich aktivit v ndmi sledovanych zafizenich. Agresivni
reakce ditéte se Vnich zdmérné stupnuji a diky tomu by mélo proto v praxi dochazet i
k potencionaln¢ sofistikovanéjsi, direktivnéjsi, strukturovanéj$i a samoziejmé¢ i odborngjsi
pedagogické reakci.

Prvni ptibéh naznacuje situaci, v niz dité reaguje pasivni agresi, druhy obsahuje popis projevu
verbalni agrese, tieti je jiz zamétfen na fyzickou agresi s vyraznym afektivnim potencidlem ze
strany ditcte. Posledni ¢tvrty piib&éh naznacuje skryty akt agrese, kdy se jedné o pldnovany a cileny
utok na zdravi a integritu pedagoga prostifednictvim chemické latky (medikamentt). Pro piedstavu
1 potencidlni didaktické vyuziti uvadime zjednodusenou podobu vsech Ctyt uzitych mikroptibéhti:

¢ 1) ,, Privytvarné vychove maji deti namalovat obrazek oblibeného zvirete. Déti zacnou malovat,
ale chlapec Pavel odmita zacit kreslit a bez jakékoliv aktivity sedi u stolu nad prazdnym
papirem. Vychovatel Pavlovi opétovné zopakuje zadani a vyzve ho k nakresleni obrazku,
Pavel i nadale kreslit odmita. Vychovatel vyzve Pavla k vysvétleni, proc¢ nechce malovat, ten
odpovi, Ze se mu ted nic délat nechce. Vychovatel opakuje sviij poZadavek, ale Pavel naddle
nespolupracuje.
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¢ 2) ,,Vychovatel rekl Matéjovi, aby si Sel udelat domaci ukol v ramci pripravy na nasledujici
Skolni den. Matej odpovédél, ze domdci kol délat nebude, Ze na to kasle. Vychovatel
opakované vyzve Matéje k ¢innosti s vysvétlenim, Ze je ¢as na skolni pripravu a je zahodno
vypracovat domaci ukol. Matéj odveéti. , jdéte do hdje, ja délat domdaci ukoly nebudu a vy s
tim nic neudeélate. *

¢ 3),, Pri kontrole uklidu pokoju si vychovatel vsimne, Ze Filip nesplnil ukol a odbyl myti podlahy,
tudiz ho vybidne k naprave. Filip beze slova odchazi ke kyblu s vodou a hadrem, pricemz
kdyz se vychovatel otoci k Filipovi zady, je zasazen mokrym hadrem do hlavy.

¢ 4) ,, Petr je v DDS novickem, nerespektuje pokyny vychovatelii a nedodrzuje vnitini rad
vychovného zarizeni. Situace graduje, kdyz se Petr rozhodne ubliZit jednomu z vychovatel,
zacne planovat, Ze si opatii léky, které v nestiezeném okamziku nasype do piti vychovateli.
Ten na to prijde.

V prvni fazi vyzkumu ndm Slo o analyzu subjektivné vnimané miry zdvaznosti situace
ze strany pedagoga. V dalsi o rozbor toho, co povazuji pedagogové za adekvatni vychovné
strategie, metody, postupy a zda je diferencuji. Na zavér vyzkumného Setfeni nas zajimala mira
direktivity ve volenych pfistupech vychovateli a jejich preference.

Zpracovani ziskanych tidajti bylo realizovdno ve vyse uvedenych tfech obsahovych rovinéch.
Prvni byla orientovana na zjisténi, zda a jak vychovatelé reflektuji stupniujici se agresivni jednani
déti v danych mikropiibézich z hlediska jeho formy a stoupajici intenzity konfliktu a miry
projevené agrese. Respondenti hodnotili subjektivné vnimanou zdvaznost situace na pétibodové
Skale. Druha obsahova rovina zpracovani dat cilila na zjiSténi, do jaké miry vychovatelé v ramci
predpokladané reakce na situaci vyuzivaji strukturovani pedagogického postupu smétujiciho
k ovlivnéni systému osobnosti ditéte.

Pro posouzeni potencidlni systémové strukturace intervence bylo vyuZito poméfovani
odpovédi respondentli vramci kategorii volné pifevzatych z kognitivné behavioralni
psychoterapie: 1. vymezeni mantineldi, 2. nabizeni socialni pomoci (podpory) a 3. socidlni
kontrola. V optimalnim piipadé pokryva deklarovana strategie konkrétniho vychovatele v§echny
tf1 kategorie na rtizné urovni direktivity (viz tab. 1). Tteti obsahova rovina byla zamétena ptimo
na posouzeni direktivity v rdmci navrhovanych vychovnych postupli. Mira direktivity byla
hodnocena prostrednictvim pétibodové Skaly s krajnimi poly na urovni ,fizeni — doprovazeni*
(podrobny popis kategorizace je uveden opét v tab. 1). Soucasn¢ jsme méli moznost ze zjisténych
udajii potencidlné vyvozovat dalSi zavéry. Naptiklad schopnost pedagogického planovani
vychovatell, schopnost stanovovani adekvatnich cil, pfedpokladanou funkcnost propojeni
jednotlivych ptistupovych kategorii uvedenych v druhé obsahové roving analyzy a dalsi. Ziskana
vyzkumna data byla vyhodnocovana ¢i statisticky zpracovana s ohledem na jejich vyzkumny
charakter.”

3. Vyhodnoceni odpovédi z pohledu zavaznosti a stoupajici agresivni tendence
Vysledky testu normality ukézaly, Ze pouze v jednom piipad¢ data pochdzeji z normalniho
rozdéleni dat, a to na hladin€ vyznamnosti a = 0,05. Bylo tedy nutné vychazet z predpokladu, ze

7V naSem vyzkumu provadime méfeni nominalni a ordinalni. V ptipad€ ordinalnich dat v oblasti &. 1 ,,Hodnoceni
zévaznosti jednani v ojedin€lé situaci®, v oblasti €. 3 ,,Pouzité stupné u jednotlivych kategorii v ojedinélé situaci® a
v oblasti €. 5 ,,Pouzité stupné u jednotlivych kategorii v opakujici se situaci* provedeme vyhodnoceni deskriptivni
analyzou, testem normality a statistickou analyzou. V deskriptivni analyze, ktera je ur¢itym voditkem pro posouzeni
dat, jsme stanovili primér, median, modus, smérodatnou odchylku, maximalni a minimalni hodnoty znaku. Pro
nominalni méfeni, oblast ¢. 2 ,,Pouzité kategorie v ojedinélé situaci a oblast ¢. 4 ,,Pouzité kategorie v opakujici se
situaci“ provedeme vyhodnoceni dat deskriptivni analyzou (median, modus, maximalni a minimalni hodnoty
znaku), a pro ovéfeni vztahu mezi jevy uzijeme test dobré shody Chi-kvadrat v kontingencni tabulce. Analyzy
budou provedeny v programech, Excel, Minitab, Statistica a online kalkulatorech.
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operujeme s daty, které pochézeji z jiného nez normalniho rozdéleni.? Na zakladé dosazenych
hodnot je ziejmé, ze se statisticky vyznamné shoduji reakce vychovatelti u mikropiibéhti €. 3. a €.
4. To jiz samo o sob¢ bylo velmi dulezité zjisténi.

Test Kruskal-Wallis a test mnohonasobného porovnavani nam potvrdily puvodni tdaje
z deskriptivni analyzy. NaSe dosazena zjiSténi jsme také porovnavali s dalS$imi podobnymi
vyzkumy. Vyvstala tak moznost komplexnéji zmapovat a doplnit deskripci situace ve sledované
problematice v prostiedi Skolskych zatizeni nahradni vychovné péce. V dané souvislosti mizeme
ucinit zavér, ze na podkladé vyhodnoceni a srovnani vystupt z vyzkumii (Perézova, 2019)
muzeme konstatovat, ze se ziskana data obou kohort respondentii (déti z vychovnych ustava a
détskych domovii se Skolou) 1i$i pouze marginalné.

Naptiklad oblast potencidlné vzriistajici zavaznosti agrese déti vnimaji vychovatelé
z détského domova se Skolou a vychovnych ustavl zcela shodné. V rameci provedené deskriptivni
analyzy jsme v prostiedi détskych domovi se Skolou i vychovnych tustavii shodné taktéz
zaznamenali, Ze v odpovédich respondentl se odrazi vnimani vzriistajici zavaznosti jednani ditéte
od prvniho mikroptibéhu (€. 1) po teti mikroptibéh (€. 3). Vychovateli je tento stav vniman, jako
»stupiiujici se®“. Vypovédi respondentll a jejich statistické vyhodnoceni naznacuji, ze ¢im je projev
ditéte stupnovany z hlediska nebezpecnosti a blize k fyzické agresi, tim projev ditéte vychovatelé

Respondenti vnimaji kontinualné stoupajici uroven i formu agrese od pasivni rezistence, pies
verbalni utok az po utok fyzicky. U tfetiho a ¢tvrtého ptibchu po statistickém zpracovani ale
vychazel stejny median. I zde, stejn¢ jako v dalsSim vyzkumu (Perézova, 2019), je proto mozné
vychazet z totozné interpretace. Vychovatel¢ v détskych domovech se Skolou, stejné jako
vychovatelé v prostfedi vychovnych tustavii nevnimaji zésadni rozdil v zdvaznosti mezi dvéma
relativné velmi odliSnymi formami agrese (€. 3-4). Prvni vyrazné afektivné podminénou (spise
spontanni, zkratovou) a s mensi mirou kontroly.

Druhou realizovanou na zékladé¢ piedchoziho planu s vyrazné odliSnym afektivnim
potencialem (tedy trvalejs$i v Case a s potencidlné fataln¢jsSim disledkem). Lze se domnivat, Ze
respondenty vyzkumného Setfeni primarné v kauze zajiméd piedev§im potencidlni moznost
naruseni jejich integrity (nedotknutelnosti jejich autority a osoby). Ziejmé v jejich pohledu jiz ve
tietim deklarovaném mikroptib¢hu dité¢ dosdhlo maxima a ¢tvrty je jiZ pouhou dalsi variantou, na
kterou je tfeba reagovat obdobné. Pokud bychom dale vytvofili potencialni graf s rameny (udaji)
»reakce pedagoga-stoupajici intenzita®, vychdzelo by nam z vysledki, ze jiZ od tfetiho projevu
agrese jsou vychovatelé ve stfehu a zfejmé& mobilizuji 1 své vnitini zdroje. Lze jim vSak pticist
k dobru, ze situaci nepodcenuji a avizuji z hlediska intenzity i rychlosti reakce dost funkéni
intervenéni nasazeni.

Respondenti situaci urcité nepodceniuji z hlediska jejiho bezprostfedné ohrozujiciho dopadu
na sebe, dit€ i okoli. Je také relevantni se domnivat, ze se respondenti minimalné v prvni fazi své
reakce pfili§ nezajimaji o hlubsi diagnostiku situace, o pfi¢iny, uroven socializa¢ni odchylky ditéte
a dalsi osobnostni indicie, které lze z jednani vyvozovat. Stejn¢ tak do jejich reakce pftili§
neintervenuji dal$i osobnostni diference ditéte. Vyuzivaji tak spiSe unifikovany postup zaloZzeny
na skutecné nebo domnélé mocenské nerovnosti. V tomto ohledu musime avSak upozornit
na nevhodnost potencialni interpretacni hrubé generalizace typu dobfe-Spatné. Pfistup, plan
I potencialni strategie pedagogti (vychovateld) jsou ¢i mohou byt funkéni, ziejmé ale nikoliv pfilis
kreativni. Popisovany jev uz v této instanci naznacuje moznost, ze respondenti nemaji az tak velky
z4jem urcit pricinu daného chovani (jevu).

SpiSe totiz voli moznosti okamzitého feSeni (vyfeseni), a to S ohledem na rychlé zbaveni se
problému. Je tak mozné se domnivat, ze osobnostni nastaveni ditéte realizujiciho agresi neni pro

8 K dal§imu statistickému zpracovani byl vyuzit Kruskal-Wallisiiv test. Aplikovany test ukézal, Ze odpovédi nelze
povazovat za nahodné a je mezi nimi statisticky vyznamny rozdil. Kruskal — Wallis nam ale nevyfesil, které
mikropiibéhy se statisticky od sebe 1i§i. Pro toto zjisténi, byl uzit Test mnohonasobného porovnavani - Multiple
comparisons of mean ranks for all groups (Budikova, 2010, s. 201-204).

104



n¢ relevantnim udajem pro tvorbu propracovanéjsi pedagogické intervence v ¢asové omezeném
horizontu. Podobné nasmérovani Ize predjimat i pfi tvorbé naslednych pedagogickych aktivit.
Spravnost tohoto predpokladu jsme hodlali potvrdit nebo vyvratit v dalsi ¢asti empirického
Setfeni.

4. Oblast strukturace (systémovosti) pedagogické aktivity v pripadé agresivniho projevu
ditéte

Pokud ma byt pedagogicka intervence opravdu funkcni a systémova, méla by obsahovat dle
naseho nazoru tii vychodiska (kategorie). Prvni je tzv. vymezeni mantinelil, tedy reakce vedouci
k zastaveni jevu, aplikaci pravidel ¢i nastaveni podoby a Girovné potencialni sankce. Druhou je
socialni pomoc. V pieneseném smyslu podpora ditéte, jez vede k tomu, aby zvladal situace
neopakovat (nemél pro né¢ motiv). Pfipadné byl schopen substituovat nevhodnou strategii tou
vhodnéjsi. Danou kategorii je mozné vnimat i jako podminénou a dopliiovanou o potencialni
odbornou ¢i terénni diagnostiku.

Néami deklarovanou tteti kategorii je socidlni kontrola. Tim je minéno, Ze obé strany dané
situace (ale hlavné dit€) dodrZzuji dand pravidla. Uvedend kategorie ma jiz také diagnosticky
rozmér a potencial. Vypovédi vSech respondentt byly posouzeny a zatazeny dle vySe uvedenych
kategorii a statisticky vyhodnocovany. V idealnim ptipadé odpovéd’ obsahovala vzdy tdaje, které
pokryly vSechny tfi kategorie. V rovin¢ deskriptivni analyzy se ukazalo, Ze respondenti by nejvice
vyuzivali z hlediska cetnosti v ptibéhu €. 1. primarné socidlni podporu (pasivni agresi). U
zbyvajicich ptib&ht ¢. 2-4 primarné vymezeni mantinelt.

Pii aplikaci Testu dobré shody (y? test), byly hodnoty v kategorii tfi (socialni kontrola) natolik
malé, ze neposkytly relevantni vysledek testu, a proto s védomim toho, Ze socidlni kontrolu
respondenti vyuzivaji jen v minimu piipadi (v tomto piipad€ 5 z 203 piipadit), nebylo ji dale
potieba statisticky vyhodnocovat. Pouze se interpretovala jeji absence. V ramci vyzkumného
Setfeni se dale ukazalo, Ze mezi mikroptibéhy a dvéma zbyvajicimi volenymi kategoriemi existuje
statisticky vyznamny vztah a nelze vysledky vysvétlovat na zakladé nahody. Cim vice se popsané
chovani bliZilo k fyzicky agresivnimu projevu, tim vice respondenti vyuZivali kategorii vymezeni
mantinell. Kategorie socidlni pomoci vykazuje naopak sestupny charakter. To znamena, ze ubyva
piipadl jejiho vyuziti, pokud se agresivita ditéte zhorSuje (priblizuje fyzické agresi).

Respondenti pod tlakem zavaznosti jednozna¢né uptednostnili diraz na vymezovani
mantinelli a opusténi nabidky podpory. Jediny rozdil jsme zaznamenali u mikropiibéhu ¢&. 1
(pasivni agrese), kde byla nejcastéjsi kategorii socialni pomoc. Tento vysledek si mizeme
vysvétlovat tim, Ze pasivni agrese pro respondenty pravdépodobné bud’ neni tak zavazna, nebo ji
nepovazuji za vyrazné negativni akt (fe$i ji za pochodu jako b&zny projev ditéte). Cim je agrese
zjevngjsi a intenzivnéjsi svym projevem, vychovatelé reaguji v duchu tlaku na protitlak. Pouze
vyrazn€ mensi ¢ast vychovatelt pokracuje v dalsi napraveé situace, tedy z naSeho pohledu bychom
to mohli nazvat urcitou stabilizaci socidlniho systému ditéte.

Shrneme-li zjisténi do urcitého zobecnéni, tak mizeme tvrdit, Ze pokud pominou negativni
projevy chovani, tak se k nému jiz pedagog (vychovatel) nevraci. Spise se nezajiméa o osobnost
ditéte 1 0 jakykoliv nadznak strategického planu na jeji zménu. Data vyzkumného Setfeni také
naznacuji 1 to, Ze se vychovatelé pfili§ nezabyvaji diagnostikou, a to ani z pohledu jednoduché
terénni podoby. Z hlediska socialni kontroly respondenti uvadéji, Ze nemaji zajem si ovefovat
dopad aplikované strategie v jiném nez v bezprostiednim okamziku. Ten je vymezen okamzitym
vnéjSim projevem ditéte. Osobnostni rozmér potencidlni zmény je tudiZz nezajima. Vysledky lze
také uchopit tak, Ze s ostatnimi kategoriemi jako je socialni pomoc a socialni kontrola pracuje v
konkrétnim détském domové se Skolou nekdo jiny, nez samotny vychovatel.

