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Abstrakt
Predkladané studie se zaméruje na osvojovani si mékkych kompetenct
u ucitelt odborného vycviku. Cilem bylo pomoci dotazniku zjistit jak
pohled na vlastni mékké kompetence u ucitelt odborného vycviku, tak
nazory reditelli a zéstupcl fediteld na uroven mékkych kompetenci
této skupiny jejich zaméstnanct. Vychodiskem pro tvorbu dotazniku
byl popis klicovych mékkych kompetenci u uciteli odborného vycviku
mékké kompetence pro svoji profesi povazuji ucitelé predevsim vy-
konnost, schopnosti resit problémy a efektivni komunikaci. Z pohledu
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reditel skol a jejich zastupct se jedné o podobné priority. Za klicovou
kompetenci povazuje vedeni $koly u této skupiny ucitel@ jednoznacné
efektivni komunikaci. Pti srovnani obou skupin respondentt jsou pa-
trné vyznamné rozdily v pohledu na idedlni hodnoty (mékkych kom-
petenci u uciteld odborného vycviku) a v jejich predstavé o skutecné
urovni téchto kompetenci u uciteld odborného vycviku.

Klicova slova: mékké kompetence, ucitel odborného vycviku, stredni
odborné vzdélavani

PERCEIVED LEVEL OF SOFT SKILLS AMONG
THE VOCATIONAL TRAINING TEACHERS
AS VIEWED BY THEMSELVES, THE SCHOOL
DIRECTORS AND THEIR DEPUTIES

Abstract: The presented study focuses on the process of gaining soft skills
and competencies among vocational training teachers. The main goal of
the study was to find out how the teachers themselves perceive the level
of their soft skills as well as how the school directors and their deputies
perceive the soft skills of their employees. The questionnaire created for
this purpose was based on the description of the soft skills for vocational
training teachers by the National Qualifications System. The results show
that the most important soft skills the teachers themselves consider
necessary for the profession of a teacher are productivity, the ability
to solve problems, and effective communication. The viewpoints of the
directors and their deputies were mostly similar, the most important
skill being effective communication. A comparison of the data from
the teachers and the directors (and their deputies) revealed significant
differences between these two groups of respondents in their opinion
on the ideal level of soft skills and their ideas about the realistic level of
soft skills among vocational training teachers.

Keywords: soft skills, vocational training teacher, secondary vocational
education
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UvVOD

V dnesni dobé neni pochyb o tom, Ze mékké kompetence (dovednosti) urcuji
uspéch jedinct pii vykonu vétsiny povolani. U uciteld stejné jako i u jinych
povolani se dive kladl dliraz na tzv. tvrdé kompetence, zjistilo se vsak, Ze pro
uspéch ve vzdélavani zakd jsou stejné dilezité i kompetence mékké (Hattie,
2015; Cimatti, 2016). V Ceskych podminkach jsou mékké kompetence soucasti
riznych kompetencénich modelli uciteld (napt. Kratochvilova & Svojanovsky,
2020; MSMT, 2023). Stale vice se tedy objevuji tendence je implementovat do
kurikuldrnich dokumentt ve vzdélavani uciteld. Skupina uciteld odborného
vycviku vsak v tomto smyslu stoji tak trochu v pozadi. Je to zplisobeno zrejmé
tim, Ze se jednd o velmi nesourodou skupinu, jednak co se tyka urovné
vzdélani (setkdvame se s absolventy jak rtznych strednich odbornych skol,
sttednich odbornych ucilist, tak s uciteli s vysokoskolskym vzdélanim), jednak
i délky ziskané praxe v ramci jejich profese. Tito ucitelé prochazeji tréninkem
mékkych kompetenci na velmi rozdilné urovni, a to jak v obdobi studia, tak
v pribéhu své pedagogické praxe. Pritom odpovédnost za vychovu Zéka,
ktery bude schopen se uspé$né vyrovnavat s pozadavky svéta nejen dnes,
ale predevsim v budoucnosti, je stejnd, ne-li vét$i nez u ucitele vSeobecnych
predmétli, protoze tito ucitelé vybavuji Zdky kompetencemi souvisejicimi
piimo s jejich profesi. Jen kompetentni ucitel podporuje zakv proces uceni,
napomahda mu a buduje dovednosti, bez kterych se absolvent stredni odborné
Skoly neobejde.

Z uvedeného vyplyva, Ze nelze rozvijet mékké dovednosti u zaka, aniz by
jimi ucitelé sami disponovali.

1 TEORETICKY RAMEC
1.1 Mékké kompetence

Vzhledem k situaci na trhu prace jsou mékké dovednosti velmi diskutovanym
tématem. V 21. stoleti si zaméstnavatelé stale Castéji stézuji na deficity svych
zaméstnanct v oblasti komunikac¢nich dovednosti, motivace nebo kritického
mysSleni (Peddle, 2000).

Mékké kompetence jsou Casto popsany jako umeéni, které vyzaduje vyso-
kou uroven emocni a socidlni inteligence (Conger, 1998; Belzer, 2004; Baron
& Parker, 2000). Na zakladé zkuSenosti a provadénych Setfeni se ukazuje,
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Ze emociondlni a socidlni inteligence a s tim velmi uzce propojené tzv. soft
skills (dale jen mékké kompetence) jsou zakladnim predpokladem uspésného
profesniho uplatnéni, které bude nejen efektivni z hlediska vykonu pracov-
nika, ale povede i k jeho emociondlnimu naplnéni, uspokojeni a lepsi moti-
vaci. (Goleman, 2000).

Goleman (2000) uvadi model emocni inteligence, ktery zdtraznuje jeji roli
ve svété prace. Pro pracovni uspéch je pak nezbytnych pét zakladnich emoc-
nich a socidlnich schopnosti: sebeuvédoméni, sebeovladani, motivace, empa-
tie a spoleCenska obratnost.

Nékteri odbornici rozliSuji intrapersondlni a interpersondlni mékkeé
kompetence. Prikladem intrapersondlnich mékkych kompetenci je napr.
seberizeni, sebepozndni ¢i hodnoty, prikladem interpersonalnich mékkych
kompetenci jsou napt. tymovost nebo efektivni komunikace (srov. Collet,
Hine, & du Plessis, 2015). Vzhledem k tomu, Ze mékké kompetence v sobé
zahrnuji radu slozek, jako jsou schopnosti, zvyky, postupy Ci pristup za
ucelem dosaZeni maximalni efektivity prace, nejsou ani definice pojmu
zcela jednotné. Rozdilné nazory jsou i na to, které ze slozek 1ze povazovat
za prioritni. Fleischmanovéa (2013, s. 6) napiiklad definuje meékké doved-
nosti jako ,interpersondlni, lidské nebo behaviordlni dovednosti potfebné
pro aplikaci technickych dovednosti a znalosti na pracovisti“. Peters-
Kihlinger a Friedel (2007, s. 9) zd@raznuji, Ze jde o ,schopnosti, které
presahuji védomosti a patii do oblasti emoci a komunikace®, a povazuji je
za urcujici predpoklad pro ziskdni a udrzeni zameéstnani. Jako nejdiilezi-
téj81 mékké kompetence uvadéji komunikacni dovednosti, zdravé sebeve-
domi, schopnost vcitit se, schopnost tymové spoluprace, schopnost prijimat
kritiku a uc¢inné kritizovat, analytické mysleni, divéryhodnost, disciplinu
a sebeovladani, zvidavost, schopnost zvladat konflikty a schopnost prosa-
dit se. Robles (2012) povazuje méekké kompetence za dovednosti 21. stoleti
odpovédnost, socidlni dovednosti, pozitivni postoj, profesionalitu, flexibi-
litu, tymovou praci a pracovni etiku.

Belzer (2004) radi mezi mékké kompetence komunikacni kompetence,
kompetence spojené s budovanim tymu, dovednosti v oblasti flexibility
a tvorivosti a schopnosti zvladat stres a konflikty.

Z uvedeného vyplyvé, Ze vétSina autort zabyvajici se touto problematikou
neopomene zminit uspésnou spolupraci, predchazeni konfliktim a vzajem-
nou kvalitni komunikaci (srov. DeVito, 2008; Heinovda, 2008). Podobné

10



Vnimdani urovné vlastnich mékkych kompetenci u ucitelti odborného vycviku a ...

v Ceském prostiredi napt. Plaminek (2014) rozdéluje mékké dovednosti do tii
kategorii. Za prioritni povazuje komunikac¢ni dovednosti, jejichZ soucasti je
prezentace a sdélovani, naslouchani a empatie a vedeni porad, dale vztahoveé
dovednosti, kam patii zvladani konfliktd, tymova spoluprace a vyjednavani,
treti kategoril je pak vedeni lidi. Do této kategorie zahrnuje motivaci jednot-
live®, usnadriovani spolupréace a vyuzivani lidskych zdrojt. V této souvislosti
Daigeler (2008) upozornuje, Ze nepostradatelnou soucasti mékkych doved-
nosti je také schopnost sebereflexe a seberizeni, nebot pokud neni clovék
schopny redlné sebereflexe, mohou pak vznikat problémy i v ostatnich oblas-
tech, jako je efektivni komunikace, spoluprace s ostatnimi a viibec navazo-
vani kvalitnich vztah@l s druhymi lidmi. Toulomakosova (2020) na zakladé
reSerse rozsahlé literatury zabyvajici se mékkymi kompetencemi uvadi jesté
dalsi vlastnosti mimo dosud zminéné. Jsou jimi naptiklad zdvotilost, vile,
dvéryhodnost, estetika a jiné. Z uvedeného vyplyva, Ze stale dochazi k rozsi-
rovani této kategorie, coz prispiva k dalsi nejednoznacnosti pojmu.

V ceském prostied{ jsou vyuzivany rtizné kompetencni modely. Berkova,
Frendlovska a Kubisova (2021) vychézeji z poznatkli Narodni soustavy povo-
1ani (NSP, 2017). Dany souhrn kompetenci v sobé obsahuje vSechny znalosti,
dovednosti a schopnosti, které jsou zcela nezbytné v profesnim i osobnim
zivoté jedince. NSP prichazi s koncepci popisu jednotlivych mékkych kompe-
tenci. Mezi né patii predevsim efektivni komunikace, kooperace, kreativita,
flexibilita, uspokojovani zdkaznickych potreb, vykonnost, samostatnost,
reSeni problémt, planovani a organizovani préce, celozivotni uceni, aktivni
pristup, zvladani zatéze, objevovani a orientace v informacich, vedeni lidi
(leadership), aktivni pristup.

1.2 Oblasti mékkych kompetenci ucitelt v pedagogické literatuie

V dnesni dobé jsou mékké kompetence chdpany jako nezbytné pro kazdého
ucitele a je dokdzano, Ze tito ucitelé jsou efektivnéjsi v plnéni svych pracov-
nich kol (srov. Lavilles & Robles, 2017). Melsel (2019) konkretizuje mékké
kompetence, které popisuje jako atributy umoziujici ucitelim efektivni
a harmonickou interakci s Zaky a ostatnimi ve vzdélani. Pomahaji jim komu-
nikovat, ridit sami sebe i ostatni a zvlddat zmény a inovace. Kvalita studij-
nich vysledkl 7zak navic silné souvisi s mékkymi dovednostmi ucitell (srov.
Hattie, 2015). Je tedy dilezité, aby mékké kompetence byly soucdsti kurikula
pro vzdélavani ucitelli (napt. Pachauri & Yadav, 2014).
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Stejné jako v obecné roving, ani pro ucitele neexistuje Zddna univerzalni
sada mékkych kompetenci (Matteson, Andreson, & Boyden, 2016). S timto
souhlasi Grisi (2014), nebot uvadi, Ze tyto kompetence nejsou spojeny
s konkrétnimi vyucovanymi predméty, ale jsou chapéany jako prirezové. Tyto
myslenky dopliiuje Hattie (2015), protoZe zdlraziuje, Ze se jedna o konkrétni
schopnost byt proaktivni, spolupracovat, srozumitelné komunikovat, byt
inovativni a prizplisobit se prostiedi $koly. Rozvoj mékkych kompetenci byl
drive resen predevsim v oblasti managementu. Dnes uz je vsak i u uciteld
popsdna souvislost mezi mékkymi a tvrdymi kompetencemi (Tabieh,
Abuzagha, & Al Ghou, 2021).

V nasi pedagogické literature jsou jednotlivé oblasti mékkych kompe-

tenci od devadesatych let zpracovany nejcastéji jako soucast tématu soci-
alnich dovednosti ucitele (Spilkovd, 1996; Helus, 2001; Walterovéa, 2001;
Vasutova, 2004; Svec, 2002). Velkou miru shody lze sledovat mezi autory,
ktefi zminuji ve svych kompetenc¢nich (dovednostnich) modelech efek-
tivni komunikaci, tvorivé zvladani konfliktli, schopnost sebereflexe, empa-
tii nebo Fizeni ostatnich (ValiSova & Kasikova, 2007; Spilkova & VaSutova,
2008).
(2003), protoze predkladaji nasledujici velmi podrobny inventar profes-
nich socidlnich dovednosti ucitele. Jsou jimi akceptovani osobnosti zakd,
rodict, kolegli; autenticita projevi ucitele a vychovatele ve vztahu k sociél-
nim partnertim; naslouchéani; odliSovani prozitk® a pociti od tvah, tsudkl
a nazorQ u sebe i ostatnich; rozvijeni a podporovani sebereflexe, sebekon-
troly, sebeovladani; porozumeéni neverbalnim projeviim jedince; rozvijeni
odpovédnosti za sebe a za socialni prostredi, ve kterém se pohybuji; rozvi-
jeni sebedlvéry a sebejistého vystupovani; uméni pochvalit; vedeni ke
spolupraci; vyjadrovani se ke konkrétnim situacim; zvladani konfliktnich
situact.

V poslednich letech je tendence k vytvoreni Ramce profesnich kvalit ucitele
(dale jen RPKU), ktery charakterizuje kvalitu a profesionalitu ucitele, zahr-
nujici mimo jiné i nékteré mékké kompetence. Podrobné se timto tématem
zabyva Tomkovd, et al. (2012), kterd zpracovava RPKU jako podporu pro
profesionalizaci a rozvoj ucitelské profese. V jejim poddani se jednd prede-
vsim o vytvoreny evaluacni néstroj, slouzici jako podpora komplexni sebere-
flexe, jehoz vyznamnou soucésti je i zaméreni na meékké kompetence, piede-
véim efektivni komunikaci. Jednim z vychodisek se RPKU stal i pro Standard
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kvality profesnich kompetenci studenta ucitelstvi, zpracovany Kratochvilovou
a spolupracovniky (Kratochvilovd, Svojanovsky et al, 2020). Zminény mate-
ridl, ktery je zaméren na budouci ucitele, zd@raziuje dileZitost mékkych
kompetenci. Gillernovad a Sirova (2012) tuto problematiku fesi z jiného
pohledu, v mnohém se vsak jejich poznatky shoduji s poznatky vySe uvede-
nych autord (srov. Tomkové, et al., 2012; Kratochvilovd, Svojanovsky et al,
2020). Autorky se zabyvaji socidlnimi dovednostmi ucitele a mezi jinym
kladou velky d@raz na ¢innosti ucitele vztahujici se ke komunikaci, sebere-
flexi a zvladani reseni konfliktd, coz zcela koresponduje s vyse uvedenym.

Vyznamnym zastfesujicim materidlem vztahujicim se k pripravé ucitel
je nové vznikly Kompetencéni ramec absolventa a absolventky ucitelstvi.
Hlavni myslenkou je snaha o vyrazné zlepSeni vybavenosti ucitell potieb-
nymi kompetencemi a tim podporeni profesionalizace ucitelského povolani.
V Kompetenc¢nim ramci je podrobné popsdno osmnact kompetenci vcetné
téch mékkych. Popsané kompetence jsou rozdéleny do Sesti oblasti, které maji
vzéajemnou logickou ndvaznost (MSMT, 2023).

1.3 Specifika mékkych dovednosti pro ucitele odborného vycviku

Vychodiskem pro naSe zkoumdni je soubor mékkych kompetenci
charakterizujicich ucitele odborného vycviku. Ty specifikuje NSP (2017),
kterd vychdzi z centralni databdze kompetenci (dale jen CDK). V souladu
s nazorem Hronika (2007) pro nds bylo klicové, aby jednotlivé kompetence
byly srozumitelné popsany a odkazovaly na vyuzitelnost v praxi. Ve shodé
s tim, jak bylo zminéno v predchozim textu, jsou nékteré mékké dovednosti
pro ucitele odborného vycviku oznacenim podobné, ¢i dokonce totozné
s kompetencemi definovanymi. OvSem je nutné zdraznit, ze konkrétni
vymezeni mékkych dovednosti pro ucitele odborného vycviku ma své
typické zvlastnosti, které souviseji s naplni jeho préce. Z tohoto pohledu mezi

uvedené v tabulce L.
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Tabulka I: Vymezeni mékkych kompetenci pro ucitele odborného vycviku

Pozadovana
kompetence

Popis kompetence

Efektivni
komunikace

Samostatnost

ému

Seni probl

Re

pristup

Aktivni

Ucitel zvlada na vynikajici urovni formulaci myslenek v pisemné
i ustni podobé. Vedle toho umi naslouchat svym komunikac¢nim
partnertim, se kterymi prichdzi do styku. Umi se zdravé a pri-
meérené prosadit. Je schopen prezentovat na velkém foru a svym
projevem dokaze druhé presveédcit a pritdhnout jejich pozornost.
Také akceptuje ndzory jinych a nésledneé s témito ndzory pracuje.
Konflikty nezavrhuje, ale spiSe z nich umi vytézit jejich pozitivni
potencidl a viim4 je jako podnét ke zlepSeni komunikace. Reflek-
tuje komunikaci formou zpétné vazby. Vedle toho je schopen, jak
to ostatné vyzaduje dnedni aktudlni spolecenska situace, komuni-
kace s jinymi kulturami.