U realizace socialni pomoci si lze proto predstavit aktivitu specidlniho pedagoga (etopeda)
nebo psychologa. V neprospéch tohoto piistupu ale hovoii ¢etnost déti ve sledovanych zatizenich
¢1 samotna nizka Cetnost obou vysSe zminénych odbornikli ve sledovanych zatizenich. Vyplyvaji
z toho velmi omezené moZznosti jejich intervence. Dale by bylo asi realné ocekavat, ze v takovych
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ptipadech sice pedagog (vychovatel) nenastavuje vySe popisované strategie, ale mél by se v nich
alespon orientovat.

5. Mira direktivity pri nastavovani vychovnych strategii

Vyhodnoceni miry direktivity pfi konstrukci vychovnych aktivit v pfipad€ agresivniho
projevu ditéte vyuziva stupiti direktivity stanovenych popisem u kategorii ,,vymezeni mantineld,
socialni pomoc a socialni kontrola®. Pro ilustraci je uvadime v nasledujici tabulce (tab. 1), ktera
je mimo jiné i vyzkumnym néstrojem uréenym pro uzivani v etopedické realité.

Pti provadéni deskriptivni analyzy se odpovédi respondentl sice mirné lisily, ale nejednalo
se o jednoznaéné informace. Upiesnéni pfineslo az statistické vyhodnocovani.® Po porovnani
vysledkt statistického vyhodnocovani se ukazalo, Ze respondenti volili u nejméné agresivniho
mikroptibéhu ¢. 1 primérné direktivni strategii (stupeni 3) a nejcastéji pouzili kategorii socidlni
pomoc. U mikroptibéhu €. 2 respondenti vyuzivali jiz vyrazné direktivni strategie (stupen 2)
a statisticky vyznamné volili kategorii vymezeni mantinelli. U mikroptibéhu s potencidlem
fyzického napadeni afektivniho typu €. 3 respondenti zvolili stejn¢ direktivni pfistup jako u €. 2
(stupenn 2) a statisticky vyznamné pouze Kategorii — vymezeni mantineld. U posledniho
mikroptibéhu s planovanou agresi ¢. 4 zvolili nejdirektivné;jsi ptistup (stupeni 1) a také kategorii
vymezeni mantineld.

Tab. 1: Kategorie a stupné vychovnych postupt (Perézova, 2019)

1 2 3 4 5
Vymezeni | Striktni zakaz Mirnéjsi Napomenuti | Durazné a Domluva
mantineli (nesmis - zékaz (zdkaz | + pohrizka striktni (nemas)
realny trest - ¢innosti trestu, kdyZ | napomenuti
dlouhodoby, pouze se bude (pouze
vyrazn€j$i) | jednorazove; | prohieSek | verbalni bez
prip. opakovat realného
zrusitelny trestu)
zékaz)
Socialni Rizeni Rizeni- | Ve spole¢né | Doprovéazeni | Doprovazeni
pomoc (vychovatel mirngjsi diskuzi - striktn&jsi (dite urci
urci zpasob | (vychovatel naleznou (dite zpusob
pomaoci - navrhne vice | druh pomoci navrhne pomoci)
striktné) moznosti moznosti
pomoci a pomoci a
dité si vychovatel z
vybere) nich vybere)
Socialni Kontrola Kontrola Kontrola 1x | Kontrola 1x Casové
kontrola kazdy den nékolikrat v tydné za dva tydny | nevymezena
tydnu kontrola

Pokud propojime zjisténd a na dil¢i urovni vyhodnocend data v ramci celé realizované
empirické sondy (kapitola ¢. 4-5), miizeme se domnivat, ze dle ofekavani vychovatelé¢ vnimaji
zavaznost stoupajici tendence konfliktu a agresivni reakce ditéte. Pomyslné kiivky zavaznosti
smérem k vrcholu dosahuji jiz pifi reaktivnim agresivnim projevu ditéte s nizkou rovinou
nebezpecnosti. Lze tedy konstatovat, ze v takovém piipad¢ vnimaji zadvaznost z potencialni skody
na své faktické ¢i domnélé moci (roli ¢i statusu). Tim je naznacena absence dlrazu

® Na zéklad& Shapiro-Wilkova testu normality bylo stanoveno, Ze data pochazeji z jiného neZ normalniho rozdgleni
dat (p-level mensi nez 0,05). Vyhodnoceni dat testem Kruskal-Wallis nam fika, Ze alespoti jeden median se li§i. Pro
zjisténi, které mediany to jsou, byl dale uzit Test mnohonasobného porovnavani (Multiple comparisons of mean ranks
fo all groups).
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na pedagogicko-psychologicky rozmér popisované situace, ktery je nezbytny pro nastavovani
dalSich krokti smérem k propracovanéjsi pedagogické aktivité. Toto tvrzeni bylo podpoieno
dal$im rozborem statistického vyhodnoceni v rdmci nami realizovaného vyzkumu.

Z vypovedi respondentt se ukazalo, ze ¢im byl popisovany projev ditéte blize fyzické agresi,
tim direktivnéjsi volili vychovatelé opatieni. Tentokrat vSak méla direktivita stoupajici tendenci i
mezi mikropfibéhy €. 3-4. 1 kdyz pedagogové (vychovatel¢) nevnimali mezi t€émito dvéma
kategoriemi agrese vyznamny rozdil z hlediska zavaznosti. Pro ptipad €. 4 totiz voli direktivné&jsi
pedagogickou aktivitu. Soucasné zustava z hlediska pedagogické intervence pouze vymezovani
mantineli. To mize mit v realit¢ riznou podobu (formu), predev§im v pfipadé vysoké miry
direktivity se pravdépodobné mize jednat o trestani.

Technika sbéru dat bohuzel neumi odlisit, zda je alespoii orientacné zachovavana umeéra mezi
intenzitou negativniho projevu tak, jak ho vnima dit¢ a zaroven i vychovatel a realizovanou
podobou zpétné vazby prostfednictvim sankce. Rozpor v této oblasti miize potencialné vést
Kk pocitu ukfivdénosti na stran¢ ditéte ¢i nalepce nespravedlivého vychovatele. Bez ovéfovani,
tedy kategorie kontroly a jejiho diagnostického potencialu, nemusi mit (a nema) vychovatel
moznost zjistit potencidlné nefungujici strategii. Avizovany postup smérem k ditéti je tedy
obvykle velmi direktivni, bez odborného vhledu, intuitivni nebo zkusenostni, spise Sablonovity.
Ptedpokléada se, ze dite se témto obecnostem podvoli. Ziskana data vyzkumného Setfeni tak hovoii
ve prospéch tvrzeni, ze zdkladni reakci vychovatele na tlak ze strany ditéte je jesté vyssi protitlak.
Naznacena je také absence rozlozeni strategii do fazi a casovych tsek.

Potieby ditéte a struktura jeho osobnosti (viz omezovani aplikace kategorie — socialni pomoc)
podminéné potencidlni diagnostikou nejsou veli¢inou, se kterou by bylo ze strany pedagogii
(vychovateltl) ve sledovanych ptipadech relevantné operovano. Kontrola dosahovani cili
absentuje Upln¢, coZ hovoii opét o diagnostickém deficitu v ramci tvorby a aplikace funkénich
strategii vychovatele. Jednd se mimo jiné o deficit v oblasti nastavovani pedagogického cile
Vv oblasti ndpravy zadvazné socializacni odchylky ditéte a jejich dil¢ich projevi. Z toho, Ze vyrazné
absentuje kratkodoba 1 dlouhodobéjsi kontrola zmény v osobnosti ditéte, nepfimo vyplyva i
potvrzeni deficitu v provadeéni terénni diagnostiky, pedagogickém planovani a pfijimani
sofistikovangjSich, systémové&jSich strategii rozloZzenych v ¢ase. Vyvozujeme z toho,
ze pfi vychovném pisobeni pedagogové nepracuji s celym spektrem potencidlné moznych
pedagogickych aktivit. Pravdépodobné je ani neznaji. Minime tim naptiklad pedagogickou
¢innost organizovanou na platformé cyklického pfepinani roviny doprovazeni, tedy fizeni
S uvoliiovanim a zvySovanim tlaku na zménu osobnosti.

6. Zavér

Na tomto misté¢ je vhodné stejné¢ jako v pfedchozich vyzkumnych aktivitich vyslovit
myslenku a soucasné pochybnost, zda jsou vychovatelé z détskych domovi se Skolou dostatecné
pfipraveni na hlubsi ovlivnéni osobnosti ditéte a nikoliv pouze na direktivni behavioralni
zahlazovani vnéj§iho projevu. Jednim z mnoha dilemat tykajicich se umistovani déti do ndhradni
vychovné péce je neustalé hledani rovnovahy mezi dvéma hlavnimi mySlenkami. Prvni se
vztahuje ktomu, zdabydéti vpéfi mimo domov mély dostavat cilenou pedagogicko-
kazdodenni zivot, jako je zivot ostatnich déti (Hejlund, 2011).

Domnivame se, ze se jednd o duleZitou skutecnost z hlediska celkového uvazovani. Pti
definovani role vychovatele, respektive pedagogického pracovnika, zamétujiciho se na vychovné
¢innosti v institucich vychovné péce, totiz hovotime o Cinitelich vychovné vzdélavaciho procesu,
jejichz primérni pedagogicka intervence spada do doby mimo vyucovani. Vychova v ramci téchto
zafizeni je Casto vnimana jako ¢innost komplexnéjsi oproti ¢innostem vzdélavacim. Je to z toho
davodu, ze by vychova v zafizenich ndhradni vychovné péce méla aktivné formovat, socializovat,
pfipadné resocializovat osobnost jedince. Popsané intervencni a vychovné strategie uvadéné
respondenty ve vyzkumném Setieni v pfipad¢ ruznych podob agresivniho projevu ditéte
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v détskych domovech se Skolou déavaji nepfili§ potéSitelny obraz. Obvykle jsou charakteristické
silnou direktivitou v fizeni na paradigmatu ,silny tlak — silnéj$i protitlak®. Podle dalSiho
vyhodnoceni sledovanych kategorii v avizovanych postupech operuji vychovatelé nejcastéji
pouze s jednou kategorii je striktni vymezovani mantinelii. Zde plati s mirnou nadsazkou, Ze ¢im
agesivnéjsi exces, tim se vychovatel méné zajima o pedagogicky rozmér systémového feseni. Zde
si proto dovolime dosazend zjisténi zobecnit 1 smérem k dalSim vychovnym aktivitim
vychovatell ve sledovanych institucich.

Na zaklad¢ ziskanych dat se mizeme domnivat, ze zdkladni strategie aplikované pii
zavaznych porusenich socialnich norem ve sledovaném pedagogickém prostredi jsou nasledovné.
Pedagog intervenuje na dostate¢né silné urovni direktivity a sankce. Zaujme vyckavaci pozici, a
pokud se exces ditéte neobjevi, navenek se s ditétem nic ned¢je, pedagog dale nebada. Pokud se
takto postupuje i v piipad¢ dalsich latentnich problému ditéte s diagn6zou porucha chovani, pak
lze opravnéné zpochybnit troven pfipravenosti vychovatelll a pravdépodobné i celého systému
sledovanych instituci. Nerespektuje se tak vnitini svét ditéte, postupnost a ukladani pozitivnich
zmeén, jejich systémové ukotveni v realité ditéte ani potencidlni pfesahy do jinych socidlnich
prostiedi.

Nami pouzity nastroj pro sbér dat vznikl aktivitou vyzkumnikl na zaklad¢ odborného studia
kohlbergovskych teorii, podrobné znalosti vyzkumného pole. Vytvofen byl ke sbéru dat
zacilenych na deskripci tirovné osobnostni a odborné pfipravenosti vychovateli a soucasné
se ocekava jeho pouziti pro terénni diagnostiku ve Skolskych zatizenich na vykon natizené Gstavni
vychovy a pro vycvikové potieby pedagogli tamtéz. Posledné jmenované vyuzivani vyzkumné
techniky tzv. pro vycvik pochazi z presvédceni, ze odborné znalosti a schopnost strategického
uvazovani jsou jedny z elementarnich podminek pro to, aby byl vychovatel schopen cilené
nastavovat pedagogické aktivity v kratkodobém idelsim casovém horizontu. A ze tuto
vyznamnost 1ze u pedagogii ménit a zkvalitiiovat prostfednictvim rozboru situaci, zpétné vazby a
nacviku. Kacitska myslenka zni, zda je to vlastn€ od nich explicitné pozadovano. Jesté kaciistejsi
myslenka zni, zda viibec vedeni instituce vi, Ze ma tuto zalezitost vyZadovat.
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Gamifikacia — Specifikum multimedidlneho vzdeldvania slovenskych ucitel’ov v zahranici
Gamification — a specific feature of multimedia education of Slovak teachers abroad
Alena Douskova, Sona Karikova, Tomas Blazi¢ek

Abstrakt:

Prispevok predstavuje suhrn aktualnych poznatkov z oblasti vzdelavania, multimedialneho
vzdelévania a Specidlne vzdeldvania dospelych v podmienkach sti¢asnej Skoly. Zameriava sa na
potrebu ucitel'ov poznat’ a ovladat’ multimedialne vyucbové prostriedky s ciel'om dosiahnut’ lepsSie
vysledky vo vyucbe ziakov — konkrétne pri vzdeldvani deti zahranicnych Slovakov. Cielom
prispevku je vyuzit aktualne poznatky z problematiky vzdelavania dospelych pri tvorbe metodiky
prace v multimedidlnom vzdeldvacom prostredi a zaroven predstavit’ multimedialne vzdelavacie
prostredie Krajina Hlaskovo, ktoré sa pripravuje v spolupraci s vyskumnym timom projektu
KEGA 019UMB-04/2020 Priprava interaktivneho prostredia Krajina Hlaskovo na podporu
vyucby slovenského jazyka pre deti Slovakov zijlice v zahrani¢i. Hlavnou témou prispevku je
problematika gamifikécie.

KPacéové slova:
Multimedialne vzdelavanie. Gamifikacia. Vzdelavanie uéitelov. Zahrani¢ni Slovaci.

Abstract:

The article creates a summary of current knowledge among the areas of education, multimedia
education, and special education of adults in today’s school. It aims at the teacher’s need to gain
knowledge and experience in the area of controlling the multimedia teaching tools, focusing on
gaining better results in teaching pupils of primary education, especially children of Slovak
nationals living abroad. The goal is to use current knowledge in the area of education of adults
while using the way of work in multimedia platforms and to introduce the multimedia education
platform Krajina Hlaskovo, which is being developed as a joint effort with the research team of
KEGA 019UMB-04/2020 project. The main topic of the article is the issue of gamification.

Key words:
Multimedia education. Gamification. Education of teachers. Slovak living abroad.

Uvod

V ramci spoluprace Univerzity Mateja Bela v Banskej Bystrici s MS VVaV SR a Uradom pre
Slovékov Zzijucich v zahranici, su uz dlhodobo zapojené viaceré pracoviska Pedagogickej fakulty
do posiliiovania podpory a identity Slovékov, ktori ziji prechodne, resp. trvalo v zahranici.
Dominantnou oblast'ou v tejto problematike je téma vzdelavania, na ktori sa orientovali naSe
doterajSie aktivity.

Vzdelavacie centra v sucasnosti posobia takmer po celom svete. Jednou z prvych organizacii
zameranych na oblast’ vzdelavania bolo zdruzenie ISEIA (International Slovak Educational
Institution Association), ¢o je dobrovolné zdruZenie slovenskych centier v zapadnej Eurdpe a
zamori. Aktualne sa v zozname centier nachadzaju krajiny ako Australia, Argentina, Belgicko,
Cyprus, Dubaj, Francuzsko, Island, frsko, Kanada, Luxembursko, Nemecko, Spanielsko,
Svaj &iarsko, Svédsko, Taliansko, USA, Velka Britania. Ked’ze tieto centra sa postupne rozsiruju,
samostatna asociacia vznikla aj v USA a postupne spontanne vznikaju v jednotlivych krajinach
a ich regionoch aj d’alSie tzv. vikendové Skoly. Prave sucasnd pandemicka situacia poukazala na
ich zvysujuci sa pocet, nakol'ko pocas roznych on-line stretnuti, ¢i vzdelavacich workshopov sme
zistili, kol'’ko dobrovol'nikov — ucitel'ov sa na tychto edukac¢nych aktivitdch podiela. V stucasnosti
ISEIA eviduje v 17 krajinach az 1617 deti, ktoré navstevuju 70 vzdelavacich centier, priCom
v skolach vyucovalo v poslednom sk. roku 2019/2020 213 ucitel'ov a asistentov (1daj k januaru
2020). Tieto udaje su len orienta¢né, nakol’ko zdruzenie eviduje len deti navstevujuce vzdelavacie
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centra v danej krajine, nie vSetky deti Zijice v krajine, ktoré by mohli tieZ byt’ potencialne ziakmi
slovenskych §kol a vzdelavacich centier.
Este pred vypuknutim tejto situdcie, sme vSak citili potrebu hl'adat’ moznosti, ako vzdelavanie
slovenského jazyka (Co je zakladnym obsahom vzdeldvania v tychto centrach) Co najviac priblizit,
pripadne ulahcit’ jeho implementaciu do tychto ¢innosti. Preto sme vypracovali projekt KEGA
019UMB-04/2020 Priprava interaktivneho prostredia Krajina Hlaskovo na podporu vyucby
slovenského jazyka pre deti Slovakov zijuce v zahranic¢i. Jeho zakladné vychodiska, ale aj niektoré
konkrétne vystupy tohto projektu, tvoria obsah tohto prispevku. Uvedeny projekt je aj reakciou
na poziadavky zo strany ucitelov zo zahraniCia, zabezpecit pre ziakov a Skoly nielen klasické
ucebnice v slovenskom jazyku, ale aj moderné vyucbové prostriedky, ¢i programy, ktoré by boli
prisposobené ich podmienkam na vzdeldvanie a zaroven by im umoznili plnit’ vzdelavacie ciele
podl'a Standardov platnych pre slovenské vzdeldvacie prostredie. V predchddzajicom Skolskom
roku sa najmé ,,vd’aka“ pandemickej situécii a Sireniu koronavirusu SARS-COV19 u nas aj vo
svete zmenil spdsob vyucovania z prezencnej formy na diStancnt. Ucitelia aj rodi¢ia zacali cielene
vyhl'adavat’ vzdelavacie portaly a stranky, ktoré by im pomohli pri online a domacom vzdelavani.
Specifika a problémy vzdelavania vo vzdelavacich centrach
Pre ucitelov slovenskych deti v zahrani¢i neexistuje kvalitna vzdelavacia aplikacia, ktorda by
reSpektovala rézne jazykové turovne deti v centrdch a takisto nejestvuje taky program
a internetova stranka, pomocou ktorych by jednoduchou hrovou formou uéili jazyk a uc¢ivo podla
obsahu predmetu slovensky jazyk v jednotlivych ro¢nikoch podla Statneho kurikula Slovenskej
republiky. Na zdklade realizovaného rozhovoru s vedicou VC v Birminghame sme sa snazili
identifikovat’ najCastejSie problémy tychto centier:

- vzdialenost bydliska deti od centier;

- aj ked’ ide o deti Slovakov, ich primarnym jazykom vo vzdeldvani a v beznom Zivote nie
je slovencina. Slovensky jazyk je pre nich cudzim jazykom, ich hlavné vzdelavanie
prebieha v jazyku krajiny, v ktorej ziju;

- nedostatok casu, ktory je s ohladom na miniméalne mnozstvo vyucovacich hodin
poskytnutych pre vyucbu slovenského jazyka deti a zdrovenn maximélneho mnoZstva
obsahov, ktor¢ musi ucitel so Ziakom primarneho vzdelavania zvladnut, uplne
nedostacujuci a nevyhovujuici;

Z uvedenych problémov vyplynula potreba pripravit’ také vzdelavacie materidly, ktoré by na
jednej strane umoznili vyucbu slovenského jazyka, na druhej strane reSpektuji poziadavky
kurikula slovenskej Skoly a Specifiké vzdelavania vo vzdelavacich centrach a jazykovych skolach
pre deti Slovakov v zahrani¢i.

1. Informa¢no-komunikacné technolégie - multimediilne uéebné pomécky

IKT vo vychovno-vzdelavacom procese posuvaji spolupracu na urovni ucitel — Ziak do inej
roviny. Ziak pracuje a u¢i sa samostatne, tvorivo, voli si vlastné postupy, prezentuje svoje
vysledky, ma moznost’ kooperovat’ so spoluziakmi, porovnavat’ sa s nimi, skimat’ rozne javy,
robit’ vlastné ucebné vystupy, rozvijat’ logické myslenie. Ucitel’ sa stdva poradcom, titorom a
koordinatorom pri samostatnom vzdeldvani svojich Ziakov. Ma moZnost' venovat sa im
individualne i v skupinach, ma viac moznosti na ziskanie spétnej vizby ¢i overovanie vedomosti.
Stcastou tejto formy vzdelavania sit multimedidlne ucebné prostriedky.

»Multimedialne u¢ebné pomocky obsahuju informacie vyjadrené formami, ktoré u¢inne posobia
na zmysly uciaceho sa jedinca, ¢im je splnend poziadavka ndzornosti. Posobenie je
multisenzorické (subezne na viacero zmyslov v jednom okamziku), preto umoziiuje dosahovanie
lepsich vysledkov vyucby, ucivo je trvalejSie a hlbSie osvojené.” (Borovskd, 2013, s. 8)
Multimédium mozno chépat’ ako digitadlny prostriedok zahfnajiaci rézne formaty dokumentov
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(napr. schémy, animdcie, text, tabulky, fotografie, obrazy, ilustracie, grafy, zvuky, video
hovoreny komentar, a pod.). (Dostal, J., 2009) V suvislosti s pokrokom a rozvojom informa¢nych
technoldgii sa meni aj pohlad na multimédia. Pricha (in Za¢ok, Schlarmannova ) oznaluje
multimédiami “nové elektronické média, pretoZze ich charakteristickym rysom je konvergencia
medzi vypoctovou technikou, komunikaénymi prostriedkami, informaénymi zdrojmi a
vzdelavanim, spotrebnou elektronikou, zabavnym priemyslom a hrami.” Dostal, J. (2009)
odportca vyucbové programy vyberat’ podla:
- vyucbovych cielov,

- veku a urovne psychického vyvoja ziakov,
- schopnosti ucitel'a integrovat’ vyucbové programy do vyucovacej hodiny,
- podmienok realizacie (pocitacového vybavenia a dostupnosti konkrétnych programov).

Je uz beznou sucastou portalov a stranok, ze pouzivaji zvuky, vided, pohyblivu grafiku,
videoklipy, kniZnice obrazkov, zvukové zaznamy, prezentidcie, animdcie, java aplety atd’.,
obsahuju rozne herné moduly, ale ¢o je najdolezitejSie, ich hlavnym prvkom je hra, ktora sa takto
stdva sucastou ucenia a zaroven pouzitim réznych hernych prvkov ucenie gamifikje.

2. Gamifika¢ny herny design — Krajina Hlaskovo

Pojem gamifikacia je odvodeny od angl. slova game — hra, ktor4 sa stala zédkladom pre vyvoj
tejto metody. Hra je prirodzenou sucastou Zivota.

Cez hru ucitel’ ziakov oboznamuje s fungovanim okolitého sveta, cez hru so Ziakom komunikuje
a rozvija jeho reé, cez hru ziskava obrovské mnozstvo informacii o javoch v jeho bezprostrednom
prostredi. Hra je ekvivalentom zabavy, avSak hra je najefektivnejsi sposob ucenia sa. Efektivitu
hry na proces ucenia sa dokazuju aj rozne psychologické a medicinske vyskumy, ktoré dokazali,
7ze pocas vzdeldvania sa prostrednictvom hrania nase telo uvoliiuje dopamin, testosteron,
endorfiny a dokonca je nd§ mozog schopny rast. Hra teda predstavuje najprirodzenejsi a
najvyznamnej$i vychovny prostriedok. Vedie deti k ziskavaniu poznatkov, schopnosti a
skusenosti, rozvija myslenie, fantdziu, re€ i city.

Gamifikacia je obsiahly a pruzny pojem, ¢o v mnohych pripadoch mozno povazovat za
pozitivum, ale velkym negativom pruzZnosti tohto terminu je to, Ze dochddza k mnohym
nespravnym interpretaciam, na zaklade ¢oho vznika podl'a Keysa a Wolfa (in Robson, Plangger,
Kietzmann & McCarthy, 2015, s. 412) ,,zavadzajici dojem, ze ide o skuto¢né vyuzitie hier a
simuldciu realneho sveta®. Yildirim (in Ceker & Ozdaml, 2017, s. 222) vo svojej praci
zdoraziuje, Ze ,nie je pravda, ze gamifikacia existuje vSade, kde existuje aj hra“. Dalej
proklamuje, Ze v procese gamifikacie je herny design pouZivany v nehernom prostredi a tento
proces sa tym sam stava hrou.

Gamifikaciu mézme definovat’ podl'a Zichermana a Cunninghama (in Ceker & Ozdamli, 2017, s.
222) ako ,,snahu o zmenu spdsobu myslenia a vyuzitia ,,hernych pravidiel s cielom zvySenia
zaujmu o rieSenie problémov a angazovanosti Studentov. Angazovanost’ tu chapeme ako aktivnu
ucast’ Studentov v gamifikovanom vzdeldvacom kurze. Pokial je S$tudent angaZovany
gamifikovanym prostredim, tak je motivovany ku zdoldvaniu vyziev, ktoré stoja pred nim bez
myslienky na vzdévanie sa. ,,Gamifikacia je vyuzitim hernych mechanizmov v nehernych
aplikaciach a ,,gamifikace je vyuzitie hernych prvkov v nehernom prostredi®, ktoré uvadza
Deterding, Dixon, Khaled a Nacke (2011, s. 2).

Ak chceme gamifikovat’ vzdelavanie, je potrebné sa gamifikdciou zaoberat’ ako komplexnym
celkom. Proces zakomponovania prvkov gamifikacie asnaha 0 dosiahnutie pozadovaného
spravania uzivatel'a vyzaduje obsiahly zazitok podobny hre (podobne ako pri zazitkovom uceni),
ktory je podporovany Struktirou hry a samotnym vzhladom hry. Navrhnit' a implementovat’
gamifikaciu si vyzaduje vel'mi vela usilia ako aj to, aby fungovala spravne.
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Nakol'ko mozeme gamifikaciu povazovat’ za nova metddu, tak st v literatire jej pojmy pouzivané
roznorodo, rovnako tak aj postupy v hernych designoch maji iba kostru, do ktorej sa stale
pridavaji nové prvky. Medzi tieto herné designy patri napr. MDA/C/E (Mechanics, Dynamics,
Aesthetics/Components/Emotions Framework), 6D design, inStruktazny design, Player centered
design, Four-Domain model (ramec $tyroch domén).

Z danych modelov blizSie popiseme taky, ktory ma k si¢asnému vzdelavaniu, zameranému na
ziaka, najblizSie ato prave Player centered design. V tomto modeli je stredobodom prave
pouzivatel’ (vo vzdelavani ziak), jeho potreby, ciele, mozné problémy a cely vyvoj gamifikacie je
smerovany k pouzivatelovi. Jednym z dolezitych prvkov v danom ndvrhovom procese je
angazovanost’. Ucitel’ sa pre kvalitné vzdelavania snazi vytvarat’ klimu tzv. angazovanych Ziakov.
Angazovany ziak je taky, ktory sa do Skoly tesi, aktivne sa zaujima o dianie v nej, je motivovany
a podéva pri praci maximalne vykony, prichddza s novymi ndpadmi a vylepSeniami. Prave tymto
procesom by mal ulitel u ziakov vyvolat angazovanost vo vzdelavani. Ak uvazujeme
0 gamifikacnej stratégii z pohl'adu player centered design, musime v prvom rade ¢o najlepSie
pochopit’ a poznat’ budtcich hracov. Od toho sa potom odvija cely navrhovany proces a vysledna
podoba gamifikacie.

Dal§im rovnako délezitym bodom navrhu designu je stanovenie a pochopenie Géelu gamifikacie,
teda co je jej misiou, ¢o flou chceme dosiahnut’, za akych podmienok a v akych podmienkach, aky
je jej ciel. Na zaklade tychto informacii sa potom ur¢i vhodna misia, ktora bude mozné priebezne
merat’ a vyhodnocovat, aby sme vedeli posudit’, ¢i gamifikacia funguje. Gamifikacia je sama
0 sebe interaktivny proces, je pravdepodobné, ze bude potrebné pdvodnt stratégiu v priebehu
upravovat’ podl'a toho, ako budi hraci reagovat na jednotlivé prvky.

KTIiacovou znalost'ou, ktora je potrebna k fungujucemu modelu gamifikécie je pochopenie 'udskej
motivacie, aby sme mohli vytvorit’ herné mechaniky, ktoré budu pre hracov zaujimavé a zdbavné
sucasne.

Ked’Ze je gamifikécia interaktivny proces, o ktory je potrebné sa neustéle starat’, upravovat’ ho
podla aktualnych potrieb hraov ¢i vizie, je k tomu potrebné sledovat’ pravidelne rebricky,
motivaciu a angazovanost’ hracov, vysledky analyzovat’ a na zaklade vysledkov zvazit’ vhodné
upravy ¢i zmeny.

3.Krajina Hlaskovo a priprava ucitelov
Multimedidlne vyucbové prostredie Krajina Hlaskovo vyuziva prvky gamifikacie, teda herné
prvky v nehernom prostredi, v tomto pripade vyu¢bovom. Na gamifikovanie aktivity je pouzity
herny mechanizmus, ktory predstavuje pravidla hry. Dalej sa vyuZiva zbieranie bodov, ziskanie
odmeny, ktorou je titul, znacka, rebricek hracov, pricom je kl'icové aj vytvorenie kvalitného
dizajnu prostredia, a to najma preto, aby si ziak neuvedomoval, Ze sa nie¢o u¢i. Multimedialne
vyucbové prostredie Krajina Hlaskovo je zaloZzené na modernom, univerzalne pouzite'nom
prostredi vytvorenom Vv dneSnej implementécii znackovacieho jazyka HTML — HTMLS.
Hléaskovo bolo vytvorené za icelom pomoct’ u€itelom deti zahraniénych Slovakov pri ich vyucbe
materinského jazyka. Hlaskovo (Douskova, A., Svecova, Z. 2020). predstavuje imaginarny svet
hlasok, ktoré su personifikované a Ziju svoj Zivot vo fiktivnej krajine. Prenesene ho moZeme
chapat’ ako virtualny priestor, v ktorom ziji bytosti podobné 'udom, so svojim prezivanim
(emocie na tvarach hracov), konanim (hraju sa, cestuju po krajine, pracuju, plnia tlohy, zabavaju
sa, oddychuju) a u¢enim sa o sebe, 0 jazyku v prostredi, ktoré svojou $trukturou pripomina l'udsky
svet (budovy, architektara, priroda, dopravné prostriedky).

Ide o podobu spolocenskej hry, v ktorej sa hraci - deti stavaji cestovateI'mi po Krajine,
zbieraju body, sutazia o postavenie atitul super, top a dobry sprievodca, ktoré ziskaji po
absolvovani uloh a ziskani bodov.

Stolova podoba hry obsahuje dva hracie plany:
Hraci plan A je staticky a nemenny a imaginarny pohyb v niom vykonavaju obyvatelia krajiny,
hlasky a slova, ktoré st vybrané podl'a vopred stanoveného principu.

113



Hraci plan B predstavuje dynamiku vyuzitim dopravnych prostriedkov — vlakov, na ktorych sa
imaginarne prepravuju cestujici — obyvatelia krajiny, tie opat’ predstavuji vopred urcené slova
podl'a zamerania hry (slova s obsahom samohlésok a dvojhlasok).

Pre vzdelavanie ucitel'ov navrhujeme 3 moduly vzdelavania, v ktorych sa zameriame vzdy na ina
skupinu dospelych — ucitel'ov, tvorcov hry, rodi¢ov a inych dospelych, ktori sa m6zu dostat’ do
kontaktu s nou.

Vzdeldvaci modul 1

Charakteristika modulu:

modul je zamerany na ziskanie dolezitych informacii o cielovej skupine Ziakov a spdsoboch
ucenia v jednotlivych centrach a Skolach v zahranici, pre ktort je Krajina Hlaskovo navrhovana
a zarovenl disemindcia tychto informécii medzi ucastnikov vzdeldvania s cielom porovnat
jednotlivé podmienky ucenia a inSpirovat’ sa navzdjom; druhym cielom je predstavenie stolovej
hry Hlaskovo, jej principov a realizacia otvorenej hodiny hrania sa navzéjom v role ziaka — ucenie
zédzitkom ,,na vlastnej kozi®.