Pedagog je schopen transformovat cil na jednotlivé kroky (ukoly),
které vedou k dosazeni cile. Pri tom je ale pripraven ridit sdm
sebe. Znd redlné své moznosti, umi své sily odhadnout a rozloZit.
K tomu vyuziva planovani a dlouhodobou koncentraci. Jeho roz-
hodnuti maji byt rychld a pruznd. Pokud je potieba, pozada o po-
moc, kdy vyuziva veSkeré potiebné a pristupné zdroje informaci.
Neni pro néj problém nést osobni riziko, protoze ho umi dobre
posoudit a zvazit.

Je mu vlastni jak samostatné, tak tymové teseni problémut. Umi
se adekvatné chovat v roli vedouctho resitelského tymu. Vychazi
ze svych zkuSenosti, ale nepodceniuje ani svou intuici a vyuziva
pri tom a rozviji kreativni mysleni. Buduje motivujici prostredi
pro Teseni problémt. Sdm vytvari standardy ¢i se podili na jejich
tvorbé a tim predchdazi vzniku problémt. Ma také schopnost pre-
konévat predsudky a stereotypy mysleni.

Stavi se pozitivné k Zivotu i praci a je prirozené a primérené ak-
tivni. Zvlada ovliviiovat déni kolem sebe, aktivné vyhledava te-
Seni, nové aktivity, postupy a moznosti. Také realisticky pod-
stupuje osobni riziko, aby mohl dosdhnout cile. S tim souvisi
predvidani rozlicnych situaci a prijiméani opateni. Nasledné pak
hled4 reSeni, diva se dopredu, aby mohl vytvaret prileZitosti. Pii-
tom nepreferuje pouze sebe, ale zapojuje ostatni do svych pro-
jektl.
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Pozadovana

Popis kompetence
kompetence P P

Lze ji popsat jako aktivni ptisoben{ na atmosféru a potieby sku-
piny. Zakladem je prispivat k dosahovani skupinovych cili. U¢i-
tel se nezrikd prebirat zodpovédnost za vysledky skupinové
¢innosti. Také sdili, aktivné vyhleddvé a nabizi relevantni infor-
mace, které vedou ke kvalitnim vystuptiim skupinové prace.

Kooperace

Je typickd tim, Ze pedagog vitd zmény a vnimd je jako prilezitosti.
Sam aktivné vyhleddva nové myslenky a podnéty. Je vstricny a ote-
vieny ke vSemu novému, neobdva se ani nepoznanych cest. S tim
uzce souvisi jeho ochota stale se ucit. M4 zdjem se déle rozvijet,
obohacovat své znalosti a dovednosti a také prispivat svymi né-
méty k vylepden{ stavajiciho stavu. Je flexibilni v tom smyslu, Ze
umi reagovat v nepledvidanych situacich a dokéze improvizovat.

Flexibilita

Ve vykonech je vysoce spolehlivy a stabilni. Ostatnim je prikla-
dem v osobnim nasazeni. Orientuje se na vykon a na vysledek
(prinos). Zpétnou vazbu akceptuje konstruktivné. Zaroven jsou
jeho osobni a tymové nebo firemni cile navzajem v souladu.
S tim pak souvisi zvySujici se efektivita vykonu. Zvlada sebekon-
trolu. Umi sam sebe motivovat a pak navazuje procesem sebez-
dokonalovani.

Vykonnost

Planovat um{ jak v kratkodobém, tak dlouhodobém horizontu a re-
spektuje plany a potteby okoli. Sviij vykon se snazi stale zlepSovat.

—- 5 Jeho rozhodovani je v souladu s prioritami, kdy umi rozlisit a na-

S2 0 sledné preferovat dilezité pred naléhavym. Koncipuje varianty

Z2N& planu tak, aby efektivné smérovaly ke stanovenému cili. Pocitd s ri-

= g g ziky a umi s nimi pracovat. Planuje a vyuziva potrebné zdroje i je-
B0 . .y oy L N . . v

~ 5 jich efektivni vyuziti a efektivni vyuziti casu. Poskytuje si zpétnou
p vazhu, kdy vyhodnocuje napltiovani cilli, plant a aktivit. Podle toho

pak koriguje své jedndni, organizuje svou ¢innost. Umi také u¢inné
zorganizovat ¢innost druhych.

V souladu s potrebou trendu celozivotniho uceni vymezuje své
budouci vzdélavaci potieby. K celozivotnimu vzdélavani pri-
stupuje aktivné. Rozsituje portfolio svych poznatkd (i z jinych
obort), je schopen je ndsledné aplikovat do své praxe. Motivuje
sam sebe ke vzdélavani. Nové poznatky aktivné vyhleddvéa a pri-
jimd a také postupné zavadi do praxe. Ostatnim je schopen posky-
tovat potrebné zdroje informaci. Také si je ovSem védom svych
slabin a dokéze je u¢inné kompenzovat svymi silnymi strankami,
na kterych stavi. Své uspéchy a neuspéchy aktivné vyhodnocuje
a vytvari si akéni plan dalsitho vzdélavani.

CelozZivotni
uceni
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Pozadovana
kompetence

Popis kompetence

ani

Zvlad

Orientace
v inform.

zateze

Je schopen podat velmi dobry vykon i v zatézovych situacich,
pritom ho charakterizuje vytrvalost. Neuspéch ho neodradi, ale
naopak je pro néj stimulem, jak to pristé udélat lépe. Zmény ak-
ceptuje jako samoziejmost, kdyz prekondva prekazky. Zvlada
analyzovat situaci, hledd alternativy a voli nejvhodnéjsi reSeni.
ObtiZe ho neodradi. Umi se vyrovnat i s rutinnimi tkoly, které do-
kéze vykonavat po dlouhou dobu, coz souvisi s pevnou vili. Své
emoce je schopen ovladat, ale nepotlacuje je a umi je adekvatné
vyjadrit. Véri ve své schopnosti, vi, co je schopen zvladnout.

Informace vyhledava cilené, zaroven si ovéruje jejich dvéry-
hodnost vzhledem ke zdrojim, ze kterych ¢erpad. Nevyhyba se
ani netradi¢nim zdrojam informaci. Informace strukturuje a do-
kumentuje inovativnim zpisobem. Umi pracovat s technologi-
emi novym zplsobem.

Vedeni

novani

Ovliv

lidi

ostatnich

Jednoznacné prebird zodpovédnost za skupinovy vykon, a to i v pri-
padé neuspéchu. Analyzuje, co bylo Uspésné a co ne, a nésledné na-
vrhuje opatteni pro zlepSeni. Ma snahu, aby vSichni ¢lenové tymu
pochopili skupinovy cil a ztotoznili se s nim, s jeho poslanim a pro-
gramem — organizuje strategické mitinky. Je vzorem (piikladem) pro
druhé. Prebird roli viidce — nezalekne se obtizi, nevyhyba se kompli-
kovanym situacim. Ostatni védi, Ze se na néj mohou spoléhat, je vé-
rohodny a spolehlivy. Jednotlivé ¢leny zapojuje do vedeni porad a Ii-
zeni. M4 roli jako $kolitel a trenér podiizenych. Umi vytvorit vhodné
studijni materidly pro Skoleni. DokaZe delegovat na podiizené urcité
ukoly a pravomoci. Ddvd jim prostor a moznost prevzit zodpoveéd-
nost za dil¢i ukoly. Hodnoti kompetence svych podfizenych a na-
sledné navrhuje moznosti a prilezitosti k osvojovani dalsich poznatkt

a krozvoji jejich kompetenci. Je schopnym koucem.

Umli se prizplisobit ve svém jednani a prezentaci danému poslu-
chaci s cilem jej ovlivnit nebo presvédcit. Pripravuje se a pred-
vida reakce posluchacti. Formuje koalice, vyuziva tretich stran
nebo poradct k ovliviiovani druhych. Zvlada zamérné poskyto-
vat nebo naopak neposkytovat informace, aby ziskal specificky
vliv. Jeho verbalni prezentace v materském jazyce je skvéla. Také
neverbalni projev dokdze vyrazné zaujmout posluchace. Umi
pracovat s trémou, neovliviiuje vyrazné jeho vykon v oblasti za-
ujmout posluchace a presvédcit je. Pokud je potreba, dokdze po
pripravé prezentovat a jednat v cizim jazyce. Zna a vyuziva rtz-
nych forem a metod ovliviiovan{ a presvédcovani.

Zdroj: NSP (2017). Dostupné z: https://cdk.nsp.cz/mekke-kompetence-v1.2
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2 METODOLOGIE

Pro nasi studii bylo dulezité zjistit, jak ucitelé odborného vycviku chépou
meékké kompetence, jakou dllezitost jednotlivym kompetencim prikladaji,
a hlavné jak sami hodnoti svoje vlastni mékké kompetence a jak tyto jejich
kompetence chdpou a hodnoti jejich reditelé a zastupci rediteld. Nasim cilem
bylo posoudit potfeby rozvoje mékkych kompetenci u uciteld odborného
vycviku jak z hlediska pohledu samotnych ucitelli, tak z hlediska pohledu
jejich vedoucich pracovnika.
Na zé&kladé stanoveného vyzkumného problému byly formulovany nésle-
dujici vyzkumné otazky:
* Jak ucitelé hodnoti uroven vlastnich mékkych kompetenci?
 Které kompetence povazuje tato skupina respondentti za prioritni pro vy-
kon svého povolani?
* Jak hodnoti reditelé a zastupci rediteld uroven mékkych kompetenci u uci-
teltt odborného vycviku?
* Které kompetence povazuji reditelé a jejich zastupci za nejdtlezitéjsi pro
vykon profese ucitele odborného vycviku?
¢ Jaky je rozdil mezi vnimanim mékkych kompetenci ucitel u téchto dvou
skupin?

Vzorek respondentt se skladd ze dvou skupin. Prvni skupinou jsou ucitelé
odborného vycviku, druhou pak feditelé a zastupci tediteld (dale jen tedi-
telé). Prostrednictvim databaze https://www.stredniskoly.cz byly osloveny
néhodné vybrané stredni odborné $koly napiic celou Ceskou republikou.

Skoladm byly zaslany dva dotazniky, jeden byl uréeny vedeni $koly a druhy
ucitelim odborného vycviku. Vedeni skoly bylo pozadano o vyplnéni dotaz-
niku a dalsi distribuci uciteldm. Spoluprace zavisela na ochoté a moznostech
feditelti $koly, proto byla néavratnost dotazniku velmi rt@iznoroda. Zatimco
ucitelé se zamérovali na svoje vlastni mékké kompetence, odpovédi fediteld
se tykaly jejich uciteli odborného vycviku v obecné roviné. Obé skupiny se
vyjadrovaly jak k ,redlné“ hodnoté kompetenci u ucitelt odborného vycviku,
tak k tomu, jakou idedlni hodnotu by mély jednotlivé kompetence u této
skupiny uciteld mit. Nebylo mozné zajistit parovani.

Shér dat zacal jiz v roce 2020, poté byl preruSen koronavirovou epide-
mif, definitivné byl uzavien az v roce 2022. Findln{ pocet respondent mezi
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rediteli Skol byl 137 a konecny pocet respondentt uciteli odborného vycviku
byl 327.

Pri vytvareni vyzkumného néstroje, kterym byl dotaznik, jsme vychazely
z mékkych kompetenci, které uvadi NSP (2017). Jak jiz bylo uvedeno vySe,
d@vodem byla jednoduchost a srozumitelnost popisu obsahu jednotlivych
kompetenci, které pro nds byly primo pouzitelné. Dalsi inspiraci byl vyzkum
mékkych kompetenci u absolventdl VS v Ceské republice (Balzar, Karasek,
Simek et al, 2014), ktery se zabyval tim, jak hodnoti zaméstnavatelé absol-
venty vysokych Skol. Stejné jako v tomto vyzkumu se nami osloveni respon-
denti vyjadrovali k jednotlivym polozkdm (viz tabulka I) prostrednictvim
Likertovy $kaly v rozmezi 1-7, pricemz 1 znamenalo minimalni kompetenci
a 7 predstavovalo maximalni uroven dosazené kompetence. Kazda z uvede-
nych kompetenci byla respondentiim v dotazniku podrobné popsdna. Data
byla analyzovdna v programu SPSS. Signifikanci rozdild mezi hodnotami
reditell a uciteld jsme ovérovali pomoci T-testu.

3 PREZENTACE ZJISTENYCH VYSLEDKU

Z celkového poctu 137 respondentd ze skupiny fediteld bylo 79 muzd, coz
odpovida 58 %, a 58 Zen (42 %). Jejich pramérny vék byl 53 let, primérna
délka pedagogické praxe pak byla 26,5 let. Ve skupiné uciteld odborného
vycviku bylo celkem 328 respondentli, 141 muzu (43 %) a 187 Zen (57 %),
pramérny vék byl 42 let, délka pedagogické praxe 14 let.

Nejdrive jsme se zamérily na to, jak ucitelé odborného vycviku vnimaji
uroven vlastnich mékkych kompetenci. Tito respondenti nejvys$i hodnotu
prisuzuji planovani a organizaci prace (5,95), za nimi hned nasleduje samo-
statnost (5,90) a dale vykonnost (5,84).

Ve vyctu téchto trf mékkych kompetenci se ucitelé odborného vycviku
a reditelé témér shoduji. Nejvyssi hodnotu prisuzuji vedouci pracovnici ucite-
Iim odborného vycviku v oblasti vykonnosti, nasleduje samostatnost, treti
nejvyssi hodnotu davaji planovani a organizaci préce. Z vysledki je ztejmé,
ze Teditelé vSak davaji redlnym kompetencim ucitelt vyrazné nizsi hodnoty
(viz tabulka II). Statisticky vyznamné rozdily jsou u vSech mékkych kompe-
tenci, nejvice pak u efektivni komunikace (1,4), celozZivotniho uceni, koope-
race (1,3), flexibility (1,3) a kreativity (1,3) (viz tabulka IID).
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Tabulka II: Priimeéry ,redlnych* hodnot mékkych kompetenci u ucitelit odborného vyucovdni
z pohledu uciteltl a reditelil

. Std. Std. Error
Skupina N Mean Deviation Mean
Efektivni ucitelé 328 5,90 1,220 067
komunikace teditelé 142 447 1,500 126
Kooperace utitelé 328 5,76 1,261 070
(spoluprace) teditelé 142 447 1,476 124
ucitelé 328 5,70 1,272 ,070
Kreativita
feditelé 142 441 1,420 119
utitelé 328 5,75 1,224 068
Flexibilita
feditelé 142 449 1,433 1120
Uspokojovani ucitelé 328 5,51 1,372 ,076
zakaznickych
potieb feditelé 142 4,64 1,365 115
utitelé 328 5,84 1,2005 067
Vykonnost
feditelé 142 483 1,238 104
ucitelé 328 5,90 1,230 ,068
Samostatnost
feditelé 142 4772 1,323 111
Reseni ucitelé 328 6,03 1,156 064
problému feditelé 142 451 1,367 115
Planovani ucitelé 328 5,95 1,311 ,072
a organizovan
préce feditelé 142 4,66 1,331 112
CeloZivotni ucitelé 328 5,72 1,283 ,071
vzdelavani feditelé 142 425 1,512 127
Aktivni ucitelé 328 5,71 1,236 ,068
Ppristup feditelé 142 442 1,364 114
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Skupina N Mean Degit:t.ion St%-[f;':l‘or

Zvladéni wéitelé 328 5,67 1,352 075
zatéze feditelé 142 4,54 1,183 1099
Obj eyovéni ucitelé 328 5,59 1,127 ,062
a orientace

vinformacich  Teditelé 142 4,29 1,206 101
Vedeni wéitelé 328 5,52 1,301 072
lidi feditelé 142 4,46 1,377 116
e ucitelé 328 5,34 1,285 071
ostatnich feditelé 142 4,27 1,311 110

Tabulka I1I: Rozdily mezi priumery ,redlnych® hodnot mékkych kompetenct (T-test)

2 8 = 8 95% Confidence
=1 = =
.9 S8 2 & Interval od the
- g ‘%0'5 8 g Mg Difference
& =8 3SE

=~ /A “ 2  Lower Upper
Efektivni 10,820 468 000 1,425 132 1,166 1,683
komunikace 9,977 225278 000 1,425 143 1,143 1,706
Kooperace 9,638 468 000 1,287 134 1,025 1,550
(spoluprdce) 9,057 234046 000 1287 142 1,007 1567
9,764 468 000 1,293 132 1,033 1553

Kreativita
9347 243249 000 1293  ,138 1,020 1,565
9,673 468 000 1,254 130 999 1,509

Flexibilita
9,091 234102 ,000 1254  ,138 982 1,526
Uspokojovani 6,331 468 ,000 871 138 1601 1,142

zdkaznickych

potieb 6,344 269,212,000 871 ,137 1601 1,142
8,257 468 000 1,007 122 768 1,247

Vykonnost
8169 261,414 000 1,007  ,123 765 1,250
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=) 8 2 8 95% Confidence

2 25 £ §  Interval od the
= B %0 k= 3 ot HE Difference

g ®& B ——————

= /R A  Lower Upper

9,364 468 ,000 1,184 ,126 ,936 1,433

Samostatnost

9,099 251,170  ,000 1,184 130 1928 1,440
Reseni 12,373 468 ,000 1,520 ,123 1,276 1,762
problému 11,582 232,172,000 1,520 131 1,262 1,779
Planovani 9,721 468 ,000 1,286  ,132 1,026 1,546
a organizace
prace 9,663 164,247 000 1,286,133 1,024 1,548
Celozivotni 10,814 468 ,000 1,473 ,136 1,205 1,741
uceni 10,136 232,829  ,000 1,473 ,145 1,187 1,759
Aktivni 10,102 468 ,000 1,295 128 1,043 1,547
pristup 9,715 245602 ,000 1,295 133 1,032 1,557
7vladani 8,641 468 ,000 1,132 131 874 1,389
zateze 9,110 303,825 ,000 1,132 124 887 1,376
Objevovani 11,235 468 ,000 1,300 116 1,072 1,527

a orientace
v informacich 10,937 252,205 ,000 1,300 ,119 1,066 1,534

7,970 468 ,000 1,061 ,133 ,799 1,322

Vedeni

lidi 7,795 254,768 000 1,061 136 793 1,328
Ovlivitovéni 8,237 468 ,000 1,070,130 815 1,325
ostatnich 8173 263,111  ,000 1,070 131 812 1,328

Co se tyka idedlni predstavy o urovni mékkych kompetenci, nejvyssi idealni
hodnotu prisuzuji reditelé efektivni komunikaci (6,25). Druhou nejvyznam-
néjsi hodnotu prisuzuji planovani a organizaci prace (6,09). Dal§i vyznamnou
kompetenci je pro reditele schopnost Feseni problémt (6,08).
prisuzuji jim vsak niz§i hodnoty tykajici se idedlni predstavy. Statisticky
vyznamné rozdily se objevuji témér ve vSech polozkach kromé uspokojovani
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zékaznickych potreb a objevovéni a orientace v informacich. Reditelé pozaduji
vyrazné vys$si hodnoty u efektivni komunikace, kooperace, kreativity, flexibi-
lity, nez jaké povazuji za idedl ucitelé (viz tabulka IV).