Obsah modulu:

- uvod do vzdelavania

- ucenie v centrach a Skolach /vystupy ucastnikov, vol'na diskusia/

- moznosti a alternativne sposoby vyucby /vystupy ucastnikov, lektor — riadena diskusia/

- Hlaskovo — stolova edukacna hra /modelovana hodina, zazitkové ucenie/

- zhodnotenie hry, pozitiva a negativa tohto spésobu ucenia

Vzdelavaci modul 2

Charakteristika modulu:

modul je zamerany na sprostredkovanie informdacii o moznostiach zatraktivnenia vyucby
Vv centrach pomocou multimédii ako prostriedkov modernizacie vyucovania

Obsah modulu:

- multimédidlne u¢ebné pomodcky vo vyucovacom procese (prednaska, ukazky roznych
stranok a aplikécii k vyucbe)

- tvorba multimedialneho produktu a jeho prvky (praca s textom, zvukom, grafikou,
videom, zakladné a dostupné programy na spracovanie, ...praktické ukazky)

- gamifikacia vo vzdeldvani (podstata a princip gamifikacie, prvky hry a stitaZivosti ako
motivacia vo vzdelavani...prednaska, komentovana prezentacia produktov a stranok vol'ne
dostupnych na internete)

Vzdelavaci modul 3

Charakteristika modulu

predstavenie webovej stranky Krajina Hlaskovo ako multimedialneho produktu, ktory je
nadstavbou k edukacnej stolovej hre Hlaskovo

Obsah modulu

- Krajina Hlaskovo — obsah hry

- Krajina Hlaskovo — multimedialne prvky

- Krajina Hlaskovo — prvky gamifikécie

- Krajina Hlaskovo — prakticka Cast’ (hra a skusanie jednotlivych prvkov a sucasti hry, ich
funk¢nosti, vyznam, analyza produktu z hl'adiska technickej naro¢nosti, poZiadaviek na
technické zruc¢nosti ucitela, Ziaka, materidlno-technické zabezpecenie, moznosti tvorby
vlastného obsahu na zaklade multimedidlneho produktu Krajina Hlaskovo).

Zaver

Hlavnym cielom prispevku bolo popisanie webového prostredia na vyucbu a priprava
vzdelédvacieho modulu, v ktorom ucastnici z radov ucitelov ziskaju zrucnosti potrebné na pracu
s nim. Tato skupina ucitel'ov je osobita aj tym, aka je ré6znoroda vzhl'adom ku krajine, v ktorej
ziju a vzdialenosti, ktori maju so Slovenskou republikou.
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Vzdelavacie prostredie, ktoré sme predstavili, chapeme ako multimedidlne prostredie, ktoré¢ ma
urcité Specifika, pricom podstatou vzdelavacieho prostredia je hra, preto sme osobitni pozornost’
rozhodli venovali gamifikacii. Domnievame sa, Ze (nielen v sucasnej pandemickej situacii)
Vv budtcnosti sa takyto sposob vzdeldvania stane beznou sucastou akejkol'vek skupiny
vzdelavajucich sa, ale aj vzdelavatelov.
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Moznosti dalSiho vzdélavani a rozvoje kompetenci aktiviza¢nich pracovniki v domovech
seniori

Abilities of another education and competency development of event nurses of houses for Seniors
Jifi Vronsky

Abstrakt:

Prispévek pfiblizuje vyznam dal§iho profesniho vzdelavani a rozvoje kompetenci aktivizacnich
pracovniki v domov¢ seniorti jako Cinitele pro profesni rozvoj téchto pracovniki, ktefi musi byt
piipraveni na nové pozadavky péce o seniory, a to pfedevsim v oblasti adaptace na spolecenské a
technologické zmény v zivoté spoleCnosti. Popisuje, pro€ je nutné, aby se tito pracovnici dale
vzdélavali a také zmény v pozadavcich seniorli na animaci volného ¢asu a moznosti jeho
vyuzivani, pravé z diivodil spolecenskych a technologickych zmén ve spolecnosti.

Klic¢ova slova:
dalsi profesni vzdélavani, kompetence, kompetencéni model, aktivizacni pracovnik, aktivizaéni
¢innosti seniort.

Abstrakt:

The artical is focused on importancy of continual education and competency development of
employees in houses for seniors, which means preparing for new social and technological tasks
brought by society. Artical describes why is necesary for employees of houses for seniors to be
educated nad prepard for it, because new tasks come with new tasks of seniors for spent their
event abilities nad that why seniors already know new technologies and want used it.

Key words:
continual professional education, competencies, model of competencies, event nurses, events for
seniors.

Uvod

Soucasny demograficky vyvoj pfinasi do reality zvySujici se po€ty lidi v postproduktivnim
veku, ve veéku seniorském, kteti si na jedné strané€ zadaji a potiebuji zvySenou socialni péci a na
druhé strané¢ se stavaji vyznamnym Cinitelem spotieby. Stafi se stdva spoleCenskym fenoménem
se Sirokym dosahem a realitou s niZ je v rdmci socidlni péce nutné pracovat.

Prodluzovani Zivota lidi spole¢né s prodluZovanim aktivniho véku v komplexnim pohledu
si zada 1 nové piistupy v pé€i o seniory, at’ jiz zdravotni, nebo socialni a také i1 v nabidce traveni
volného €asu a jeho pfipadné animace. Stafi neni nemoc, je to jen zivotni etapa jako kazda predesla
a je nutné k ni stejnym zplisobem ptistupovat. Mozna je doprovazeno riznymi komplikacemi jak
zdravotnimi tak socidlnimi, ale je nutné, aby kazda spolecnost pfistupovala ke svym seniortim
zodpovédné, podporovala je v jejich sobéstacnosti a celém jejim spektru, tj. ekonomické, fyzické
i rozhodovaci.

Dnesni seniofi jsou lidé, ktefi prozili plnohodnotny zivot se vSemi jeho moZzZnostmi
profesni i osobni realizace a jsou také mnohem vice aktivnéjsi nez predeslé generace a potiebuji
vice prostoru pro socidlni kontakty a vlastni seberealizaci. Sou¢asnym velmi zdlraziiovanym
tématem je kvalita Zivota. Liberalni spole¢nost nabizi vSem lidem stejné mozZnosti, nemtize vSak
nabidnout vSem stejné podminky, i kdyz se o to kontinualné snazi.

Podminky Zzivota kazdého cloveka jsou ovliviiovany jeho genetickymi dispozicemi,
socidlnim 1 profesnim vyvojem i jeho zajmy, v nichz pfenesené vyjadiuje své Zivotni hodnoty.
Urovei nabidky socialnich sluzeb v konkrétni spole¢nosti (zemi) ukazuje jeji celkovou vyspélost,
nebot’ schopnost postarat se o své seniory i handicapované obc¢any, rozsah poskytované zdravotni
péce a zajisténi celkové infrastruktury pro obCany je hlavnim a zdkladnim ukolem kazdé
spolecnosti a jeji vlady.
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Starnuti je nezvratny pfirozeny biologicky proces dotykajici se kazdého jedince. Lidé
nestarnou stejné, ovliviiuji jej podminky kazdého jedince. Vlastni zvnitinéni, zpracovani a piijeti
stafi je pro dalsi zivot jedince v této zaveéreCné fazi zivota velmi dalezité. Venglafova (2008)
zduraziuje, ze starnuti je spojeno s védomim, Ze zacCal proces postupného zhorSovani vlastni
télesné 1 psychické kondice, riiznych kompetenci i socialniho postaveni, a Ze jde o proces, ktery
je neodvolatelny a nevratny. Vlivem této situace se meéni postoje seniorti. Méni se postoj ke svétu,
k jinym lidem a k sob¢é samému a svému jednani.

V této fazi zivota jedince nabyva na vyznamu jeho integrace do spolecnosti a podpora
V tom, aby neztracel socidlni kontakty. Seniofi maji ¢asto tendenci se od ostatnich lidi separovat,
setrvavat jen v kruhu svych nejblizSich a zptsobuji si tak Casto ztratu spoleCenskych navykd,
adaptace na n¢které zmeény a zplsobuji si tim fyzické a psychické chatrani, kterd urychluji proces
starnuti.

Snaha o udrzeni maximalni mozné kvality Zivota seniori musi byt snahou nabidky
socialnich sluzeb této skupin€ obcant, a to jak celospolecensky, tak prostfednictvim instituci, ale
také jejich nebliz§imi pii péci v rodin€ o n€. Ani v situaci, kdy se seniofi uz nemohou vyhnout
systematickému pobytu v domové seniorii, nelze spoléhat na to, Ze samotny pobyt mulze
komplexné¢ zajistit potteby seniorti. Domovy seniord musi pracovat s modernimi sociologickymi
poznatky a nabidka socidlnich kontaktli, animace volného ¢asu a pobytu musi byt stéZejni a
nedilnou soucasti péce o jejich klienty, ale i ve spolupraci s rodinou seniora.

Pravé nabidka traveni volného c¢asu seniorim je velmi dulezitym Cinitelem v péci 0
seniory. To je prostor pro udrzovani kvality Zivota seniord, pro budovani socialnich vazeb a
udrzovani vztahti s okolim a lidmi v ném. Do tohoto prostoru pak lze sofistikované vkladat
¢innosti, které udrzuji senzomotorické dovednosti klientd, trénuji jejich pamét’, prinaseji nové
impulzy, dokonce i prvky fyzickych aktivit, pfiméfenych fyzickému stavu a moznostem seniord.

V podstaté jsou volno¢asové aktivity seniord tvofeny animaci, aktivizaci, edukaci a
poradenstvi provadénymi neformalnim zplGsobem a jejich pravidelnost vyrazn€ napomaha
udrzovat seniory ve fyzickeé 1 psychické kondici odpovidajici jejich véku a zdravotnimu stavu.

Kvalita péce v domovech seniori

Domov seniort, jak uz vyplyva z jeho nazvu, je instituci, jejiz poslani je ptimo uvedeno
Vjejim ndzvu. Primarné je tedy urcena k péci o seniory, o jejich zdravi, potieby, zdbavu a
pfedev§im klid ve findlnim obdobi jejich Zivota, tj. k sluzbam seniorim. K seniorim je
personalem domovu pfistupovano jako ke klientim, rozumi se tim s respektem a ohledem k jejich
osobnostem, veéku, potiebam a soukromi a podle etickych pravidel.

Pracovnici domovil seniorii jsou profesionadlové, kteti védi, jak je dulezité, aby se seniofi
v domovech seniort citili velmi dobfe a méli dopovidajici respekt, proto se k seniorim chovaji
S uctou a dle zasad spolecenského chovani.

StéZejnimi procesy v obou piipadech je zdravotni a obsluzné (pfima péce), rehabilitace a
aktivizace klientd, podpirnymi pak jejich stravovani, technické, personalni a bezpecnostni
zabezpeceni chodu zafizeni a administrativa spojena s chodem celého zafizeni a v§ech procest.

Pracovnici v domovech seniorit vykonavajici ¢innosti a sluzby musi spliiovat jasné
profesni pozadavky pro vykon svych pracovnich funkei, tj. musi ziskat formalni vzdélani a
zaméstnavatel pak na né¢ ma nasledné dalsi pozadavky, odvijejici se od specifik fungovani toho
konkrétniho zafizeni a zajiStovani jeho Cinnosti, tzn., m4 pozadavky na jejich kompetence,
zkusenosti a osobnostni vlastnosti.

Pracovni a organizacni zafazeni jednotlivych pracovniki domovi seniorti odpovida i
struktuie zakladnich procesti ¢innosti v domové seniorti a na kazdou skupinu jsou stanoveny
vzdélanostni pozadavky spojené s odbornym zaméfenim toho konkrétniho procesu, ktery
pracovnici napliuji, nicméné v kompetentnosti vSech pracovnikii se musi objevovat profesni
prvky, které se odvijeji od komplexnosti péce o seniory a v souladu pozadavki na ni. Vzhledem
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k obvyklym pozadavkiim na vykon jednotlivych profesi jsou tyto pozadavky vSak nadstavbové,
ale velmi dulezité praveé v diisledku dirazu na komplexnost péce.

Domov seniort je ve smyslu pohledu na néj organizace jako kazda jind. Domovy seniorQ
tak napliuji jako vSechny organizace Ctyii zakladni organizacni komponenty: lidé, prace,
informace, technologie. V socialnich sluzbach jsou sice nastavené standardy péce o klienty,
metodologicky postavené tak, aby pracovnikiim usnadnovali vykon jejich profese, ale realny
vykon prace pracovnikil v socidlnich sluzbach je vniman a hodnocen kvalitativné. Nelze jej proto
piesné kvantifikovat, je mnohdy vniman subjektivné a standardy jsou nastaveny na optimalni
profesni vykon a velmi $patné se posuzuji.

Zakon ¢. 108 / 2006 Sb. je zakonem, ktery stanovuje pravidla pro vykon socialnich sluzeb,
podminky pro jejich poskytovani, personalni zabezpeceni. Tim také vstupuje pfenesen¢ do
organizace a fungovani jednotlivych poskytovatelil socialnich sluzeb, tj. 1 fungovani domovii pro
seniory.

Pokud bychom méli néjak stru¢né popsat pobyt seniortt v.domovech pro né€ uréenych, je
to velmi blizké jejich Zivotu v domacim prostiedi, rozSifenym pravé o sluzby usnadiujici jim
zivot. Seniofi zde bydli, nebo n&jakou dobu pobyvaji, celodenné se stravuji a oproti domacimu
prostfedi je jim poskytovana zdravotni, pfima a rehabilitacni péce, pomoc pii kazdodennich
ukonech, jsou jim nabizeny aktivity pro traveni volného Casu i dalsi fakultativni sluzby.

Velmi dulezitou soucasti péce o klienty je také nabidka programti pro traveni volného Casu
a jejich stimulaci a aktivizaci, celkové ozna¢ované jako aktivizaéni ¢innosti. V nabidce jsou vzdy
néjaké aktivity fyzického charakteru, odpovidajici moznostem seniort, aktivity na podporu
duSevnich cinnosti a aktivity kulturni a spoleCenské. Uvedené aktivity zajiStuji pracovnici
aktiviza¢nich useku, ktefi jsou bud’ svym vzdélanim ergoterapeuti, nebo pracovnici ptimé péce,
kteti se na tuto oblast specializuji. Profese aktivizacniho pracovnika domova seniorli neni
v katalogu profesi MPSV CR piimo definovéna.

Aktivizace a nabidka traveni volného ¢asu v domovech seniori

Zajem seniorll o volnocasové aktivity, resp. nabyvani novych poznatki a védomosti ma
také vyrazny socialni charakter a motivaci, protoze jim nabizi navic moznosti socialniho kontaktu
a kladnych emoci. Kvalitni program je nejen nutnym dopliikem péce o seniory, ale je vysoce
terapeuticky a diilezity pro jejich duSevni i fyzicky stav. Poskytuje lidem nutnou fyzickou ¢innost,
adekvatni mentalni stimulaci a pfileZitost ke vzdjemnému sbliZovani a spoleCenskému Zivotu,
ktery je pro psychiku ¢lovéka nutny (Rheinwaldova, 1999).

Proto také aktivizace seniorti ma, stejné jako vzdeélavani seniorti sva specifika. Vzdy do
nich vstupuji aspekty pracovnich 1 osobnich zkuSenosti seniorQ, z jejich diivéjSiho socialniho
postaveni, motivace k traveni volného ¢asu a jejich Zivotniho stylu a osobnich hodnot. Aktiviza¢ni
pracovnici musi s uvedenymi skutecnostmi pocitat a respektovat je a mit na paméti a klast na né 1
diiraz, aby seniofi méli pocit respektu a podpory.

Volonocasové aktivity jsou cestou k podpote seniort, aby si dokazali zachovat schopnosti
a dovednosti, protoze posilovani aktivit mozku u seniorl je vyznamnym c¢initelem udrzovani
psychické i1 fyzické aktivity a zpomaluje proces starnuti.

U vétsiny uzivateli socialnich sluzeb je oslabena socialni interakce s jejich okolim, ale i
schopnost zajistit si dostate¢né mnoZzstvi podnétl ze svého okoli a proto je potieba senioriim tyto
podnéty zprostiedkovat pomoci aktivizacnich ¢innosti.

Aktivizace seniori md mnoho spoleénych prvka se vzdélanim obecné. Proto obsahem
aktivizacnich aktivit v socidlnich sluzbach je podpora takovych procesi, které¢ vedou k mensi
zavislosti na sluzbé a vétsi samostatnosti klienta. Nabidka aktivit i Gc¢ast seniorti v nich je
zaméfena na uspokojovani osobnich zajmti i socidlnich motivli a naplilovani volného ¢asu. Vlastni
aktivizace seniorti ma vSak vyrazny znak orientace na osoby ve vys$$im véku a v postproduktivnim
veéku, tj. jeji organizace, realizace a rozsah je jim pizptisoben a klade diiraz na zajmovost nabidky
aktivit seniorim.
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| v tomto ohledu je dulezité, aby aktiviza¢ni pracovnici méli védomosti z gerontagogiky,
protoze nabidka aktivit seniorim ma vzdy pedagogicky a andragogicky charakter a tyto védni
discipliny metodologicky vyrazné gerontagogiku ovliviiuji a obecné aktivity pro seniory jsou
velmi Casto blizké vzdélavani. Zajem seniori o volnocasové aktivity, resp. nabyvani novych
poznatkd a védomosti mé také vyrazny socialni charakter a motivaci, protoze jim nabizi navic
moznosti socidlniho kontaktu a kladnych emoci.

Cilem volonocasovych aktivit je podporovat seniory ve snaze udrzet si zachované
schopnosti a dovednosti, nelze vSak jimi zvratit nebo brzdit postupné starnuti organismu.
Realizace mé podpurny i rozvojovy charakter. Pro seniory je podporou takovych procest, které
vedou k mensi zavislosti na sluzbé a vétsi samostatnosti klienta. Vlastni aktivizace seniorti ma
vSak vyrazny znak orientace na osoby ve vysSim véku a v postproduktivnim véku, tj. jeji
organizace, realizace a rozsah je jim pfizpiisoben a klade diiraz na zdjmovost nabidky aktivit
seniortm.

Vzdélavani v procesu péce o seniory

Vzhledem Kk tomu, ze aktivizace seniort se velmi blizi vzdélani, ma v tomto ohledu
nezastupitelny vyznam vzdélavani aktiviza¢nich pracovnikid v oborech andragogiky a
gerontagogiky. Volnocasové aktivity byt rozmanité a logicky tim padem musi obsahovat i né¢jaké
vzdélavaci a osvétové aktivity, byt’ nejsou plné pedagogického charakteru.

Pro vytvoteni odpovidajicich podminek pro vykon profese je dulezité edukovat aktivizacni
pracovniky v oblasti andragogiky a gerontagogiky a pfenést poznatky z tohoto oboru do praxe.
Vyznam pienosu této discipliny vniméam i v tom, ze vzdelavani ve svych zakladnich funkcich, tj.
preventivni, anticipacni, rehabilitacni a posilovaci (Livecka, 1982) pravé v poslednich dvou
uvadénych funkcich je vzdélavani velmi vyznamnym prvkem aktivizace seniort a podpory jejich
psychické kondice a napomahé udrzovat jejich zajmy, socidlni kontakty 1 aktivni mysl, coz
vyrazné ovlivituje kvalitu Zivota v tomto obdobi Zivota.

Objektem soucasné andragogiky je dospély jedinec a jejim predmétem je celkovd mozna
edukace ve smyslu dal§iho rozvoje. Andragogika je dynamicky se rozvijejici interdisciplinarni
veédni obor zamétfeny na uceni a vzdelavani dospé€lych, rozvoj mize byt realizovan skupinové,
individualné a v kooperaci s ostatnimi jedinci.

Z hlediska andragogiky rozvijen jedinec neni limitovan v€kem a miZze jim byt jak mladsi
jedinec, ale i senior. V domovech seniorll je zajimavé, ze pravé edukaéni ¢innosti mohou
navzajem obohacovat vzdélavané i vzdélavajici. Edukacni procesy v andragogickém pohledu jsou
vSechny ¢innosti, v nichz dochazi k néjakému uceni (vzdélavani) na strané dosp€lého subjektu,
jemuz jsou jinym subjektem piimo nebo zprostiedkované (napf. pocitaCcovym programem),
zamérn€ 1 nezdmérné prezentovany néjaké informace (Pricha, 2014). Adaptace clovéka na
spolecenskou realitu je ve skutecnosti nekonCicim, v néjaké formé, pokracujicim edukacnim
procesem, ktery mé vzdy néjaké socialni konotace, proto se ve vétSin€ Zivotnich situaci dospélého
cloveéka se vyskytuji rizné edukacni prvky a procesy.

Andragogika jako induktivni véda zkouma predevs§im teorii a praxi vzdélavani a oblast
poradenstvi a péCe o dosp€lé jedince. V posledni dobé se obecné hovoii o edukacné-socialnim
formovani, kultivaci osobnosti a §ifeji pak o pomoci dospélym lidem, aby byli schopni pfizpiisobit
se stale se ménicimu vnéjSimu svétu a reagovat tak na geopolitické zmény (makroedukacni
kontext andragogiky). Andragogika je téz védou explanacni a exploracni. Interdisciplinarni
charakter soucasné andragogiky je zfejmy a tvoii signifikantni dimenzi edukacni reality (Veteska,
2009).

U vétSiny uzivateld socialnich sluzeb je oslabena socialni interakce s jejich okolim, ale i
schopnost zajistit si dostatecné mnozstvi podnétt ze svého okoli a proto je poteba seniortim tyto
podnéty zprostiedkovat pomoci aktivizacnich ¢innosti.

VeteSka (2017) v tomto ohledu uvadi, ze vzdélavani téz zlepSuje orientaci ve stale
meénicich se zivotnich podminkach a ve schopnosti samostatného rozhodovani. Tato aktivita se
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Vv tomto obdobi zivota stava pro seniory zasadni pro podminkou pochopeni zivota v jeho
dynamicnosti a proménlivosti. Aktivizacni ¢innosti jsou skute¢nou podporou seniora proti uplné
ztraté samostatnosti jak v ohledu socialnim nebo fyzickém. Seniofi at’ uZ v domacim prostiedi,
nebo v domovech seniortt méli pocit respektu a podpory ve formé socidlnich kontaktti, podnéta
k ¢innosti i interakce s okolim.

Animace volného Casu a aktiviza¢ni prace se seniory v sob&€ obsahuji prvky andragogiky i
gerontagogiky. Bohuzel mezi odbornou vetejnosti, resp. pracovniky domovii seniorti, neni ptilis
velké povédomi, ze tyto obory existuji a Ze 1ze jejich metody prakticky vyuzivat v pé¢i 0 seniory.
V podstaté jsou volnocasové aktivity seniorii tvofeny animaci, aktivizaci, edukaci a poradenstvi
provadénymi neformalnim zptisobem a jejich pravidelnost vyrazné¢ napomaha udrzovat seniory
ve fyzické i psychické kondici odpovidajici jejich véku a zdravotnimu stavu.

Nabidka aktivit v domovech seniort je vzdy pomérné Siroka a je formou intervence do
zivota seniorti pravé s cilem, aby ktomu dochazelo co nejméné a zaroven aby aktivity
podporovaly udrzovani fyzické i psychické kondice seniori v domovech seniorti.

Starnuti je pro kazdého Clovéka nevyhnutelny proces a kazda spole¢nost musi pro své
seniory vytvafet podminky pro distojny zivot ve stafi a pokud mozZno jejich co nejvéetsi
nezévislost. Za kvalitu svého zivota si kazdy ¢loveék zodpovidéa sam, ale ne vzdy je v jeho silach
V zavéru zivota ji udrzovat nezavisle. Aktivni a distojné stafi jsou fenomény, které kazdy zna a
povazuje je za automatické, ale neni tomu vzdy tak. Zde je vyznamna uloha spolecnosti, ktera
musi nabidnout seniorim podporu v situacich, kdy senior neni schopen si vSe zajistit samostatné.
Kvalita zivota ma dvé dimenze, jak uvadi Ondrousova (2011), a to objektivni a subjektivni.
Subjektivni kvalita Zivota souvisi s psychickou pohodou a v§eobecnou spokojenosti s Zivotem.
Objektivni kvalita zivota znamena naplnéni pozadavk, které se tykaji socidlnich a materialnich
podminek Zivota a fyzického zdravi.

Kvalita Zivota je vnimana jako mira seberealizace, mentalni harmonie, jako mira Zivotni
spokojenosti a nespokojenosti, vyznamu vnimani §tésti (Ochaba a Rackova 2018, in Rivero 2019).
Podminky zivota kazdého Clovéka jsou ovlivitovany jeho genetickymi dispozicemi, sociadlnim 1
profesnim vyvojem i jeho z4jmy, v nichZ pfenesen¢ vyjadiuje své zivotni hodnoty. Obzvlast u
starSich lidi jsou subjektivni vnimani stafi a Zivotnich podminek signifikantnimi faktory kvality
zivota (Krajic¢ek a kol., 2000).

Kvalita Zivota je stejn€ jako u celé populace zasadné ovliviiovana zdravotnim stavem,
socioekonomickymi podminkami, kulturnimi a nabozenskymi vlivy (Veteska, 2017). V soucasné
spolecnosti je povazovano zdravi za klicovy ¢initel kvality Zivota. Zdravi je sice definovano jako
absence nemoci. Vzhledem k tomu, ze lidské télo se v pribéhu zivota opotfebovava, je vnimani
pocitu zdravi zcela subjektivni, protoze i opotiebovavani téla je individualni proces. Prodluzovani
fyzické 1 duSevni aktivity napoméha zdravy Zivotni styl, nicméné neni to absolutni podminka,
vyrazny vliv m4ji také genetické dispozice jedince a jeho skutecny Zivotni styl a povolani, které
vykonéva 1 prostiedi ve kterém Zije.

Kvalita Zivota je pojem, ktery nezahrnuje jen materialni zabezpeceni jedince, ale zahrnuje
1 zajiSténi jeho socidlnich potieb. Kazdy jedinec ma své individuélni potieby a naplnénost svého
zivota vnima jinak, a to 1 v kazd¢ etap¢€ svého Zivota, nebot’ jeho potieby se méni a méni se 1 jeho
vnimani konkrétni zivotni etapy.

Seniofi maji stejné potieby jako ostatni populace, ale stejné¢ se méni jako u ostatnich lidi
podle Zivotnich etap. Nezbytnou podminkou distojného Zivota ve staii je kromé ekonomického a
materidlniho zabezpeceni také zabezpeceni potieb socialnich, tzn. respektu, pozornosti, kontaktu
se svymi blizkymi, soundleZzitosti, ale také nezavislosti a prestize. I v pozdnim véku neztraceji lidé
potiebu seberealizace. Prave nabidka traveni volného ¢asu seniortim je velmi dilezitym Cinitelem
V péci o seniory. To je prostor pro udrzovani kvality zivota seniord, nabidka pro budovani
socialnich vazeb a udrZzovani vztahti s okolim a lidmi v ném.

Pro udrzeni kvality zivota musi nutné¢ obsahovat nabidku vzdélavacich aktivit
zprostiedkujicich kontakt s novymi poznatky ze Zivota spolec¢nosti, riiznych obort lidskych aktivit
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i sportu a kultury. Je proto dulezité, aby seniofi méli dostatek impulzi k udrzovani mentalni
svézesti prostiednictvim vzdélavacich aktivit nepedagogického charakteru.

Vzdélavani a rozvoj kompetenci aktiviza¢nich pracovniki

Maji — li byt seniofi podnécovani k aktivnimu zivotu pracovniky domovil seniorti, pak
piedevsim aktivizacni pracovnici se museji také kontinualné vzdélavat, aby dokazali reagovat na
pozadavky senioril, ale i spoleCenského vyvoje a tim padem dokdzali edukovat pfiméfenym
zpusobem seniory.

V soucasnosti se starnutim populace, jejimu ptedchézeni i podpote jejiho zpomalovani se
zabyvaji pfedev§im pedagogicky sméfované studie na univerzity tietiho a ¢tvrtého véku, a to jak
vV Evrop¢ i USA. Nicméné kazdodenni aktivizaci ve smyslu udrzovani fyzické a duSevni svézesti
a realizace téchto aktivit prostfednictvim aktiviza¢nich pracovnikl neexistuje Zadna konkrétni
studie a ani se nikdo nezabyval profilem aktivizaéniho pracovnika z hlediska vykonu profese,
vzdélani a dalsi rozvoje, resp. kompetenci, které by mél mit.

Participace seniort na vyuce v univerzitach tfetiho a ¢tvrtého véku je navic urcena jen pro
malou skupinu seniort, kteti maji dostatek duSevni vitality k i¢asti. VéEtSina populace je mentalné
v daleko horsi situaci a podpora udrZeni jejich mentalni svéZesti se blizi v mnoha ohledech
¢innostem v matetskych Skolach a Skolach prvniho stupné, kdy se u nich jedna o trénovani paméti,
udrzeni zakladnich senzomotorickych ¢innosti a socialnich kontakta.

V podminkach Ceské republiky se vzd&lavani seniorti velmi blizi britskému modelu, kdy
seniofi se udrzuji v mentalni svézesti a ptipadné se vzdelavaji prave formou aktivit dusevniho
charakteru, které se odvijeji od zabavnych aktivit orientovanych na spole¢né diskuse k dané
problematice, propojené¢ vzajemnou podporou seniort,, pii nichZz cerpaji z riznych kniznich,
encyklopedickych a ptipadné internetovych zdroji (Rynkowska, 2020).

Je tieba pracovat i S myslenkou, ze aktiviza¢ni pracovnik neni pedagog volného casu, je
predevsim €lovekem, ktery je schopen pecovat o seniory v celém spektru Site péce o né€ a zaroven
je schopen animovat smysluplné jejich volny ¢as. Proto by mél mit znalosti pedagogického
charakteru, resp. andragogického a gerontagogického. Musi si je osvojit prostiednictvim dal§iho
profesniho rozvoje, kterym se u téchto pracovnikl nikdo smysluplné nezabyva, stejné jako
zakladnim krokem k pfipravé profesniho rozvoje aktivizatniho pracovnika, tj. stanovenim
kompetencniho modelu aktivizacniho pracovnika.

Studie slovenskych kolegti Vliv aktivity na kvalitu Zivota senioru, Zijicich v domovech pro
seniory z roku 2021 uvadi, ze zakladni komponentou prevence starnuti je fyzicka aktivita. Studie
uvadi, Ze seniofi, ktefi méli moZnost tfikrat az pétkrat tydné moznost se pohybovat v rozmezi mezi
tficeti do Sedesati minut denné, tzn. zabyvat se pohybovou aktivitou, prokazovali lepsi vysledky
V hodnoceni zdravotniho stavu (Kendrova kol., 2021).

Obdobné je to i s duSevnimi aktivitami u seniort, kdy moznost t¢astnit se mentalnich
aktivit, vénovat se svym koni¢kiim a piedev§im mit socialni kontakt, vyrazné zlepSuje duSevni
stav seniortl 1 vnimani kvality jejich zivota v domové pro seniory.

Studie také zdlraznuje dulezitost aktivit seniorti i z hlediska jejich subjektivniho
celkového vnimani své kvality zivota a vliv aktivit na zpomalovani subjektivniho vnimani starnuti
a pocitu ztraty socialnich kontakta.

Pouze na Slovensku pracuji s profesi socialniho andragoga, kterd sice ma stanoven
kompeten¢ni model, ale stejné neni stanoven z hlediska pozadavkli na vzdélanostni profil.
V naSich podminkach miizeme hovofit pouze o snaze feditelit domovi seniorii stanovovat popis
pracovnich mist aktivizacnich pracovnikll a n¢jakym zplisobem stanovit spiSe klicové pozadavky
na tohoto pracovnika, nez skutecné kompetence.

Na stran¢ pracovnika vSak, kdy on sdm musi mit n¢jaké ziskané kompetence, resp. mekkeé
dovednosti, aby mohl uspésné vykonavat, ty Ize rozd¢lit do dvou ¢asti, a to do ¢asti kdy si
kompetence osvojuje, resp. nabyva vlastni praxi a v druhé ¢asti jsou to kompetence osvojené
teoretickou prupravou, tj. ziskanym a prohlubujicim vzdélavanim. V tomto ptipadé je mozné
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pracovat s tim, Ze pokud pracovnik nema odpovidajici teoretické kompetence pii vstupu do
organizace, miiZze je formou adaptace na novou funkci a dal§im vzdélavanim ziskat.
Mame — li n¢jak shrnout kompetentnost aktiviza¢niho pracovnika a jeho kompetence pro
vykon této pracovni funkce je nutné pracovat s ttemi oblastmi kompetenci:
1. Osobnostni — celkové psychosocialni nastaveni osobnosti pro vykon profese a schopnost
dal se rozvijet.
2. Odborn¢é — zékladni kompetence ziskané vzdélavanim pro vykon profese, resp. pracovni
funkce.
3. Specifické — ziskané v praxi a osvojené jako dovednosti a navyky v kazdodenni praxi.
Kompetence osobnostni jsou kompetencemi, které clovek ziskdva svym socidlnim vyvojem a
skrze svlij geneticky potencidl. Jedna se pfedevsim o tyto dispozice, resp. kompetence:
a) Komunikaéni schopnosti a dovednosti
b) Empatie a aktivni naslouchani
c) Davéryhodnost
d) Prosocialni orientace
e) Flexibilita
f) Inteligence a psychicka zdatnost
g) Organiza¢ni a kombina¢ni schopnosti
Kompetence odborné jsou kompetence, které Cloveék ziskdva absolvovanim odborného
vzdélani, orientovaného na praci V socidlnich sluzbach. M¢ vlastni poznatky z praxe ukazuji, ze
Ize se jen tézko v kazdodenni praxi zabyvat podrobnym stanovovanim kompetenci aktivizacniho
pracovnika. Je zasadni, aby poznatky z praxe byly pfeneseny na akademickou pidu a zde se
smyslupln€ zabyvat kompetencemi aktivizacnich pracovnika.
V priibéhu praxe si aktivizacni pracovnici osvoji védomosti a poznatky pro praci se seniory,
o zmeénach doprovazejicich staii v oblasti socialni, zdravotni i psychické a jak komunikovat se
seniory a v neposledni fadé pecovat o seniory v pfimé obsluzné péci, ale i ¢astecné zdravotné,
tzn.:
a) mit prehled o systému socialnich sluzeb a znat podminky jejich poskytovani;

b) ovladat administrativni a spravni postupy souvisejici s poskytovanim socialnich sluzeb,
vést prislusnou dokumentaci a pracovat s pravnimi i jinymi zdroji odbornych informaci;

c) respektovat ptislusnou legislativu, prava a opravnéné zajmy klientt;

d) byt pfipraven pracovat samostatné i v tymu, komunikovat kvalifikované a odpovidajicim
zpusobem se svymi nadfizenymi a dal§imi spolupracovniky;

e) znat pozadavky na pracovniky v socialnich sluzbach, jejich prava a povinnosti;

f) mit vytvofeny ptredpoklady pro sebereflexi a sebehodnoceni a dovednosti potifebné pro
vyrovnavani se s naro¢nosti povolani a stresem;

g) sledovat prubézné vyvoj socialniho systému a nové trendy v socialni péci a sluzbach.

h) pomahat mobilnim iimobilnim klientim v rezidentském i domacim prostfedi pfi
zajiStovani zékladnich zivotnich potieb a zvladani béznych tkond nebo pii udrZzovani
kontaktu se spolec¢enskym prostiedim;

i) pouzivat vhodné pomucky, pfistroje a zafizeni, spravné je oSetiovat;

J) sledovat pravidelné zmény u klienta a konzultovat je s nadfizenym nebo s odborniky;

k) respektovat pii poskytovani péce osobnost klienta ajeho prava, vhodné s nim
komunikovat, jednat taktné, s pé¢i a pfiméfenou empatii;

I) piispivat k vytvaieni bezpeéného a piijemného prostiedi pro klienty, jednat v zajmu
klienta.

m) realizovat ¢innosti potfebné pro vytvaieni a udrzovani sobéstacnosti klienta, jeho fyzické
I psychické kondice, spole¢enskych a pracovnich navyk;
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n) pripravovat samostatné iV tymu plany a projekty v oblasti socialni prace pro rtzné
skupiny klient nebo jednotlivé osoby zaméiené na rozvijeni osobnosti, socialni aktivizaci
a vypliovani volného ¢asu;

0) zohlednovat pfi ptiprave a realizaci ¢innosti individualni zvlastnosti a subjektivni potieby
klientl 1 objektivni podminky, ve kterych bude Cinnost probihat;

p) rozvijet ve skupiné klientli pozitivni socialni vztahy a uplatiovali pfi praci s klienty
(jednotlivcem nebo skupinou, détmi nebo dospélymi) vhodné strategie a prostiedky
I zakladni metody socialni péce;

q) vyuzivat ve své praci odpovidajicim zpusobem empatické, asertivni a autentické
komunikace;

r) sledovat a vyuzivat nové poznatky a pfistupy v této oblasti socialni ¢innosti.