Tabulka IV: Priimery idedlnich hodnot mékkych kompetenct u ucitelit odborného vyucovdni
z pohledu ucitelil a reditelil

. Std. Std. Error
Skupina N Mean Deviation Mean
Efektivni ucitelé 328 5,38 1,296 072
komunikace Feditelé 142 6,25 818 069
Kooperace ucitelé 328 5,41 1,303 072
(spoluprace) feditelé 142 5,89 923 077
ucitelé 328 5,20 1,417 ,078
Kreativita
reditelé 142 5,28 ,932 ,078
ucitelé 328 5,39 1,268 ,070
Flexibilita
reditelé 142 6,04 766 ,064
Uspokojovani ucitelé 328 5,37 1,415 ,078
zdkaznickych
potieb reditelé 142 5,46 1,083 ,091
ucitelé 328 5,76 1,332 ,074
Vykonnost
reditelé 142 6,04 811 ,068
ucitelé 328 5,72 1,393 ,077
Samostatnost
reditelé 142 6,05 , 756 ,063
Reseni uitelé 328 5,48 1,287 071
problému reditelé 142 08 812 068
Planovani ucitelé 328 5,51 1,372 ,076
a organizovan
prace feditelé 142 6,09 789 ,066
CelozZivotni ucitelé 328 5,48 1,455 ,080
uceni feditelé 142 5,82 880 074
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. Std. Std. Error

Skupina N Mean Deviation Mean
Aktivad uditelé 328 5,33 1,455 1080
pristup Feditelé 142 5,66 974 1082
7vladani ucitelé 328 5,07 1,391 077
zatéze feditelé 142 5,94 877 074
Objevovéni uditelé 328 5,24 1,206 1067
a orientace
v informacich reditelé 142 5,42 ,925 ,078
Vedeni ucitelé 328 5,03 1,464 081
lidi feditelé 142 573 1945 079
Ovliviiovani ucitelé 328 4,96 1,352 075
ostatnich Feditelé 142 549 913 077

Za nejvyznamnéjsi kompetenci pro své povolani povazuji ucitelé schop-
nost resit problémy (6,03), redlné si vSak uvédomuji, Ze této idealni hodnoty
nedosahuji (5,48). Naopak kompetenci, kterd se tyka pldnovani a organizace
préce, idedlné prisuzuji hodnotu 5,95, kterd se blizi jejich vnimdni vlastni
reality (5,51). Co se tyka kompetence zamérené na efektivni komunikaci, obé
skupiny se shodnou na jejim vyznamu, ovSem idedlni predstava ucitell je
podstatné nizsi (5,90) nez predstava reditelt (6,25).

Tabulka V: Rozdily mezi primeéry idedinich hodnot mékkych kompetenct (T-test)

=) 8 58 95% Confidence
o oS H8 55 Intervalodthe

T ® ®wE 2§ g  [Diffrence
- A “A Lower Upper
Efektivni 7373 468 000  -88 118  -1,100 -637
komunikace -8,758 406,740  ,000 -,868 099 -1,063  -637
Kooperace -3,993 468 ,000 -482 121 719 -,245
(spoluprace) 4557 370245 000  -482 106 -690  -274




Alena Bendovd, Marie Hord¢kovd

S 8 = 8 95% Confidence
— oo = E & § Interval od the
- © b E § % ; % Difference
=~ /A “ A  Lower Upper
4804 468 ,000 -623 1130 -877  -368
Kreativita
5,627 394,070  ,000 -623 111 -840  -405
5,629 468 ,000 -,645 115 -870  -420
Flexibilita
6,783 419,356  ,000 -,645 ,095 -832  -458
Uspokojovani -698 468 485 -093 133 -354  -168
zadkaznickych
potieb -775 345165 439 -093 ,120 -329  -143
2,292 468 ,022 -276 120 -513  -039
Vykonnost
2,755 417,076 006 -276 ,100 -473  -079
22,656 468 ,008 -330 124  -574  -086
Samostatnost
-3,308 445,158 001 -330 ,100 -526  -134
Reseni 5,152 468 ,000 -603 117 -833  -373
problému 6122 406971 000  -603 098  -796  -409
Planovani 4728 468 ,000 -582 123 -824 340
a organizace
prace -5,787 432,368  ,000 -582 1101 -780  -385
CeloFivotni 2,597 468 010 -341 1131 -600  -083
uceni 3,128 418961  ,002 -341 1109 -556 127
Aktivni 2,516 468 012 -336 ,133 -598 074
pristup -2,930 388582  ,004 -336 115 -561  -110
7vladani 6,876 468 /000 -870 126 -1,118  -621
zateze 8,175 407,121  ,000 -870 106 -1,079  -,660
Objevovani 41,602 468 110 -182 113 -405 041
a orientace
vinformacich  -L776 344572 077 -182 102 -383 1020
Vedeni 5,235 468 /000 -699 133 -961  -437
lidi 6,173 400073 ,000  -699 113  -921  -476
Ovlivitovani 4265 468 ,000 -530 124 -774  -286
ostatnich 4951 385858 ,000 -530  ,107 740  -319
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Ze zjisténych vysledkd je ziejmé, Ze vnimdani vlastni reality je u uciteld
podstatné vyssi (5,38), nez ji u ucitelti vnimaji reditelé (4,47). Na zakladé uvede-
nych hodnot mézeme konstatovat, Ze u obou skupin nedosahuje vnimana
realita jejich idedlnich predstav (viz tabulka V).

4 DISKUSE

Cilem naSeho vyzkumu bylo posoudit potreby rozvoje mékkych kompetenci
u uciteld odborného vycviku jak z hlediska samotnych uciteld, tak z hlediska
jejich vedoucich pracovnika.

Pri studiu odbornych zdroj jsme dosly k zdvéru, Ze autofi nejsou zcela
jednotni nejen pti definovani mékkych kompetenci, ale také se vyrazneé 1isi
jejich ndzory i na to, které ze slozek je vhodné povazovat za prioritni (srov.
Goleman, 2000; Belzer, 2004; Peters- Kuhlinger & Friedel, 2007; Robles,
2012; Fleischmann, 2013, Touloumakos, 2020). Vzhledem k tomuto zjisténi
jsme se rozhodly pracovat s mékkymi kompetencemi definovanymi NSP
(2017), kde je mozné nalézt i kompetence primo ndlezici ucitelim odbor-
ného vycviku.

tivni komunikace, organizace prace, feSeni problémd, flexibilita a samostat-
nost. To se shoduje také s vysledky Balcara, Simka a Filipové (2018), ve kterém
zameéstnavatelé pozaduji od svych zameéstnancl predevsim samostatnost,
vykonnost, efektivni komunikaci, flexibilitu a proaktivni pfistup. Schopnost
resit problémy a efektivni komunikaci povazuji za prioritni u ucitelt odbor-
ného vycviku také sami ucitelé, kteri je dale dopliiuji o planovani a organi-
zacl prace a také flexibilitu.

Zuvedeného vyplyv4, Ze za prioritni mékké kompetence povazuje efektivni
komunikaci i feSeni problémul vétsina vyzkumu. Souhlasime tedy s tvrze-
nim DeVita (2008) a Heinové (2008), kteri se shoduji v tom, Ze prevence
vzniku mezilidskych konfliktt velmi uzce souvisi se zvladnutim vzajemné
komunikace.

Vyrazny rozdil je v idedlnich hodnotdch mékkych kompetenci u ucitelt
a Teditelll. Tento nesoulad se nejvice projevuje pravé u efektivni komunikace.
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Reditel¢ této kompetenci davaji nejvyssi hodnotu a také vidi vyrazny
rozdil mezi idedlem a realitou u ucitelt. Ucitelé naopak efektivni komuni-
kaci neptikladaji tak velkou dileZitost a ani rozpor mezi idedlem a realitou
z jejich pohledu neni tak velky. K dal$im kompetencim, u nichz reditelé vidi
velky nesoulad mezi idedlem a realitou, patfi schopnost reSeni problémd,
celozivotni uceni a flexibilita. To odpovida tomu, co uvadi Peddle (2000),
a v podstaté to potvrzuje i zjisténi, které vyplyvéd z vyzkumné studie MSMT
(Balzar, Karasek, Simek et al, 2014), ktera dospivé ke stejnym zavértim pri
zkouméani urovné meékkych kompetenci zaméstnanci pohledem jejich
zaméstnavatelll. Z vysledki této vyzkumné studie vyplyva, Ze zaméstnavatelé
vidi absolventy kriti¢téji, nez oni vidi sami sebe.

Jak uz bylo vySe uvedeno, ucitelé se vyjadrovali k urovni svych mékkych
kompetenci na zékladé vlastni reflexe, coZz nemusi odpovidat skutecné
realité. Na tuto skutecnost upozornuje i Daigeler (2008) a Hartl & Hartlova
(2010), nebot shodné uvadeji, Zze bez dokonale zvladnuté dovednosti sebe-
reflexe se nelze redlné zhodnotit. To také povazujeme za limit naseho
vyzkumu, protoZe skutecnd urovern mekkych kompetenci, kterd by byla zjis-
tovdna nezavislym zptsobem bez subjektivity respondentt, nebyla z nasi
strany ovérovana.

ZAVER

Odbornici se shoduji v potrebé rozvijeni kurikula v oblasti mékkych
dovednosti v pregradudlnim studiu (napft. States, Detrich, & Keyworth, 2018).
I na$ vyzkum doklad& potfebu zlepSovani urovné meékkych kompetenci
u ucitel odborného vycviku, zvlasté pak v oblastech efektivni komunikace
a TeSeni problému. Objevuje se velké mnozstvi vyzkumit zamérenych na
implementaci mékkych dovednosti do studijnich programl a také dikazy
0 uspésnosti téchto programll (napt. Lavilles & Robles, 2017). Idedlni je
samoziejmé zatazeni rlznych programt do pregradudlniho studia uciteld,
napi. ve formé integrace mékkych kompetenci do studovanych predmétg,
zatazeni specidlnich tydnti béhem semestru apod. (Cimatti, 2016). To je vSak
u uciteld odborného vycviku mnohdy obtizné vzhledem k jejich odlisné
studijni draze.

Nas$im cilem bylo upozornit na tuto problematiku a dileZitost dalsiho
vzdélavani v oblasti mékkych kompetenci u uciteld odborného vycviku,
nebot jak jiZ bylo receno, jen ucitel, ktery sdim mé dokonale osvojené mekké
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kompetence a dokdze s nimi pracovat ve svém zivoté a v profesni praxi, je
mulZe na pozadované urovni predat zakam.

Na zakladé nasich zjiSténi se domnivame, Ze mezi mékké kompetence
s nejvetsi potiebou rozvoje u ucitel odborného vycviku patii efektivni
komunikace, reSeni problémi, pldnovani a organizace a flexibilita. Z prezen-
tovanych zavért vychézi i doporuceni pro reditele $kol, ktefi by méli své
zaméstnance podporovat ve zdokonalovani téchto dovednosti. Jednou
z moznosti, kterd se v soucasnosti nabizi, je predevsim dalsi vzdélavani
pedagogickych pracovniki. Urcité by bylo vhodné i vyuziti vzajemného
setkavani ucitelli riznych $kol k predévani priklad dobré praxe, dale semi-
nare s odborniky, ktefi se touto problematikou zabyvaji, popf. i poskytnuti
riznych odbornych zdrojt a literatury na toto téma pro potreby uciteld.
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Abstract
The study analyses the issue of professional preparation and education
of teachers of selected secondary pedagogical schools in Slovakia in
the field of cross-curricular themes and the implementation of their
content in teaching with an emphasis on the development of functional
literacy and key competencies of students, which are a solid basis for
lifelong learning in any area of professional and personal life. The aim
of the scientific study is to analyse teachers’ attitudes and opinions
on (self-)education and its necessity in the field of implementation of
cross-curricular themes into teaching with the intention of developing
functional literacy and key competencies of their students. We chose
a non-standardised electronic questionnaire of our own design as
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the research instrument. The research sample consisted of 72 teachers
from selected secondary pedagogical schools in Slovakia, 25 to 62 years
old. We processed the collected data using Excel, and for quantitative
analysis,weused mathematical and statisticalmethods of univariateand
multivariate inductive and descriptive statistics and the nonparametric
Mann-Whitney U-test from the IBM SPSS Statistics statistical software
toolbox, version 19. Our findings confirmed a significant difference
(p-value < 0.05) in the professional preparedness of the participants
to implement the cross-curricular theme “Protection of life and health”
in their own teaching, with respondents with 15 or more years of
teaching experience rating their professional preparedness higher
(Mdn = 3; AM =3.25) than respondents with less than 15 years of
experience (Mdn =2; AM =2.56). The results further showed that
most of the participants in our dataset (26.4%) had received training
in the implementation of the cross-curricular theme of “Presentation
skills and project development” in the classroom in the past 10 years, and
this interest remains with them in the future, as 66.1% of them plan to
receive further training in the topic. The lowest number of participants
(2.7%) participated in training on the implementation of the cross-
curricular themes “Protection of life and health” and “Education for
marriage and parenthood”.

Keywords: cross-curricular themes, functional literacy, key
competencies, education

PROFESIJNA PRIPRAVENOST

UCITELOV STREDNYCH PEDAGOGICKYCH

SKOL V OBLASTI IMPLEMENTACIE
PRIEREZOVYCH TEM DO VYUCOVANIA

Studia analyzuje problematiku odbornej pripravenosti a vzdelava-
nia ucitelov vybranych strednych pedagogickych $kdl na Slovensku
v oblasti prierezovych tém a implementécie ich obsahu do vyucova-
nia s dérazom na rozvoj funkénej gramotnosti a klu¢ovych kompeten-
cii Ziakov, ktoré su pevnym zdkladom pre celoZivotné vzdelavanie sa
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cloveka v ktorejkolvek oblasti pracovného i osobného zZivota. Cielom
vedeckej Studie je analyzovat postoje a ndzory ucitelov na (seba)vzde-
lavanie a jeho potrebu v oblasti implementacie prierezovych tém do
vyucby so zdmerom rozvijat funkénu gramotnost a klucové kompe-
tencie svojich Ziakov. Za vyskumny ndstroj sme zvolili neStandardizo-
vany elektronicky dotaznik vlastnej konstrukcie. Vyskumny subor tvo-
rilo 72 ucitelov vybranych strednych odbornych $kél pedagogickych
na Slovensku vo veku od 25 do 62 rokov. Ziskané uidaje sme spraco-
vali pomocou Excelu a na kvantitativnu analyzu sme pouzili matema-
ticko-Statistické metddy jednorozmernej a viacrozmernej induktivnej
a deskriptivnej Statistiky a neparametricky Mannov-Whitneyho U-test
z balika ndstrojov Statistického softvéru IBM SPSS Statistics, verzia 19.
NaSe zistenia potvrdili signifikantny rozdiel (p hodnota < 0,05) v odbor-
nej pripravenosti participantov pre implementaciu prierezovej témy
,Ochrana Zivota a zdravia“ do vlastnej vyucby, pricom respondenti s 15
a viacrocnou pedagogickou praxou hodnotili svoju odbornu priprave-
nost vyssie (Mdn = 3; AM = 3,25) nez respondenti s menej ako 15 ro¢nou
praxou (Mdn = 2; AM = 2,56). Vysledky dalej ukdzali, Ze najviac parti-
cipantov nasho suboru (26,4 %) sa za poslednych 10 rokov zucastnilo
vzdeldvania v oblasti implementacie prierezovej témy ,Prezentacné
zrucnosti a tvorba projektov* do vyucovania a tento zaujem u nich pre-
trvava aj do buducna, kedZe 66,1 % z nich ma v plane sa v danej téme
dalej vzdelavat. Najmenej participantov (2,7 %) sa zucastnilo na vz-
deldavani v oblasti implementdacie prierezovych tém ,Ochrana Zivota
a zdravia“ a ,Vychova k manZelstvu a rodicovstvu*.

Kltcové slova: prierezové témy, funkéné gramotnost, klu¢ové kompe-
tencie, vzdelavanie
1 INTRODUCTION
1.1. Cross-curricular themes in education
Cross-curricular themes positively influence the process of formation and

development of functional literacy and key competencies of students. They
can be implemented as part of the teaching content of subjects or through
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individual projects, seminars, teaching blocks, courses, etc. At the same
time, cross-curricular themes can form a separate subject from the available
lessons. The different forms can also be freely combined. The effectiveness
of cross-curricular themes is enhanced by relevant extra-curricular and
co-curricular activities (SPU, 2017).

In the context of full secondary general education, the following topics have
a cross-curricular character: personal and social development, environmen-
tal education, media education, multicultural education, and protection of life
and health (SPU, 2017).

1.1.1 Cross-curricular theme: Personal and social development

In secondary pedagogical schools (MSVVa$S SR, 2013), this cross-curricular
theme is implemented as a separate teaching subject called “social-
psychological training”, where students are practically acquainted with topics
such as:

+ discovering oneself and the world around us,

+ the rules of good group functioning,

 needs aspirational level, life goals,

* interests, attitudes and values,

* social proximity scale,

« self-assessment and self-concept,

» possibilities of determining temperament,

» personality typologies,

« emotional development programme (feelings and emotions, love and sen-
suality, acceptance and closeness, joy and sadness, fear and apprehension,
exercises, and training in empathy),

* me and my family (communication between family members, division of
roles in the family, family myths and rituals, family crest),

« active listening (practice of active listening, its rules and techniques),

« verbal and non-verbal social communication - its specifics,

» assertiveness as a desirable form of behaviour in social communication,

+ manipulation (types of manipulators),

« criticism (giving and receiving constructive criticism),

« communication and transactions (tactics and principles of effective contact
with people),

* positive image of the teacher (personality of the teacher and the educator).
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1.1.2 Cross-curricular theme: Environmental education

The contribution of environmental education to the development of student’s
personal knowledge, skills, and abilities (SPU, 2023):

the ability to understand, analyse, and evaluate the relationships between
humans and their environment based on knowledge of the laws governing
life on Earth;

to know and understand the links between the evolution of human popu-
lations and their relationship to the environment in different regions of
the world;

the ability to understand the links between local and global issues and their
own responsibilities in relation to the environment;

to provide knowledge, skills, and habits that are essential for everyday acti-
ons and attitudes towards the environment;

to develop cooperation in the protection and creation of the environment at
the local, regional, and international levels;

to understand the social and cultural influences that determine human va-
lues and behaviour, and to be aware of individual responsibility for one’s
relationship with the environment as a consumer and producer;

to be able to evaluate the objectivity and relevance of information about
the state of the environment and communicate it, defend it rationally, and
justify their views and opinions;

the ability to use information and communication technologies and tools
in the acquisition and processing of information and in the presentation of
their own work.

1.1.3 Cross-curricular theme: Media education

How to develop media awareness in students is stated in the ISCED 3
State Curriculum (SPU, 2023) in the specific objectives of media education.
The students should be guided to:

competent handling of the media, critical and active use of the media and
its products,

learning the principles of self-regulation and legal regulation of the media,
awareness of the specific features of contemporary media,

orientation in the media offer to assess the quality and relevance of infor-
mation sources and products,
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understanding the commercial nature of the media and the resulting nega-
tives and threats,awareness of the impact of the media on the lives of indi-
viduals and society, on public opinion, and the relationship between media
and politics (linking media content to politics),

the creation of own media products, the ability to express verbally
the author’s intentions, thoughts, values, and social context (to see issues in
a broader context),

the practical ability to defend one’s opinion, to argue, to debate, to speak in
public,

to take a rational attitude towards the ‘new media’, to know how to use
them, to know the dangers of their misuse, and to be able to defend oneself
effectively.

1.1.4 Cross-curricular theme: Multicultural education

The main objectives of the cross-curricular theme of multicultural education
in upper secondary education (full secondary education) according to
the ISCED 3A State Curriculum (SPU, 2023) are:

to help students understand and respect the facts of cultural diversity;

to develop self-reflection leading to an awareness of the roots, possibilities,
limitations, and transformations of one’s own cultural identity;

to encourage and develop tolerant attitudes toward those of different
cultures;

to develop an understanding of different cultures and lifestyles;

to develop tolerant attitudes towards members of other cultures while being
aware of and maintaining their own cultural identity;

to develop an understanding of the cultures with which students come or
may come into contact;

to provide stimuli for the development of reasoned attitudes toward diffe-
rent cultures. Encourage independent critical thinking;

to develop the ability to communicate and cooperate with followers of other
cultures in a safe environment of tolerance and mutual respect.

1.1.5 Cross-curricular theme: Protection of life and health

The aim of applying this cross-curricular theme according to the State
Curriculum (SPU, 2023) is to contribute to the student’s ability:
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* to identify and characterise dangerous situations that threaten life and
health;

* to develop practical self-protection skills;

* to actively provide assistance to others in the event being a threat to health

and life;

to be able to provide premedical first aid;

* to purposefully increase physical fitness and resistance to physical and
mental stress in difficult life situations.

1.2 Functional literacy and its importance in education

As a kind of a model, functional literacy can be represented in the form of
a flower (Figure 1), the centre of which is reading literacy as a prerequisite
for the quality mastery of all other types of functional literacy. This model
formed one of the theoretical bases of our research.

In our model of functional literacy, reading literacy, like a flower, grows
petals that form different types of functional literacy. The petals may grow
or fall off as different kinds of literacy come to the fore or become more

Financial
literacy

Reading
literacy

Social
literacy

Digital
literacy

1 Figure: Functional literacy model
Nogova, 2010, p. 83
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marginal, according to the demands of the times, which require members of
society to deal with specific life situations (Nogova, 2010, p.83).

In the figure, only the most basic types are shown. In addition to them, we
can encounter the notions of statistical literacy, information literacy, sports
literacy, multicultural literacy, language literacy, visual literacy, document
literacy, movement literacy, internet literacy, cartographic literacy, health
literacy, and others. It is difficult to find a strict boundary between them; they
are intertwined. For example, mathematical, financial, and natural sciences
literacy, and all above-mentioned ones, use elements of digital media literacy
at the same time (Zubdkova, 2015).

If we want to make the implementation of cross-curricular themes into
teaching more effective, and thus develop functional literacy in upper
secondary education, it is essential to start with it already in primary and
lower secondary education.

In the context of the current changes to the primary education curricu-
lum, its internal structure will allow gradual development and reflection of
the necessary diversity of students’ learning pathways, by organising it into
three successive and interrelated learning cycles (SPU, 2021):
 The first cycle - introduction to literacy (covering years 1-3 of primary

school),

» The second cycle - mastering the basics of literacy (covering years 4-5 of pri-
mary school),
 The third cycle - developing literacy (covering years 6 to 9 of primary school).

Cycles set the expected learning outcomes for students in the different
learning areas and their components (performance standards at the end of
each cycle) and set the content of learning (content standards). Literacy is
understood in a broader sense and includes all types of literacy (illustrated
below in Figure 2) linked to different areas of educational content areas SPU,
2021).

In the school year 2021/2022, the eighth cycle of the international PISA
study was conducted in Slovakia. PISA has been conducted regularly in
3-year cycles since 2000, and PISA was measured in Slovakia for the first
time in 2003. In addition to the areas that are a standard part of each cycle
of measurement (numeracy, literacy, science literacy), in 2022, the innova-
tive area of creative thinking was also included in the PISA study (NUCEM,
2023). “Compared to the previous PISA 2018 cycle, there was a statistically
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Linguistic and
communication
literacy
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Aesthetic
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Domain
Literacy
(comptencies)

Information
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Movement
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Science
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Technical
literacy

Social-scientific
and civic literacy

2 Figure: Domain literacy
SPU, 2022, p.16

significant decrease in the average score of Slovak students in mathematical
literacy, by up to 22 points. There was also a significant decrease in the aver-
age score of Slovak students on reading literacy by up to 11 points compared
to 2018. The performance of Slovak students in science literacy is at the same
level as found in PISA 2018” (NUCEM, 2023, p. 21).

1.3 Key competencies, a pillar of lifelong learning

Act of the National Assembly of the Slovak Republic No. 245/2008 Coll.
On education and training (School Act, § 2, letter t) defines competency
as “the demonstrated ability to use knowledge, skills, attitudes, values,
orientation, and other competencies for the performance and fulfilment of
functions according to the standards in work, in the study, in the personal and
professional development of the individual and in his active participation in
society, in future application in working and non-working life, and for his
further education”.
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Zelina (2009) perceives the concept of competency in a broader context,
more future-orientated, namely, as a right and duty, the ability to do some-
thing, to have the possibility and power to fulfill oneself, to know, to have
personal prerequisites, desires, interests, motivation, and finally to have
a realistic life goal. Competency and literacy are closely related in the pursuit
of achieving and experiencing a good life.

The European Union (VeteSka & Tureckiovd, 2008, p. 66) identified
the following key competencies:

« communication in mother tongue,

* communication in a foreign language,

» mathematical literacy and competencies in science and technology,
» competencies in information and communication technologies,

+ competency for learning - learning to learn

* interpersonal, social, and civic competencies,

 entrepreneurial competencies,

* cultural perspective.

These form the concept for the creation of the state educational programme
valid for the entire network of schools in the Slovak Republic, based on
which individual schools create their own school educational programmes.
The State Educational Programme for Vocational Education and Training for
the Study Field Group 76 Teaching defines individual competencies as follows
(Statny institut odborného vzdelavania, 2013):

Turek (2003), Suchozové (2014), Rovnianova (2015), and others consider
the acquisition and improvement of key competencies as a lifelong learning
process, not only in school, but also in employment, family, cultural, social and
political life. That requires personal effort, not only on the part of the indi-
vidual but also on the part of the society as a whole, to create a favourable
social and ecological environment. The reason why the school by its actions
is not sufficient for the development of competencies in its students is, as
Rovnianova (2015) further states, that it is a very dynamic process, which
involves constantly evolving and changing competencies during life, which
a person can gain or lose during adolescence, and according to the findings
of ontogenetic psychology, the development of competency does not end with
adolescence, but continues even in adulthood. Therefore, there are important
implications for the education and assessment not only of children but also of
adults in all forms of formal and nonformal education.
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Table I: Definitions of key competencies of the State Educational Programme for Vocational
Education and Training for the Study Field Group 76 Teaching

Key competencies

Definition of individual competencies for students
in the study field group 76 Teaching

Competencies to act

independently in social

and work life

Competencies in
using knowledge,
information, and
communication
technologies
interactively,
communicating in
national, native, and
foreign languages.

Competencies in
working in diverse
groups

They are the basis for the further acquisition of
knowledge, skills, attitudes, and value orientation.
They include the skills necessary to manage and or-
ganise your personal, social, and work life in a pur-
poseful and responsible way. Individuals need to
develop their personal identity in relation to their li-
ving conditions, occupation, work and environment,
social norms, social and economic institutions, and
make the right decisions, choices, actions, and prac-
tices. These competencies are very closely related to
the acquisition of a culture of thinking and cognition.

These are the competencies that a student acquires
in order to participate actively in a knowledge-ba-
sed society with a clear sense of his/her own iden-
tity and direction in life, self-improvement and per-
formance enhancement, rational and independent
education and learning throughout life, updating
and maintaining the necessary basic levels of langu-
age, information, and communication skills. The stu-
dent is required to effectively use the written and
spoken language, native and foreign languages, to
possess reading and mathematical literacy, to re-
view basic skills, and to self-create.

These skills are used to manage interpersonal relati-
onships and to form new types of cooperation. They
are skills that emerge under more difficult conditi-
ons, also in solving problems of people who cannot
fit into social life. Students must be able to learn, live
and work not only as individuals but also in a soci-
ally balanced group. Therefore, these are skills that,
on the basis of acquired knowledge, social skills, in-
tercultural competencies, attitudes, and value orien-
tation, enable them to establish simple algorithms to
solve problematic tasks, phenomena, and situations,
and to use the knowledge acquired in their personal
life and profession.

Source: Statny institut odborného vzdeldvania, 2013.
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2 METHODOLOGY OF RESEARCH

In the empirical part, we will focus on exploring the opinions of respondents,
teachers of selected secondary pedagogical schools in Slovakia, on the issue
of implementation of the content of cross-curricular themes in teaching as
one of the important means of developing key competencies and functional
literacy of students. Specifically, we will be interested in the education of
the respondents and the need for further education in this area.

2.1 Research problem and research objectives

The research problem is formulated into the question “How do the respondents

perceive and evaluate their own professional preparedness and further

education in the field of cross-curricular themes and implementation of their
content in their own teaching at selected secondary pedagogical schools in

Slovakia as an important means of developing functional literacy and key

competencies of students?”.

The research objectives arising from the research problem are as follows:

1) Determine whether there is a statistically significant difference in the pro-
fessional readiness of respondents to implement the content of cross-curric-
ular themes in teaching in terms of the length of their teaching experience.

2) Determine whether there is a statistically significant difference in the pro-
fessional preparedness of the respondents to implement the content of
the cross-curricular themes into teaching in terms of their career level as
a teaching staff member.

3) To determine the proportion of respondents’ participation in training on
particular, specific cross-curricular themes and the implementation of
their content into their own teaching.

4) Determine to what extent the training received in the area of cross-curric-
ular themes met the expectations of the respondents.

5) Identify the reasons for meeting/not meeting the respondents’ expectations
of the training received in the area of cross-curricular themes as a means
of developing functional literacy and key competencies of students.

6) Determine to what extent the respondents who have received training
in the implementation of the content of cross-curricular themes in teach-
ing are satisfied with the linking of theoretical information to practice in
the training provided.
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7) Determine to what extent the respondents are interested in receiving
further training in the implementation of cross-curricular themes in
teaching as a means of developing functional literacy and key compe-
tencies of students in the future.

8) Identify the reasons for the non-participation of respondents in train-
ing in the implementation of cross-curricular themes in teaching as
a means of developing functional literacy and key competencies of
students.

9) To determine to what extent respondents perceive the support of
the management of selected secondary pedagogical schools in Slovakia
in the education of respondents in the implementation of cross-curric-
ular themes in their own teaching as a means of developing functional
literacy and key competencies of students.

10)Determine the level of interest of the respondents in further education
in the field of specific cross-curricular themes as a means of developing
functional literacy and key competencies of students.

2.2 Set of research

From a methodological point of view, it was a deliberate available selection
of respondents in a group of teachers from secondary pedagogical
schools from 18 schools of this type in Slovakia. The selection of
teachers for the research sample depended on the success in finding
willing collaborators among secondary school teachers in the individual
secondary pedagogical schools in Slovakia, with the endorsement of
the subject playing no role.

To preserve the anonymity of the research participants, we do not provide
the names of the secondary pedagogical schools where they work.

The means of communication that we chose were telephone and emalil,
as well as communication through social networks or face-to-face meetings.

Finally, the total research sample consisted of 72 respondents selected
from a base set of 441 teachers in various subject areas who worked in
secondary pedagogical schools in Slovakia.

We consider it necessary to mention that the research set (N = 72) is not
a representative sample; therefore, the results obtained cannot be gener-
alised to the base set, and the above-mentioned is taken into account in
the analysis and interpretation of the data obtained. Therefore, due to
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Table II: Structure of the research sample by gender and average age

Age n % AM Min Max
Men 8 11,1 34,9 26 44
Women 64 88,9 34,2 25 62
Total 72 100,0 42,5 25 62

Note: AM — the arithmetic mean; Min - minimum; Max - maximum.

Table IIL: Structure of the research sample according to the length of teaching experience

Age n % AM Min Max
Men 8 11,1 16,8 0 30
Women 64 88,9 15,4 0 35
Total 72 100,0 15,5 0 35

Note: AM — the arithmetic mean; Min - minimum; Max - maximum.

Table IV: Structure of the research sample according to the group of subjects taught

n %
Social science subjects 65 90,3
Natural science subjects 20 27,7
Total 72 100,0

Note: AM - the arithmetic mean; Min - minimum; Max - maximum.

the small number of respondents (N = 72), our objective is not to compare
individual secondary pedagogical schools in Slovakia but to determine
the opinions of teachers (respondents) of this type of schools on the issue of
implementation of cross-curricular themes in teaching.

2.3 Methods of data collection

The research was carried out using empirical methods of pedagogical
research. As a research instrument, we chose a non-standardised electronic
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questionnaire of our own construction as the main research method to
measure questionnaire variables for all groups of respondents, male and
female teachers of selected secondary pedagogical schools in Slovakia.
When compiling it, we followed the methodological rules (Gavora et al.,
2010) and the intentions of statistical processing (the use of descriptive
statistics). We chose the electronic questionnaire as a research tool
with the aim of conducting a relatively quick and large survey on how
respondents think, evaluate, and experience the problem under study. Its
design was based on the research project and its related objectives.

When defining the various cross-curricular themes in the questionnaire
items, we based ourselves on the National Curriculum (SPU, 2015), which
defines the following five cross-curricular themes in the context of full
secondary education: personal and social development, environmental
education, media education, multicultural education and protection of life
and health. Family and parenthood education is considered part of personal
and social development, and the topic of presentation skills and project
development is not defined separately in this document, but from our point
of view it can be partly included in media education, where students learn
to present their work both in writing and verbally using information and
communication technologies, thus deepening their technical skills neces-
sary for using the media. For this reason, to make the respondents’ under-
standing of the content of each cross-curricular theme clearer, we decided
to present in the questionnaire, in addition to the original 5 cross-curricu-
lar themes (SPU, 2015), the other two above-mentioned themes, thus total-
ling 7.

2.4 Data analysis methods

The data obtained were analysed, processed and evaluated using an Excel
spreadsheet and for the quantitative analysis of the data obtained we
used mathematical and statistical methods of univariate and multivariate
inductive and descriptive statistics (sum, percentages, arithmetic mean,
median, mode, modus, modus frequency, standard deviation, minimum,
maximum) and non-parametric Mann-Whitney U test from the IBM SPSS
Statistics toolbox, version 19. Frequency tables were used to present
the data obtained.
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3 RESULTS

3.1 Professional readiness of respondents to implement
cross-curricular themes in their own teaching

From the research population (N = 72), we formed two bands: the first group
consists of “beginning and independent teaching staff” (n=33) in terms of career
stage, the second group consists of “teaching staff with the first and second
certifications” (n = 39).

Two groups of probands were also formed according to the duration of
their previous teaching experience: the first group consists of “teachers with
acquired teaching experience of up to 15 years” (exactly 14.99 years) (n = 36),
and the second group consists of “teachers with acquired teaching experience of
15 years or more” (n=36). We decided to make this division based on the results
of the OECD TALIS 2018 international research on teaching and education
(in NUCEM, 2018, p. 15), where “within OECD countries, both novice teach-
ers and teachers with 15 years of experience in state-established schools
in the Slovak Republic, Latvia and Hungary are among the countries with
the lowest annual income in USD in purchasing power parity terms”. Based
on the above statement, we assume that teachers with more than 15 years
of experience might, among other things, be more competent in implement-
ing the content of cross-curricular themes in their own teaching. The second
reason for the formation of the groups was the limiting research sample
(N = 72). Therefore, our aim was to create two cohorts that were equally or
at least approximately represented in terms of their size and could be statisti-
cally compared. The existence of statistically significant differences between
the groups was investigated using the non-parametric Mann-Whitney U test.
We present the results in Tables V and IV.