Z mého pohledu je proto zadsadni, aby organizace socialniho charakteru mély ve svych
rozvijet své pracovniky a ovlivilovat je v zajmu dalSiho rozvoje organizace a jejich
prostfednictvim, resp. prostfednictvim kontinualniho vzdélavani rozvijet a zvySovat kvalitu
poskytovanych sluzeb.

Zde se jasné ukazuje vyznam vzdélavani a rozvoje pracovnikll v socialnich sluzbéch, a to
kromé dalsiho v oblasti udrzovani kvalitniho pracovniho vykony, resp. péce o klienty ve formé
pfenosu poslednich oborovych poznatkli. Metody péce o klienty jsou v podstaté prinikem
zdravotni, pfimé a socidlni péCe, a tedy i prinikem psychologickych, osetfovatelskych i
terapeutickych metod a od zplisobu jejich realizace se odviji i jejich kvalita.

V socialnich sluzbach ma pfimo strategicky vyznam personalni prace, péce o pracovniky
organizace, resp. o to aby méli optimalni podminky pro vykon profese, ale aby m¢li také posledni
poznatky z oboru a mohli je v péc¢i vyuzivat. V domové seniort se staraji lidé o lidi, a nejen pii
této péci se jednd o vzdy celkovou atmosféru v zafizeni a ta by méla byt pozitivni. Mezi tvorbu
podminek pro optimalni praci pracovnikii domovi seniorti neoddélitelné patii jejich rozvoj a
informovani o novych poznatcich z oboru, tedy i jejich vzdélavani a profesni rozvoj.

Vyznamnou skupinou pracovnikli v domovech seniort jsou aktivizacni pracovnici, ktefi
se dominantné staraji o aktivizaci seniorl, jejich volnodasové aktivity, tvorbu a podporu
socialnich kontaktii seniorii. Rozsah jejich plisobeni na seniory, tvorba programi pro volnocasové
aktivity a s tim spojenou dusevni i fyzickou aktivizaci se pohybuje od skute¢né skupinové aktivity
az po individualni aktivizaci seniort se zdravotnimi handicapy upoutanymi trvale na lizko.

Na aktiviza¢niho pracovnika jsou v domovech seniort kladeny vyssi pozadavky na vykon
jeho pracovni funkce, ale pfesto kvalifikaéni poZadavky na né jsou upln€ stejné jako na
pracovnika v socialnich sluzbach. V jistém ohledu to méa svou logiku, protoZe i aktivizaéni
pracovnik musi zvladat péci o klienty, protoze pracuje v béZném provozu s ostatnimi pracovniky
v multidisciplinarnim tymu a o klienty je tfeba komplexné pecovat, a to vcetné volnocasovych
aktivit.

Individualizace péce o seniory je vyznamny prvek komplexu péce, umoziuje podporovat
a aktivizovat seniory na zaklad¢ poznatka z jejich diivéjsiho Zivota, kontinudlné je podporovat
V jejich zajmech a poskytovat jim socialni impulzy v ramci jejich komunikace s rodinou i dal§imi
obyvateli domova seniort.

Socialni sluzby garantované statem nabyvaji stale vice na spolecenském vyznamu, a pokud
stat bude chtit, aby takové sluzby mély odpovidajici kvalitu péce, musi ji vykonavat kvalifikovani
pracovnici. V pieneseném slova smyslu pak stat dava do rukou zfizovatelim socialnich instituci
silny argument pro kontinudlni rozvoj pracovnikii v socidlnich sluzbach (samoziejmé i
v domovech seniortl) a vytvafi tak odpovidajici tlak na zajiStovani celozivotniho vzdélavani
pracovniki socidlnich sluzeb prostfednictvim managementl téchto organizaci.
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Vyznam pracovniki, resp. jejich profesni zdatnost je pro chod kazdé organizace stézejni.
To je i diivod, pro¢ je zdkonem stanovené priubézné vzdelavani pracovnikii v socialnich sluzbach,
protoze zakon, resp. stat chce, aby jeho pracovnici v socialnich sluzbéch si zachovavali standardni
pozadovanou profesni urovenn a tim padem 1 kvalitu sluzeb ve svych socidlné orientovanych
institucich.

Vykonnostni kapacitu organizace uréuji lidé. Zadna organizace neni schopna
vyprodukovat vice nez jeji lidé. (Drucker, 1993) To je i divod, proc, stejné jako ve firmach i
socialn¢ orientovanych institucich je zasadni personalni management, péce o personal, vytvareni
optimalnich pracovnich podminek a rozvoj pracovnikti. Zakon ¢. 108 / 2006 Sb. o socialnich
sluzbach piimo uklada kazdému domovu seniord povinnost vzdélavat pracovniky v rozsahu 24
hodin ro¢né.

Tento zdkon vSak uz nestanovuje oblasti, ve kterych by pracovnici méli byt dale
vzdélavani. Tuto oblast oSetiuji pravé vyse zminované standardy a ty ukladaji vedeni organizace
vypracovat plan vzdélavani svych pracovnikl. Ideovy zéklad pro tvorbu vzdélavacich aktivit
pracovnikd v domovech seniorti by se mél odvijet od snahy rozvijet kvalitu sluzeb prostiednictvim
profesnich vykonti jednotlivych pracovnikii s ohledem na trendy vyvoje v socialnich sluzbach pro
seniory a posledni odborné poznatky z péce o seniory.

Nicméné z pohledu zkuSenosti z kazdodenni praxe v domovech seniorii, kdy ¢innost
téchto pracovnikli ma v fad¢ ohledti pedagogicky charakter, je potieba, aby tito pracovnici méli
vyssi kvalifikaci, ktera obsahuje dalsi prvky z pedagogiky, andragogiky a gerontagogiky.

Poti‘eby vzdélavani a rozvoje kompetenci aktiviza¢nich pracovnika v domovech seniora

Zkoumani vzdélavacich potieb se odviji z pozadavki praxe jako v jinych organizacich a
sumarizace téchto pozadavkil se nasledné odrazi v pldnech vzdélavani a rozvoje pracovnikd, tj.
ve vzdélavacich potfebach domova.

Rozvoj lidskych zdrojl je v soucasnosti povazovan za klicovou oblast koncepce fizeni
lidskych zdrojii 1 specifickou oblast zajmu podnikovych andragogii a dalSich vzd¢lavatelt
dospélych (Veteska, Tureckiova, 2008).

Pfevazné se jedna o poznatky z pecovatelské praxe o seniory a nutnost vnaset do procesu
péce nové odborné poznatky. Rozvoj kompetenci pracovnikii domovil senioril je v podstaté
adaptace pracovnikil na nové pozadavky spojené s novymi trendy v péci o seniory, ale bohuzel,
také s environmentalnimi vlivy a s tim spojené metody péce o seniory. Poznatky ze soucasné
praxe kladou zvySeny diraz na kompetentnost pracovnikti domovu seniorti v oblasti komunikace
se seniory, jejich podporou pii pocitech osamélosti, socialni izolace a nedostatku kontaktt s jejich
blizkymi jako disledkli zhorSené epidemické situace.

Ze spolecenského vyvoje je patrné, ze celozivotni vzdélavani a profesni rozvoj je
kontinualni socialni adaptaci na ménici se Zivotni podminky a technologicky vyvoj. Soucasti
meénicich se pozadavkl na kompetentnost je i prakticky dokladovana nutnost zvladat moderni
komunikac¢ni technologie a jejich vyuzivani v moznostech pfipravy programi na traveni volného
Casu pro seniory, ale tfeba také i podpote individualni komunikace seniorti s jejich blizkymi, popf.
pro ptenos riznych spoleenskych a kulturnich programi akci do doméaciho prostredi senior.

Soucasna doba je pro seniory slozita pravé v tom, ze do bézného Zivota jedince piinési
nové komunikacni technologie, které jsou slozit¢ pro ovladnuti tim, ze vyzaduji dobré
senzomotorické dovednosti a ty se u seniord veékem zhorSuji. Seniofi jsou v podstaté
konfrontovani se stejnymi situacemi jako mladi lidé a proto je nutné, aby aktiviza¢ni pracovnici
dokézali podporovat seniory pii ovladani novych technologii a umoznili jim se v této oblasti
vlastné dal néjak vzdélavat. Aktivizacni pracovnici se musi kromé& dalSiho naucit seniory k témto
¢innostem motivovat, ale také pocitat s tim, Ze se seniofi mohou bat rizika, které je s novymi
situacemi a se ziskdvanim novych zkuSenosti spojeno, a chtéji setrvat v prostiedi, v némz
nedochéazi ke zménam. Ochota pfijimat rizika neni ani tak otdzkou veku jako spiSe poznavaciho
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stylu. U starSich lidi riziko a s nim spojena nejistota pfedstavuje pochopitelné vétsi psychickou
Zatez.

V domovech seniorti zvlast¢ vzhledem k tomu, ze Zadny nema stejnou organizacni
strukturu, resp. nechova se stejné pti napliiovani stézejnich procesti zajistovani péce, vystupuje
do popiedi vyznam kompetentnosti pracovniktl toho konkrétniho domova seniorti. Proto je nutné,
aby managementy domovi seniort pracovaly Spojmy kompetenci, pravé proto, ze
kompetentnost, resp. profesni a osobnostni kompetence hraji pifi zajistovani péce o seniory
stézejni vyznam.

Nadstavbovost poznatkll z péce o seniory, zkusenosti z prace s nimi se vyrazné promitd do
dovednosti a navykua pracovniki v domovech seniorti a stava se jejich kompetencemi ziskanymi
V tomto prostiedi a zpétné se projevuji v jejich praci. V domovech seniorti nestaci pracovnikiim
jen jejich profesni specializace, protoze sociologicko — psychologické prvky jejich prace a jejich
vnimani spolu s jejich osvojenim tvoii dilezitou nadstavbu jejich prace a zaroven dodavaji jejich
praci punc profesionality a tvoii dobré jméno a image konkrétniho domova seniorti, kde pracuji.

Rostouci vyznam rozvoje lidskych zdroji v kontextu organizace i v SirSich spolecenskych
souvislostech pak vytvafi tlak na definovani standardi (modelovani) a na rozvoj specifickych
kompetenci odbornikti v rozvoji lidskych zdroji pro uvedenou oblast (Veteska, Tureckiova,
2008).

Rozvoj kompetenci prostfednictvim cileného vzdélavani je koordinovanym plisobenim na
vSechny slozky kompetenci osobnosti pracovniki. Jak uvadi Stikar (2003), osobnostni
kompetence ukazuji na vhodnou (ptipadné pfijatelnou) dynamiku chovani, postoje, vnimani,
prozivani, charakterové vlastnosti, motivovanost pro danou praci, osobni vztah k senioriim a stari
jako Zivotni etapé, pracovni kompetence zahrnuji pozadovanou minimalni kvalifikaci, védomosti,
znalosti, dovednosti, pracovni navyky.

Komplexnost role pracovniki domovi seniord v organizaci, vyrazné¢ piekracuje
pozadavky na jejich pracovni zafazeni, resp. pracovni funkci. Managementy domovl seniort
nemohou predpokladat, Ze pracovnici puasobici v domovech seniorti automaticky spliuji
ocekavané kvalifikaéni pozadavky. Ztoho divodu je dulezité, aby vzdélavani a rozvoj
kompetenci pracovniki v domovech seniorti bylo souéasti bézné praxe jak formalnim, tak i
neformalnim zpisobem.

Péce o seniory v domovech seniorti je na pomezi zdravotni a socialni (pfimé) péce 0 0soby
majici vzhledem k svému véku néjaké fyzické, psychické a mnohdy i socidlni handicapy. V tomto
ohledu pro vykon profese, resp. v pé€i o seniory nabyva velkého vyznamu kompetentnost
pracovnikl, postavend na jejich formalnim vzdélani a jejich motivace pro vykon profese
osobnostné postavend na vnimani této profese jako povoléni, resp. poslani.

Motivace pracovniki ke vzdélavani je vétSinou zaloZena na chuti dél se profesné rozvijet,
obohacovat se o dal$i poznatky, védomosti a dovednosti, o kterych vétsinou vi, ze budou prakticky
vyuzitelné a usnadni jim vykon jejich profese. V tomto ohledu je nutné podotknout, Ze ptiprava
vzdélavacich akei v organizacich musi byt koncipovéana tak, aby byla vniména jako prostfedek
pro dalsi profesni a osobnostni rozvoj pracovnika.

Nicméné z pohledu personalistiky a profesiografie kli¢ové kompetence si clovek osvojuje
praveé v pracovni praxi a nasledné si je castecné pienasi do bézného zivota a udrzuje i prohlubuje
ve formé celozivotniho vzdélavani. Kompetence je pomérné stabilni slozka osobnosti. Pokud
zname uroven rozvoje kompetenci, umime se znacnou jistotou pfedvidat kvalitu chovani ¢lovéka
pii feSeni situaci nebo pracovnich ukold. Kompetence napovida, jakym zpiisobem se bude jeji
nositel chovat, myslet a projevovat v urcitém typu situaci.

Hronik (2007) vnima kompetence jako zplsobilost, jako soubor znalosti, dovednosti,
zkuSenosti, postoji, hodnot a vlastnosti, jinak fe¢eno soubor urcitych piedpokladi k vykonavani
urcité ¢innosti. Pfedmétem naSeho zajmu by tedy mélo byt to, co pracovnik skute¢né déla, jak se
chova a jaky ma pfistup, ne to, jaké jsou jeho vlastnosti nebo osobnostni rysy. Podle néj je nutné
rozliSovat mezi osobnosti a roli. Proto se jasné ukazuje, Ze dovednosti a znalosti se 1épe ovliviuji
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autvareji kazdodennim ovliviiovanim pracovniki, avSak jejich kompetentnost je ucelené;jsi slozka
osobnosti, kde se, krom¢ dalsiho, projevuje je zvladnuti socialni role spojené s jeho pracovni
funkci, jeho osobnost, klima v organizaci, kde pisobi a pfedevsim osobnostné vice plsobici jeho
moralné — volni vlastnosti, rysy a motiva¢ni nastaveni.

Pro ucely sumarizace pozadovanych kompetenci a jejich rozvoj je mozné a pomérné
obvyklé vytvaret kompetenni modely pro jednotlivé pracovni funkce, resp. popsat pozadavky na
jejich profesni zdatnost. Kompetenéni model Ize tedy definovat jako soubor kompetenci, neboli
zpusobilosti, které jsou nezbytné pro vykon dané pozice. Kompetencni model lze také
charakterizovat jako ptehledné seskupeni pozadavkii na chovani pracovnika v pracovnim procesu,
vychazejici z jeho lidského potenciadlu. Jednotlivé kompetence maji v kompetencnim modelu
stru¢nou a vysvétlujici charakteristiku pro danou oblast vykonu pracovni funkce.