The Mann-Whitney U test did not confirm a statistically significant differ-
ence (p-value >0.05) in professional readiness to implement individual
cross-curricular themes in their own teaching between the group — novice
and independent teaching staff and the group - teaching staff with the first
and second certification. On the basis of these findings, we conclude that
despite the deepening and improvement of their pedagogical education,
which the respondents — teachers in the 1st and 2nd attestation under-
went within the framework of attestation education, they cannot, within
the framework of our research findings, be considered more professionally
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Table V: Differences in professional preparedness for the implementation of cross-curricular
themes in own teaching in terms of the career level of a teaching staff member

Mann-Whitney U test
Career level of teaching staff
(N =72)
. Teaching staff
Cross-curricular Themes Starting and aching
. with the first
independent Z
. and second
teaching staff . .
certifications

@0=33) ( = 39)

AM Mdn AM Mdn

Personal and social

3,12 3,00 3,31 300 0491 -0,689
development

Environmental education 2,27 2,00 2,21 2,00 0,925 -0,095
Media education 2,81 3,00 2,95 3,00 0,630 -0,482

Multicultural education 2,64 2,00 2,82 3,00 0,447 0,760

Protection of life and

health 2,85 300 295 3,00 0,790 -0,267

Family and parenthood

. 2,45 2,00 2,92 3,00 0,067 -1,833
education

Presentation skills and

project creation 3,30 3,00 3,54 3,00 0,452 -0,751

Note: Mdn — median, AM — arithmetic mean; Statistical significance level p<0,05

prepared for the implementation of individual cross-curricular themes in
teaching, as well as the novice or independent pedagogical employees partic-
ipating in our research, can be considered less professionally prepared for
the given area.

Based on our findings, we reason that the education (knowledge) acquired
by completing the first and second attestation cannot be considered as
a predictor of determining higher professional preparedness in implement-
ing each cross-curricular theme in teaching, although this statement cannot
be generalised to the baseline population, only to our research sample.
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In the next table (Table VI), we look at the difference in professional prepar-
edness to implement the cross-curricular themes in their own teaching
between the two groups of probands, in terms of the duration of their teach-
ing experience.

The Mann-Whitney U test gave us an interesting finding; it confirmed
a statistically significant difference (p-value < 0.05) in the professional read-
iness to implement the cross-curricular theme ‘Protection of life and health’

Table VI: Differences in professional preparedness for the implementation of cross-curricular
themes in their own teaching in terms of the length of teaching experience of
the respondents

Mann-Whitney U test

Length of teaching experience
of respondents (N = 72)

icular th Respondents Respondents
Cross-curricular themes with teaching  with teaching 7
experience up experience p
to 15 years™ of 15 years or
(n=36) more (n=36)
AM Mdn AM Mdn
gers"“al i ol 331 400 314 300 0422 -0,803
evelopment
Environmental education 2,17 2,00 2,31 2,00 0,851 -0,188
Media education 2,72 3,00 3,06 3,00 0,127 -1,525
Multicultural education 2,56 2,00 2,92 3,00 0,192 -1,305
RUIEE BT I 0 256 200 325 300 0019 -2352
health
Family and parenthood 269 200 272 300 0,749 -0,320
education
BT SIS AL 331 350 356 300 0525 -0,835

project creation

* means up to 14.99 years; Mdn - median, AM - arithmetic mean; Statistical significance

level p<0.05
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in their teaching between respondents with 15 or more years of teach-
ing experience and respondents with less than 15 years of teaching experi-
ence. Respondents with 15 or more years of teaching experience rated their
readiness to implement the cross-curricular theme “Protection of life and
health” in their teaching higher, exactly as average (Mdn =3; AM = 3.25)
than respondents with less than 15 years of experience, exactly as low
(Mdn =2; AM = 2.56). We note that teachers (of various qualifications) with
more than 15 years of experience have been participating in compulsory
outdoor exercises, the so-called special-purpose exercises, intended for all
students of the school every year for more than 15 years. That may be one
of the reasons why they feel more confident in the professional implemen-
tation of the cross-curricular theme than their colleagues with less than 15
years of experience. Purposeful exercises, according to the State Educational
Programme for ISCED 3 (SPU, 2023), integrate the knowledge and skills
acquired by students in compulsory subjects, extend and consolidate them,
and are also a means of verifying them. The content consists of thematic units
such as (1) current problems of mankind and their solution; (2) dealing with
emergencies, civil protection; (3) health training; (4) stay and movement in
nature; (5) technical activities of interest and sports.

In practice, this means that teachers and their students set up posts with
tasks in the field, where other students of the school, together with their class
teachers, complete these tasks and perform specific tasks, e.g. that includes:
first aid for a person in danger, a mock alarm — evacuation of people from
a building in cooperation with rescuers and firefighters, orientation in unfa-
miliar terrain using a compass or mobile apps, emergency calls, identification
of plants and animals, handling a gas mask, and more. Another reason for
the difference between the groups of participants in terms of the length of
teaching experience may be our other research finding, namely that the least
number of participants from our research set (2.7%) participated in the train-
ing on the implementation of the cross-curricular theme “Protection of life
and health” together with the theme “Family and parenthood education”.

In the other cross-curricular themes, there were no statistically signifi-
cant differences (p value > 0.05) in the variable between the two groups
of probands. Again, with respect to our research sample (N = 72), it can be
concluded that the length of teaching experience is not directly propor-
tional to the professional readiness to implement the cross-curricular themes
in one’s teaching, except for the cross-curricular theme “Protection of life
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and health”, in which we confirmed a statistically significant difference
(p - value < 0.019 < 0.05).

These findings suggest that the need for lifelong learning is a necessity,
not only in the area of cross-curricular themes and their implementation in
teaching. Therefore, in the next part of our research, we focused on exam-
ining the respondents’ participation in training in the area of incorporating
each cross-curricular theme into teaching over the past 10 years.

3.2 Participation of respondents (selected teachers)
in training in cross-curricular themes

The results (Table VII) show that most of the respondents (26.4%) have
received training in the implementation of the cross-curricular theme
“Presentation skills and project development” in the classroom in the last
10 years. The fewest (2.7%) had received training in the implementation of
the cross-curricular themes “Protection of life and health” and “Family and
parenthood education”. Nine of all respondents (12.5%) had participated in
training in the implementation of more than one cross-curricular theme in
teaching (exactly two cross-curricular themes), 1 respondent (1.4%) up to 3
cross-curricular themes.

Table VIL: Teachers’ participation in training on the implementation of cross-curricular
themes in their own teaching (N = 72)

Cross-curricular themes n %

Presentation skills and project creation 19 26,4
Media education 12 16,6
Multicultural education 5 6,9
Personal and social development 4 55
Environmental education 3 4,2
Protection of life and health 2 2,7
Family and parenthood education 2 2,7
Non-participating 36 50,0
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What surprised us was the number of respondents who had not received
training in any of the cross-curricular themes and their implementation in
the classroom, which represents up to 50% of our research sample.

3.3 Responses reflecting respondents’ expectations
of the training received on cross-curricular themes

Respondents who participated in the training (Table VIII) related to
the implementation of one/some of the cross-curricular themes in the class-
room (n = 36) were asked to indicate in the item 10 of the questionnaire, on
a scale of 1 to 5, to what extent this training met their expectations, with 1 - did
not meet my expectations at all, 2 - did not meet my expectations, 3 - partially met
my expectations, 4 - met my expectations, 5 - met my expectations completely.

The mean value (Mdn = 3) and the most frequently chosen value (Mod = 3)
together with the arithmetic mean (AM = 3.4) show that the training regard-
ing the implementation of one/some of the cross-curricular themes in

Table VIIT: Level of expectations from the completed training (n=36)

Level of expectations from

0y
completed training n Yo
It did not meet my 0 00
expectations at all. ’
It did not meet my
expectations. 8 222
Partially met my 12 333

expectations.

It fulfilled my expectations. 10 27,8

It met all my expectations 6 16,7
36 100,0

Total AM SD Mdn Mod nMod Min Max
3,4 1,0 3,00 3 12 2 5

AM - arithmetic mean, SD - standard deviation, Mdn — median, Mod — mode,
n Mod — number of modes, Min — minimum, Max — maximum
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the classroom only partially met the expectations of the respondents who
participated in this training. However, we consider it necessary to point out
that up to 27.8% of respondents had their expectations fulfilled.

We were interested in why some respondents thought that the training met
their expectations and others did not. Here, respondents were free to express
their views. We then analysed those and created six main categories summa-
rising their statements (Table VIX). We ranked the response categories in
descending order.

We also provide specific statements, in quoted form, from some selected
respondents.

The following can be considered positive: “the trainer used to be a teacher
himself, so he knew very well what he was talking about and he had no prob-
lem responding to any questions”, “I met a lot of new people, gained new
contacts, and exchanged experiences”, “the best training I have ever attended,
I appreciate the exchange of information between the teachers - participants
of the training”, ”I particularly appreciated the training on MKV (note: multi-
cultural education), which covered current events in Europe and its applica-
tion in school”, “maximum satisfaction, clarity, conciseness, quality, adequate
quantity of information”.

The following can be considered negative: “we did not learn to use any soft-
ware as there were teachers with minimal computer skills”, “time-consuming

Table IX: Reasons for meeting / not meeting the expectations of the respondents about
the training received (n = 36)

Reasons n %

Predominance of useful information

(applicable in practice) i S
Predominance of useless information

. . 10 27,7
(not usable in practice)
Lecturer, an excellent expert in the field 8 22,2
Exchange of experiences with trainees 6 16,6
Lecturer - weak expert in the field 5 13,8
Too large training group 2 5,5
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» o«

training and not very comprehensive”, “all theoretical information”, “after
the training, I don’t know how to fit the cross-curricular topic into my
subject”, “pure standard, nothing special, I have read what was presented at
the training on the net, so not anymore”, “the trainer was poorly prepared, he

could not respond adequately to questions from the plenary”.

3.4 Degree of integration of theory and practice in education in
the field of cross-curricular themes

We present the findings in Table X. The mean value (Mdn = 3) and the most
frequently chosen value (Mod =3) together with the arithmetic mean
(AM = 3.2) reflect the partial satisfaction level of the respondents (n = 36) and
the adequate level of the link between theory and practice in education to
implement the selected cross-curricular themes in the classroom.

The basis of learning is the desire for knowledge, a kind of natural curi-
osity to explore and discover the properties of things and phenomena
that surround us every day. We wanted to know to what extent respond-
ents (n=36) are willing to continue learning to continuously educate
themselves on the implementation of selected cross-curricular themes in
the classroom.

Table X: Degree of connection between theory and practice in completed courses (n=36)

Degree of integration of theory and practice n %

I am very dissatisfied (very low level of connection) 1 2,8

I am unhappy (low level of connection) 9 25,0

I am partially satisfied (adequate level of 13 361

connectivity) ’

I am satisfied (high level of connection) 9 25,0

I am very satisfied (very high level of connection) 4 11,1
36 100,0

Total AM SD
3,2 1,0

AM - arithmetic mean, SD — standard deviation
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3.5 The interest of the respondents
in learning about cross-curricular themes

The research showed that respondents who had already received this type
of training (focused on cross-curricular themes and their implementation in
the classroom) did not show much interest in it in the future. 16 out of 36
respondents (44.4%) expressed that they do not want or certainly do not want
to receive this kind of training in the future. A positive finding for us is that up
to 33.3% of the respondents still want or definitely want to participate in this
kind of training. That leaves the last 22.2% of the respondents still undecided
whether they want or not (see more in Table XI).

Table XI: Level of interest in learning to implement cross-curricular themes in future
teaching (n = 36)

Interest in continuing

education n %

Certainly not 7 19,4

No 9 25,0

Don’t know yet, maybe yes 8 22,2

Yes 6 16,7

Definitely yes 6 16,7
36 100,0

Total AM SD  Mdn Mod nMod Min Max
2,9 1,4 3,00 2 9 1 5

AM - arithmetic mean, SD - standard deviation, Mdn - median, Mod — mode,
n Mod — number of modes, Min — minimum, Max — maximum

3.6 Reasons for the nonparticipation of respondents
in training on cross-curricular themes

We also looked at the respondents who had not participated in cross-
curricular themes training and their inclusion in teaching (n=36). We focused
on finding the reasons for why they decided not to undertake this type of
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training. Respondents received four statements for which they were asked
to indicate their level of agreement or disagreement on a scale of 1 to 5, with
1 not at all agreeing, 2 disagreeing, 3 partially agreeing, 4 agreeing, and 5
strongly agreeing. We summarise their responses in descending order in
Table XII.

The mean values (Mdn, AM) show the level of agreement/disagreement of
the respondents with a given statement. For a clearer depiction of the phenom-
enon (specific reasons), we also provide the absolute and relative frequencies
in the table. These reflect the frequency of respondents who expressed a real
lack of interest in the issue; they admitted that the school management did
not allow them to be trained in this area; they did not receive an offer with
this training focus and are unfamiliar with the institutions that deal with this
type of training (aimed at the implementation of cross-curricular themes in
the classroom) or organise these trainings. The question remains for us: If
more than 80% of the respondents who admitted that they have not received
an offer for training in the fileld of cross-curricular themes or have not yet
met an institution that provides this training in the near future received this
offer and became familiar with the relevant educational institution, how

Table XII: Reasons for not participating in the training on the implementation of cross-
curricular themes in teaching (n = 36)

Reasons for

S AM SD Mdn Mod nMod Min Max n %
non-participation

Ignorance of
the institution
that provides
the training

3,6 1,0 4,00 4 15 1 5 30 833

There was no

3,6 1,2 4,00 4 12 1 5 29 80,5
offer

Not interested 2,9 1,6 3,00 1 11 1 5 20 556

Not facilitated
by school 2,0 1,0 2,00 1 14 1 5 9 25,0
management

AM - arithmetic mean, SD - standard deviation, Mdn - median, Mod - mode,
n Mod - number of modes, Min - minimum, Max - maximum
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much would it change their decision to undergo this training, or how much
would they be willing to “go for it”? That is, more than half of the respondents
(n=36), 55.6% to be precise, expressed disinterest in learning about cross-cur-
ricular themes and their inclusion in teaching.

In addition to the scaled questions, respondents were also free to express
their opinion and to give ‘another reason’ for not participating in the described
training. ‘Other reason’ was given by 6 respondents, their responses are
presented unedited as follows: “I have been in education for a short time, so
I am still looking around for further education opportunities”, “I succumbed
to the halo effect that these trainings are just a pure collection of credits, one
does not learn anything there”, “I have attended trainings of this type a long
time ago and I was not satisfied, they were too theoretical and artificially
stretched the time at the expense of the content”, “I would have preferred
a mentor directly in the classroom through the Comenius Institute”, “I would
have preferred a mentor directly in the classroom through the Comenius
Institute, teachers praise it”, “we are constantly offered training courses that
do not provide education in my field, on what I need to learn”, “the training
courses are just for collecting credits, we do not learn anything new there,
and I already have enough credits, moreover, supposedly they are supposed
to be cancelled now, so I refuse to spend time on useless information”, “I don’t
like the training courses in general, because they are maximally ineffective”.

3.7 Support of respondents in education by school management

Our findings (Table XIII) revealed that up to 33.3% of all respondents (N = 72)
perceived that the support of school management for education on cross-
curricular issues was sporadic.

3.8 Respondents’ interest in further education
on specific cross-curricular themes

Respondents (N = 72) were asked to express their attitude to the following
question on a scale of 1 to 5 (1 - definitely not, 2 - no, 3 - not sure, 4 - yes,
5 - definitely yes): If you had the opportunity in the near future (3-5 years)
to receive training in the area of incorporating cross-curricular themes into
your own teaching, would you take it up? We present the data obtained by
this item in descending order (with respect to Mdn and AM) in Table XIV.
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Table XIII: School management support for teacher training on cross-curricular themes (N = 72)

Level of support for
teacher training in N %
school management

Not supported at all 3 42

Does not support 18 25,0

SOI;E; glp‘)t(‘):('ladically 24 333

Supports 20 27,8

Maximum support 7 9,7
72 100,0

Total AM SD Mdn Mod nMod Min Max
3,1 1,0 3,00 3 24 1 5

AM - arithmetic mean, SD - standard deviation, Mdn - median, Mod — mode,
n Mod - number of modes, Min — minimum, Max — maximum

Table XIV: Level of interest in education in each cross-curricular theme (N = 72)

Cross-curricular themes AM SD Mdn Mod nMod Min Max
Pre§entat10n.skllls and 38 12 4,00 5 27 1 5
project creation

Media education 33 1,2 3,00 3 25 1 5
Personal and social 31 14 3,00 3 18 1 5
development

Multicultural education 31 1,4 3,00 4 20 1 5
Protection of life and

health 3,0 1,2 3,00 4 24 1 5
Famlly_ and parenthood 2.8 14 300 3 19 1 5
education

Environmental education 2,5 1,3 2,00 1 20 1 5
Total 3,1 1,3 3,00 3 134 1 5

AM - arithmetic mean, SD - standard deviation, Mdn - median, Mod — mode,
n Mod — number of modes, Min — minimum, Max — maximum
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We found that the respondents (teachers of selected secondary pedagog-
ical schools in Slovakia) are interested in the nearest future (3-5 years) in
training on the cross-curricular topic “Presentation skills and project crea-
tion” (Mdn = 4; AM = 3,8) and its implementation in their own teaching. In
terms of absolute and relative abundance, up to 44 probands out of a total of
72, representing 66.1% of our research sample, expressed a genuine interest
(“yes”, “definitely yes”) in this cross-curricular topic. In contrast, the respond-
ents expressed a low level of interest (Mdn = 2; AM = 2.5) was expressed by
the respondents expressed in the cross-curricular topic “Environmental
education” and the education related to its implementation in the classroom.
More than 50% (exactly 51.4%) of the respondents expressed the opinion that
they do not want or definitely do not want to participate in education related
to this cross-curricular theme. Respondents expressed uncertain interest
(Mdn = 3) in other cross-curricular themes and training in this area.

4 DISCUSSION

Our findings showed, among other things, that teachers of selected secondary
schools in Slovakia, who formed our research sample, are not sufficiently
professionally prepared to implement the content of cross-curricular themes
in their teaching. Research conducted by staff from the Department of Ethics
and Civic Education of the Faculty of Education, Matej Bel University in
Banska Bystrica - Badurova et al. (2016), focused on cross-curricular themes in
ethics education, showed that teachers theoretically know what and how they
should teach to meet the objectives of cross-curricular educational themes,
but lack appropriate teaching materials that would increase the effectiveness
of their work. Although this finding is not consistent with ours, which may be
due to the fact that we did not focus our research only on ethics education but
conducted it in a broader context in practice, we nonetheless encountered
a lack of knowledge of cross-curricular themes in education among most of
the teachers we came into contact with. What is striking is the fact that more
than half of the research sample is not even interested in education of this
type and focus.

Seckovéa (2011), an employee of the Department of Didactics of Chemistry
at the Institute of Chemical Sciences, Faculty of Natural Sciences, Pavol
Jozef Saférik University in KoSice, focused on the cross-curricular themes
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of the State Educational Programmesc “Project creation and presentation
skills” and “Environmental education” implemented in the form of project-
based learning. She argues that curriculum reform emphasises the acqui-
sition of key competencies (competencies) as a product of general educa-
tion and self-education, on cross-curricular themes (e.g. energy, water,
etc.) and on methods of active cognition. One of these is the project-based
learning method. Research in the field of teacher education for project-
based teaching on the topic of Sustainable Development has been carried
out at the Department of Didactics of Chemistry of the Faculty of Science
of the University of Pavol Jozef Safarik in Ko$ice in cooperation with
colleagues for several years within the framework of many projects KEGA
No. 3/3004/05, LPP 0131-06, KEGA No. 3/6301/08. The projects have shown
that many teachers need help in the implementation of this method because
they have little or no experience with it. For these reasons, at the request
of the State Pedagogical Institute in Bratislava, she prepared for chemistry
teachers a methodological manual for teaching the newly conceived elective
course of the State Educational Programme Project Teaching in Chemistry as
a form of teaching the cross-curricular theme “Project creation and presenta-
tion skills”.

According to the results of the TALIS 2018 study (MSVVaS$, 2018), Slovak
teachers declare a high level of need for further education in the areas of
teaching students with special educational needs (26.5%), student behav-
iour and classroom management (19.1%), ICT skills in teaching (16.6%) and
teaching cross-curricular skills (16.3%). On average, in the OECD countries
and in the Slovak Republic, more than 90% of teachers have participated in
at least one type of in-service training in the last 12 months, and the percent-
age of principals is even higher, at around 99%. On average, teachers in
the Slovak Republic have participated in 3.4 activities (OECD 4 activities) of
further training in the last year and principals 5.5 activities (OECD 6 activi-
ties). Most Slovak teachers (almost 43%) agree that they are mainly hindered
in their continuing education by the fact that continuing education is too
expensive and there are no incentives to participate in continuing education.
More than 40% of our principals agree that the fact that there is no suitable
offer of further education (47.2%) and 41.3% of them agree that there are
no incentives to participate in further education is a barrier to their further
education.
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CONCLUSIONS

In order to be able to do “new things”, we first need to be aware of
the phenomena in order to be sufficiently informed. This implies one thing,
that of raising teachers’ awareness of the possibilities of learning about cross-
curricular themes and, through competent institutions, to prepare them
professionally to implement them in their own teaching. To the extent possible,
the methodological and pedagogical centres and other institutions that provide
such training should ensure, through qualified and experienced lecturers,
the quality of the information provided in terms of linking the theoretical
information defined by the national curriculum with the practical
information. In our research, it turned out that one of the reasons teachers
are not interested in this or any other type of education is the prevalence of
theoretical information, which they can hardly apply in practice.

We also appeal to head teachers and school leaders to support teach-
ers in continuing education (to arouse their interest in it), and thus facil-
itate the complex process of learning, and improving the implementa-
tion of cross-curricular themes in their own teaching, which in parallel
can contribute to improving the quality of the teaching process itself,
the preparation of students for life and profession,, and, finally, the interest
of students in learning. One of the proven alternatives is the participation
of teachers in mentoring programmes, such as those run in Slovakia by
the Comenius Institute or newly established regional centres for teacher
support. Teaching at the Comenius Institute takes the form of experiential
and practical workshops, informal talks and lectures, and online webinars.
The study lasts for one school year, during which teachers and students
attend 6 workshops covering thematic areas that have long been absent
from the Slovak education system. Workshops are led by highly experi-
enced lecturers who will empower them in their role as teachers. As part
of their studies, teachers carry out their own pedagogical projects. They get
their own consultant who accompany them during the implementation of
the project. The Comenius Institute also offers training for beginning teach-
ers, providing some support to bridge the difficult stages of a beginning
teacher’s entry into the educational process, and many other interesting
forms of training.
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We consider it important that teachers, in their efforts to improve
the quality of students’ knowledge, do not put the content of the subject
taught first but leave this place to the student and his personality. We
believe that if the teacher puts the student and his/her individual personal-
ity first (which is not always easy), he/she will be able to better understand,
on the basis of his/her needs, aspirations, and interests, the importance of
functional literacy and key competencies not only in school but also outside
school, and will understand why and how to develop these elements in
students. We believe that only a teacher who knows his students, takes
account of their personal characteristics and not only likes them but also
shows his affection for them, can ‘awaken in them the spirit of free think-
ing, which is open to learning.

We also recommend that teachers, at least once a month in their subject
areas, set aside sufficient time (at least 60 minutes) and a suitable space for
the exchange of information and valuable experiences (both positive and
negative) in the implementation of the content of the cross-curricular themes
in the classroom, depending on the development of key competencies and
functional literacy of the students. In addition to their own psychohygiene,
they thus educate each other.

Finally, we recommend that teachers implement cross-curricular themes
effectively so that they have a real contribution to the development of
students’ key competencies and functional literacy and do not have
a burdensome effect on students. By this, we mean that the teacher should
find topics, stimuli, through which to explain to students the meaning and
purpose of what they are learning. This way, he will answer the often-asked
question ‘what good will it bring us?” A skilled teacher does not consider
cross-curricular themes as an obstacle to teaching; on the contrary, he or she
sees them as a means of making the subject, the material, more accessible
and explainable to the students. From our own experience, we can confirm
that the cross-curricular theme “Family and parenthood education”, which
we implemented in the subject of pedagogy, aroused such interest among
students that they asked for it in many other lessons. They actively partic-
ipated in the discussion, suggested topics for group projects, searched for
information on the Internet on their own, and even suggested a discussion
with a marriage counsellor.
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Abstrakt

Cielom komparativnej Studie je porovnat systémy profesijného roz-
voja ucitelov na Slovensku, vo Finsku a v Holandsku na z&klade 3 kom-
parativnych kritérii: a) ndarodna politika a predpisy, b) obsah a formy
c) poradenstvo a podporné systémy v profesijnom rozvoji ucitelov.
Informdcie boli ziskavané z vedeckych ¢lankov publikovanych v on-
line databazach ERIC, EBSCO, Education Source, Google Scholar, ako
aj z narodnych legislativnych dokumentov dostupnych na webovych
strankach konkrétnych krajin. Vysledky Studie poukazuju na opodstat-
nenost implementacie andragogického poradenstva do profesijného
rozvoja ucitelov ako neformdlnej sucasti ich celozivotného ucenia sa
a zdroven zdoraznuju poziadavky Eurdpskej komisie v ramci ich legis-
lativnych dokumentov.

Klucove slova: profesijny rozvoj ucitelov, komparativna $tudia, andra-
gogické poradenstvo, celozivotné vzdelavanie
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COMPARISON OF TEACHER PROFESSIONAL
DEVELOPMENT SYSTEMS IN SLOVAKIA,
FINLAND AND THE NETHERLANDS

Abstract

The aim of the comparative study is to compare teacher professional
developmentsystemsin Slovakia, Finland and the Netherlands on the basis
of 3 comparative criteria: a) national policies and regulations, b) content
and forms, ¢) counselling and support systems in the professional
development of teachers. Data were obtained from scientific articles
published in the online databases ERIC, EBSCO, Education Source,
Google Scholar and from national legislative documents available on the
websites of the countries. The results point to the validity of implementing
andragogical counselling in teachers’ professional development as
a non-focal part of lifelong learning while highlighting the requirements
of the European Commission in their legislative documents.

Keywords: teacher professional development, comparative study,
andragogical counselling, lifelong learning

Profesijny rozvoj ucitelov predstavuje dolezity aspekt ich kariérneho rastu

a efektivneho vykonu profesie. Postholm (2012) tvrdi, Ze ucitelia, ktori

sa zapdjaju do nepretrzitého profesijného rozvoja, su lepSie pripraveni

efektfvne naplnat intelektualne, ako aj socio-emocionélne potreby svojich

Ziakov. Okrem uvedeného je profesijny rozvoj ucitelov efektivnym nastrojom

adaptacie ucitelov na nové trendy a vyzvy vyplyvajuce zo stavu Skolstva

a spolocnosti (Wabule, 2016). Tento rozvoj im taktiez umoznuje zdokonalovat

svoje pedagogické kompetencie, pricom ziskavanie novych vedomost,

zrufnosti a postupov nésledne prispieva k vytvaraniu efektivnejsich
vzdelavacich prostredi (Opfer & Pedder, 2010). Profesijny rozvoj ucitelov je vo
svete definovany prostrednictvom dvoch zakladnych linif:

1) ide o profesijny rozvoj ucitelov vnimany ako séria procesov, vzdela-
vani, kurzov a Skoleni, ktoré ucitelia absolvuju po ukonceni pregra-
dudlnej pripravy a po nastupe do ucitelskej praxe (Bruce et al, 2010;
Hofman & Dijkstra, 2010).
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2) ide o profesijny rozvoj ucitelov chdpany ako celozivotny proces, ktory za-
¢ina pociatocnym vzdeldvanim ucitelov a konc¢i odchodom do dochodku.
V nasej studii vychadzame prave z tohto chépania profesijného rozvoja
ucitelov, pricom Eurdpska komisia (2011) zdoraznuje tento pristup cez
3-fazovy model:
* Prvd fdza sa tyka pripravy ucitelov v rdmci pociato¢ného vzdeldvania
ucitelov a ziskavania kvalifikacie — pregradudlna priprava,
* Druht fdzu tvoria prvé samostatné kroky ucitela v konfrontacii s edukac-
nou realitou (adaptdcia),
Tretia faza je fazou kontinudlneho profesiondlneho rozvoja ucitelov,
ktori prekonali pociato¢né vyzvy stat sa ucitelom.

V Slovenskej republike upravuje profesijny rozvoj ucitelov zakon
C. 138/2019 Z. z. o pedagogickych zamestnancoch a odbornych zamestnan-
coch. Podla tohto zdkona ide o proces, prostrednictvom ktorého mézu peda-
gogicki a odborni zamestnanci rozvijat, prehlbovat, zdokonalovat a rozsi-
rovat vlastné profesijné kompetencie a to za ucelom vykondvania réznych
$pecializovanych ¢innosti alebo vykonu ¢innosti veduceho zamestnanca, ¢i
zaradenia do vys$Sieho kariérového stupria. Prostrednictvom profesijného
rozvoja mozu pedagogicki a odborni zamestnanci taktiez ziskat vzdelanie na
splnenie kvalifikacnych predpokladov na vykon dalSej pracovnej ¢innosti,
ako aj vyuzivanie a hodnotenie ziskanych profesijnych kompetencii (Zakon
€. 138/2019 Z. z.).

Podla Pavlova (2020) sa systém zamerany na podporu ucitelov v sloven-
skych podmienkach tyka najmé profesijného rozvoja a kariérneho rastu.
Pavlov (tamtiez) je presvedceny, Ze takto nastavené formélne vzdelava-
nie sustredené najma na kogniciu ucitelov nedokaze adekvatne a flexibilne
reagovat na zmeny a problémy, ktoré sa tykaju dynamicky sa meniacich
podmienok a ich odrazu v Skolskej praxi.

Ako mozné vychodisko tohto nedostatku vnimame potrebu rozsirenia
ponuky formélneho vzdeldvania v profesijnom rozvoji aj o Siroku Skalu
moznosti neformélneho ucenia sa ucitelov. Ide o vychodisko, ktoré nadva-
zuje na aktualne trendy a poziadavky kladené na celozivotné ucenie sa. Na
Eurdpskej trovni sa jedna najma o Memorandum o celoZivotnom vzdeldvani
sa (2000) a Eurdpsky referencny ramec- Kluc¢ové kompetencie pre celoZivotné
ucenie (2018), pricom na narodnej urovni mozno spomenut dokumenty ako
napriklad Zakon o celoZivotnom vzdeldvani (568/2009 Z.z.), ako aj Stratégiu
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celoZivotného vzdeldvania a poradenstva na roky 2021-2030. ZvySujucu sa
potrebu neformalneho vzdeldvania a poradenstva v réznych profesijnych
oblastiach deklaruje aj Stratégia Europa 2020 a na nu nadvézujuca imple-
mentacia Globalnej agendy 2030. Tieto dokumenty poukazuju na potrebu
uznat ulohu, prinosy a vyznam neformélneho vzdelavania dospelych vo vSet-
kych oblastiach navrhovanych Eurdpskou uniou s cielom posilnit vplyv celo-
zivotného ucenia sa nielen na jednotlivca, ale aj na demokraciu a spolo¢nost.

Opat sa odvolavame na Pavlova (2020), ktory tvrdi, Ze len tradicne podpo-
rované formalne vzdeldvanie v profesijnom rozvoji ulitelov zvacsa nezasia-
hne hlbsie Struktury ich profesijnych kompetencii.

1 CIEL STUDIE

Cielom studie je komparovat systémy profesijného rozvoja ucitelov na
Slovensku, vo Finsku a v Holandsku prostrednictvom zvolenych kompara-
tivnych kritérii, ako aj navrhnut odporucania v zmysle podpory profesijného
rozvoja slovenskych ucitelov.

2 METODY ZBERU A SPRACOVANIA DAT

Komparativnu analyzu sme realizovali ako synchréonnu komparéaciu zaloZzenu
na prehlade informadcii Cerpanych z vedeckych c¢lankov publikovanych
v online databazach ERIC, EBSCO, Education Source (Siroké $kdla publikacii
tykajucich z edukacného prostredia), Google Scholar, ako aj z narodnych
legislativnych dokumentov dostupnych na webovych strankach konkrétnych
krajin. Pre tcely komparacie sme si stanovili nasledujuce kritéria:

« vyber krajin: podla prislugnosti k ¢lenskym $tadtom Eurdpskej Unie, ktoré
su riadené identickymi nadndrodnymi dokumentmi a legislativnymi ram-
cami. Do uzSieho vyberu sme zaradili dve krajiny (Finsko a Holandsko)
s priblizne rovnakym priemernym rozdielom medzi absolvovanymi ak-
tivitami v rdmci profesijného rozvoja ucitelov a ich vnimanym pozitiv-
nym dopadom na vlastnu pedagogicku prax (Finsko AM = 3,4; Slovensko
AM = 3,4; Holandsko AM = 4,3; OECD, 2019). Tieto dve krajiny patria zaro-
ven medzi tie, ktoré sa nachadzaju vo svetovom rebricku hodnotenia kva-
lity vzdeldvacich systémov a spokojnosti ucitelov na vyssich prieckach ako
Slovensko (Finsko 2. miesto; Holandsko 12. miesto; Slovensko 34. miesto;
World Population Review, 2023).
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« vyhladdvané klucové pojmy: professional development of teachers, tea-
cher career growth, mentoring and teacher development, continuous tea-
cher education;

» vyber komparativnych prvkov v ramci analyz systémov profesijného roz-
voja ucitelov v konkrétnych krajinach:

a) narodna politika a predpisy,
b) obsah a formy vzdeldvania v profesijnom rozvoji ucitelov,
¢) poradenstvo a podporné systémy.

Studiu sme koncipovali ako sériu na seba nadvazujucich faz:
1. Konceptualizacna faza (kroky 1-2), 2. Analyticko-syntetickd faza (kroky
3-4), 3. Komparativna faza (krok 5), 4. Synteticka faza (kroky 6-7):

1) Studium nadnérodnych dokumentov Eurépskej komisie (ZvySovanie
efektivnosti vzdeldvania prostrednictvom profesijného rozvoja ucitelov,
2011; Rozvoj $kol a excelentnosti vyuchy, 2017; European ideas for better
learning, 2018)

2) Stadium narodnych dokumentov/ legislativ konkrétnych krajin a publiko-
vanych Stadif

3) Analyza ziskanych udajov

4) Zadefinovanie komparativnych prvkov

5) Samotnd kompardcia systémov profesijného rozvoja ucitelov podla zadefi-
novanych komparativnych prvkov

6) Tvorba zaverov a diskusie vratane navrhu implementdacie andragogického
profesijného poradenstva do tretej fazy profesijného rozvoja slovenskych
ucitelov

3 VYSLEDKY A DISKUSIA
V nasledujucej Casti prezentujeme vysledky komparativnej analyzy.

3.1 Analyza narodnych politik a predpisov
o profesijnom rozvoji ucitelov

Na Slovensku za tvorbu vzdelavacich politik a predpisov pre profesijny
rozvoj ucitelov zodpovedd Ministerstvo Skolstva, vedy, vyskumu a Sportu.