Osobni zkuSenost mné vede k nazoru, Ze pokud ma byt pracovnik uspésny ve své funkci a
ma podavat stabilni, kontinualni vykon v souladu s pozadavky organizace, je tfeba ho vybavit
néjakymi vstupy (védomosti, dovednosti, ndvyky a informacemi), vystupem jeho prace je produkt
v pozadované kvalité (pocet kust, kvalita, struktura, provedeni apod.), Cinnostmi které vedou od
vstuptl k vystupiim je jeho prace, ale také komunikace s nim, jeho vzdélavani, vychova, trénink,
koordinace jeho ¢innosti s ostatnimi pracovniky atd..

Zakladnimi pozadavky na pracovnika, popf. uchazeCe o zaméstnani, je jeho vzdélani,
pracovni zkuSenost, moraln¢ — volni vlastnosti, resp. jeho potencial se rozvijet. VSe dalsi 1ze u néj
vypéstovat vychovou, vzdélavanim a motivaci spolu s ovliviiovanim podle zajmi organizace.
Schopnost dosahovat vykoni, resp. stabilni vykonnosti je nutné u pracovnika naucit, a pokud neni
schopen dosahovat vykonu, je nutné jej nahradit nékym schopnéj$im, protoze jeho vykonnostni
nestabilita by stejné dlouhodob¢ ovliviiovala chod celé organizace.

Pozadavky soucasnosti na vykonnost organizace vedou k tomu, Ze organizace jsou
schopny pfimét a motivovat pracovniky k pozadované vykonnosti a zaroven je rozvijet profesne,
lidsky 1 kompetencné, tak aby dokazali pracovat se sebe motivaci a chovat se (pracovné 1 lidsky)
podle potieb organizace, tzv. profesné spravné.

Zavér

Rozvoj kompetenci prostfednictvim cileného vzdélavani a vychovy, tak jak tomu je
dobrou praxi v domovech seniord, je koordinovanym ptisobenim na vSechny slozky kompetenci
osobnosti pracovnikli vyuZivanim formy metody ucici se organizace.

Pracovnici v domovech seniory jsou pii rozvoji kompetenci skute¢né ovliviiovani
pfevazné prostfednictvim metody ucici se organizace. NejvétSim inicidtorem nutnosti dal se
profesné rozvijet v socidlnich sluzbach jsou obvykle zdravotniCti pracovnici, protoze jejich
prostfednictvi prichazi do domovt seniori nejvice novych poznatkl. Zdravotnici v domovech
seniorll jsou dnes a denné informovani o novych medikamentech, nutricnich pfipravcich,
inkontinencnich i rehabilita¢nich pomuckach, které ovliviiuji zdravotni stav klientd a maji vliv 1
na jejich psychiku a chovani. Nelze vSak také zapominat, Ze vlastni obor socialni péce se vyviji a
pfinasi do praxe nové poznatky. V domovech seniort se vzdélavani, tak jako vlastni péce, prolina
oborové mezi zdravotni a ptimou (socidlni) péci. To je diivod, pro€ jsou vzdelavaci aktivity Casto
iniciovany spole¢nym usilim mezioborovée zlepSovat péci o seniory a maji mnohdy i neformalni
charakter a jsou realizovany pravé formou udici se organizace, tzn., Ze je nutné tyto informace
predat vS§em pracovniklim a pfenést je do praxe. K tomu casto dochazi v priibe¢hu kazdodenni péce
o klienty a bezprosttedné.

Vzdélavani dospélych, resp. profesni vzdélavani obsahuje kromé odbornych informaci
fadu prvka vychovnych, kdy lze pravé tuto vyuku vyuzivat k ovliviiovani pracovnika,
vi§tépovanich pozitivnich prvkd firemni kultury i formovani nizoru na organizaci. Uastnici
vzdélavani vzdy pracuji a tim, Ze si mohou v ramci vzdélavani vyméinovat nazory a zkuSenosti,
pfedavaji si informace, ale i mySlenkové postupy. Vytvareji si tak nové pozitivni navyky,
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predstavuji své postoje a celkové méni svym chovanim prezentaci organizace na venek a buduji
jeji pozitivni jméno na trhu.

Domovy senioril patii pravé mezi organizace, které ziskavaji, ale i si sami buduji dobré
jméno a pozitivni nazor na jejich fungovani prostiednictvim vykonti profesi, resp. chovanim a
vystupovanim pracovnikll starajicich se o seniory, ktefi jsou v kazdodennim styku s rodinnymi
piislusniky a blizkymi seniort.

Veteska (2017) zminuje kompeten¢ni model socialniho andragoga / gerontagoga, ktery je
pievzaty od slovenskych kolegii (na Slovensku jiz profese socidlniho andragoga je zavedena) a
podrobné uvadi jejich kompetenéni model, rozpracovany z hlediska vykonu profese, ne vSak
z hlediska pozadavki na vzdélanostni profil. Proto se nabizi prostor v Ceské republice tuto profesi
propojenou s vykonem aktivizac¢nich ¢innosti v domovech seniori etablovat a ve spolupraci
S profesnimi organizacemi, potazmo Pedagogickou fakultou a jeji Katedrou andragogiky a
managementu vzdélavani.

Pouzita literatura:

De Souza (Jr.) E. V., Viana, E. R., Pires Cruz, D., Dos Santos Silva, C., Souza Rosa, R.,
Siqueira, L. R. &; Sawada, N. O. (2022). Relationship between family functionality and the
quality of life of the elderly. Revista brasileira de enfermagem, 75 (2), 1-8.
https://doi.org/10.1590/0034-7167-2021-0106

Drucker, P. F. (1993). Postkapitalisticka spolecnost. Praha: Management Press.

Hronik, F. (2007). Rozvoj a vzdélavani pracovniki. Praha: Grada.

Livecka, E. (1982). Vychova ke stari a ve stari. In Wolf, J. a kol. Uméni Zit a starnout. Praha:
Svoboda.

Ondrousova, J. (2011). Stdri a smysl Zivota. Praha: Karolinum.

Pricha, J. (2014). Andragogicky vyzkum. Praha: Grada.

Rheinwaldova, E. (1999). Novodobd péce o seniory. Praha: Grada.

Rynkowska, D. (2020). Universities of the Third Age and Their Role in Education and
Preventive Gerontology. European Journal of Sustainable Development, vol. 9 (3), 58-66.
https://doi.org/10.14207/ejsd.2020.v9n3p58

Stikar, J. a kol. (2003). Psychologie ve svété prace. Praha: Karolinum.

Venglatova, M. (2008). Socialni prdce s lidmi s dusevnim onemocnénim. Praha: Grada.
Veteska, J. (2017). Gerontagogika. Praha: Ceska andragogicka spole¢nost.

Veteska, J., Tureckiova, M. (2020). Kompetence ve vzdélavani a strategie profesniho rozvoje.
Praha: Ceské andragogicka spole¢nost, 2020.

Text je dil¢im vystupem projektu Pedagogické fakulty Univerzity Karlovy s nazvem Vyvoj,
vychova, vzdélavani: konstanty a zmény (SVV 260 592).

Kontaktni udaje:

PhDr. Jifi Vronsky

Katedra andragogiky a managementu vzdélavani
Pedagogicka fakulta Univerzity Karlovy
Myslikova 7

110 00 Praha 1, CZECH REPUBLIC

E-mail: info@drvronsky.cz

127


https://doi.org/10.1590/0034-7167-2021-0106
https://search.mlp.cz/cz/osoby/1177805/
https://doi.org/10.14207/ejsd.2020.v9n3p58

Prizkum vlivu hodnoceni a odménovani pracovnikii ve farmacii na loajalitu a oddanost
Research on the impact of evaluation and remuneration of pharmacy workers on loyalty and
loyalty

Mgr. Ing. Josef Bittner, Ph.D., MBA

Abstrakt:

Tato studie se vénuje problematice udrzeni spokojenosti a loajalnosti zaméstnanct ve sitich
1ékaren v Ceské republice. Konkrétné je zaméiena na hledani vztaht a principti mezi spokojenosti,
loajalitou a formami fizeni a odménovani. Cilem studie je prokazat vztah mezi loajalitou
pracovnikii ve farmacii a jejich hodnocenim a odménovanim. Vlastni kvalitativni prazkum
pomaha nalézt ty aspekty udrzeni loajality a spokojenosti, které mohou byt strategickym fizenim
rozvijeny a upeviiovany v takto profesné vyhranéném odvétvi.

Kli¢ova slova:
Lékarny, zaméstnanci 1ékaren, vzdélavani pracovniki, dalsi profesni vzdélavani, celozivotni
uceni

Abstract:

This study deals with the issue of maintaining employee satisfaction and loyalty in pharmacy
networks in the Czech Republic. Specifically, it is focused on the search for relationships and
principles between satisfaction, loyalty and forms of management and remuneration. The aim of
the study is to demonstrate the relationship between the loyalty of pharmaceutical workers and
their evaluation and remuneration. Own qualitative research helps to find those aspects of
maintaining loyalty and satisfaction that can be developed and strengthened through strategic
management in such a professionally defined industry.

Keywords:
Pharmacies, pharmacy staff, employee education, further professional education, lifelong
learning

Uvod

Loajalita zamé&stnancli je pro firmu vyznamnym piinosem, jelikoZ Setii zdroje urcené na
opakované hledani novych zaméstnancl i na jejich zaskolovani. Ve vztahu k zakaznikim je
takovy zamé&stnanec i pfinosem ve smyslu tvorby osobniho vztahu se zdkazniky a pfenesené je
také tedy zarukou spokojenych a vracejicich se klientti. Pfitom loajalita a oddanost pracovnik je
pro tyto jedince i motiva¢nim faktorem k dosazeni vyssi produktivity prace.

Samotny vyraz ,loajalita® je prekladan jako vernost, upfimnost, oddanost ¢i souhlasny postoj,
pfi¢emz nékdy ma az negativni zabarveni, které je mozné vyjadiit vyrazem podlézavost (Slovnik
cizich slov, online). Ve vztahu k firmé je mozné tyto vlastnosti podrobnéji charakterizovat.
Veérnost 1ze chapat tak, Ze je zaméstnanec vérny firmé, ale také tak, Ze je dany zaméstnanec vérny
svému vedoucimu — to pak muze vést i k tomu, Ze pokud dany vedouci firmu opusti, takovy
zameéstnanec pujde s nim (pokud dostane nabidku). Klasicka vérnost spolecnosti se pak projevuje
dlouhodobym pracovnim zatazenim ve firmé, klidn€ i celozivotnim. Upfimnost je nejen schopnost
vyjadfovat se pfimo, ale také schopnost stejnou piimost pfijmout. Takovy postoj je pro firmu
piinosem a ve své podstaté souvisi i s Cestnosti, a schopnosti jednat fér, byt schopny uznat svoji
chybu a nesvalovat ji na nékoho jiného. Souhlasnym postojem je mozné vyjadiit osobni souznéni
se spolecnosti, ale neni nutné, aby tento zaméstnanec nutné¢ souhlasil s kazdym krokem
spole¢nosti (Srov. Halik, 2008; Armstrong, 2015; Armstrong, 2020; Schrag, 2001). Vyzkum
realizovany v roce 2017 ukézal, Ze z pohledu zaméstnance je loajalita povazovana za faktor, ktery
je nemusi nutné ptfinést penézni vyhody. Nicméné by podniky udélaly dobte, pokud by formalné
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toho, Ze spole¢nost uznava a ocenuje jejich loajalitu. Skutecnost, zda si spolecnost mtize dovolit
nastavit systém odmeén na zéklad¢ loajality zaméstnanc, je néco, co zavisi vyhradné na jedinecné
dynamice spolecnosti. Ale takovy krok by podpofil pozitivni prostiedi a pfispival by ke zvySovani
vykonnosti organizace. (Murali, 2017)

Dale bylo také prokdzano, ze u zaméstnanct, ktefi jsou se svou praci mélo spokojeni, je vysoka
pravdépodobnost toho, Ze své zaméstnani opusti. Navic je pravdépodobné, ze zaméstnanci
nespokojeni se svou praci budou ¢astéji v zaméstnani z raznych divoda chybét (tzv. absence). Ve
vztahu mezi spokojenosti zaméstnancti a jejich loajalitou je vyznamnym prvkem hodnoceni
vykonu zaméstnancl. Z toho vSeho vyplyva, ze pracovni spokojenost spadd do Sir§iho spektra
definice loajality. Spokojeni zaméstnanci se stanou loajalnimi, pokud svou organizaci vnimaji
jako nabizejici pfilezitosti k uceni, riist a zaroven poskytujici jasné stanoveny kariérni postup.
Dokonce lze fict, Ze nastaveny systém postupu je nejdulezitéjSim faktorem ovliviiujicim
zaméstnance v ramci jeho loajality (Pandey, 2012).

V Ceské republice byl v roce 2007 realizovan vyzkum toho, jak je v Cesku obecné vniména préce.
Tento vyzkum ukazal, Ze u nas vyrazné prevazuje podil pracovnikii celkové spokojenych se svym
pracovnim zivotem nad podilem pracovnikli nespokojenych. Mira spokojenosti existuji rozdily,
které¢ lze definovat i na zdkladé¢ dosazené¢ho vzdélani — lidé s vyS$im vzd€lanim maji vyssi
pravdépodobnost, Ze budou se svym pracovnim Zivotem spokojeni. Lze obecné charakterizovat i
dalsi aspekty spokojenosti zaméstnancti v CR. Napiiklad plati, Ze lze popsat existujici odlignosti
u zamé&stnanct, ktefi pracuji na plny a na ¢astecny tvazek. Spokojeno jsou jen Ctyii z deseti
pracovnikd, ktefi pracuji na zkraceny tivazek. To muze byt dano tim, Ze si mnoho pracovnika
tento typ uvazku nezvolilo zdmérn¢ a dobrovolné. Ti, kteti pfipustili, Ze aktudlné je jejich
soucasna prace zcela neuspokojuje a je pro né pouze nezbytnym zdrojem obzivy, také vyznamné
Castéji uvadéli, Ze jsou nespokojeni se svym pracovnim zivotem. Tito lidé nemaji pocit, Ze by jim
prace piinasela néco jiného pozitivniho neZ finan¢ni odménu, se kterou navic nejsou spokojeni.
Vyznamné ¢astéji jsou také nespokojeni pracovnici vykonavajici fyzicky naméhavou préci. Stejné
se vyjadiuji 1 ti, kteti uvadeji, Ze jim jejich prace ptipada psychicky snadna a nenaro¢na. Stejné
tak jsou nespokojeni i ti, ktefi vykonavaji praci ve velmi vysokém pracovnim tempu (Cadova,
2006).

Cile a vychodiska vyzkumu

Loajalita zamé&stnancli je pro firmu vyznamnym piinosem, jelikoZ Setii zdroje urcené na
opakované hledani novych zaméstnanci 1 na jejich zaskolovani. Ve vztahu k zdkaznikiim je
takovy zamé&stnanec 1 pfinosem ve smyslu tvorby osobniho vztahu se zakazniky a pfenesen¢ je
také tedy zarukou spokojenych a vracejicich se klientti. Pfitom loajalita a oddanost pracovnik je
pro tyto jedince i motiva¢nim faktorem k dosazeni vyssi produktivity prace. Pfedmétem vyzkumu
je prokazat pfipadny vztah mezi loajalitou pracovnikli ve farmacii a jejich hodnocenim a
odménovanim. Tyto poznatky by mohly udrZet a motivovat i dal§i zaméstnance a mohly by vést
k efektivnimu ftizeni lidskych zdroji ve sledovaném segmentu — tedy v oblasti provozovani
lIékaren. Realizovany kvalitativni prizkum pomahd nalézt ty aspekty udrzeni loajality a
spokojenosti, které mohou byt strategickym fizenim rozvijeny a upevilovany v takto profesné
vyhranéném odvétvi. Farmacie je oborem, ktery je v mnohém specificky. Nejedna se jen o jeho
vyznam v ekonomice, ale také v narocich na vzdélanostni strukturu zaméstnancii i o jeho rychle
se ménici a vyvijejici se prostiedi. Lze predpokladat, Ze zaméstnanci, kteti jsou ve farmacii
zaméstnani, tvori specifickou skupinu zaméstnanct. Jejich chovani a pfistup k zaméstnavateli je
proto velmi zajimavou oblasti vyzkumu. Cilem je prokazat (pfipadny — potencionalni) vztah mezi
loajalitou pracovnikl ve farmacii a jejich hodnocenim a odménovanim.