Profesijny rozvoj ucitelov je blizsie Specifikovany v Zdkone ¢ 138/2019
Z.z., pricom v § 40 tohto zdkona sa profesijny rozvoj ucitelov definuje ako
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proces rozvijania, prehlbovania, zdokonalovania a roz$irovania profesij-
nych kompetencii pre plynuly prechod do vys$Sieho kariérneho stupna.
Profesijny rozvoj ucitelov sa uskutocnuje prostrednictvom: 1. vzdeldvania
(adaptacného, kvalifikacného, funkéného, Specializa¢ného, aktualiza¢ného,
alebo predatestacného), 2. tvorivej cinnosti suvisiacej s vykonom pracovnej
Cinnosti (najmé vedeckej, vyskumnej, publikacnej alebo umeleckej), 3.seba-
vzdeldvania a vykonu pracovnej cinnosti. Podla vyssie spomenutého Zakona
¢. 138/2019 o pedagogickych zamestnancoch a odbornych zamestnancoch
a o zmene a doplneni niektorych zdkonov, je na Slovensku kazdy pedago-
gicky a odborny zamestnanec povinny udrziavat a rozvijat svoje profesijné
kompetencie prostrednictvom kontinudlneho vzdeldvania alebo sebavzde-
lavania. Konkrétne vzdeldvacie aktivity v rdmci formdlneho profesijného
rozvoja ucitelov zabezpecuju univerzity, ako aj dalSie vzdelavacie institucie
(napr. Ndrodny institut vzdeldavania a mladeZe) po schvaleni Ministerstvom
vedy, vyskumu a Sportu. Ministerstvo taktieZ stanovuje priority odborného
rozvoja, pripravuje vzdeldvacie programy a poskytuje finan¢né prostriedky
na uvedené aktivity (Pavlov, 2020). Systém profesijného rozvoja ucitelov na
Slovensku je centralizovany, pricom ucitelov pripravuje a vzdeldva najma
v oblasti vedomosti a zrucnosti, ktoré potrebuju na efektivnu implementaciu
narodnych politik a nariadeni. Vo vSeobecnosti plati, Ze ponuka forméalneho
vzdeldvania v profesijnom rozvoji ucitelov pozostava z kratkodobych kurzov
trvajucich spravidla niekolko hodin alebo dni. St to napriklad kurzy o pouzi-
vani novych informacno- komunikacnych technoldgii v triede, o zvySovani
motivacie Ziakov, o implementdcii novych Standardov u¢ebnych osnov, alebo
o roznych pristupoch v hodnoteni Ziakov v stlade s ndrodnymi hodnotiacimi
rémcami a iné (NIVaM, 2022).

Vo Finsku je profesijny rozvoj ucitelov zabezpecovany Ndrodnou agenturou
pre vzdeldavanie (Finnish National Agency for Education/ Opetushallitus), ktora
priamo pésobi pod finskym Ministerstvom skolstva a kultury. Tato agentura
spolupracuje s medzindrodnymi partnermi na zdielani osvedCenych
postupov, ako aj na poskytovani poradenstva a podpory pedagogom, Ci
vzdeldvacim inStiticidm. Profesijny rozvoj finskych ucitelov je blizsie
Specifikovany v zdkone Laki opetustoimen henkiloston kelpoisuusvaatimuksi-
sta 1150/2017, ktory mozno vo volnom preklade prelozit ako Zdkon o kvali-
fika¢nych poziadavkach na pedagogicky a odborny persondl. Podla tohto
zékona su vSetci ucitelia povinni podielat sa na profesijnom rozvoji z dovodu
udrzania a zlepSovania vlastnych odbornych zru¢nosti a vedomosti. Systém
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profesijného rozvoja vo Finsku je decentralizovany a ucitelia maju autono-
miu pri vybere prilezitosti na vlastné ucenie sa a rozvoj (Niemi, 2015). Od
finskych ucitelov sa o¢akava, ze aktudlne informadcie o nariadeniach vo vzde-
lavani a implementdcii vzdeldvacich politik budu ziskavat na zaklade vlast-
ného zaujmu, pricom obsah profesijného rozvoja sa sustreduje najméa na
zlepSovanie zrucnosti vo vyuzivani inovativnych vyucovacich metdd, ako
aj vo vyucovani zameranom na Studenta (Maaranen et al,, 2018). V ponuke
formélneho vzdeldvania v rdmci profesijného rozvoja ucitelov sa zvyCajne
nachdadzaju dlhodobejSie programy, ktoré mozu trvat niekolko mesiacov az
rokov. Tieto programy maju za ciel hlbSie rozvijat vSeobecné pedagogické
zrucnosti ucitelov. Filozofia takto nastavenej koncepcie profesijného rozvoja
vychadza z velkého dorazu finskej vlady na rozvoj ucitelov ako individudl-
nych profesiondlov, ktori su schopni prispdsobit svoje vyucovacie metddy
potrebdm jednotlivych ziakov (Carlo et al, 2013). Za konkrétnu ponuku
programov profesijného rozvoja ucitelov zodpoveda Ndrodnd agentira pre
vzdeldvanie, ktord schvaluje vylucne iba vzdelavacie programy podloZené
vyskumom. Realizdcia konkrétnych vzdeldvacich programov je podporo-
vanéa financovanim vlady a uskutocriuje sa na urovni univerzit, ako aj dal$ich
vzdelavacich institucii (Yada et al., 2021).

Profesijny rozvoj holandskych ucitelov sa riadi zdkonom Wet op het
primair onderwis, voortgezet onderwijs en de expertisecentra (Zdkon o primdr-
nom a strednom vzdeldvani a o expertnych centrdch, 2005). Podla tohto zédkona
su vsetci ucitelia povinni udrziavat a zlepSovat svoje odborné kompetencie
prostrednictvom pravidelnych $koleni a kurzov. Profesijny rozvoj ucitelov
tvori podla holandského Ministerstva vzdeldvania, kultury a vedy (Ministerie
van Onderwijs, Cultuur en Wetenschap) délezitu sucast profesijnej identity
ucitelov a jeho plnenie je nevyhnutné taktiez pre dosiahnutie a udrzanie
vysokej kvality vychovy a vzdeldvania v krajine (Ovcharuk, 2020). V oblasti
profesijného rozvoja ucitelov existuje kombindcia centralizovanych a decen-
tralizovanych prvkov. Ndrodny institut pre odborné vzdeldvanie (Nederlands
Instituut voor onderwijs en opvoedingszaken na narodnej urovni realizuje
odborné vzdeldvanie pre ucitelov v réznych oblastiach (napriklad odborné
vzdeldvanie pre zacinajucich wucitelov, rozvoj ucitelskych kompeten-
cii v oblasti komunikdcie s rodi¢mi, profesijné vzdeldvanie pre riaditelov
a veducich pracovnikov a iné). Na urovni $kél sa zasa jednd o realizaciu vlast-
nych programov odborného vzdeldvania a rozvoja, ktoré sa zameriavaju na
potreby konkrétnych ucitelov a okolitych $kol (Fred, 2020). Organizacie, ktoré
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zabezpecuju vzdelavanie v profesijnom rozvoji holandskych ucitelov, nemu-
sia byt schvélené Ministerstvom vzdeldvania, kultary a vedy (mimo akredi-
tovaného vzdeldvania poskytujuceho opravnenie na vykondavanie ucitelskej
praxe). Napriek tomu vSak existuju urcité kvalitativne a organizacné Stan-
dardy, ktoré tieto organizdcie musia splnit, aby mohli poskytovat vzdelava-
nie pre ucitelov, pricom ministerstvo méze poskytnut podporu a financova-
nie pre organizacie, ktoré tieto Standardy dodrziavaju (Zdkon o primdrnom
a strednom vzdeldvani a o expertnych centrdch'). V. ponuke formélneho vzde-
lavania sa v ramci profesijného rozvoja ucitelov zvycajne nachadzaju dlho-
dobé programy, ktoré mozu trvat niekolko mesiacov az cely akademicky
rok. V Holandsku sa €asto vyuziva tzv. modularny pristup, ktory umoznuje
uclitelom vyber kurzov podla ich zaujmov a potrieb. Celkovo je v Holandsku
kladeny velky déraz na individualizovany pristup k profesijnému rozvoju
ucitelov, ktory umoznuje ucitelom napldnovat si svoj profesiondlny rozvoj
s dalS$imi aktivitami a zaujmami, pricom kurzy sa zvycajne realizuju najma
vo veCernych hodindach, pocas vikendov alebo pocas letnych prazdnin.

3.1.1 Zhrnutie

Profesijny rozvoj ucitelov tvori povinnu sucast vykondvania ucitelskej
profesie vo vSetkych troch krajindch. Holandsko a Finsko md v porovnani
so Slovenskom vySSie investicie a koordinované opatrenia na podporu
profesijného rozvoja ucitelov. Tieto krajiny sa tiez viac zameriavaju na
individualizovany a vyskumom podporeny dlhodoby pristup k ponuke
vzdeldvania v profesijnom rozvoji ucitelov, zatial ¢o na Slovensku je profesijny
rozvoj ucitelov viac decentralizovany a zaloZeny na iniciativach vzdelavacich
politik realizovanych prostrednictvom prevazne kratkodobych kurzov.

3.2 Analyza obsahu a foriem vzdeldvania
v profesijnom rozvoji ucitelov

Vzdelavanie v profesijnom rozvoji slovenskych ucitelov pokryva na formalnej
urovni Siroku Skalu tém, vratane pedagogickych zésad, inovativnych metdd,
metdd hodnotenia, riadenia triedy, vyuzivania informac¢no-komunika¢nych
technologii v triede a iné (minedu.sk). Okrem toho sa kladie velky doraz
na profesijny rozvoj suvisiaci s implementdciou polittk a nariadeni
stanovenych Ministerstvom $kolstva, vedy, vyskumu a Sportu. V praxi to
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znamend, Ze uclitelia mo6zu absolvovat vzdeldvanie napriklad o tom, ako
efektivne implementovat nové Standardy ucebnych osnov, ako hodnotit
ziakov pomocou narodnych hodnotiacich rdmcov a iné. Okrem uvedeného
existuju na Slovensku aj rézne nezavislé organizacie, ktoré sa zameriavaju
na odborny rozvoj ucitelov. Ide napriklad o Komenského institut, ktory
ponuka odborno-praktické semindre, tréningy, konferencie, workshopy
a dalSie podujatia pre ucitelov a pedagogickych zamestnancov. Tieto aktivity
su zamerané na rozne témy, ako su napriklad inovativne metody, hodnotenie
a hodnotiace ndstroje, osobnostny rozvoj, multikultirna vychova, digitdlne
vzdelavanie, inkluzivne vzdeldvanie a iné. DalSou organizaciou je napriklad
Teach for Slovakia, ktord zabezpecuje intenzivny dvojro¢ny profesijny rozvoj
pre mladych absolventov, ktori sa stavaju ucitelmi na zakladnych Skolach
s vy$Sim podielom znevyhodnenych ziakov.

Obsah profesijného rozvoja ucitelov vo Finsku sa zameriava na viaceré
aspekty, vratane posiliiovania pedagogickych zrucnosti a metod, ktoré su
zaloZené na vyskume, ako aj na zdklade povzbudzovania k reflexii vlastnej
pedagogickej praxe, rozvijaniu sebavedomia, sebahodnotenia a sebareflexie.
Dalsie oblasti zadujmu tvori (Maaranen et al, 2018; Niemi, 2015): podpora
inkluzie, podpora profesiondlneho spolocenstva (spoluprdaca s ostatnymi
ucitelmi), podpora vedomosti zo Specifickych tém (matematika, prirodné
vedy, umenie, ...), osobnostny a emociondlny rozvoj, ale aj podpora edukac-
nych postupov zaloZenych na ddékazoch (akény vyskum, experimenty, ...).
Obsah profesijného rozvoja ucitelov sa vo Finsku okrem ucasti na odbornych
kurzoch, semindroch alebo workshopoch orientuje aj na podporu angazova-
nosti ucitelov v akénych vyskumoch a experimentoch, kde si ucitelia stano-
vuju inovativne edukacné ciele, navrhuju a implementuju nové metody
vyucby, zhromazduju data, analyzuju vysledky a vyvodzuju z nich zavery.
Tieto akéné vyskumy a experimenty su obvykle zamerané na zlepSenie
konkrétnych aspektov ich vlastnej vyucby a prispievaju k rozvoju novych
postupov a inovécii vo vzdeldvani. Velmi vyznamna je aj spolupraca s kole-
gami, kde sa ucitelia delia o svoje skusenosti, rady a inovativne pristupy vo
vyucbe. Obsah profesijného rozvoja ucitelov vo Finsku je neustéle aktuali-
zovany tak, aby reflektoval aktudlne potreby vzdeldvania a zabezpecoval
pripravu kvalifikovanych a kompetentnych ucitelov pre finsky vzdelavaci
systém (Hilti, 2011).

Profesijny rozvoj ucitelov v Holandsku sa zameriava na rozne témy, ktoré
su relevantné pre suc¢asnu edukacnu realitu. Medzi tieto témy patri napriklad:
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inkluzivne vzdeldvanie, hodnotenie a spatna véazba, digitdlne vzdeldvanie,
diverzita a inkluzia, metédy diferencovanej vyucby pre réznorodd popula-
ciu Ziakov, rozvoj komunikativnych zru¢nosti ucitelov, efektivne vyuzivanie
skupinovej prace a projektového ucenia, rozvoj emociondlnej a socidlnej
inteligencie ucitelov a iné. Vyznamnym $pecifikom je, Ze profesijny rozvoj
holandskych ucitelov je orientovany najmd na prakticku aplikaciu overe-
nych poznatkov v Skolskom prostredi (Ovcharuk, 2020). Holandska vlada sa
tiez snazi podporovat ucitelov v ich profesijnom raste a kariérnom postupe,
napriklad prostrednictvom preplacania programov na rozvoj liderskych zruc-
nosti, mentorstva a odborného hodnotenia (Fred, 2020). Rozvoj profesijnych
kompetencii holandskych ucitelov prebieha na seba nadvazujucimi krokmi
a fazami. V prvych rokoch ucitelskej praxe sa ucitelia zameriavaju najma
na rozvoj didaktickych a pedagogickych zruénosti. Neskor prechadzaju na
cieleny rozvoj kompetencii v oblasti vedenia triedy, rieSenia konfliktov, zlep-
Sovania komunikacie s rodi¢mi Ziakov a iné. Poslednu a najvyssiu fazu tvori
profesijné vzdeldvanie pre riaditelov a veducich pracovnikov, ktoré pozo-
stava z podpory zrucnosti pri efektivnom riadeni a organizacii Skoly, ako aj
zabezpecovani lepSich podmienok pre ucitelov a ziakov (Zdkon o primarnom
a strednom vzdeldvani a o expertnych centrach, 2005).

3.2.1 Zhrnutie

Kazda vymenovana krajina ma svoje Specifické pristupy a priority v oblasti
obsahu profesijného rozvoja ucitelov, ktoré su ovplyvnené miestnymi
kontextmi a systémami vzdeldvania. Vo Finsku v porovnani so Slovenskom
a s Holandskom prevlada silny doéraz na aplikdciu vyskumnych poznatkov
do praxe prostrednictvom spoluprace medzi ucitelmi, zdielania osvedCenych
postupov a reflektivneho ucenia. Takato spoluprdca medzi ucitelmi na
Slovensku a v Holandsku je taktiez velmi délezitd, avSak menej systémovo
podporovand a organizovana. Co sa tyka tematického zamerania obsahu
profesijného rozvoja ucitelov, vo Finsku a v Holandsku sa profesijny rozvoj
ucitelov zameriava na nadobudanie a zdokonalovanie praktickych zru¢nosti,
ktoré su relevantné vzhladom na aktudlny stav a potreby Skolstva v danej
krajine (inkluzia, multikulturalizmus, IKT, mdkké zrucnosti, ...), ako aj na
osobnostny a socidlny rozvoj ucitelov, pricom na Slovensku prevladda vacsi
dbraz na pedagogické metddy, Standardy a kognitivizaciu.
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3.3 Poradenstvo a podporné systémy
v profesijnom rozvoji ucitelov

Typickym prikladom poradenstva a podpornych systémov v profesijnom
rozvoji slovenskych ucitelov je proces adaptacného vzdeldvania. Toto
vzdeldvanie ma povinnost absolvovat kazdy odborny a pedagogicky
zamestnanec po nastupe na novu pracovnu poziciu (Zakon ¢. 138/2019 Z.z).
Kazdy nastupujuci ucitel je tak priradeny skusenému ucitelovi
(uvadzajucemu ucitelovi), ktory mu poskytuje odbornu pomoc a podporu
pri rieSeni problémov a otdzok suvisiacich s vyucbou a pracou na Skole.
Novi ucitelia maju rovnako moznost sledovat a ucit sa od skusenych ucitelov
priamo v triedach. Kazdy ucitel je povinny adaptacné vzdelavanie absolvovat
a ukoncit najneskdr do dvoch rokov od vzniku prvého pracovného pomeru,
v osobitnych pripadoch (materska dovolenka, rodi¢ovska dovolenka,
docasna pracovnd neschopnost trvajuca dlhsie ako 90 kalendarnych dni)
riaditel lehotu na ukoncenie adaptacného vzdeldvania prediZi. Po tispe$nom
absolvovani adapta¢ného vzdeldvania sa ucitel oznacuje novym kariérnym
stupniom ako samostatny ucitel. (Zakon ¢. 138/2019 Z.z). Dostupnost dalsich
podpornych a poradenskych systémov v profesijnom rozvoji slovenskych
ucitelov je viazand na: 1. priamo riadené organizdcie Ministerstvom skolstva,
vedy, vyskumu a Sportu (Centrum poradenstva a prevencie, Narodny inStitut
vzdeldvania a mladeze a iné); 2. sukromnych poskytovatelov. Okrem uvedeného
bol v roku 2021 vytvoreny model andragogického poradenstva aplikovatelny
pre potreby ucitelskej profesie (Pavlov et al, 2021), ktory sa nésledne zacal
prakticky uplatriovat prostrednictvom poradenskych a vzdelavacich aktivit
narodného projektu — Teachers (2022).

Jednou z najdodlezitejSich foriem podpory ucitelov v profesijnom rozvoji
vo Finsku su tzv. “In-training courses” alebo “in-service days”. Ide o Skolenia
a workshopy organizované pre ucitelov na ich Skolach alebo v rdmci celého
Skolského okresu. Tieto kurzy sa zameriavaju na podporu aktudlnych tém
tykajucich sa oblasti vzdeldvania a vyucby, s ktorymi sa stretdvaju konkrétni
ulitelia (Maaranen et al, 2018). Dolezitu ulohu z hladiska poradenstva
a podpornych systémov v profesijnom rozvoji finskych ucitelov zohrava
taktiez program, ktory poskytuje podporu a mentoring pre novoprijatych
ucitelov: “National Mentoring Programme for Newly Appointed Teachers”. Novi
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komplexnu podporu a konzultacie. Tento program vsak nie je povinny, pricom
zvycCajne trva tri roky. Mentori sa stretdvaju s novymi ucitelmi pravidelne
a pomdahaju im s planovanim vyucovacich hodin, hodnotenim vykonov,
riadenim triedy a rieSenim problémov (Fred, 2020). V sucasnosti existuje vo
Finsku taktiez viacero organizacii, ktoré ponukaju ,ucitelské koucovanie”
alebo ,ucitelské poradenstvo”. Ide napriklad o Finske zdruZenie ucitelov
(OA]) alebo Finsku asocidciu koucov (ICF Finland). Cielom koucingu a pora-
denstva pre finskych ucitelov je pomoct im zlepSit pedagogické zrucnosti
a zvySovat ich sebavedomie v triede. Kouci a poradcovia poméahaju ucitelom
taktiezZ objavovat nové perspektivy a napady v edukacnom procese, ako aj
dosahovat stanovené ciele, ¢i podielat sa na vlastnom socio-emociondlnom
rozvoji (Maaranen et al., 2018).