Metodologie vyzkumu
Vyzkum je realizovan prostfednictvim dotaznikového Setfeni mezi zaméstnanci 1ékaren. Soucasti
Setfeni je zjiStovana nejen loajalita k sou¢asnému zaméstnavateli, ale také mnozstvi piedchozich
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pracovnich zkusenosti, obecné tendence k dlouhodobym pracovnim vztahtim a ptipadné i divody,
které vedly ke zméné zaméstnani. Celkovy vyzkum je koncipovan jako smiseny, tj. kombinace
kvalitativnich a kvantitativnich metod (tzv. smiSeny design). Podle Priichy (2014) se v sou¢asné
metodologii socidlnich véd se rozlisuji tfi zdkladni paradigmata: kvantitativni vyzkum;
kvalitativni vyzkum; smiSeny vyzkum. V tomto kazdém paradigmatu se vyuzivaji jednak n¢které
metody spole¢né, jednak nékteré metody specifické jen pro dané paradigma. Z pohledu
vyzkumnych metod byly vyuzity tyto vyzkumné nastroje: Metoda studia textd a dokumentti — v
tomto pfipadé¢ zahrnovala nejen studium internich dokumentii, ale také studium materialu
externich z vefejn¢ dostupnych zdroji, dotaznikové Setfeni a rozhovory, které navazovali na
vysledky dotaznikového Setieni.

Vysledky a diskuse

Lékarny XY maji v soucasné dobé 120 zaméstnanct. Je nutné definovat, ze se jedné vétSinou o
vysoce kvalifikované zaméstnance. Z hlediska vyvoje v ¢ase je mozné uvést, Ze nejsou k dispozici
pfesné statistiky, nicméné v pavodnich ctyfech nejstarSich 1ékérndch je stile cca 80 %
zaméstnancl, ktefi pamatuji jejich start a byli u téchto zacatkd. Fluktuace zaméstnanci je
minimalni. Za dobu provozu nejstarSich lékaren se vymeénilo asi 20 % personalu. Nové pobocky
jsou oteviené zhruba od dubna 2020, v tomto ohledu statistiky zatim nejsou k dispozici.

Firma realizuje vystupni pohovory, nicméné nejsou nikam zaznamenavany. Vétsina odchodu je
ptevazné demografického charakteru — tedy jde o odchody do starobniho diichodu, popiipadé¢ na
matetské dovolené. Odchody ve smyslu ukonceni pracovniho poméru ze strany zaméstnavatele
nejsou velmi Casté, jedna se o faktické jednotky ro¢né.

Ze 120 zaméstnancti zodpovédélo zaslany dotaznik celkem 56. Jednd se o navratnost 46,6 %.
Dotazniky byly distribuovany v letnich mésicich, na nizkou ndvratnost tak mohly mit vliv
vybirané dovolené a nepfitomnost nékterych zaméstnanci na pracovistich.

Z respondentli vyzkumu, kterych bylo 56 je mozné vytvorit Ctyfi skupiny zaméstnancl, v
zavislosti na délce jejich praxe v pracovnim poméru (graf 1). Pfevaha odpovédi zaméstnanci,
kteti maji kratké pracovni zkuSenosti (do jednoho roku zaméstnani) je dana predevSim expanzi
sit¢ 1ékaren, ktera v roce 2020 vedla k otevieni dalSich novych pobocek. Novi zaméstnanci tak
prevazuji ze zcela logickych diivodd, které souvisi s ristem, nikoli fluktuaci.

Vzhledem ke snaze anonymizovat data, nebyla vstupni otdzka dale vice zkoumdana naptiklad
délenim dle jednotlivych profesi (laborant, 1ékarnik...). Pro Gvodni piehled je pln¢ dostacujici
stav respondentil tak, jak byl rozlisen, tedy do ¢tyt kategorii dle délky zaméstnani ve sledovanych
1€ékarnach.

Graf 1: Respondenti vyzkumu dle délky jejich pracovni praxe v Lékarnach XY
vice nes pét let

dva roky aZ pét let

rok az dva

méné nez rok

Zdroj: Vlastni zpracovani

Prvni vyzkumna oblast se zamé&fovala na osobni vztah respondentti K zaméstnavateli. Vysledky
prinési nize uvedeny graf 2.
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Graf 2: Vztah ke svému zaméstnavateli (Clenéni dle doby stravené v zaméestnani)
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Dané odpovédi by bylo mohlo byt zajimavé sledovat 1 z jiného thlu pohledu, naptiklad z pohledu
zaméstnancl, ktefi od sledovaného zaméstnavatele odesSli. To je mozné napiiklad pomoci
webovych stranek, na kterych si zaméstnanci sd€luji své zkuSenosti. To je mozné naptiklad na
www.atmoskop.cz. Tento web ,,pomuze ziskat ,,zakulisni* informace, kdyz se n¢kde uchézite o
praci a chcete zjistit, jak to tam skute¢n¢ chodi* (Atmoskop, on-line). Web pracuje s hodnocenim
firem, jako zaméstnavatell, které ziskava od zaméstnancti. Pozitivni (ale 1 negativni hodnocenti)
lidé ptidavaji anonymné, ale Atmoskop ovéiuje, zda v dané firm¢ lidé skutecné pracuji Ci
pracovali. Na Atmoskopu je mozné se dozveédét, jak jsou zaméstnanci urcité firmy spokojeni s
vysi pfijmu, s kolegy, se zamé&stnavatelem, s nadfizenymi. Firma pracuje s myslenkou, Ze kazdy
nékdy zméni préci a bude rad za moznost precist si uptimné recenze. UZivatelé si tedy pomahaji
navzajem (Atmoskop, on-line).

O spolecnosti 1ékarna XY vSak v dobé& pfipravy této prace (bfezen—listopad 2021) neni na webu
Atmoskop zaddny zdznam.

Druhé oblast se byla zaméfena na benefity.

Préce je konkrétné zaméfena na segment farmaceutického pramyslu v podob¢ koncového prodeje
1é¢iv v sitich 1ékaren. Prace je zaméfena na hledani vztahii mezi spokojenosti, loajalitou a formou
fizeni a odménovani. Dotaznikovy kvalitativni prizkum pomahéd nalézt ty aspekty udrzeni
loajality a spokojenosti, které mohou byt strategickym fizenim rozvijeny a upeviiovany v takto
profesné vyhranéném odvétvi. Takto ziskané poznatky by mohly udrzet a motivovat 1 dalsi
zameéstnance a mohly by vést k efektivnimu fizeni lidskych zdrojii ve sledovaném segmentu —
tedy v oblasti provozovani 1ékaren.

Lékarny jsou poslednim krokem v systému vyvoje a distribuce 1é€iv. Jejich zaméstnanci se osobné
potkavaji s cilovym zékaznikem, tedy pacientem, ktery dané 1éciva uziva. Jejich prace je piitom
ovlivilovana nejen statni regulaci, ale také zdravotnimi pojistovnami, vyrobci Iéki 1 dodavateli.
Pro 1ékarnu, jako zaméstnavatele, je nutné vSechny aspekty zvazit a celou personalni agendu vést
ke spokojenosti téchto zaméstnancti, protoze teprve diky jejich spokojenosti budou spokojeni i
zékaznici, tedy pacienti.

Dale byla zkouména oblast zaméfend na benefity a vztah k odménovani otazky v této kategorii
byly zadavany respondentim v rizném poradi s cilem, aby respondent nelpél na stejném typu otazek
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a ptipadné€ nepodaval zkreslené informace. Vyhodnoceni probihd tedy ne v logickém sledu dle
¢iselného poradi otazek, ale v logickém sledu ndvaznosti dle feSené tematiky. V této studii jsou
prezentovany jen n€kterd vyzkumna zjisténi (vice viz Bittner, 2022).

Prvni graf z této kategorie znazoriuje odpovédi na otazku, zda by respondenti uvitali jasné
nastaveny systém odmeénovani (na zaklad¢ vykont, ochoty pracovat apod.)

Graf 3: Nastaveni systému odménovani
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Zdroj: Vlastni Setreni

Z vyse uvedeného grafu je patrné, ze vétSina dotdzanych souhlasi s odménovanim na zaklade
vykonu, pfi¢emz souhlasi s tim, aby byl systém odménovani jasné nastaveny, a to i v ptipadé
sledovani nazorti zalozenych na dobé trvani zaméstnani.

Dale v této kategorii byli respondenti dotazovani: ,, Pokud zaméstnavatel zvysi financni
ohodnoceni ve stejné mire vsem zaméstnancum... ,,a ,, Pokud zaméstnavatel zvysi financni
ohodnoceni jen zaméstnanciim s dobrymi vysledky... “ — vysledky viz Graf 4 a 5.

Graf 4: Plo$né finan¢ni navySeni
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Graf 5: Individualni finan¢ni navyseni
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Vliv na produktivitu prace sledovanych zaméstnancti zkoumala prvni vyse uvedena otazka. Nikdo
z dotazovanych odpovéd’ na tuto otdzku nevynechal, ani nezaskrtl vice odpovédi najednou.
Nedoslo ani k vpisovani dalSich textd do dotazniku. Jedna osoba neumi urcit svoji reakci na takovy
krok, Ctyfi uvadi, ze by zacali pracovat 1épe, a 51 respondentl si je jisto, Ze pracuje naprosto
produktivné a zvysSeni ohodnoceni by nezménilo jejich vztah k intenzité vykonavané prace. Ze
Ctyf osob, které by zacaly pracovat 1épe a svédomitéji, jsou tii osoby, které jsou u sledovaného
zaméstnavatele zaméstnany méné nez jeden rok. Jedna osoba zde pracuje déle, nez pét let. Osoba,
kterd neumi urcit svoji reakci u sledovaného zaméstnavatele pracuje také méné nez jeden rok.
Vzhledem ke slozeni odpovédi neni relevantni sledovat odpovédi v zavislosti a dobé trvani
zamgstnani.
Odpovédi na vyse uvedenou vyzkumnou otazku, ktera se tykala odménovani pouze zaméstnanci
S dobrym hodnocenim znazoriiuje graf 5. Nikdo z dotazovanych odpovéd na tuto otazku
nevynechal, ani nezaskrtl vice odpovédi najednou. Doslo vSak k dopsani dvou poznamek, ob¢ u
odpoveédi
e b) budu pracovat stejné kvalitné, jako dosud:
»Preferuji tuto variantu® (Citace odpovédi respondenta vyzkumu v dotaznikovém Setient)
— dotazovany ziejmé& myslel, Ze preferuje variantu zvySeni ohodnoceni jen tém, ktefi maji
dobré vysledky.
e A tak by to mélo byt* (Citace odpovédi respondenta vyzkumu v dotaznikovém Setieni)

Posledni treti kategorie se zamé&fila na mezilidské vztahy, spokojenost a vzdjemné interakce.
Efektivné komunikovat a byt schopen si prosadit vlastni ndzor, poptipadé ho alespoi prezentovat,
je znakem vyspélé osobnosti a také predpokladem efektivnich vztahi. V toto oblasti jsou
konkrétné prezentovany odpovédi na danou situact: ,,Jedna véc je prijit s néjakou podnétnou
myslenkou, ¢i si prosadit sviij postoj napriklad k postupu vedeni, jina véc je reakce na pripadnou
Spatnou praci kolegy a nejblizsich spolupracovnikii. Jak postupuji respondenti vyzkumu v takové
situaci?

Celkové takovou situaci lidé fesi rtizné€, od komunikace s doty¢nou osobo piimo, pfes snahu
komunikovat s kolegy, az po moznost fesit to s vedoucim. Osmnact osob takovou situaci nefesi
vlubec a zastava ndzor, ze to neni jeho véc. Graf 6 sleduje odpovédi v Clenéni dle doby trvani
zamé&stnani. Ukazuje se, ze rozloZeni je viceméné rovnomérné. Pracujici, kteti jsou u sledovaného

zamgéstnavatele v pracovnim pomeéru déle, nez pét let fesi problém vyhradné bud’ s danym kolegou
nebo viibec.
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Graf 6: Komunikace v nepiijemné situace (Clenéni dle délky zaméstnani)
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Vzhledem k tomu, Ze vysledky vyzkumu mezi zaméstnanci lékaren XY jsou ve své podstaté
kladné a vyplyva z nich vysoké spokojenost 1 loajalita k zaméstnavateli, coZ podporuji 1 exaktni
data nizké fluktuace zaméstnancli, doporuceni pro Upravu strategie vedeni spolec¢nosti neni
mnoho.

Vedlejsim projevem vyzkumu bylo zjiSténo, Zze zaméstnavatel neni hodnocen na internetu v ramci
webovych stranek, na kterych si zaméstnanci sd€luji své zkuSenosti (v tomto pfipadé na
www.atmoskop.cz). Vzhledem k tomu, Ze takové hodnoceni miiZze byt pfinosné pro ziskavani
dalsich zaméstnanct, je mozna vhodné se na webu prezentovat obecné jako spoleCnost, a také
ziskat ne¢kterd hodnoceni svych zaméstnanct. Jako si zaméstnavatelé¢ Casto shani informace o
svych budoucich zaméstnancich, délaji to samé obvykle zaméstnanci o zaméstnavatelich. Je
vhodné tuto prilezitost vyuzit.

Diskuse a zavér

Provedené dotaznikové Setfeni mezi zameéstnanci Iékaren XY ukazalo, v celkovém souhrnu kladné
vysledky. Setieni bylo rozdéleno do tif kategorii, které (podle teoretickych poznatkil) mohou vést
k loajalité a spokojenosti zaméstnanci: zjistovani vztahti k zaméstnavateli a vztaht k nadiizenym,
zjiStovani vztahu k odménovani a spokojenosti s poskytovanymi benefity a zjiStovani obecnych
mezilidskych vztaht, spokojenosti a vzajemné interakce v kolektivu. V prvni kategorii, ktera se
zabyvala vztahy k zaméstnavateli respondenti byli pfesvédceni, ze 1ékarny XY jsou dobrym
zaméstnavatelem, ktery se chova fér k zaméstnanciim a korektné ke klientim. O svém nadtizeném
hovoti jako o osobg, se kterou je mozné jednat na rovinu, kterd také jedna se svymi zaméstnanci
na rovinu a ktera je ¢lovékem, kterému lze vétit. Druha kategorie se zamétovala na benefity a
vztah k odménovani. Dotazovani vétSinové souhlasi s odménovanim zalozeném na osobnich
zéasluhach. VéEtsina dotazovanych zaméstnancti nema problém piimo navrhnout n¢jaké své napady
nadfizenému. Dale také vétSina souhlasi s pravidelnym hodnocenim zaméstnancti, které vnima
jako motivacni, hodn¢ respondenti vSak s takovym hodnocenim naopak nesouhlasi a ma pocit, ze
by bylo formalni a k vys$si motivaci by nevedlo. Je tedy velmi dilezita forma realizovaného
hodnoceni, kterd by méla byt provedena tak, aby kazdému vyhovovala, tedy nemusi byt ani pro
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kazdou osobu shodné. Je také vhodné mit na paméti dalsi vysledky, které¢ v ramci této otazky
vyplynuly, tedy Ze nejvice jsou presvédceni o motivacni funkci pravidelného hodnoceni osoby,
které jsou v 1ékarnach XY zaméstnany po dobu kratsi, nez je jeden rok. Tteti kategorie sledovala
mezilidské vztahy, spokojenost a vzajemnou interakci. Z vyzkumného Setfeni vyplynulo, ze v
ptipad¢ neshod a nesouhlasu s postupem vedeni 1ékarny vétSina dotazovanych fesi problém
soukromé s nadiizenou osobou. Vétsina z dotazanych vSak zminila feSeni problému, coz samo o
sobé je dobré, bez ohledu na to, jakou formou je problém feSen. V ptipad¢ feSeni problému s
nevykonnym ¢i Spatné pracujicim kolegou to vétSina fesi piimo s dotyénym, nicméné obdobné
velkd skupina osob to nefesi viibec s poukazanim na to, ze to neni jejich véc. V zaméstnani je
spokojena naprosta vétSina dotazovanych.

Z vysledkli vyzkumného Setfeni 1ze konstatovat, Ze zamé&stnanci se citi byt loajalni ke svému
zaméstnavateli. Vyzkum déle ukazal jistou formu vyvoje této loajality, tedy ze v prvnich letech
zameéstnanci uvadi mensi loajalitu (ve smyslu odpovédi ,,spise loajalni*). V takovém piipad¢ je
hodnoceni i na misté, jelikoz, jak ukézala teoretickd ¢ast, loajalita se utvari postupné. Ke zméné
zaméstnani by zaméstnance donutily pfedev§im Spatné vztahy na pracovisti, nebo spory s
vedenim. Samoziejmosti jsou i piipadné rodinné a osobni diivody, na které nema zamé&stnavatel
vliv. Dalsi ptipadny podnét by mohl byt i nizky plat, dlouha pracovni doba nebo také dlouhodoby
tlak na zisk apod. Prizkum neukazal zasadni faktor, ktery by mohl zvysit spokojenost
zaméstnancl. Zaméstnanci zminovali drobné provozni problémy, které jsou bud’ v feseni, nebo
které z manaZerského hlediska feSit nelze. Obecné je tedy mozné konstatovat, ze spokojenost
zameéstnancl je vysoka a ptipadné vylepseni pracovnich podminek nezplsobi vyznamné zmény
ve spokojenosti zaméstnanci. Respondenti se citi byt pro svého zaméstnavatele potiebni a
dileziti. V prodejnach panuji dobré az pratelské vztahy s nadfizenymi a také panuji privétive,
kolegidlni a ptatelské vztahy mezi zaméstnanci navzajem.
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