Podporné a poradenské systémy ucitelov v Holandsku sa tykaju najma
mentorkych programov (mentor = skuseny ucitel, ktory poskytuje podporu
novym alebo menej skusenym ucitelom). Mentoring holandskych ucitelov
nie je povinny, avsak aj napriek tomu existuje mnozstvo iniciativ a institucii
na podporu tohto procesu (Fred, 2020). Ide napriklad o National Mentoring
Programme for Newly Appointed Teachers (Narodny mentorsky program pre
novoprijatych ucitelov) Nederlandse Vereniging van Leraren (NVL), Nederlands
Instituut voor onderwijs en opvoedingszaken (NIVOZ), Vereniging van Christelijke
Leraren in het Voort a iné. Naproti tomu existuje v Holandsku aj podrobne
rozpracovany systém zamerany na koucing ucitelov. Koucing predstavuje
v porovnani s mentoringom kratkodobej$i proces, ktory sa zameriava na
rieSenie konkrétnych problémov, ako aj na zlepSenie Specifickych zrucno-
sti, pricom Ministerstvo vzdeldvania, kultiry a vedy zriadilo organizaciu
snazvom Opleidingen tot Coach, ktora ponuka Skolenia pre koucov pracujucich
s ucitelmi. Tieto Skolenia zahrnaju napriklad programy na rozvoj koucovacich
zrucnosti, ako aj kurzy zamerané na konkrétne témy, ako je napriklad efek-
tivna komunikdcia, rieSenie konfliktov a socio-emocionalny rozvoj.

3.3.1 Zhrnutie

Poradenstvo a podporné systémy tvoria dolezita sucast profesijného rozvoja
ucitelov vo vSetkych troch krajinach. Na Slovensku sa jednd najma o realizaciu
povinného adaptacného vzdeldvania pre zacinajucich ucitelov. Vo Finsku
a v Holandsku je mentoring novoprijatych ucitelov dobrovolny, pricom
zvy$end pozornost je v tychto krajindch venovana poradenstvu, mentoringu
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a koucdingu pocas celej dizky vykonu ucitelskej profesie (s dérazom na
rieSenie konkrétnych a aktudlnych problémov, tréning didaktickych Cci
socio-emocionalnych zrucnosti a iné). Naopak, v systéme komplexného
a celozivotného poradenstva pre slovenskych ucitelov evidujeme zatial
zdvazné nedostatky a to 1 napriek pilotnej implementécii andragogického
poradenstva, ktoré vSak v aktudlnom obdobi netvori systémovu sucast
profesijného rozvoja ucitelov.

V ramci uvedenej komparativnej Studie mozno identifikovat rozne pristupy,
politiky a kultury, ktoré ovplyvrnuju profesijny rozvoj ucitelov v konkrétnych
krajinach. Vo Finsku a Holandsku sa kladie velky doraz na institucionalnu
podporu profesijného rozvoja ucitelov. Programy poradenstva a podpornych
sieti su dobre Strukturované a financované zo $tatnych alebo miestnych
zdrojov. U¢itelia maju pristup k roznym profesijnym rozvojovym programom,
ktoré im poskytuju podporu v ich profesijnom, ako aj osobnostnom
raste a rozvoji pedagogickych zrucnosti (nie len z hladiska kognicie, ale
aj z hladiska socio-emociondlneho rozvoja ucitelov). Na Slovensku je
profesijny rozvoj ucitelov zabezpeCovany predovsetkym prostrednictvom
formdlneho vzdeldvania. Financovanie profesijného rozvoja moéze byt
obmedzené a zavisiet od rozpoctu Skolskych zriadovatelov, o mdze mat
vplyv na dostupnost a kvalitu pontkanych programov. Zarover vSak mozno
identifikovat aj pozitivne trendy a iniciativy na zlep3enie profesijného
rozvoja ucitelov na Slovensku (napr. Narodny projekt: Profesijny rozvoj

ucitelov- TEACHERS, 2022).

Vysledky tejto komparativnej Stadie maju potencial poskytnut zdklad pre
sformovanie vzdelavacich politik a opatreni na podporu profesijného rozvoja
ucitelov na Slovensku.

Navrhované opatrenia:

a) zaradit po finskom a holandskom vzore do profesijného rozvoja ucitelov
vzdeldvacte programy zaloZené na teoreticky a empiricky overenych vychodis-
kdch, ktoré vychadzaju aj z vlastnej proveniencie,

b) zaradit po finskom a holandskom vzore do profesijného rozvoja ucitelov
viaceré vzdeldvacie programy zamerané na socio-emociondlny rozvoj. Toto
odporucanie je v sulade s odporucaniami MPC (2021): roz$irenie ponuky
vzdeldvania ucitelov v profesijnom rozvoji o 2-3 programy ro¢ne zamerané
na: podporu dusevného zdravia a duSevnej hygieny, zvladanie zataZzovych
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situdcii v praxi, zvySovanie kompetencii v medziludskych vztahoch, seba-
poznanie a sebaprijatie.

c) zaradit po finskom a holandskom vzore do profesijného rozvoja ucitelov
systematicku podporu a poradenstvo. Ako jedno z vychodisk sa javi imple-
mentdacia andragogického poradenstva pre ucitelov budovaného na princi-
poch individualizovanej, dostupnej, operativnej, kontinualnej a odbornej
pomoci.

Tieto opatrenia zdroven nadvédzuju na trendy a nariadenia Eurdpskej
komisie, Globalnej agendy 2030 ako aj dalSie nadnarodné a narodné doku-
menty/ legislativu (ZvySovanie efektivnosti vzdeldvania prostrednictvom
profesijného rozvoja ucitelov, 2011; Rozvoj $kol a excelentnosti vyucby, 2017;
European ideas for better learning, 2018).

3.4 Limity vyskumu

Za hlavny limit povazujeme absentujuci komplexny ndhlad na historicky
a socio-kulturny kontext profesijného rozvoja ucitelov v konkrétnych
krajinach. Dal$im limitom je nizky pocet preskumanych databdz, pri¢om
pouzity kvalitativny pristup modze byt napriek zabezpeceniu objektivizacie
vysledkov do urcitej miery ovplyvneny roznymi formami biasu vyskumnika.

ZAVER

V komparativnej $tudii sme sa zaoberali systémami profesijného rozvoja
ucitelov na Slovensku, vo Finsku a v Holandsku. NaSim hlavnym cielom
bolo identifikovat pristupy k profesijnému rozvoju ucitelov v konkrétnych
krajinach a na zdklade tychto pristupov navrhnut odporucania pre podporu
profesijného rozvoja slovenskych ucitelov.

Ukdazalo sa, Ze ponuka formdlneho vzdeldvania v profesijnom rozvoji
slovenskych ucitelov len v obmedzenej miere reaguje na aktudlne potreby
a odraz meniaceho sa sveta v Skolskej praxi. Ako relevantnd moznost ich
osobnostného a profesijného rozvoja sa tak javi systémova podpora a imple-
mentacia andragogického poradenstva, s cielom zmiernit ,priepast® medzi
ponukou formdlneho vzdeldvania a aktudlnymi poziadavkami/ problémami
ucitelskej profesie. Vzhladom na to, Ze andragégovia disponuju vylucne
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eduka¢nymi prostriedkami povazujeme za nevyhnutné hladat také faktory
podpory kognitivnych, didaktickych a socio-emocionalnych zrucnosti sloven-
skych ucitelov, ktorych uroven mozu facilitovat aj andragdégovia (napr.
v oblasti socio-emocionalneho rozvoja ide o: efektivnu komunikdciu, rieSenie
konfliktov, emociondlnu inteligenciu, efektivne zvladanie zatazovych situdcii,
kritické myslenie a iné).
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PRIMARNI A PREPRIMARN{
VZDELAVANI S AKCENTEM NA
ELIMINACI RIZIK V KONTEXTU

ZAJISTENT ROVNYCH PRILEZITOST]

PROVAZKOVA STOLINSKA, D., RASKOVA, M., & SMELOVA, E., 2021.
Primdrni a preprimdrni vzdéldvdni s akcentem na eliminaci rizik v kontextu
zajistent rovnych prileZitosti. Olomouc: Pedagogicka fakulta Univerzity
Palackého, 2021. 69 s. ISBN 978-80-244-6099-4.

Kniha vznikla v souvislosti s vyzkumnym projektem ,Spolecenské aspekty
inkluze v zékladnim vzdélavani v kontextu mezindrodniho vyzkumu*“
€. 4401/11, reSenym Cleny katedry primarniho a preprimarniho vzdélavani
Pedagogické fakulty Univerzity Palackého v Olomouci. Cilem vyzkumného
projektu bylo zjistit, jaky je v soucasnosti stav ve Skolach z hlediska priprave-
nosti Skolniho i spoleCenského prostredi jako zdkladni podminky vzdélavani
déti predskolniho a mladsiho Skolniho véku.

V uvodu autorky sméruji pozornost k Narodnimu akénimu planu inkluziv-
niho vzdélavani, jehoz zamérem je hledani prileZitosti pro eliminovani rizik
a podpora rovnych prilezitosti pro vzdélavani, kdy determinantou je reSeni
pristupu k inkluzivnimu vzdélavani.

Publikace mé pét kapitol. V prvni kapitole Ceské $kola v proménéch aneb
Vize jeji transformace v moderni systém autorky na zakladé vyvoje Ceské
vztah pojmul integrace a inkluze a jejich ptisobeni ve $kolnim prosttedi.

Ve druhé kapitole Cinitelé edukacniho procesu v kontextu promény jejich
pojeti autorky poukazuji na to, ze dochdzi k proméné pojeti ditéte a jeho
vzdélavacich potteb a jednim z hlavnich cil vzdélavani se stdvé socializace
ditéte. Konstatuji, Ze je potfeba znat nazory a postoje uciteld, ponévadz ti jsou
hlavnimi aktéry vSech reforem, priméreného zplisobu prezentace informaci,
konstruktivistického pojeti vzdélavani, uciva, prarezovych témat. Kratce se
zminuji i o pozici $kolniho asistenta a jeho néplni prace.
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Kroky smérem k transformaci Ceské Skoly deklarujici zajisténi rovnych
prilezitosti déti a zakl ve vzdélavani je nazev treti kapitoly. Jako tyto kroky
autorky oznacuji odklon od encyklopedismu ve vzdélavani a ztotoznéni se
s trendem rozvoje kompetenci pro Zivot, rovné prilezitosti ve vzdélavani,
integraci a inkluzi, ndvaznost materské §koly (dale jen MS) a prvniho stupné
ZS — povinné piedskolni vzdélavani v roce Zivota ditéte, ktery pfedchézi jeho
nastupu do povinného Skolniho vzdélavani.

Ve vyzkumném Setfeni, jez se zamérilo na integraci (vyzkum byl uskutec-
nén pred novelou Skolského zdkona o inkluzi), byla zjiStovdna oblibenost
integrovanych Zaka a zda tito zaci ovlivituji charakterovou strukturu tridy
na prvnim stupni ZS. Setfeni probihalo ve ¢tyfech tifdach ¢tyfi vyucovact
hodiny. Autorky kazdou tridu, kterd byla zarazena do vyzkumu, charakteri-
zovaly a specidlné se vyjadrily k integraci v této tfidé pred vyzkumem. Zvolily
a uplatnily vyzkumné techniky, jimiz byl sociometricky dotaznik na téma
yzakladani firmy“, netizené pozorovani a rozhovor s tfidnim ucitelem. Nenf
vSak uvedeno, ve kterych tridach podle stupné byl dotaznik zadan. V jedné ze
Ctyr trid uskutecnily autorky kazuistiku integrovanych déti, uvedly zjisténé
socialni vazby a jejich podstatné znaky. Popsand zjiSténi ukazuji, Ze situace
zaku, kterych se integrace tyk4, neni jednoduché. Jsou povazovéani za neobli-
bené a ani jednou je nikdo neuvedl jako dobrého kamarada.

Polozky sociometrického dotazniku jsou uvedeny v priloze 1 a je pozitivni,
ze u kazdé z otdzek je uvedeno, k jakému zjisténi otdzka smérovala. Vysledky,
tedy odpovédi zakdl, vsak uvedeny nejsou, coz je Skoda, ponévadz poznat je
by bylo velmi pedagogicky pfinosné. Kapitola je doplnéna tabulkami s dopro-
vazejicimi daty.

Ctvrta kapitola se nazyvéa Podpora vize inkluzivniho pifstupu ke vzdélavani.
Autorky popsaly vyzkumné Setfen{ u 53 déti predSkolniho véku — odpovédi na
10 otazek zamérenych na vyznam slov laska mezi lidmi, zptisoby projevi
lasky déti a zpasoby projevi lasky k détem — nestrukturovanym individu-
alnim interview a uvedly vysledky. U predskolnich déti se objevuji nejprve
jednostrannd pratelstvi, jez ovliviiuje prostredi. Podarilo se jim také zjis-
tit, Ze déti s utvorenymi vazbami vzajemného pratelstvi byvaji spoleCensky
vice interaktivni. Hlavnim aktérem, ktery podporuje internalizaci, podili
se na vytvareni konceptu kamaradstvi, vytvareni prilezitosti k chéapani
a uvédomeéni si mista ve skuping, je ucitel.

Pata kapitola nese nazev Vyzkumné pojeti internalizace v podmin-
kach materské Skoly. Extenzivni vyzkumnou metodou strukturovaného
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interview byly détem predskolniho véku a zakam 1. a 4. tridy ZS tento-
krat pokladany otdzky v souladu se zamérem poznat jejich pojeti kama-
radstvi, tedy co si pod kamaradstvim predstavuji, a to v kontextu dirazu
na spoletnou c¢innost, uspokojovani vlastnich potfeb a posileni vlast-
niho statusu. Jsou uvedeny srozumitelné grafy s dopliujicim oznacenim,
komparace a intepretace vysledkl, a ponévadz se jednd o kvalitativni
vyzkumny pristup, rovnéz ilustrativni vybér z odpovédi déti. Shrnuti
vysledkl vyzkumného Setfeni je zasazeno do teoretického ramce, ktery
se opird o psychologické teze. Vysledky, tj. odpovédi péti déti predSkolniho
vékuy, jsou uvedeny v priloze 2.

Nasledné je popsan experiment, jehoz cilem bylo zjistit moZnosti podpory
ucitelem r{zeného rozvoje pozitivnich vztaht déti v inkluzivnim prostredi
$koly. Byl realizovan v 15 MS, v nichz ucitelé uskutecnili cilenou ¢innost
zamérenou na rozvoj socialné-emocnich kompetenci u déti predskolniho
véku, a v 15 MS jakozto kontrolni skupiné. Obsahem 15 Fizenych aktivit
byla nejprve motivacni slovni rozcvicka, poté déti vyslechly pribéh a néasle-
dovala diskuse s dohliZenim na dodrzovani pravidel. Autorky pripominaji,
ze zcela jisté se i v kontrolni skupiné podporoval rozvoj emocnich kompe-
tenci. Toto vS8ak nebylo cilené planovité zarazeno do aktudlni vzdélavact
nabidky. U experimentdlni skupiny se ukdzalo, Ze téma rozpoznavani
a regulace emoci je pro déti predSkolniho véku zajimavé a zZe ucitelky
pracuji s témito tématy s uspokojenim. Pridavaly dalsi zplisoby rozvijeni
socidlné-emocnich kompetenci a ziskdvaly pro toto rozvijeni i rodice.
Vysledky byly diskutovany s psychology, se specidlnimi pedagogy a s didak-
tiky pro predskolni vzdélavani, kteri se podileli na vytvareni metodickych
postuptli.

Celkové usporadani publikace splriuje hned dvoji vzor pro psani zavérecné
prace pro studujici ucitelstvi pro matei'ské $koly a ucitelstvi 1. stupné ZS.
Zpracovani informaci o tématu v teoretické ¢asti je dobrym prikladem zpra-
covani obsahu. Vyzkumnd Setfeni i zpracovani vysledkli mohou byt meto-
dologickou oporou. Nabiz{ se také moznost vyuzit publikaci v semin&rich,
piinejmensim pro studujici obou vyse jmenovanych obort. Seznam pouZzité
literatury m@ze byt nejen studujicim, ale i ucitelim obou stupnd vzdélavani
dobrym voditkem pti hledani odbornych zdroji k tématu inkluze. Vzhledem
k individualizaci vzdélavani, ktera na skoldch obou stupnt probihd, ale po
jejimz jesté vétSim zintenzivnéni se stale vold, jsou i oba dotazniky zara-
zené v prilohdch dobrym prikladem, popt. vyuzitelnym vzorem nejen pro
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studujici, ale opét i pro ucitele na téchto stupnich $kol, ktefi se budou zamyslet
nad tématem kamardadstvi mezi détmi (zaky) ¢i tématy jinymi nebo pfi zpra-
covavani nékterych moralnich problémd.

Téma inkluze, vytvareni a udrzovani inkluzivniho prostredi ve $kolach jako
jeji nezbytné podminky je a bude stale aktudlni. Déti odristaji a ze Skolského
systému odchdzeji, ale prichéazeji déti nové a opét musi ucitelé MS i prvniho
stupné Z$ intenzivng, systematicky, soustavné a promyslené s détmi praco-
vat tak, aby v prostfedi pro vzdélavani v zdjmu inkluze eliminovali rizika
v kontaktech mezi détmi, zajistovali rovné prilezitosti pro vSechny a cilené
podporovali prosocidlni chovani, coz je pro uspésnou socializaci a persona-
lizaci jak déti intaktnich, tak inkludovanych nezbytné.
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